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ABSTRACT 

The central objective of this study was to develop a vocational English curriculum 

for Hue Industrial College (HUEIC) in Vietnam. The development was based on 

identifying the students‟ target needs and learning needs regarding English for 

business administration (BuAdmin) and on analyzing the educational environment. 

A combination of quantitative and qualitative approaches was adopted with the use 

of multiple instruments: document study, placement testing (with 114 BuAdmin 

students), questionnaires (delivered to students and BuAdmin employees), semi-

structured interviews (administered to 26 students, 8 employees, 3 employers, 7 

ESP teachers, 5 content teachers and 3 college administrators) and curriculum 

evaluation (HUEIC panel). The research methodology was constructed based on the 

statement of the problem and the theoretical discussion of situation analysis and 

needs assessment for the purpose of proposing an appropriate ESP curriculum. The 

triangulation of data collection instruments, sources of information and various 

investigated locations helped to increase the validity and reliability of the findings. 

The data obtained were analyzed through SPSS statistics, content analysis and 

triangulation. The findings informed factors that were important to both the 

students‟ English learning and  their target careers, which are: (i) all four English 

language skills were perceived important but listening and speaking were more 

needed at BuAdmin workplace; (ii) language skills for job purposes namely 

telephoning, speaking and listening in social situations with business partners, 

writing business letters and emails, reading business texts and job interviewing 

should be prioritized in the new ESP curriculum; (iii) the course contents 

recommended by the participants were marketing, sales/selling, finance, human 

resources and production;  and (iv) content-based and skill-integrated materials 

should be used with the conduction of interactive activities during the ESP program. 

Accordingly, the study proposed a new ESP curriculum for BuAdmin students. It 

employed an integrated model of theme-based approach, skill-based approach and 

communicative approach. The primary goals of this sample ESP curriculum were to 

assist the students to achieve the expected EFL learning outcomes and to promote 

the students‟ English knowledge and skills for BuAdmin job contexts. Through this 

English learning program, the suggestions put forth by all the participants were 

catered for.  
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CHAPTER 1: INTRODUCTION 

 

This introductory chapter provides an overview of the thesis. It is arranged in 

five main sections. First, the background to the study is briefly introduced, followed 

by the rationale explaining the reason why the study was conducted. The third 

section illustrates the objectives of the study while the fourth presents the research 

questions. The chapter continues with the scope of the study followed by the 

significance of doing this research. It ends by presenting the thesis structure. 

1.1. Background  

Integration and globalization have brought people closer than ever regardless 

of geographical barriers. Almost everyone at any corners of the world can get 

acquainted culturally, politically and socially thanks to the medium of English.  

English gains its dominance among various languages by heading the expansion of 

science, technology and economy. It is accepted as the international communication 

language in the role of a first, second or foreign language (Cahill, 2005; Cameron, 

2002). 

In successful pursuit of this competitive commercial world, most nations, 

especially developing countries where English is not spoken as the first language 

such as China or Thailand, innovate their educational programs including English 

language education as part of equipping their human resources with professional 

skills (Biggs, 2006; Graddol, 2006; Kasiphar, 2003; Longworth, 2003; Naknonhan, 

2004, as cited in Hart-Rawung, 2008). As a part of the Asian region, Vietnam is not 

an exception when the government has realized the challenges in this ever changing 

and competitive world. Economic and educational reforms have been made to 

accommodate rapid changes in globalized commercial context. The implementation 

of the Đổi Mới (renovation) reforms started in 1986 has brought about a long-

standing consensus across Vietnamese society on the importance of education. 

Along with this, Vietnam has recently integrated deeply into the world economy 

and increasing globalization of world trade such as joining in the ASEAN 

Economic Community in 2015 and Trans-Pacific Partnership (TPP) agreement 
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(which has been currently known as CPTPP -  the Comprehensive and Progressive 

Agreement for Trans Pacific Partnership signed on 8 March 2018). The wide-

ranging integration is expected to boost Vietnamese economic growth in terms of 

creating jobs; enhancing innovation, productivity and competitiveness; raising 

living standards; reducing poverty; and promoting transparency, good governance, 

and strong labor and environmental protections (Nhân Dân Online, 2015). In 

addition to these benefits, Vietnam also faces considerable challenges in preparing 

workforce for a global market economy. Vietnam needs to do more to develop the 

„skills‟ or „quality‟ of the workforce -  one of the three breakthrough goals of the 

country‟s ten-year socio-economic development strategy for 2011 to 2020 (Vietnam 

Development 2014-Main report). Under the impact of globalization in terms of 

economy, culture and society, English has been prioritized as the number one 

foreign language taught at all education levels in Vietnam (Le, 2007; Nguyen, 2011; 

Pham, 2013; Wright, 2002, as cited in Pham, 2015, p.53).  

With the purpose of enhancing the quality of the foreign language teaching 

and learning (primarily English) in the national education system, the MOET has 

launched a language project namely Teaching and learning foreign languages in the 

state-run educational system for the 2008-2020 period (which is often called the 

2020 Project) according to Decision 1400 dated 30 September 2008 by the Prime 

Minister. This is considered the largest project with the biggest budget so far of 

nearly 9.4 trillion VND in order to improve the nation‟s English teaching and 

learning (Hoang, 2010). The goal of National Foreign Language 2020 Project is:  

by the year 2015 a vivid progress on professional skills, language competency for 

human resources, especially at some prioritized sectors; by 2020 most Vietnamese 

students graduating from secondary, vocational schools, colleges and universities will 

be able to use a foreign language confidently in their daily communication, their study 

and work in an integrated, multicultural and multi-lingual environment, making 

foreign languages a comparative advantage of development for Vietnamese people in 

the cause of industrialization and modernization for the country.  

(Vietnamese Prime Minister‟s Office, 2008)  

According to the goal of the project 2020, more than 80,000 English language 

teachers would be retrained to advance their qualifications. In addition, the 

objective of the project is to enhance English learning for students in orientation of 

meeting social demands. Among many objectives regarding foreign language 
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education set in the Project 2020, English is planned to be a compulsory subject in a 

new 10-year foreign language learning program, beginning with primary language 

education (starting from grade 3, then 4, 5 onward to grade 12 of high school 

education) throughout the country.  Within the context of this Decision, The MOET 

has delivered the circular No.01/2014/TT- BGDĐT on a national framework of 

reference called Khung năng lực ngoại ngữ sáu bậc dành cho Việt Nam – Six-level 

framework for foreign language proficiency in Vietnam (hereafter six-level 

framework) (MOET, 2014). This framework involves six language proficiency 

levels equivalent to those of CEFR (Council of Europe, 2001) and defines standard 

foreign language outcomes required of all graduates equivalently.  

As part of Vietnam‟s National Foreign Languages 2020 Project, all school 

leavers are expected to reach a language competence level (illustrated in the six-

level framework, MOET, 2014) by the year 2020. Especially, college and university 

non-English major graduates are asked to achieve level 3 (equivalent to B1-CEFR). 

Even though the Project 2020 has been transited into the next phase called  

Teaching and learning foreign languages in the state-run educational system for the 

2017-2025 period which has been submitted to the Prime Minister, the core contents 

still aims to promote the foreign language teaching and learning quality in order to 

meet the demands of global integration (MOET, 2017). In orientation to the global 

labor market, the Project 2020 emphasizes enhancing training programs for English 

for Specific Purposes (ESP) in higher education, for instance English for 

Information Technology, English for Business, English for Banking, English for 

Finance, English for Tourism and English for other industries at tertiary levels 

(Nguyen, 2011). This aims to prepare a workforce with an appropriate English 

proficiency to meet the fast-globalized working environment.  

1.2. Rationale 

Tertiary education in Vietnam, as the afore-mentioned, is directed to train 

students for the globalization and integration but at present there is little sign of 

success. It is annually reported that despite the introduction and emphasis of English 

in the educational curriculum for decades, a majority of Vietnamese students cannot 

communicate well in English (MOET annual report, 2013, as cited in Pham, 2015, 

p.53). This is a common problem for most Vietnamese graduates who cannot use 

English effectively for job interviews or for communication in the workplace (Mai 

& Iwashita, 2012; Tran, 2013; Dan Anh, 2016, cited in Le, 2016). Consequently, a 
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large number of graduates face employment difficulties. As reported by Vietnamese 

researchers (Nguyen, 2010; Pham, 2010; Ngo, 2015; Tran, 2015), their low English 

language proficiency, especially in workplace communication, is one of the 

obstacles to job fulfilment in English-using companies. As indicated by Pham 

(2010) and Tran (2012), most Vietnamese students cannot communicate in English 

unless they have extra English courses. This poor English competence, as pointed 

out in these studies, possibly denotes ineffective ESP curricula which are caused by 

several factors (e.g. learners, teachers, methodologies, testing and assessment, 

materials and syllabus).   

