BALANCING LANGUAGE AND CONTENT: EXPLORING EMI PRACTICES IN TEACHING TOURISM SUBJECTS AT A UNIVERSITY IN VIETNAM
ABSTRACT: This study investigates university students’ perceptions of EMI, the challenges they encounter in EMI classrooms, and the strategies and institutional support that facilitate EMI in learning tourism subjects. A quantitative survey was conducted with 153 tertiary students using a structured questionnaire measured on a five-point Likert scale. Descriptive statistical analysis was performed using SPSS to examine four constructs: students’ perceptions of EMI, general attitudes toward EMI, challenges in EMI, and strategies and support in EMI contexts. The findings indicate that students generally hold positive perceptions of EMI and recognize its benefits for language development and academic advancement. However, the results also reveal that the students face substantial challenges, particularly in terms of comprehension and language-related difficulties. At the same time, the students acknowledge the importance of learning strategies and institutional support in facilitating EMI in learning tourism subjects. The study highlights the need for pedagogical adjustments, language support services, and institutional policies that address the challenges associated with EMI implementation. The findings contribute to the growing body of EMI research and offer practical implications for improving EMI practices in higher education.
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1. Introduction
The internationalization of higher education has led to a significant surge in the implementation of EMI across diverse academic disciplines worldwide. In non-English-speaking countries, EMI is defined as the use of the English language to teach academic subjects where the first language of the majority of the population is not English (Macaro, 2018). This expansion has been particularly notable in Asia and Europe, where universities seek to attract international students and enhance their global academic reputation (Galloway & Ruegg, 2020; Wilkinson, 2013). EMI programs are often introduced with the expectation that they will improve students’ English proficiency, increase access to international academic knowledge, and prepare graduates for participation in global labor markets (Dearden, 2015; Rose et al., 2021).
However, the transition to EMI is not without substantial challenges. Research has highlighted that the effectiveness of EMI can be hindered by the limited English proficiency of both lecturers and students, which may adversely affect the delivery and comprehension of course content (Airey, 2011; Evans & Morrison, 2011). For instance, while students generally recognize the helpfulness of EMI, many—particularly local students—experience significant learning anxiety rooted in their self-perceived low language proficiency (Kim, 2017; Macaro et al., 2018). Moreover, there is a noted "trade-off" where the emphasis on English can sometimes lead to reduced coverage of the actual subject matter (Airey & Linder, 2006; Hu et al., 2014).
The implementation of EMI is particularly relevant in specialized fields such as tourism, where global communication, intercultural interaction, and international mobility are essential professional competencies (Galloway & Numajiri, 2020). In this context, specific pedagogical and institutional conditions are necessary to ensure the successful integration of English into the curriculum. Previous studies suggest that while overall student satisfaction with EMI programs is often relatively high, perceptions of EMI may vary across disciplinary backgrounds, with students in natural sciences often reporting more positive attitudes than those in social sciences and humanities (Bukve, 2018; Kim & Kym, 2014). Despite the growing body of EMI research, limited attention has been paid to EMI practices in tourism education, particularly in developing country contexts. Therefore, this paper explores students’ perceptions of EMI practices in teaching tourism subjects, aiming to identify the specific benefits and challenges students encounter within this disciplinary context.. 

Previous research (Ernesto Macaro et. Al, 2018, Jennifer Dearden, 2015, John Airey, 2011, Stephen Evans & Bruce Morrison, 2011) has highlighted both the advantages and challenges associated with EMI implementation. While some studies emphasize the potential benefits of EMI for language development and internationalization, others point to difficulties related to comprehension, classroom participation, and pedagogical adaptation. Therefore, several important gaps remain insufficiently addressed. Firstly, there is a notable lack of comparative disciplinary studies that examine how students from different academic backgrounds—particularly natural sciences versus social sciences—perceive and experience EMI, limiting a nuanced understanding of its varied impacts. Moreover, existing literature highlights persistent operational challenges, including unclear policy communication and a problematic trade-off between content mastery and language development in science-based subjects, suggesting a need for more balanced pedagogical approaches. Additionally, inadequate institutional support, characterized by shortages of qualified teachers, limited resources, and ineffective teaching methodologies, continues to hinder successful EMI implementation. The issue is further compounded by the unilateral imposition of EMI policies by university administrations, often without sufficient input from teachers and students, resulting in resistance and reduced effectiveness. Moreover, while students tend to recognize the long-term benefits of EMI for career advancement, insufficient attention has been given to the high levels of anxiety stemming from their perceived low English proficiency. Finally, there is a pressing need for more context-sensitive implementation models, such as partial EMI, as well as broader cross-cultural research that moves beyond region-specific studies to better account for diverse socio-economic and linguistic contexts shaping EMI outcomes.

Understanding students’ perceptions of EMI is therefore essential for evaluating the effectiveness of EMI programs. Students’ attitudes toward EMI can influence their motivation, engagement, and overall learning experience.

This study aims to explore university students’ perceptions of EMI and examine the challenges and support mechanisms associated with EMI learning environments. The study addresses the following research questions:

1. What are students’ perceptions of EMI in learning tourism subjects? 

2. What challenges do students encounter when learning tourism subjects through EMI? 

3. What strategies and institutional support help students adapt to EMI in learning tourism subjects?

2. Literature review
2.1. English as a medium of instruction
The definition of EMI is often described as complex and evolving one. The origins of EMI can generally be traced back to the European content and language-integrated learning progress (CLIL), content-based teaching, and bilingual teaching methods in native English-speaking countries (Dearden (2014; Vu & Burns, 2014). Galloway and Sahan define EMI as the use of the English language to teach academic subjects in countries where the first language of the majority of the population is not English (Galloway & Sahan, n.d.). This trend is particularly prominent in non-English-speaking contexts such as Vietnam, where it is implemented to enhance the internationalization of higher education, improve university rankings, and modernize outdated curricula (Cho, 2012, Ha, 2021;). While traditional language courses focus on linguistic mastery, EMI emphasizes the delivery of disciplinary content, though it often involves a "trade-off" where limited proficiency among staff and students can impact the effectiveness of content delivery (Cho, 2012).

Furthermore, some scholars differentiate EMI based on the extent of English usage within the classroom. Nguyen (2021) notes that while "full EMI" is the ultimate goal for many institutions, "partial EMI" serves as a more feasible solution to bridge comprehension gaps, allowing for pedagogical adjustments that support students who struggle with the dual burden of learning new subject matter and a foreign language simultaneously. In this study, EMI is characterized as the practice of utilizing English to deliver academic content—excluding the study of the English language itself—within regions where the dominant native tongue is not English (Macaro et al., 2017). This distinction is vital for differentiating EMI from CLIL. While CLIL maintains a dual priority on simultaneously advancing linguistic proficiency and subject mastery (Francomacaro, 2011), EMI treats English primarily as a functional instrument to achieve the goal of subject-matter acquisition. Additionally, while CLIL can involve various foreign or second languages, EMI specifically mandates the use of English. Consequently, in EMI environments, the instructional focus remains predominantly on the students' understanding and command of the core curriculum rather than on explicit language development (Chang, 2010).
In this study, EMI is defined as the use of English to teach tourism-related academic subjects in a non-English-speaking higher education context where English serves primarily as the medium for content delivery rather than the object of language instruction. This definition emphasizes the functional role of English in facilitating students’ acquisition of disciplinary knowledge while acknowledging the linguistic and pedagogical challenges associated with learning subject content through a foreign language.…(provide your definition used in the current study)

2.2. Potential gains and constraints of EMI in higher education
The implementation of EMI in higher education is often viewed as a double-edged sword, offering significant advantages while simultaneously presenting notable challenges. 
On the one hand, research indicates that students perceive EMI as a gateway to enhanced career prospects and international mobility, providing them with the technical and professional vocabulary necessary for future career (Fernández-Costales, 2017). Furthermore, EMI serves as a motivator for language development, with students reporting that the immersion helps improve their English proficiency and provides access to international knowledge (Huang, 2015). In the context of tourism studies, EMI is particularly valued for its ability to bridge the gap between academic theory and the communicative requirements of the global hospitality industry (Gil, 2021).

On the other hand, the "trade-off" between content mastery and language acquisition remains a significant drawback. Students frequently encounter substantial challenges related to comprehension and increased cognitive load, as they must process complex subject matter through a non-native medium (Cho, 2012). This can lead to a sense of learning anxiety, particularly among local students who may feel their academic performance is hindered by their linguistic limitations (Huang, 2015). Moreover, studies in the Vietnamese and Korean contexts suggest that if the English proficiency of both lecturers and students is insufficient, EMI can become ineffective for delivering course content, potentially leading to a decline in the quality of education (Cho, 2012; Nguyen, 2021). 
Consequently, while the benefits of EMI are widely recognized, its drawbacks necessitate robust institutional support and pedagogical adjustments to ensure students can successfully navigate the complexities of their academic disciplines.
2.3. Related studies 