Most ESP curricula in Vietnamese universities often concentrate on 

vocabulary, grammar and macro language skills (Duong, Bui & Bui, 2005; Nguyen, 

2015; Vu, 2015) while neglecting training students on professional skills. Moreover, 

the majority of ESP teachers lack English knowledge for vocational purposes and 

have low English proficiency (Le, 2016). This hinders their use of English as a 

means of instruction in ESP classes. They mainly rely on traditional methodology 

(i.e. grammar-translation and teacher-based instruction) that do not promote the 

students‟ autonomy in learning English. Consequently, Vietnamese students have 

few opportunities to enhance their communicative competence, especially 

professional language competence (Duong et al., 2005; T. S. Le, 2011).      

Due to the increasing demand for English proficiency in the time of 

globalization and the imperative of the Project 2020, state-run colleges and 

universities have been urged to reform their English curricula, teaching materials, 

methodologies and assessment practice in order to enable their students to meet the 

changing workplace demands. In pursuit of the national Project 2020, Hue 

Industrial College, a vocational institution in the central of Vietnam, devised „The 

Project of Foreign Language Education at Hue Industrial College for 2012-2020 

period‟ (hereafter the HUEIC Project) (HUEIC, 2012a) aiming to enhance the 

quality of English teaching and learning in accordance with the Recommendations 

R(115), R(233), R(318), and R(472) by the Rector (HUEIC, 2012b; HUEIC, 2012c; 

HUEIC, 2012d; HUEIC, 2012e).  

As a teacher of English at HUEIC for more than twelve years, I am able to 

observe that the students of this college face difficulties learning English though 

several efforts have been made to implement the HUEIC Project. The language 

proficiency of most HUEIC students is evaluated at the low level (the 2013-2016 
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achievement testing statistics, HUEIC, 2016a). According to the statistical data from 

the Department of Training in the academic year of 2013-2014, the ratio of below 4 

in the ten-point scale marking is over 50 % in the final tests. In addition, the level of 

fluency and accuracy of most HUEIC graduates remains below the expected 

standard. Nearly all graduates at HUEIC are unable to communicate in English at 

work. This indicates that there may exist limitations in the English program and 

ESP courses as well. In the position of an English teacher at this college for such a 

long time, I have found that three essential steps in their development, namely 

environment analysis, needs assessment and course evaluation (Nation & 

Macalister, 2010) has never been conducted to check if the ESP courses address the 

social demands, students‟ professional needs and learning needs of English for 

vocational purposes. It is anticipated that the students‟ low English proficiency and 

limited communication skills result from a possible mismatch between the current 

ESP curriculum and their target needs and learning needs. Therefore, there is a dire 

necessity to conduct a study to investigate the educational environment and explore 

the students‟ needs of using and learning English for vocational purposes.  

While it is really essential to enhance the students‟ proficiency in general 

English, their professional communication needs should be satisfied in the ESP 

program so that they can keep up with the trends of globalization and the market. 

Moreover, in recognition of an increasing demand for developing the English 

teaching and learning situation to prepare students for global integration and in an 

effort to reform the present English curriculum to suit HUEIC project 

(Recommendations R(115), R(233), R(318), R(472) and R(483) by the Rector on 

the HUEIC Project) (HUEIC, 2012b; HUEIC, 2012c; HUEIC, 2012d; HUEIC, 

2012e), the current research was conducted to explore the students‟ target career 

and learning needs concerning the actual use of English for vocational purposes. 

Then, the study comes to design a vocational English curriculum basing on the 

identified needs. Due to the current need at HUEIC, the program was devised for 

students majoring in Business Administration (BuAdmin). The next section 

clarifies the objectives of doing this research. 

1.3. Research objectives 

While English language courses play a compulsory part in the curricula of 

HUEIC, all of them are top-down predetermined programs with institutional needs 

analysis, in which ESP curricula are not an exception. Though these courses 
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primarily aim to equip students with language knowledge and skills necessary for 

their study and target jobs, it is questionable if their needs were really addressed and 

met. Needs analysis, no doubt, plays a prerequisite role in any language course.  

Nichols, Shidaker, Johnson and Singer (2006) confirm that a needs assessment is the 

critical first step to maximize the benefits of curriculum development while Orr 

(2002, p. 208) maintains that „the first step in ESP is to identify the specific needs 

of the learner‟ when designing a university program or creating a workplace 

training course.  

For the purpose of designing a vocational English curriculum, this study 

focuses on needs analysis as the first step that should be taken to shape the 

curriculum development for effective ESP teaching and learning at HUEIC. 

Accordingly, the research is to investigate the English language needs of HUEIC 

students in order to collect systematically the information about the students‟ target 

needs and learning needs with special reference to English for BuAdmin. More 

specifically, this current research pursues the following purposes: 

 To explore the actual use of the English language knowledge and skills in the 

real-world workplace settings specific to BuAdmin in order to identify what the 

graduates really need in terms of English to function well their future jobs; 

 To explore the areas of English use that the students need training in, their 

preferred teaching styles, ESP materials, topics and wants on learning activities in 

order to devise a practical strategy for best suiting the students‟ real goals, needs 

and interests in learning English for professional purposes;   

And based on these insights, 

 To develop a vocational English curriculum for students (majoring in 

BuAdmin) at HUEIC in order to equip them with vocational English knowledge and 

skills needed for their English studies and target career. 

The proposed curriculum focuses on: (i) the notion of language as an integration 

of language skills and knowledge but not on a set of isolated language knowledge only 

and (ii) developing integrated skills in accordance with the goals and content of the 

students‟ areas of specialization and interests.  

1.4. Research questions 

The research questions formulated are: 

1. What are the students‟ target needs for using English in their future 

workplace contexts regarding the BuAdmin field? 
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2. What are the students‟ English learning needs for vocational purposes at 

HUEIC?  

3. To what extent can the identified needs be met in the newly designed vocational 

English curriculum? 

1.5. Scope of the study 

Brown (1995) describes the language curriculum development as a sequence 

of components such as need analysis, goals and objectives, language testing, 

material development, language teaching and program evaluation. The current 

research adopts Nation and Macalister‟s (2010) model which illustrates the 

mentioned factors in three sub-processes, namely environment analysis, needs 

analysis and the application of principles. 

 Considering the time resource and feasibility, curriculum development in this 

project refers to the range of planning process itself which concentrates on the 

environment analysis, needs analysis, planning learning outcomes, offering teaching 

materials, selecting methodology and curriculum evaluation. Within the larger 

framework of specialized English language curriculum in higher education, the 

current study focuses on English for BuAdmin due to the current needs at HUEIC. 

Thus, a vocational English curriculum is designed for students majoring in 

BuAdmin. Accordingly, the study‟s major participants are BuAdmin students, ESP 

teachers (who teach English for BuAdmin), content teachers (who major in 

BuAdmin), administrators and BuAdmin employees from 11 corporations in Hue 

City, Vietnam. The newly-designed ESP curriculum is evaluated by the panel of 

college administrators, ESP teachers and content teachers in order to examine its 

alignment to the identified needs and its applicability at HUEIC. 

1.6. Significance of the research 

This research project is expected to foster further knowledge of vocational 

English language education through exploring students‟ language needs and 

investigating situational factors that impact the development and implementation of 

a vocational English program at HUEIC. The potential contribution to knowledge 

made by this study lies in the fact that few studies have been conducted to examine 

the English language needs of vocational students and graduates in the context of 

Vietnam while it is essential to specify the specific needs of learners before 

developing any language courses (Brown, 1995; Hutchinson & Waters, 1987; 

McDonough, 1984; Munby, 1978; Nichols et al, 2006; Richards, 1984). Assessing 
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learners‟ needs has a prerequisite role to play in the process of successful language 

course development since it helps us to find out what students really need. We also 

conduct situational analysis which involved consideration of major constraints and 

their effects on the decision making of the vocational language curriculum design. 

Target situation analysis and needs assessment in this study help the development of 

an English language program at HUEIC, which then hopefully contributes to the 

research in the English education at vocational institutions. 

Through this project, it is to be expected that the course stakeholders (students, 

teachers and administrators) have new perception and practice of the course 

planning and implementation. The information from the study is hopefully useful to 

specify what needs ESP students currently have and whether the ESP curriculum at 

HUEIC is efficient and effective in preparing the students for their studies and for 

their target career. The result of analyzing the students‟ needs, interests, abilities and 

difficulties would be of great benefit in the ESP teaching and learning process. In 

addition, the information about the graduates‟ workplace language requirements and 

what they currently lack for English communication at work is likely useful to the 

ESP curriculum developers and practitioners at HUEIC in that they can make 

pedagogical plans for meeting these concerns. More specifically, the key components 

of the ESP curriculum for BuAdmin students including teaching manuals, class 

activities, methods, syllabus, testing and assessment schemes are developed likely 

appropriate to the students‟ present and target needs. From these key issues, the 

HUEIC administrators and the course practitioners might have a basis to organize the 

ESP teaching and learning appropriately.   

Under the impact of the global integration, English education reforms are 

indispensable in most countries. Therefore, it is finally expected that this research 

project acts as a response to the widespread internationalization. The understanding 

of the students‟ language needs emerging from the globalized situation can be 

applied as a basis to define efficiently and appropriately the objectives, goals, 

syllabus, methodologies and teaching materials of a student-centered and industry-

oriented language curriculum. By doing this, the research seeks possible solutions to 

come up with the urgent needs in enhancing English language competence of 

employees graduating from HUEIC. Thus, it is also anticipated that this research 

would increase HUEIC graduates‟ employability and professional development 

with special reference to business administration profession.   
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1.7. Structure of the study 

This thesis includes five chapters. This first chapter has set out the rationale, 

research objectives, research questions, research scope as well as the significance of 

this study.  