2.3.1. Perceived benefits of English-medium instruction
A significant body of research highlights the multifaceted advantages of EMI for students in higher education, viewing it as both a linguistic and professional catalyst. Primarily, EMI is regarded as a strategic vehicle for enhancing career prospects and global competitiveness. Fernández-Costales (2017) found that students at the University of Oviedo were largely motivated to enroll in bilingual programs because they perceive a direct link between English-taught subjects and better professional opportunities in the international labor market. This is particularly relevant in the field of tourism, where mastery of international terminology and the ability to communicate in English are essential professional requirements (Gil, 2021; Nguyen, 2024). Furthermore, studies by Galloway and Sahan (2021) in the Southeast Asian context emphasize that students often equate EMI with a "prestige factor" that elevates their status in the eyes of prospective global employers.

Beyond employability, the literature also emphasizes the linguistic and academic affordances associated with this immersion. Research in the Taiwanese context suggests that students generally agree on the helpfulness of EMI in strengthening both their professional knowledge and their English proficiency (Huang, 2015). This dual benefit is often described as "incidental language learning," where students acquire complex structures and technical lexicon through exposure rather than formal instruction. Additionally, EMI creates a more dynamic and internationalized learning environment. In South Korea, the push for EMI has been a central strategy for universities to boost their global rankings and foster an environment that prepares students for international mobility (Cho, 2012). 
In the Vietnamese context, the implementation of EMI has expanded rapidly in recent years as part of broader higher education reforms and internationalization policies. Vietnamese universities increasingly adopt EMI programs to improve educational quality, enhance institutional competitiveness, and prepare graduates for participation in global academic and professional environments (Ha, 2021). This trend has been particularly evident in disciplines closely associated with international communication and mobility, such as business, technology, and tourism. EMI is also strongly connected to national language policies, including the National Foreign Language Project, which aims to improve English proficiency among students and promote the integration of English into tertiary education.

Nguyen et al. (2021) also noted that students in Vietnam have largely embraced EMI as an essential evolution of the university curriculum, viewing it as a necessary tool to access the vast repository of global academic resources that are predominantly published in English.

2.3.2. Challenges and constraints in EMI environments

Despite the perceived benefits, the literature identifies several critical hurdles that can impede the effectiveness of EMI, often creating a gap between policy objectives and classroom realities. The most prominent challenge is the "trade-off" between language acquisition and content mastery. Cho (2012) argues that when the English proficiency of both instructors and students is limited, the delivery of complex academic content suffers, often leading to a superficial understanding of the subject matter. This phenomenon is further supported by Vu and Burns (2014), who noted that even motivated lecturers struggle to explain nuanced theories in English, often resorting to simplified explanations that may dilute the academic rigor of the course. This leads to what Nguyen (2021) describes as a "comprehension deficit," where "full EMI" becomes overwhelming, suggesting that "partial EMI" or translanguaging may be a more pragmatic approach to bridge these gaps.

Linguistic anxiety and cognitive load represent another major cluster of challenges identified in the literature. Local students often experience higher levels of stress compared to international peers when forced to process academic information in a non-native medium (Huang, 2015). This cognitive overload is not merely linguistic; it affects the ability to take notes, participate in spontaneous debates, and perform under the pressure of timed assessments. As noted by Tatzl (2011), students in EMI programs often feel they are "learning at a slower pace" than they would in their mother tongue. This difficulty extends to classroom participation; students frequently report that participating in discussions in English is significantly more taxing, leading to "silence in the classroom" where students avoid speaking for fear of making grammatical errors (Nguyen et al., 2021). Furthermore, the lack of specialized pedagogical support remains a bottleneck. As noted by Álvarez Gil (2021), many EMI programs lack clear methodological distinctions between content teaching and language support, leaving students to navigate technical vocabulary and complex theories without adequate scaffolding, such as pre-sessional English courses or integrated ESP support.

The Vietnamese EMI context also reflects a tension between policy expectations and classroom realities. While universities promote EMI as a pathway toward internationalization, many institutions still struggle with limited teaching resources, insufficient EMI training for lecturers, and varying levels of student English proficiency. As a result, partial EMI or bilingual instructional approaches are often adopted in practice to support students’ comprehension and reduce the cognitive burden associated with learning disciplinary content through a foreign language (Nguyen & Ha, 2021). These contextual factors highlight the importance of investigating students’ perceptions and experiences of EMI in specific disciplinary settings such as tourism education.

3. Methodology

3.1. The participants
A sample of 153 students who majored in English Language for tourism was selected for this study using convenience sampling. All participants were enrolled in tourism courses at a public university in Hue. The participants were predominantly female, comprising 84.3% (129 students) of the total sample. In terms of academic standing, the vast majority of respondents were senior students, with 94.1% (144 students) in their fourth year of study, followed by a small representation of third-year (4.6%) and second-year students (1.3%). This distribution suggests that the findings largely reflect the perspectives of students who have completed most of their undergraduate tourism curriculum and have had significant exposure to university-level instruction.

Ethical considerations were carefully addressed throughout the research process. Prior to data collection, participants were informed about the purpose of the study, the nature of the questionnaire, and the intended use of the collected data. The researcher explained that participation was entirely voluntary and that students had the right to decline participation or withdraw from the study at any stage without any negative consequences.

Informed consent was obtained from all participants before the questionnaires were administered. Participants were also assured that their responses would remain anonymous and confidential and would be used solely for research purposes. No personally identifiable information was collected, and all data were analyzed in aggregate form to protect participants’ privacy.

To minimize potential pressure, the questionnaire was distributed outside formal assessment activities, and students were informed that their participation or non-participation would not affect their academic performance in any way. These procedures were implemented to ensure that the study complied with ethical principles related to voluntary participation, confidentiality, and respect for participants’ rights. 
Regarding their linguistic background, the students reported varying levels of English proficiency based on the Common European Framework of Reference for Languages (CEFR). More than half of the participants identified themselves as being at the B1 (Intermediate) level (52.9%), while 39.2% reported B2 (Upper-intermediate) proficiency. A smaller proportion of students indicated C1 (Advanced) proficiency (5.9%), whereas only 2% considered themselves to be at the A2 (Pre-intermediate) level. This distribution suggests that the majority of participants possessed at least an intermediate level of English proficiency, which may have enabled them to engage relatively effectively in EMI classrooms.

Importantly, nearly all participants (98.7%) confirmed that they had previously taken tourism-related courses taught in English, and 93.5% indicated that they had experience specifically with EMI modules. On average, the students had completed approximately five to six EMI courses, providing them with substantial firsthand experience of learning tourism subjects through English. This extensive exposure suggests that the participants were well positioned to evaluate both the benefits and the challenges associated with EMI practices in tourism education.
3.2. Data collection instrument
A five-point Likert-scale questionnaire was designed to investigate students’ perceptions, experiences, and challenges related to English as a Medium of Instruction (EMI) in tourism-related courses. The questionnaire was developed based on theoretical frameworks and instruments commonly used in previous EMI research, particularly studies focusing on students’ perceptions, language-related challenges, and classroom experiences in higher education contexts (Macaro, 2018; Dearden, 2015; Kim & Kym, 2014; Galloway & Ruegg, 2020). In addition, the questionnaire design was informed by research on EMI implementation in Asian higher education settings, where factors such as language proficiency, classroom interaction, comprehension difficulties, and institutional support have been identified as major dimensions influencing students’ EMI experiences (Airey, 2011; Evans & Morrison, 2011).

The questionnaire consisted of four main constructs: (1) students’ perceptions of EMI, (2) attitudes toward EMI learning, (3) challenges encountered in EMI classrooms, and (4) strategies and institutional support for EMI learning. All items were measured using a five-point Likert scale ranging from 1 (“strongly disagree”) to 5 (“strongly agree”).

The data collected from this instrument is intended to provide insights into how to improve EMI teaching and learning in the specific field of tourism education. The questionnaire was distributed online via Google Forms to allow participants to respond at their convenience after a pilot study.

3.3. Data analysis

In the data analysis stage, quantitative data was analyzed from the questionnaire dataset using SPSS (version 22). The reliability analysis of the survey questionnaire yielded an overall Cronbach of 0.950, indicating the acceptability of the reliability of the instrument. The results indicated excellent internal consistency across all constructs, with alpha coefficients ranging from 0.920 to 0.952. Specifically, the perceived benefits construct (α = 0.946), challenges (α = 0.952), teaching strategies (α = 0.920), and institutional support (α = 0.931) all demonstrated high reliability. 
For the interpretation of students’ perceptions in this study, the researcher adopted the scale proposed by Moidunny (2009), in which mean scores were categorized into five levels: 1.00–1.80 as “very low,” 1.81–2.60 as “low,” 2.61–3.20 as “medium,” 3.21–4.20 as “high,” and 4.21–5.00 as “very high.” This scale was used to interpret students’ responses across all constructs of the EMI questionnaire.