Chapter two reviews the literature pertaining to curriculum development in 

ESP. It begins by presenting the definitions of language curriculum followed by a 

description of ESP. Then, the chapter illustrates the current English curriculum at 

HUEIC. It goes on with a review of some previous studies related to the current 

research. The chapter ends with a summary.  

Chapter three depicts the methodological approach adopted to achieve the 

study objectives. In order to triangulate the data from different perspectives, a 

mixed-method approach was adopted. The research framework and design are 

explained. The development of the procedures and data analysis is described. The 

issues of reliability, validity and ethics are also considered in this chapter. 

Chapter four presents and discusses the research findings concerning the 

students‟ language needs and the evaluation of the newly-designed ESP curriculum. 

The analysis includes the results from the use of both qualitative and quantitative 

techniques. The findings are discussed in alignment to each of the research 

questions and in relation to relevant literature. The chapter closes with a summary 

of the major findings.   

Chapter five concludes the thesis by summarizing the research and its key 

overall findings, focusing on its pedagogical and research implications and the 

researcher‟s reflection.   

Besides, the appendices of the references, quick placement test, 

questionnaires, interviews, transcripts, statistics, curriculum evaluation form and 

certificates as well as the newly-designed ESP curriculum are also included at the 

end of the thesis. 
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Chapter 2: LITERATURE REVIEW 

2.1. Introduction 

This chapter presents a review of the literature related to the research. It 

involves four main sections. The first reviews some concepts related to language 

curriculum design. The second part deals with some notions of English for Specific 

Purposes, considering its characteristics, types, needs in ESP and approaches to ESP 

course design. Finally, this chapter reviews the current English curriculum at 

HUEIC and previous studies related to the present research. 

2.2. Language curriculum design 

2.2.1. Definition of the term curriculum 

The “curriculum” of a given institution or language program can be viewed 

from different perspectives. Traditionally, „curriculum‟ refers to a statement or 

statements of intent, that is the “what should be” of a language program as set out in 

syllabus outlines, sets of objectives, and various other planning documents. In The 

Learner-Centered Curriculum (Nunan, 1988), a quite different perspective was 

taken. The curriculum was viewed in terms of what teachers actually do, i.e. in terms 

of „what is‟, rather than „what should be‟. Much earlier, Bobbitt (1923&1962, cited in 

Üstünlüoğlu, Zazaoğlu, Keskin, Sarayköylü & Akdoğan, 2012, p. 116) had 

approached this issue with a wider point of view, „describing the curriculum as a 

plan for learning, a production system, and a program evaluation of the outcomes‟. 

A recent definition has been made in the perspective of management by 

Thornbury (2010): 

The curriculum of an educational organization refers to the whole complex of 

ideological, social and administrative factors which contribute to the planning of its 

teaching programmes. A curriculum embodies at least four different kinds of decisions: 

1. Decisions about the objectives and goals of the programme. 

2. Decisions about the content from these decisions the syllabus will be derived. 

3. Decisions about the method of instruction 

4. Decisions about how the programme is evaluated. (pp.60-61) 
 

It could be found that Thornbury suggested a comprehensive view on an 

educational curriculum with the principle components. However, the decisions on other 

components such as physical facilities, teachers, target learners or teaching and learning 

materials have not been mentioned in Thornbury‟s definition on curriculum.  

The notion of curriculum that is followed in the current study involved all 



11 

decisions about the objectives and goals, target learners, teachers, the principal 

contents, the methodology, physical resources, teaching materials and the program 

evaluation. On this sense, curriculum is seen as a systematic plan to implement the 

programme of teaching and learning.  

2.2.2. Difference between syllabus and curriculum 

The terms „syllabus‟ and „curriculum‟ have given rise to confusion in terms of 

their definitions and uses. A clarification of differences between syllabus and 

curriculum should be made before going deeper into details about curriculum 

development. 

At the heart of the educational enterprise is the educational program offered. 

There are several views on just what it is that distinguishes syllabus and curriculum 

of a program.  

Allen (1984, p.63) considered curriculum as a „very general concept which 

involves consideration of philosophical, social and administrative factors which 

contribute to the planning of an educational programme‟, meanwhile syllabus 

„refers to that subpart of a curriculum which is concerned with the specification of 

what units will be taught‟. It can be understood from Allen‟s viewpoint that a 

syllabus is a „subpart‟ of a curriculum and is related to „the specification of what 

unit will be taught‟ while the scope of a curriculum is broader as it refers to many 

components of planning an educational program. Syllabus and curriculum can be 

clarified more clearly basing on Allen‟s identification of curriculum development 

process, including six steps, namely concept formation, administrative decision 

making, syllabus planning, materials design, classroom activities and evaluation. In 

this sense, syllabus is identified as a subpart of a curriculum. 

With nearly the same ideas, Nunan (1988) made a clear distinction between 

syllabus and curriculum in terms of program development process: 

Curriculum is related to planning, implementation, evaluation, management and 

administration of education programs meanwhile syllabus focuses more narrowly on 

the selection and grading of content (p.9). 

Meanwhile, Rogers (1976, cited in Johnson, 1989) described syllabus and 

curriculum in a more specific way that: 

Syllabi, which prescribe the content to be covered by a given course, form only a 

small part of the total school programme. Curriculum is a far broader concept. 

Curriculum is all those activities in which children engage under the auspices of the 

school. This includes not only what pupils learn, but how they learn it, and how 
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teachers help them learn, using what supporting materials, styles and methods of 

assessment, and in what kind of facilities (p.26). 

In a broader description, Dublin and Olshtein (1986) differentiated the two 

terms as follows. 

A curriculum contains a broad description of general goals by indicating an overall 

educational-cultural philosophy which applies across subjects together with a 

theoretical orientation to language and language learning with respect to the subject 

matter at hand. A curriculum is often reflective of national and political trends as 

well. A syllabus is a more detailed and operational statement of teaching and 

learning elements which translates the philosophy of the curriculum into a series of 

planned steps leading towards more narrowly objectives at each level (p.34). 
 

According to these two authors‟ clarification, curriculum concerns the overall 

goals of a broad program and consists of several subjects reflecting the educational 

and cultural philosophy as well as national political trends. Meanwhile, a syllabus is 

more detailed in the way that it is involved a series of planned steps of teaching and 

learning that enables learners to meet the goals and translate the philosophy of the 

curriculum. 

Earlier, Candlin (1984) also distinguished syllabus from curriculum that 

„curriculum is concerned with making general statements about language learning 

items and suggestions about how these might be used in class‟ while „syllabus is 

based on accounts and records of what actually happens at the classroom level as 

teachers and learners apply a given curriculum to their own situation. These 

accounts can be used to make subsequent modifications to the curriculum so that the 

developmental process is ongoing and cyclical‟. It can be inferred from Candlin‟s 

viewpoints that a syllabus reflects what is actually going on in classrooms and 

implies the recommendations and remedies for a better developmental process of 

curriculum use.  

It can be concluded from the above analysis that a syllabus works as one of the 

components constituting a curriculum. Since the current study deals with the larger 

view of educational planning, the term curriculum will be adopted for this project. It 

can be seen that the above mentioned has not detailed what is included in a 

language curriculum. The next part will deal with this issue. 

2.2.3. Model of language curriculum design 

Various models of language curriculum development have been suggested by 

several curriculum design experts (e.g. Brown, 1989; Graves, 1996; Nation & 
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Macalister, 2010; Richards, 2001; White, Martin, Stimson & Hodge, 1991). 

Curriculum design, or course design is largely a „how-to-do-it‟ activity (Nation & 

Macalister, 2010) and so this section describes the steps involved in the curriculum 

design process. Curriculum in narrow view includes two elements: content and 

examination (Harden & Stamper, 1999). In a wider frame, it consists of aims, 

learning methods and a sequence of subjects. Described in a broader concept by 

Brown (1995), curriculum involves a sequence of six main components such as 

need analysis, goals and objectives, language testing, material development, 

language teaching and program evaluation. While these approaches generally vary 

in their emphasis and major components, they have a commonality, namely that the 

curriculum development process is an ongoing cycle. Meanwhile, the curriculum 

design model suggested by Nation and Macalister (2010, p.3) is quite different in 

the way that it consists of three outside circles and a subdivided inner circle as 

illustrated in Figure 2.1. The current study made use of Nation and Macalister‟s 

curriculum development model due to its clarity and logicality. The strong point of 

this model is that it describes the curriculum design process as a circle. It means that 

the components connect to each other and have mutual influence in the 

development process. 

 

Figure 2.1. Model of the parts of the curriculum design process (Nation 

&Macalister, 2010, p.3) 
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As for Nation and Macalister, the outer circles (principles, environment and 

needs) are related to practical and theoretical considerations that will have a major 

impact on guiding the actual process of course production. There are several factors 

to consider when developing a course. These involve the learners‟ current 

knowledge and lacks, the resources including time, the teachers‟ skills, the course 

designers‟ strengths and limitations and the principles of teaching and learning. 