4. Findings and discussion
4.1. Students’ general perceptions toward EMI
Table 4.1 Students’ general perceptions toward EMI
	
	
	Min
	Max
	Mean
	SD

	1. 
	Using English in tourism courses helps me improve my overall English proficiency.
	2
	5
	4.50
	0.727

	2. 
	EMI makes me more confident in using English for academic and professional purposes
	2
	5
	4.34
	0.812

	3. 
	Learning tourism subjects in English increases my competitiveness in the global job market.
	2
	5
	4.46
	0.795

	4. 
	EMI helps me become more familiar with international tourism terminology
	2
	5
	4.61
	0.661

	5. 
	EMI encourages me to use English more actively in class
	2
	5
	4.42
	0.775

	6. 
	EMI courses make the learning environment more dynamic and international.
	2
	5
	4.43
	0.759

	7. 
	I believe EMI is necessary for students majoring in tourism in Vietnam
	2
	5
	4.55
	0.760

	8. 
	My motivation to learn increases when my instructors use English in class
	2
	5
	4.41
	0.747

	9. 
	EMI improves my ability to think critically and express ideas in English.
	2
	5
	4.39
	0.797

	10. 
	EMI prepares me for internships or future work in English-speaking tourism settings
	2
	5
	4.46
	0.795

	11. 
	I feel confident when learning tourism content in English
	2
	5
	4.14
	0.918

	12. 
	EMI makes it easier for me to access global tourism knowledge and materials
	2
	5
	4.46
	0.707


Results from Table 4.1 indicate that students maintain a highly positive perception of EMI within the tourism curriculum. The highest mean score in this section was recorded for the belief that EMI facilitates familiarity with international tourism terminology (M= 4.61, SD= 0.661). Students also strongly agree that EMI is a necessity for tourism majors in Vietnam (M= 4.55) and that it significantly improves their overall English proficiency (M= 4.50). Furthermore, participants recognized the professional value of EMI, noting its role in increasing competitiveness in the global job market (M= 4.46) and preparing them for international work settings (M= 4.46). While still positive, the lowest mean in this category related to students' self-confidence when learning tourism content in English (M= 4.14), suggesting a slight gap between their recognition of EMI's importance and their personal comfort level with the medium. 
Rather than merely reflecting students’ preference for English learning, these findings suggest that participants perceive EMI as closely connected to their emerging professional identity within the global tourism industry. In tourism education, English is not simply an academic subject but a practical communicative resource required for interaction with international tourists, multicultural workplaces, and transnational professional networks. From this perspective, students’ strong support for EMI may be interpreted as a response to the increasing linguistic demands of globalization and labor-market competitiveness. This aligns with Fernández-Costales (2017), who found that students at the University of Oviedo were motivated to join bilingual programs to improve their professional opportunities and international mobility. Similarly, Nguyen et al. (2021) found that Vietnamese students viewed EMI as an inevitable component of educational modernization and international integration. However, the present study extends these findings by showing that tourism students may perceive EMI even more strongly as a form of disciplinary socialization into the communicative culture of the tourism profession. The particularly high mean score for tourism terminology suggests that students value EMI not only because it improves general English proficiency but because it provides access to authentic professional discourse.

At a theoretical level, this finding can also be interpreted through the lens of EMI internationalization discourse, which positions English as a form of linguistic capital in global higher education (Dearden, 2015; Macaro, 2018). Students’ positive attitudes therefore reflect not only pedagogical preferences but also broader ideological beliefs about the role of English in socioeconomic mobility and academic legitimacy. Nevertheless, such perceptions may also reproduce assumptions that equate English proficiency with professional competence, a tendency that has been critically discussed in recent EMI practice. 

4.2. Challenges in EMI learning

Table 4.2 Students’ perceived challenges in EMI learning
	
	
	Min
	Max
	Mean
	SD

	13
	I find it difficult to understand lectures delivered fully in English
	1
	5
	3.55
	0.112

	14
	I struggle to understand technical terms used in tourism-related subjects.
	1
	5
	3.77
	0.061

	15
	The pace of English lectures is too fast for me to follow.
	1
	5
	3.20
	0.181

	16
	I often feel anxious or stressed when required to speak English in class.
	1
	5
	3.54
	0.214

	17
	My limited vocabulary affects my comprehension of course materials.
	1
	5
	3.90
	0.107

	18
	I find it challenging to take notes in English while listening to lectures.
	1
	5
	3.50
	0.215

	19
	EMI courses require more preparation time and effort than Vietnamese-taught courses
	1
	5
	4.02
	0.003

	20
	Assessment tasks (presentations, reports, exams) in English are more difficult for me.
	1
	5
	3.81
	0.068

	21
	I feel my understanding of the subject content is sometimes incomplete because of language barriers.
	1
	5
	3.77
	0.138