Considering these factors will make the course suitable to the situation and learners 

for which the curriculum is implemented and result in an effective and efficient 

course in terms of encouraging learning. In Nation and Macalister‟s model of 

curriculum design process, the mentioned factors are illustrated in three sub-

processes, namely environment analysis, needs analysis and the application of 

principles. 

2.2.3.1. Environment analysis 

Environment analysis (Nation & Macalister, 2010), which is also called „situation 

analysis‟ (Richards, 2001) or „constraints analysis‟, involves considering the factors 

of the situation that will have a strong influence on decisions about the goals of the 

course, what to include in the course and how to teach and assess it. Nation and 

Macalister (2010, p.14) maintained that these factors can arise from the learners, the 

teachers and the teaching and learning situation. In reality, environment analysis has 

an important role to play in curriculum design process since it ensures the usability 

and applicability of a course. 

2.2.3.2. Needs analysis 

Needs analysis, which is also called „needs assessment' (Schmidt, 1981; 

Schutz, & Derwing, 1981; West, 1984; Berwich, 1989; Edwards, 2000; Hyland, 

2002; Johns & Makalela, 2011), is viewed as „identification of the language forms 

that the students will likely need to use in the target language when they are 

required to actually understand and produce the language‟ (Brown, 1995, p.20). In 

the language teaching and learning situation, the needs of teachers, administrators, 

employers, institutions, societies, and even nations may be taken into accounts. 

However, according to Brown (ibid), the analytical focus should be put on the 

learners. Students‟ needs are not viewed simply in linguistic terms. Their human 
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needs must also be acknowledged. In this sense, Brown broadened the definition of 

need analysis as „the systematic collection and analysis of all relevant information 

necessary to satisfy the language learning requirements of the students within the 

context of the particular institutions involved in the learning situation‟ (p.21). 

However, in the case of language programs, learners‟ needs will be language 

related. When already identified, needs can be stated in terms of goals and 

objectives, which will work as the basis for the development of tests, materials, 

teaching activities and evaluation strategies. On this matter, Nichols et al. (2006) 

confirmed that a needs assessment is the critical first step to maximize the benefits 

of curriculum review, evaluation and development. From these ideas, it can be seen 

that needs analysis serves several purposes. Richards (1984, p.5, cited in Nunan, 

1996) suggested three major purposes of need assessment: it provides a means of 

obtaining broader input into the content, design and implementation of a language 

programme; it can be resorted to develop goals, objectives and content; and it can 

provide relevant information for reviewing and assessing an existing programme.  

For effectiveness, need analysts can employ various types of instrumentation such 

as existing information, tests, observations, interviews, meetings and questionnaires. 

2.2.3.3. Following principles 

The aim of this part in the curriculum design process is to decide how 

learning can be encouraged (Nation & Macalister, 2010, p.35). Following principles 

plays a sensible basis to guide teaching and to support the course development. As 

Nation and Macalister confirmed, these principles must be based on research and 

theory. Moreover, they need to be general enough for various and flexible 

application that suit a wide range of educational conditions in which language is 

taught. The principles are supported by research and theory in any of three fields: 

second or foreign language learning, first language learning and general educational 

research and theory. Nation and Macalister (2010) notified that the application must 

draw as much as possible on research and theory within the field of application. 

These principles have been divided into three groups which represent the three 

major divisions of the central circle in the curriculum design diagram, viz. content 

and sequencing, format and presentation; and monitoring and assessment. Each 
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principle is given a name to clarify its focus and to help it be remembered such as 

frequency, teachability, interference, motivation, comprehensible input, output, 

fluency, deliberate learning, learning style, environment analysis, feedback and so 

on (Nation & Macalister, 2010, pp.38-39). 

In comparison with other researchers‟ principles in Krahnke and Christison 

(1983), Brown (1993) and Ellis (2005), it is found that the Nation and Macalister‟s 

list is understandable, flexible and applicable to the current study. The language 

content, ideas, skills and strategies of the proposed curriculum have been sequenced 

and presented following the two authors‟ principles. 

2.2.3.4. Setting goals 

With regards to goals, the curriculum design model in Figure 2.1 has goals as 

its centre. The reason is that it is necessary to decide why a language course is being 

taught and what the learners need to get from it (Nation & Macalister, 2010). 

The identification of students‟ needs brings out the specification of goals, 

which are defined as general statements about what must be achieved to attain and 

satisfy learners‟ needs. Goals are understood as „desirable and attainable program 

purposes and aims‟ (Brown, 1995, p.71). Goals may take many shapes. They may 

be language and situation-centred, functional and structural. A curriculum will be 

designed and organized around the goals of the program. As explained by Brown, 

the process of specifying goals makes the curriculum designers and participants 

consider the program‟s purposes in accordance with what the learners are expected 

to achieve when they finish the program. Hence, goal statements can be a basis for 

developing more specific descriptions of learning behaviours, which are called 

instructional objectives. 

While curriculum goals are defined as general statements concerning desirable 

and achievable program purposes and aims, Brown‟s (1995) definition of 

instructional objectives refers to more specific statements about the content, 

behaviours, skills or subskills that the learners are expected to possess or perform in 

order to accomplish a particular goal. In Brown‟s views, the specification of 

objectives will result in the analysis, synthesis and clarification of the knowledge 

and skills necessary to satisfy the learners‟ language needs. However, program 
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designers should bear in mind a principle of program development that a vital 

prerequisite to the specification of language learning objectives is the learners‟ 

needs analysis (Johnson, 1989). 

2.2.3.5. Content and sequencing 

The content involves the language items, ideas, skills and strategies that meet 

the goals of the course. Nation and Macalister (2010) suggested that it is necessary 

for curriculum designer to keep some check on vocabulary, grammar and discourse 

to make sure that important items are being covered and repeated even though the 

units of progression in a course might be tasks, topics or themes. This is done so 

that learners are meeting items that are essential for their later language use. In this 

sense, needs analysis plays a significant role in determining the content of courses, 

particularly for language items. It is conducted not only to set language goals but to 

decide the basis for the content of the course. 

2.2.3.6. Format and presentation 

With reference to the format and presenting material, the material in a course 

need to be presented to learners in a form that will help learning. The most difficult 

task at this stage is making sure that the learning goals of the course are met. This 

means that the intended language items are well-presented in the course. This 

presentation will involve the use of appropriate teaching techniques and procedures 

and these need to be put together in lessons. It is worth considering that the lesson 

format needs to be checked in relevance to environmental analysis of the course to 

make sure that the major environmental factors are being considered (Nation & 

Macalister, 2010, p.9). 

2.2.3.7. Monitoring and assessing 

An important recurring part of the design process is to assess how well the 

goals of the course are achieved. Tests are often used for the purpose of assessment. 

Testing will help to inform various types of decisions in most language programs. 

Over the years four common kinds of tests have been applied in testing and 

discussed in most language testing materials (e.g. Alderson, Krahnke & Stansfield, 

1987): proficiency, placement, diagnosis and achievement. These test categories 

suit neatly the basic types of decisions that must be made in language programs. 
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Testing is not the only one way used for gaining information about the progress of 

learners and the effectiveness of the course. Nation and Macalister (2010) suggested 

other ways involving observing and monitoring using checklists and report forms, 

getting learners to keep diaries and learning logs, getting learners to collect samples 

of their work in folders, and getting learners to talk about their learning. 

2.2.3.8. Evaluation 

Evaluation plays a vital role in the process of curriculum development because 

it is defined as „the systematic collection and analysis of all relevant information 

necessary to promote the improvement of the curriculum and to assess its 

effectiveness within the context of the particular institutions involved‟ (Brown, 

1995, p.24). As Nation and Macalister (2010) maintained, information gained from 

assessment is a useful source of data about the effectiveness of a course. In addition, 

evaluation can make use of the information from interviews, questionnaires, 

linguistic analyses, conjecture and professional judgment. Moreover, evaluation can 

also take advantage of all the information from the processes of objectives 

development, testing, materials development and teaching. In this sense, program 

evaluation can be defined as a continuing process of information gathering, analysis 

and synthesis (Brown, ibid). 

The entire purpose of program evaluation is to constantly enhance each 

component of a curriculum. On this matter, Hussein, Dogar, Azeem and Shakoor 

(2011, p.263) considered evaluation as „Guarantee of Quality product‟. 

In Handbook for Curriculum Assessment, Wolf, Hill and Evers (2006) 

confirmed some major purposes of curriculum assessment as follows: 

 To identify aspects of a curriculum that are working and those that need to change 

 To assess the effectiveness of changes that have already been made 

 To demonstrate the effectiveness of the current program 

 To meet regular program review requirements 

 To satisfy professional accreditations (p.3) 

Generally speaking, there are two main purposes for the information gathered 

from program evaluation: the assessment of effectiveness and the promotion of 

improvement. However, considering the time resource, the current project considers 

the curriculum development as the planning process itself. The evaluation stage, 
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then, was done through the assessment of the HUEIC panel to check the alignment 

of the proposed curriculum to the identified needs. 