	22
	I hesitate to ask questions in class because I lack confidence in speaking English
	1
	5
	3.71
	0.202

	23
	I am anxious about being asked to speak English in class.
	1
	5
	3.61
	0.199

	24
	I rely heavily on Vietnamese to understand EMI course materials
	1
	5
	3.65
	0.189


Although students acknowledged the long-term benefits of EMI, the findings simultaneously reveal substantial linguistic and cognitive challenges. The high mean score for increased preparation time (M = 4.02) suggests that students experience significant additional cognitive effort when processing disciplinary content through English. This supports Cho’s (2012) “language-content trade-off” argument, which proposes that students in EMI contexts often allocate considerable mental resources to language processing, potentially reducing their ability to fully engage with conceptual understanding.

From a cognitive load perspective, EMI classrooms require students to simultaneously manage multiple demands: decoding English input, processing specialized terminology, and understanding complex academic concepts. For tourism students, whose courses often involve abstract theoretical frameworks as well as applied professional communication, this dual burden may intensify comprehension difficulties. The finding that students reported incomplete subject understanding (M = 3.77) therefore reflects not simply a linguistic problem but a deeper cognitive challenge associated with learning content through a second language.

The relatively high levels of anxiety related to assessments (M = 3.81) and classroom participation (M = 3.61) further reinforce this interpretation. These findings align with Huang (2015), who observed that local students in EMI settings frequently experience linguistic insecurity and fear of academic failure. However, beyond language anxiety itself, the present findings suggest that students may experience what cognitive load theory describes as “extraneous load,” where the effort required to process language interferes with content learning efficiency.

Importantly, the issue of limited vocabulary (M = 3.90) should not be viewed merely as a deficit in students’ language competence. Instead, it reflects a structural mismatch between the linguistic demands of full EMI policies and students’ actual academic language readiness. As Nguyen and Ha (2021) argue, many EMI programs in Vietnam are implemented in contexts where students have not yet developed sufficient disciplinary English proficiency to fully participate in English-medium learning environments. Consequently, students may rely heavily on memorization, translation, or surface-level comprehension strategies rather than deeper conceptual engagement.

These findings therefore challenge overly optimistic assumptions that English immersion alone automatically improves learning outcomes. Instead, they suggest that EMI may create unequal learning conditions if linguistic support mechanisms are insufficiently integrated into classroom pedagogy.

4.3. Strategies and support in EMI learning

Table 4.3 Strategies and support in EMI learning
	
	
	Min
	Max
	Mean
	SD

	25. 
	My teachers explain key concepts in both English and Vietnamese when necessary.
	3
	5
	4.63
	0.627

	26. 
	Teachers use visuals, slides, and examples to help us understand the content better.
	2
	5
	4.70
	0.586

	27. 
	Teachers allow students to discuss difficult topics in Vietnamese before sharing ideas in English.
	2
	5
	4.58
	0.714

	28. 
	Teachers provide key vocabulary lists before lessons.
	2
	5
	4.42
	0.824

	29. 
	Teachers repeat or paraphrase explanations to make sure students understand.
	3
	5
	4.56
	0.696

	30. 
	I often use online tools (Google Translate, Grammarly, ChatGPT, etc.) to assist with EMI learning.
	2
	5
	4.60
	0.701

	31. 
	Teachers encourage group discussions to help students express ideas in English.
	2
	5
	4.60
	0.642

	32. 
	Peer support (friends/classmates) helps me understand EMI lessons better
	1
	5
	4.41
	0.877

	33. 
	I review lessons at home using both English and Vietnamese materials
	2
	5
	4.50
	0.762

	34. 
	Teachers use assessment rubrics that clearly state expectations in English.
	2
	5
	4.26
	0.849

	35. 
	I seek feedback from teachers on my English performance in EMI courses
	1
	5
	3.99
	0.173

	36. 
	Teachers create an encouraging atmosphere where students feel comfortable using English.
	3
	5
	4.48
	0.726


Table 4.3 shows the results obtained from the questionnaire for strategies and support in EMI learning reported by the participants. One of the most significant findings of this study is students’ strong preference for visual aids (M = 4.70) and bilingual explanations (M = 4.63). Rather than interpreting these preferences as evidence of students’ linguistic weakness, they may instead reflect adaptive learning strategies that facilitate meaning-making in multilingual educational contexts.