Briefly speaking, this section describes the major parts of the curriculum 

design model. From the above mentioned, it can be said that curriculum is not a 

unique entity but a set of complex components connected together. However, 

language educational practices do not always occur following this framework. In 

reality, there exist several cases that courses are conducted in the absence of some 

stages. Take HUEIC language courses for instance. The English program, currently, 

has been top-down implemented. There is neither needs analysis nor program 

evaluation stage. The English courses are held yearly without any kind of 

assessments by the analysts and administrators to check if the programs go on 

effectively or not. As a result, no timely decisions have ever been suggested to 

adjust various limitations. For this, it is crucial for language programmers to 

connect the elements in the curriculum design processes. 

Within the area of the current research, curriculum development is used to 

refer to the range of planning involving in developing a curriculum. The process 

focused on the environmental analysis (which is introduced in chapter 1 and in 

section 2.4), needs analysis, planning learning outcomes, selecting teaching 

materials, providing for effective teaching and evaluation.  

2.2.4. Curriculum approaches in language teaching 

The development and implementation of language teaching programs can be 

performed in several ways that can be categorized into three main approaches: 

forward design, central design and backward design (Richards, 2013).  

Each approach is described and compared differently with respect to when 

issues such as input, process and outcomes are addressed. In language teaching, 

input means the linguistic content of a course. Traditionally, before teaching a 

language, we need decide what linguistic content to be taught. The content, then, 

will be arranged into units in a logical and feasible sequence. The consequence is a 

syllabus. Once input has been identified, issues related to teaching methods, 

classroom activities and materials will be determined. All of these are called process 

(Richards, ibid). In this sense, process refers to how teaching is performed and 
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process 

results in the so-called methodology. According to Richards, methodology describes 

the categories of learning activities, procedures and techniques utilized by language 

instructors. It also illustrates the principles that lie in the design of the activities and 

tasks in the materials. Output, then, is understood learning outcomes which result 

from the teaching process and methodology of a given program. The outcomes of 

learning might be knowledge-based or performance-based. Nowadays, targeted 

learning outputs are often illustrated in terms of achievable objectives, i.e. in terms 

of objectives, competencies or skills (e.g. the Common European Framework).  

2.2.4.1. Forward design 

According to Richards‟s (2013) description, forward design concerns the 

assumption that input, process and output are planned in a linear fashion. In other 

words, it begins with syllabus planning, moves to methodology which is followed 

by assessment of learning outcomes. The curriculum design process associated with 

forward design can be drawn as below: 

  

 

Figure 2.2. Model of forward design (Richards, 2013, p.14) 

This is a major tradition in language curriculum development in which the 

important starting points are related to determining and sequencing syllabus content. 

In language teaching, forward planning is a popular option when learning goals are 

very general terms such as in courses of „general English‟ or introductory courses at 

primary or secondary levels.  

2.2.4.2. Central design 

Central design starts with classroom processes and methodology. With this 

design, curriculum development focuses on „the selection of teaching activities, 

techniques and methods rather than the elaboration of a detailed language syllabus 

or specification of learning outcomes‟ (Richards, 2013, p.13). Issues concerning the 

input and output of the program are tackled after a methodology has been 

determined or developed or during the teaching process itself. The curriculum 

design process associated with central design can be illustrated as follows: 

outcomes content 
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Figure 2.3. Model of central design (Richards, 2013, p.14) 

Unlike forward design, issues related to syllabus and learning outcomes are 

not addressed and identified in detail in advance. Instead, the classroom processes 

become the instructors‟ initial focus as the curriculum implemented. In this sense, 

the teachers pay detailed considerations into the activities that they will provide for 

their learners in classroom. Hence, Leung (2012) considered central design as a 

„learner-focused and learning-oriented perspective‟ (cited in Richards, 2013). 

2.2.4.3. Backward design 

This approach begins with a specification of learning outcomes and a 

determination of methodology. Then, the syllabus is rooted in the learning 

outcomes. As Richards (2013, p. 20) explained, backward design starts with „a 

careful statement of the desired results or output: appropriate teaching activities and 

content are derived from the results of learning‟. For this, curriculum development 

of this design is completely different as illustrated in the chart below: 

 

 

 

Figure 2.4. Model of backward design (Richards, 2013, p.8) 

This is a well-established tradition in curriculum development for general 

education. In recent years, it has re-emerged and become a prominent curriculum 

design approach in language education. A recent example of backward design is the 

Common European Framework of Reference (CEFR). Since the intended ESP 

curriculum at HUEIC aimed to enable the students to achieve the learning outcome 

of level 3 (B1-CEFR) which was identified from the situation analysis and needs 

analysis, it was designed in backward model. Then, the syllabus, methodology, 

process 

content 

outcomes 

outcomes 

content 

process 
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materials, testing and assessment generated from the identified output. The next 

sections provide the details related to the ESP program development.  

2.3. English for Specific Purposes (ESP) 

2.3.1. ESP 

2.3.1.1. Development and definition of ESP 

The current study involved the development of a vocational English 

curriculum which is a subtype of ESP. In simply understanding, the term ESP is 

primarily concerned with learning, like any form of language teaching. However, 

the need for increased specialization in language learning was pointed due to three 

important factors: the expansion of demand for English to suit particular needs and 

developments in the fields of linguistics and educational psychology. The 

combination of all these three factors brought about the growth of ESP. 

One thing should be made right away that ESP is not a planned and monolithic 

movement. It has developed at different speeds in various ways around the world. 

Hutchinson and Waters (1987) provided clear insights into the development of ESP 

with brief descriptions of five stages: register analysis, rhetorical or discourse 

analysis, target situation analysis, skills and strategies and a learning-centred 

approach. The first three stages mainly looked at the surface forms of the language 

such as grammatical, lexical and discourse features. Moving to the skills-centred 

approach, the analysis should rather be on the underlying interpretive strategies that 

help learners deal with the surface forms of the language. All these four stages care 

for what people do with language, i.e. language use but, for Hutchinson and Waters 

(ibid), a truly valid approach to ESP must focus on an understanding of the 

processes of language learning, which brings about the fifth stage of ESP growth _ 

the learning-centred approach. In this brief history, several major shifts have risen 

in the growth of ESP both in theory and practice, from language-centred approaches 

to learning-centred approach. 

ESP is generally defined as education for specialized English. Getting close to 

the definition of ESP, it needs to notice that ESP is not simply a matter of 

instructing „specialized varieties‟ of English, nor is it different in kind from any 

other form of language teaching. It is unreasonable to suppose that there should be 
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any differences for the ESP learners than for the General English learners in the 

processes of learning. Instead, ESP should be thought simply as an „approach‟ to 

teaching or what Dudley Evans (2001) described as an „attitude of mind‟. This 

conclusion was also drawn by Hutchinson and Waters (1987) who stated that, „ESP 

must be seen as an approach not as a product‟ (p.19). Understood appropriately, 

ESP is an approach to language learning originated from learner. The foundation of 

all ESP starts with a simple question: Why does a learner need to learn a foreign 

language? The answer to this question relates to the learners, the language and the 

learning context, all of which form the primacy of need in ESP. Need is considered 

as the reasons for which the learner is leaning English. From this understanding, 

Hutchinson and Waters (ibid) defined ESP as „an approach to language teaching in 

which all decisions as to content and method are based on the learner‟s reason for 

learning‟. Supporting this view, Munby (1978, p.2) defined ESP courses as „those 

where the syllabus and materials are determined in all essentials by the prior 

analysis of the communication needs of the learner‟. It could be understood that the 

focus of ESP teaching is on the purpose of learning the language. Earlier, 

Hutchinson and Waters (1984, p.112) argued that „ESP is first and foremost a 

learning process, and it is not possible to have a communicative approach in ESP 

unless ESP is seen as primarily an educational matter‟ but Munby (1978) introduced 

the notion of communication into the definition. From the aforementioned, it was 

deduced that ESP courses are or should be based not only on an analysis of learners‟ 

communicative needs, which are usually derived from the target situation, but on a 

complete analysis of all of their language needs, attitudes and interests; i.e. on a 

comprehensive analysis of the ESP learning and teaching situation (Alfehaid, 2011, 

p.25). 

We concluded this section by stating that ESP is an approach to language 

teaching which is driven by specific and obvious learning needs of particular 

learners. Nevertheless, a definition of ESP made by Dudley Evans and St John 

(1998, p.5) „requires much more than an acknowledgement of the importance of 

needs analysis‟. This implied that there are more features identifying ESP. The next 

part will illustrate the characteristics of ESP. 
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2.3.1.2. Characteristics of ESP 

Strevens (1988, pp.1-2) extended his definition of ESP by making a distinction 

between four absolute characteristics and two variable characteristics, summarized 

as follows. 

Table 2.2. Stevens’s list of ESP characteristics (Strevens,1988, pp.1-2) 

Absolute characteristics Variable characteristics 

 designed to meet specific needs of 

the learner; 

 restricted as to the language skills to 

be learned (e.g. reading only); 

 related in content (i.e. in its themes 

and topics) to particular disciplines, 

occupations and activities; 

 not taught according to any 

preordained methodology. 

 centered on the language 

appropriate to those activities in syntax, 

lexis, discourse, semantics, etc., and 

analysis of this discourse; 

 in contrast with „General English‟.   