From a translanguaging perspective, students do not necessarily separate languages into rigid boundaries during learning. Instead, they strategically draw upon both English and Vietnamese resources to construct understanding and negotiate academic meaning. The high preference for bilingual explanations therefore challenges monolingual assumptions underlying many “full EMI” policies. It suggests that the flexible use of Vietnamese may not undermine EMI effectiveness but rather support deeper comprehension and participation.

This finding strongly supports Ha’s (2021) argument that partial EMI represents a pedagogically realistic approach in contexts where students are still developing academic English proficiency. Similarly, translanguaging theory argues that multilingual practices can reduce cognitive overload and create more inclusive learning environments by allowing students to mobilize their full linguistic repertoire.

The findings also indicate a growing dependence on technology-mediated learning support. Students’ extensive reliance on digital tools such as Google Translate and ChatGPT (M = 4.60) suggests a shift toward autonomous and digitally assisted learning practices. Importantly, these tools appear to function as forms of immediate linguistic scaffolding that compensate for comprehension gaps during EMI learning.

However, this growing reliance on AI-supported translation and explanation tools raises important pedagogical questions. For one thing, digital tools may enhance accessibility and learner autonomy. However, excessive dependence on automated translation may discourage students from developing independent disciplinary language competence. Therefore, EMI pedagogy may need to move beyond viewing technology merely as supplementary support and instead integrate digital literacy more critically into instructional design.

Overall, the findings suggest that successful EMI implementation in tourism education depends less on strict English-only immersion and more on the strategic combination of translanguaging practices, visual scaffolding, and technological mediation.

4.4. Institutional and environmental support
Table 4.4 Institutional and environmental support
	
	
	Min
	Max
	Mean
	SD

	37. 
	My university provides sufficient English-language resources (textbooks, online materials)
	2
	5
	4.39
	0.837

	38. 
	EMI classes have smaller sizes, which make learning more effective
	2
	5
	4.39
	0.837

	39. 
	The university offers English language support programs for EMI students
	1
	5
	4.14
	1.000

	40. 
	The university provides professional development for teachers to improve EMI instruction
	1
	5
	4.24
	0.930

	41. 
	The university encourages the use of English in extracurricular activities
	2
	5
	4.24
	0.859

	42. 
	The learning environment (library, Wi-Fi, software) supports EMI courses.
	1
	5
	4.09
	0.028

	43. 
	There are enough qualified teachers to deliver EMI courses effectively
	2
	5
	4.42
	0.766

	44. 
	The university’s EMI policy is clearly communicated to students
	1
	5
	4.22
	0.895

	45. 
	Students receive timely feedback from lecturers in EMI classes.
	2
	5
	4.37
	0.842


As can be seen in Table 4.4, the findings also highlight the importance of institutional and environmental factors in shaping students’ EMI experiences. Students expressed positive perceptions toward smaller class sizes (M = 4.39) and qualified teaching staff (M = 4.42), suggesting that supportive instructional environments can partially mitigate the challenges associated with EMI learning. 
Interestingly, this finding differs from earlier Vietnamese EMI studies that identified lecturer language proficiency as a major institutional limitation. One possible explanation is that tourism programs may have increasingly prioritized recruiting lecturers with stronger communicative English competence and industry-related expertise. Alternatively, students may evaluate teaching quality not solely based on native-like English proficiency but also on lecturers’ ability to scaffold understanding effectively.

Nevertheless, the comparatively lower score for technological infrastructure (Wi-Fi and software support) (M = 4.09) indicates that institutional support for EMI cannot be limited to curriculum policy alone. In digitally mediated learning environments, technological infrastructure increasingly functions as part of the pedagogical ecosystem that enables students to access multilingual resources, translation tools, and online learning support.

From an ecological perspective, EMI learning outcomes are therefore shaped not only by individual language ability but also by the interaction between institutional policy, classroom pedagogy, technological infrastructure, and students’ adaptive learning strategies. This broader perspective moves beyond simplistic assumptions that EMI success depends solely on English proficiency.

Overall, the findings demonstrate a complex and somewhat paradoxical relationship between students’ positive attitudes toward EMI and the substantial challenges they continue to encounter. Students clearly recognize the symbolic and practical value of English for future careers in tourism, yet they simultaneously struggle with the cognitive and linguistic demands imposed by English-medium learning.

The findings suggest that the effectiveness of EMI in tourism education depends not on maximizing English exposure alone but on developing pedagogically responsive learning environments that balance content learning, linguistic accessibility, and professional relevance. In this sense, the study supports a more flexible and multilingual understanding of EMI, where translanguaging, visual scaffolding, and technology-assisted learning are viewed not as deviations from EMI policy but as necessary mechanisms for meaningful academic participation.