Later, Robinson (1991) characterized ESP by two features that are generally 

found to be true of ESP. The two key characteristics are that ESP is „normally goal-

oriented‟ and that ESP courses develop from a needs analysis, which aims to 

specify as closely as possible what exactly it is that students have to do through the 

medium of English‟ (Robinson, 1991, p.3). It could be deduced that Robinson 

accepted the primacy of needs assessment in defining ESP. She characterized ESP 

courses constrained by a limited time period, in which their objectives have to be 

attained and are taught to adults in homogeneous classes in terms of the learners‟ 

work or specialist studies. Dudley-Evans and St John (1998) acknowledged the 

validity in the ESP definitions by Strevens (1988) and Robinson (1991) but these 

authors also mentioned the weaknesses in the features described. By referring to 

content in the second absolute characteristic (Strevens, 1988) and mentioning 

„homogeneous classes’ as a feature of ESP (Robinson 1991), it may result in the 

false impression of many teachers that ESP is always and necessarily related 

directly to subject content. Dudley-Evans and St John (1998) argued that „ESP 
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teaching does not necessarily have to be related to content but it should always 

reflect the underlying concepts and activities of the broad discipline. These authors 

focused on the methodology in ESP courses by maintaining that much ESP teaching 

makes use of a methodology that differs from that used in General Purpose English 

teaching. They stressed two aspects of ESP methodology: (i) all ESP teaching 

should reflect the methodology of the disciplines and professions it serves and (ii) in 

more specific ESP teaching the nature of the interaction between the teacher and 

learners may be different from that in a general English class (Dudley-Evans & St 

John, 1998, p.4). However, influenced by Strevens‟ ideas (1980) on defining ESP, 

Dudley-Evans and St John (1998) also used absolute and variable characteristics in 

their definition. They were illustrated in the table below. 

Table 2.3. Dudley-Evans and St John’s list of ESP characteristics 

Absolute characteristics Variable characteristics 

 ESP is designed to meet 

learners‟ specific needs; 

 ESP may be related to or 

designed for specific disciplines; 

 ESP makes use of the underlying 

methodology and activities of the 

disciplines it serves; 

 ESP may use, in specific 

teaching situations, a different 

methodology from that of „General 

English‟; 

 ESP is centered on the language 

(grammar, lexis, register), skills, 

discourse and genres appropriate to 

those activities. 

 ESP is likely to be designed for 

adult learners; either at a tertiary level 

institution or in a professional work 

situation. It could, however, be used for 

learners at secondary school level; 

 ESP is generally designed for 

intermediate or advanced students. 

Most ESP courses assume basic 

knowledge of the language system, but 

it can be used with beginners. 

 

2.3.1.3. ESP types  

The division of characteristics of ESP into absolute and variable, in particular, 
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is very significant in dealing with arguments about what is and is not ESP. 

Traditionally, ESP has been divided into two main branches, namely English for 

Academic Purposes (EAP) and English for Occupational Purposes (EOP). EAP 

refers to any English teaching that relates to academic study needs such as English 

for Science and Technology (EST), English for Medical Purposes (EMP), English 

for Legal Purposes and English for Management, Finance, and Economics (EMFE). 

Meanwhile, EOP (short for English for Occupational Purposes) involves work-

related needs and training (Robinson, 1991, p.21). Dudley-Evans & St. John (1998) 

elucidated that the term EOP includes professional purposes in administration, 

medicine, law and business, and vocational purposes for non-professionals in work 

or pre-work situations. For example, English for Medical Purposes (EMP) is a 

course focusing on practicing doctors and English for Business Purposes (EBP) is 

developed for communicative functioning of English in business contexts. As 

Hutchinson and Waters (1987, p.17) maintained, EOP is also known as EVP 

(English for Vocational Purposes) and VESL (Vocational English as a Second 

Language). 

2.3.2. English for Business Purposes (EBP) 

This section also goes deeper into English for Business Purposes (EBP) since 

the current study was intended to develop an English curriculum for BuAdmin 

students who were likely to use English for their future business contexts.  

English for Business Purposes (EBP) is classified as a category within EOP. 

EBP is sometimes seen as separate from EOP as it concerns a lot of General English 

and Specific Purpose English as well, and also because it is such as large and 

important category. Nevertheless, Dudley-Evans & St.John (1998) claimed that a 

business purpose is an occupational purpose, so it is logical to see it as part of EOP. 

More detailed analysis of EBP was revealed as follows. 

English has become the international language of business. According to 

Barham and Oates‟s study in 1991, one of the consequences of the role of English 

as the international language is that non-native English speakers may understand 

each other easily when speaking English together than they can understand a native 

speaker; and non-native speakers (NNSs) may understand each other more easily 
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than the native speaker (NS) understands them. People who share a first language 

(L1), may share a common use of English which is not the NS use. In this sense, the 

NS may have to learn to move from a literal understanding to a contextually based 

one. On this issue, Dudley-Evans and St.John (1998) believed that international 

English brings about effective communication. 

It is difficult to define and limit Business English in linguistic terms. Pickett 

(1986) suggested two particular aspects to business communication: communication 

with the public and communication within (intra) a company or between (inter) 

companies. For many businesses, communication with the public is most likely to 

be conducted in L1. Nickerson (1998) said that the Business English that NNSs 

require is mainly for inter-company and, in international conglomerates, intra-

company dealings (cited in Dudley-Evans & St John, 1998, p.55). 

In designing courses of Business English, Pilbeam (1979) suggested that needs 

analysis should be concerned with establishing both a target profile of language 

skills which sets down the actual activities that the participants have to carry out 

(Target situation analysis) and a profile of personal ability in which the participants‟ 

proficiency in these activities is evaluated (Present situation analysis). On this issue, 

Breiger (1997, pp.88-89) suggested needs analysis for Business English will set out 

to identify the range of general and specialist language knowledge required, 

together with general and professional communication skills. 

 Teachers of Business English 

Concerning teachers of Business English, Dudley-Evans and St. John (1998) 

commented that personality, knowledge and experience are important to a Business 

English teacher. Successful Business English teachers will have the flexibility and 

adaptability of any ESP course. 

 Business genres 

In the academic community, the use of terms such as „academic article‟, 

„review article‟, „letter‟ and „essay‟ are significant. The names used by business 

communities to describe their activities are project, report, prospectus, memo, 

presentation, meetings, negotiations, business letters and the like. According to 

Dudley-Evans and St. John (1998, p.63), „it is important that analysis of Business 
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English is carried out on texts to determine – both written and spoken - which 

genres exist, that is to understand significant differences and specific 

communicative purposes‟. 

 Key communicative events 

There is more of a consensus on key communicative events of business. Some 

results of needs analysis conducted by Holden (1993), Yin and Wong (1990) and 

Khoo (1994) and current published materials (Longman Business English Series) 

identify seven core events (cited in Dudley-Evans & St. John, 1998, p.64). The five 

requiring basically oral language involve telephoning, socialising, making 

presentations, taking part in meetings and negotiating; those that require the written 

form are: corresponding and reporting. 

Dudley-Evans and St. John (1998) found out that modern technology is 

changing the format of written correspondence, and this is a category that can be 

broken down in a number of ways such as standard letters, individualized letters, 

faxed memo letters, e-mail standard order forms and invoices. 

 Functions, grammar and lexis 

As Dudley-Evans and St. John (1998) commented, until recently, Business 

English has been an experience-, intuition- and materials-led movement, and 

reported research findings have been slow to emerge and be fed into practice. In 

addition, much of the language-based research has been on written documents, yet 

spoken transactions are fundamental to business. Moreover, few studies have 

considered interaction between two non-native speakers though this is the 

communication that predominates internationally. Hence, there is, as yet, no 

identifiable core grammar and lexis for Business English. 

 Cross-cultural communication 

We all know that culture is complicated and involves various aspects such as 

national, professional, organizational and personal cultures. Dudley-Evans and St. 

John (1998, p.66) believed that a sensitivity to cultural issues and an understanding 

of our own and others‟ values and behaviors is important in ESP. Language reflects 

cultures and culture can shape language. In this sense, if language users are well 

aware of the cross-cultural issues, they may get rid of misunderstandings and 
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conflict arising from an inappropriate language use. 

Business English has been open in the way that there is variation between 

different cultures. Dudley-Evans and St. John (1998) concluded that a sensitivity to 

differences between cultures is essential for successful business communications. 

 Communication skills training 

As Dudley-Evans and St. John stated, there is also an interface between 

language and communication skills; in some areas language and skills cannot be 

separated. A spoken message includes the words themselves and the way in which 

they are spoken; a face-to-face spoken message also contains body message. The 

impact of each of these components depends on the context. Dudley-Evans and St. 

John perceived that while the main focus of Business English courses for effective 

spoken language may be language, pronunciation and intonation, body language 

and basic communication skills cannot be ignored. 

Generally speaking, Business English is the current growth area in ESP, in 

which the primary concern is to communicate effectively, not necessarily totally 

accurately. Currently, more courses combine language and skills development and 

more account is taken of the business context and business relationship with a 

purpose that the efficiency of business people‟s English use for Business purposes 

can be achieved. Regardless of the type of ESP, it is important to keep in mind that 

analyzing learners‟ needs has a key role to play in the program development. The 

next part deals with needs analysis in ESP. 

2.3.3. ESP and needs analysis 

As Baskturmen (2008, pp.17-18) commented on the aims of ESP, „ESP is 

understood to be about preparing learners to use English within academic, 

professional, or workplace environments, and a key feature of ESP course design is 

that the syllabus is based on an analysis of the needs of the students‟. In this sense, 

ESP has been defined as an approach to course design which starts with the 

question „Why do these learners need to learn English?‟ Actually, this should be the 

starting question to any course, General or ESP. The purposes of needs analysis are 

clearly identified in three aspects by Dudley-Evans & St John (1998, p.162): 

First, needs analysis aims to know learners as people, as language users and as 
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language learners. Second, needs analysis study also aims to know how language 

learning and skills learning can be maximized for a given learner group. Third, 

needs analysis study aims to know the target situations and learning environment so 

that data can appropriately be interpreted. 

A broad, multi-faceted definition of needs analysis is provided by Hyland (2006, 

p. 73): „Needs is actually an umbrella term that embraces many aspects, incorporating 

learners‟ goals and backgrounds, their language proficiencies, their reasons for taking 

the course, their teaching and learning preferences, and the situations they will need to 

communicate in. Needs can involve what learners know, do not know or want to know, 

and can be collected and analyzed in a variety of ways‟. 

It can be inferred that needs analysis is the first step prior to a language course 

development, materials design for teaching and learning, and language test 

development. In ESP, needs analysis is crucial for course design to determine the 

aspects of language that are necessary for certain area of teaching. On this issue, 

Robinson (1991) perceived that needs assessment serves as a basis not only for 

determining what to teach and how to teach a language but for constituting a very 

informative database of learners, sponsors, subject-specialists and above all ESP 

practitioners‟ view and opinions of English language. Regarding needs analysis in 

ESP, Basturkman (2010) suggested a complete description:  

Needs analysis in ESP refers to a course development process. In this process the 

language and skills that the learners will use in their target professional or vocational 

workplace or in their study areas are identified and considered in relation to the 

present state of knowledge of the learners, their perceptions of their needs and the 

practical possibilities and constraints of the teaching context. The information 

obtained from this process is used in determining and refining the content and 

method of the ESP course (p.19). 

The information for the current research was also collected basing on this 

observation. The researcher conducted needs analysis in order to identify the 

students‟ target vocational needs, their language needs in relation to the educational 

environment. The content and methodology of the intended ESP course originated 

from this needs assessment process. 

Regarding the research methods, ESP practitioners can conduct needs analysis 

by using multiple instruments such as questionnaire, analysis of authentic spoken 

and written texts, discussions, structured interviews, observations and assessments. 
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The main sources for collecting data are the learners, people working or studying in 

the field, ex-students, documents relevant to the field, clients, employers, colleagues 

and ESP research in the field. 

2.3.4. ESP needs 

There is a confusing plethora of terms: needs are described as objective and 

subjective (Brindley, 1989, p.65), perceived and felt (Berwick, 1989, p.55), target 

situation / goal-oriented and learning, process-oriented and product-oriented 

(Brindley, 1989, p.63); necessities, wants and lacks (Hutchinson and Waters, 1987, 

p.55). These terms have been used to describe the different factors and perspectives 

of the needs concept. 

Briefly speaking, objective and perceived needs are seen as derived by 

outsiders from facts, from what is known and can be verified meanwhile subjective 

and felt needs are rooted from insiders and correspond to cognitive and affective 

factors. In addition, product-oriented needs originate from the goal or target 

situation and process-oriented needs derive from the learning situation (Dudley-

Evans & St.John, 1998, p.123). 

These pairs can be considered as corresponding to a target situation analysis 

(TSA) and a learning situation analysis (LSA); a third piece of the jigsaw is a 

present situation analysis (PSA), i.e. what learners already know from which we 

can deduce their lack. TSA, LSA, PSA are the fundamental components for 

assessing language needs of learners (McDonough, 1984; Robinson, 1991; West, 

1994 and Richterich & Chancerel, 1997). 

 Target situation analysis 

Needs analysis first entered the literature on ESP as a formal concept in the 

1970s and was largely defined in terms of the target situation analysis (TSA), i.e. 

what learners are required to do with the foreign or second language in the target 

situation. This form of needs analysis centers on identifying the learners‟ language 

requirements in the occupational or academic setting.  On this matter, Robinson 

(1991, p.8) stated, „a needs analysis, which focuses on students‟ needs at the end of 

a language course, can be called a TSA (Target Situation Analysis)‟. Munby (1978) 

formulated his well-known framework of TSA, presenting a highly detailed set of 
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procedures for discovering target situation needs, which was called the 

Communicative Needs Processor (CNP). The CNP involves of a range of questions 

about key communication variables (topic, participants, medium, etc.) which can be 

used to identify the target language needs of any group of learners. 

Dudley-Evans & St. John (1998, p.125) defined TSA as, “TSA refers to task 

and activities learners are/will be using English for target situation”. They stated 

that TSA generally uses questionnaire as the instrument. Dudley-Evans and St. John 

also explained that TSA includes objective, perceived and product-oriented needs. 

The objective and perceived needs are derived by outsiders from facts, from what is 

known and can be verified. Product-oriented needs are derived from the goal or 

target situation. 

Sharing nearly the same ideas with Dudley-Evans and St. John (1998), some 

other authors pointed out that TSA would tell ESP practitioners about what the 

learners need to be able to do in the target language by the end of the course 

(Graves (1996), Friedenberg, Kennedy, Lomperis, Martin & Westerfield (2003), 

Hyland (2006) and Flowerdew (2013). By conducting an efficient TSA, we can 

understand the needs and expectation of the sponsoring organization.  

In short, the ESP practitioner is able to draw out an initial listing of the target 

goals of the course by seeking the answer the following questions:  

- What tasks do the learners need to be able to do by the end of the course?  

- Why is it important for them to perform these tasks in English?  

- Why do learners want or need to learn these skills? 

The stakeholders involved in the TSA include both insiders and outsiders such 

as the current students, former students, content area faculty and administrators, and 

representatives from the larger off-campus community who will ultimately employ 

the program graduates. 

In the current study, the TSA was conducted with the involvement of the 

above- mentioned stakeholders so that sufficient information could be collected for 

the ESP course development. 

 Learning situation analysis 

Learning Situation Analysis (LSA) refers to subjective, felt and process-
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oriented needs (Dudley-Evans & St.John, 1998, p.124). LSA directs what learners 

want to learn. These authors maintained that LSA means effective ways of learning 

the skills and language. They added that LSA also refers to why learners want to 

learn and that process-oriented needs originate from the learning situation. 

 Present situation analysis 

Hutchinson and Waters (1987) formulated the present situation analysis (PSA) 

in terms of the potential and constraints of the learning situation, that is, external 

factors that may include the resources and materials available and the prevailing 

attitude or culture. In the same point of views, Dudley-Evans & St. John (1998, 

p.124) stated that PSA estimates strengths and weaknesses in language, skills and 

learning experiences. Holiday (1994) referred to this more contextual, social, aspect 

of the language teaching environment as a “means analysis”. 

Richterich and Chancerel (1997) particularly emphasized PSA, concerning the 

gap between what students are able to do with language at the beginning of the 

course and what they need to do at the end of the course. This is sometimes referred 

to as their “lacks”. The PSA also encompasses other aspects pertaining to the 

prevailing situation, including: 

 personal information about the learners: factors which may affect the way they 

learn such as previous learning experiences, cultural information, reasons for 

attending the course and expectations of it and attitude to English; 

 information about the language teaching environment (e.g. resources, 

administration matters). 

(Richterich & Chancerel, 1997, cited in Flowerdew, 2013, p.327) 

These aspects can be viewed in three basic sources of information: the students 

themselves, the language-teaching establishment, and the „user-institution‟, for 

example the students‟ place of work. Richterich and Chancerel recommended ESP 

practitioners to seek information regarding their respective levels of ability, their 

resources and their views on language teaching and learning. At the same time, ESP 

practitioners might also study the surrounding society and culture: the attitude held 

towards English language and towards the learning and use of a foreign language. In 

practice, one is likely to seek and find information relating to both TSA and PSA 

simultaneously. Thus, needs analysis may be seen as a combination of TSA and PSA 

(Rahman, 2015, p.27). 

Broadly speaking, the TSA is concerned with “needs” meanwhile the PSA 
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addresses learners‟ “lacks” and “wants”. As Widdowson (1981) pointed out, while 

target needs are seen as goal-oriented, learning needs are more process-oriented 

when they refer to what the learner has to do to acquire the language (cited in 

Flowerdew, 2013, p.327). 

From the above mentioned, different authors had different approaches to needs 

analysis. Not a single approach to needs analysis can be a completely precise 

indicator of what is needed to enhance learning. A comprehensive needs analysis 

framework was proposed by Hutchinson and Waters (1987) which consists of a list 

of questions the ESP practitioner should find answers to. 