6. Conclusion and implications

The present study concludes that students majoring in tourism at the tertiary level in Vietnam hold a highly positive attitude toward EMI, viewing it as a vital instrument for professional competitiveness and linguistic development. Participants clearly recognize the instrumental value of EMI in mastering international tourism terminology and preparing for the global labor market. However, a significant gap remains between this positive perception and the practical challenges of implementation. The findings highlight that limited vocabulary and the increased cognitive load of processing complex disciplinary content in a non-native language create substantial barriers, leading to increased preparation time and academic anxiety. While students are motivated, their success is heavily dependent on the "scaffolding" provided by lecturers rather than a pure immersion model.

These findings offer several implications for university administrators and EMI practitioners. Firstly, the strong student preference for visual aids, bilingual explanations, and translanguaging suggests that a "partial EMI" approach may be more effective and sustainable than "full EMI" in contexts where students have varying levels of English proficiency. Rather than enforcing an English-only policy, lecturers should be encouraged to use the students' L1 strategically to clarify complex theoretical concepts. Secondly, there is a clear need for integrated language support; tourism departments should collaborate with language centers to provide specialized ESP (English for Specific Purposes) workshops that focus on the technical vocabulary and communication skills identified as barriers in this study. Finally, institutions must ensure that the technological infrastructure, particularly high-speed internet and access to digital AI tools like ChatGPT or Grammarly, is robust, as students now rely heavily on these resources to bridge the comprehension gap in EMI classrooms. By balancing academic rigor with linguistic support, universities can better realize the potential of EMI to produce globally competent tourism professionals.
Funding: “This research received part of its funding from Hue University, Vietnam via the research project No. DHH2025- 07-116”
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CÂN BẰNG GIỮA NGÔN NGỮ VÀ NỘI DUNG: KHẢO SÁT THỰC TIỄN VIỆC DÙNG TIẾNG ANH LÀM NGÔN NGỮGIẢNG DẠY CÁC MÔN DU LỊCH TẠI MỘT TRƯỜNG ĐẠI HỌC Ở VIỆT NAM
Tóm tắt: Nghiên cứu này khảo sát nhận thức của sinh viên đại học về việc giảng dạy chuyên ngành bằng tiếng Anh, những thách thức phát sinh trong quá trình học tập và các chiến lược cùng sự hỗ trợ từ phía cơ sở đào tạo nhằm thúc đẩy hiệu quả học các môn chuyên ngành du lịch. Nghiên cứu sử dụng phương pháp định lượng với sự tham gia của 153 sinh viên đại học thông qua bảng câu hỏi cấu trúc theo thang đo Likert năm mức độ. Dữ liệu được phân tích thống kê mô tả bằng phần mềm SPSS để đánh giá bốn khía cạnh chính: nhận thức của sinh viên, thái độ chung, các thách thức gặp phải, và các chiến lược hỗ trợ trong bối cảnh sử dụng tiếng Anh trong giảng dạy. Kết quả cho thấy sinh viên nhìn chung có nhận thức tích cực và công nhận lợi ích của việc sử dụng tiếng Anh trong giảng dạy đối với việc phát triển ngôn ngữ cũng như thăng tiến trong học thuật. Tuy nhiên, kết quả cũng chỉ ra rằng người học phải đối mặt với những thách thức đáng kể, đặc biệt là khả năng đọc hiểu và các rào cản về ngôn ngữ. Đồng thời, sinh viên khẳng định vai trò then chốt của các chiến lược học tập và sự hỗ trợ từ nhà trường trong việc tạo điều kiện thuận lợi cho việc tiếp thụ kiến thức chuyên ngành du lịch bằng tiếng Anh. Nghiên cứu nhấn mạnh sự cần thiết của việc điều chỉnh phương pháp sư phạm, tăng cường các dịch vụ hỗ trợ ngôn ngữ và xây dựng các chính sách quản lý nhằm giải quyết triệt để những khó khăn trong triển khai sử dụng tiếng Anh làm ngôn ngữ giảng dạy. Những phát hiện này không chỉ đóng góp vào hệ thống lý luận về việc sử dụng tiếng Anh làm ngôn ngữ giảng dạy mà còn đưa ra các hàm ý thực tiễn quan trọng nhằm nâng cao chất lượng đào tạo tại các cơ sở giáo dục đại học..
Từ khóa: Nhận thức của sinh viên; tiếng Anh làm ngôn ngữ giảng dạy; các môn học du lịch.