Table 2.4. The framework proposed by Hutchinson and Waters for needs 

analysis (1987, p.54) 

Target needs Learning needs 

1. Why is language needed? 

2. How will the language be used? 

3. What will the content areas be? 

4. Where will the language be used? 

5. When will the language be used? 

1. Why are the learners taking the course? 

2. How do the learners learn? 

3. What sources are available? 

4. Who are the learners? 

In the current research, in order to explore the students‟ needs of English 

language, the researcher adopted the Hutchinson and Waters‟ framework due to its 

clarity and feasibility. On one hand, the framework can help the researcher to have 

an idea about what students need for their target situation in terms of English for 

occupation. On the other hand, the ESP practitioners and administrators can have 

knowledge of what the students actually have to do to acquire the language. To find 

the answers to the above questions, needs analysis in this study was done by a set of 

instruments such as questionnaires and interviews with the stakeholders. These tools 

were developed basing on the questions. They were adapted into multiple-choice 

statements that will be detailed in section 3.3.2. 

To sum up, no ESP course can be developed and implemented successfully 

without the step of needs analysis. The results gained from this step helps ESP 

practitioners to develop a language course that is practical, applicable and feasible 

in a specific educational context. The current research also attempted to collect data 

for an ESP course design by focusing on needs analysis.  
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2.3.5. Approaches to ESP curriculum design 

Throughout its movement, ESP benefited from language learning theories, 

general learning views and approaches to course design (Richards, 2001). This 

probably resulted in different approaches to ESP teaching and learning. Basically, 

Hutchinson and Waters (1987, p.65) identified three main types: language-centred, 

skills-centred and learning-centred. 

2.3.5.1. Language-centred approach 

This is the simplest kind of course design process and is particularly prevalent 

in ESP. The language-centred course design process aims to draw as direct a 

connection as possible between the analysis of the target situation and the content of 

the ESP course. It is illustrated as follows: 

 

Figure 2.5. Language-centered approach (Hutchinson & Waters, 1987, p.66) 

This model of course design starts with the learner, proceeds through various 

stages of analysis to a syllabus, followed by materials design and evaluation of 

mastery of the syllabus items. 

Logical and straightforward may it seem, the language-centred course design 

has a number of weaknesses; for example, though it starts from learners and their 

needs, it is not learner-centred, but learner-restricted; it is criticised for being a static 

and inflexible procedure of course development; the model gives no attention to 

factors that must have an influential part in the creation of any course. Briefly, the 
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model fails to recognize the fact that, „learners being people, learning is not a 

straightforward, logical process‟ (Hutchinson & Waters, 1987, p.68). 

2.3.5.2. Skills-centred aproach 

The skills-centred approach to ESP course design is founded on two basic 

principles, namely theoretical and pragmatic. 

According to Hutchinson and Waters (1987, p.69), the basic theoretical 

hypothesis is that underlying any language behaviour are certain skills and 

strategies, which the learner uses in order to produce or comprehend discourse. A 

skills-centred approach aims to get away from the surface performance data and 

focus on the competence underlying the performance. Therefore, a skills-centred 

course (though probably not explicitly) will aim at objectives in terms of both 

performance and competence. 

The pragmatic basis for the skills-centred approach is rooted from a distinction 

made by Widdowson (1981) between goal-oriented and process-oriented courses. 

This model sees the ESP course as helping learners to develop skills and strategies 

which will continue to develop after the ESP course itself. Its aim is to make the 

learners into better processors of information (Hutchinson & Waters, 1987, p.70). 

The skills-centred model is illustrated in the below diagram. 

 

Figure 2.6. Skill-centred approach (Hutchinson & Waters, 1987, p.70) 

It can be claimed that the skills-centred approach takes the learner more into 
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consideration than the language-centred approach. However, the processes it is 

concerned with are the processes of language use rather than language learning. 

This distinction leads us turn to the third approach to course design. 

2.3.5.3. A learning-centred approach 

While the language-centred approach focuses on the nature of the situation 

performance and the skills-centred approach looks behind the target performance 

data to discover what processes enable someone to perform, the learning-centred 

approach requires us to look beyond the competence that enables someone to 

perform since what we really want to discover is not the competence itself, but how 

someone acquires that competence (Hutchinson & Waters, 1987, p.73). The 

procedure of a learning-centred approach to course design is shown as follows. 

 

Figure 2.7. Learning-centred approach (Hutchinson & Waters, 1987, p.73) 

A learning-centred approach to course design takes account of the learner at 

every stage of the design process. It can be said that this model aims to maximize 

the potential of the learning situation. 

2.3.6. Theory to language instruction 

2.3.6.1. Communicative approach 

The emergence of ESP with its emphasis on needs analysis as a starting point 
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in language course design was considered as a significant factor in the development 

of current approaches to language curriculum development. A second influence was 

the communicative approach to language teaching emerging in the late 1960s and 

1970s as a replacement for the structural-situational and audiolingual methods. 

According to Richards (2001), communicative language teaching CLT is a broad 

approach to teaching that derived from a focus on communication as the organizing 

principle for teaching rather than a focus on mastery of the grammatical system of 

the language. CLT represented a response to changes in the field of linguistics in the 

1970s, as well as a response to the need for new approaches to language teaching in 

Europe as a result of initiative by groups such as the Council of Europe. As 

Richards (2001, p.36) maintained, CLT, in fact, was „not so much a change in 

method as a set of changes in assumptions about the nature of language, the nature 

of goals, objectives, and the syllabus in language teaching, and a search for an 

appropriate methodology in the light of these changes‟. Linguistics moved away 

from a focus on grammar as a fundamental component of language abilities to a 

consideration of how language is used by speakers in different contexts of 

communication. According to Richards‟s explanation, the capacity to use language 

appropriately in communication based on the setting, the roles of the participants, 

and the nature of transaction was called communicative competence. The notion of 

communicative competence or the ability to use the language correctly and 

appropriately to achieve communicative goals was coined by Hymes in 1966 in 

reaction to Chomsky‟s (1965) notion of “linguistic competence”. Communicative 

competence has been refined and applied to various teaching contexts. This well-

known approach describes four types of language competence: linguistic 

(grammatical competence or accuracy), sociolinguistic (the extent to which 

utterances can be appropriately used or understood), discourse (ability to combine 

ideas to achieve cohesion and coherence) and strategic (ability to use strategies to 

handle language knowledge limitations) (Canale & Swain, 1980; Hymes, 1972;). 

Commenting this teaching approach, Brown (2001b) stated that the ultimate goal of 

communicative language instruction is promoting learners‟ communicative 

competence by playing stress both on language usage and language use, fluency and 
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accuracy on authentic language and contexts and on application of classroom 

learning to real world contexts as well. Swales (2000, p.61) concluded that ESP has 

good connections with CLT. Some ESP scholars perceived that CLT meets the 

requirements of ESP and prepares learners for the use of English in real life. For 

example, Widdowson (1979, p.252) commented that „in ESP a communicative 

approach seems to be the obvious one to adopt because even the most elementary 

assessment of needs reveals that learners will have to put the language to actual use 

outside the language teaching context‟. 

With the idea that communicative competence is the goal of language 

learning, instructors encourage learners to develop their ability to produce language 

or to produce extended sequences of language that can fit a particular context and 

achieve the ultimate communicative goals. This target is realized in language 

classrooms through various types of activities, for instance observation, role plays, 

presentations and the employment of realia workplace materials and situations such 

as pair and small-group interaction. 

2.3.6.2. Task-based approach 

Richards and Roger (2001a, p.223) defined task-based instruction as „an 

approach based on the use of tasks as the core unit of planning and instruction in 

language teaching‟. These authors explained that this approach is sometimes 

assumed as a development of communicative language teaching due to its similar 

characteristics in some notions of communicative language instruction. For 

example, activities involve real-life communication and activities require learners to 

use language for conveying meaningful tasks. 

Described by Friedenberg, Kennedy, Lomperis, Martin and Westerfield 

(2003), a task refers to an action that is carried out through the meaningful use of 

language. A task concerns a function and the conditions connected with particular 

language work-related needs. The instructor acts as a model and a guide, presenting 

task-related language and then providing support as learners work in pairs or small 

groups to complete activities using that language. 

Nunan (1989) claimed that the tasks can be listing, comparing, gap-

information, problem solving, decision-making, or jigsaw and they are related to 
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two basic instructional purposes, viz. for presenting and practicing languages and 

for providing learners with opportunities to apply the language learnt in meaningful 

and real-life situations. Concerning the roles of participants in task-based 

classrooms, Richards and Rogers (2001a, pp. 235-236) stated that learners are 

expected to be “group participant”, “monitor” and “risk-taker and innovator” in 

language learning and teachers are supposed to be “selector and sequencer of tasks”, 

“preparing learners for tasks” and “consciousness-raising”. Highlighting the 

benefits of task-based instruction, Friedenberg et al. (2003) regarded it as an 

effective instructional approach in transferring second language acquisition for adult 

learners and communicative competence into classroom practice. They added that 

task-based approach allows a language course to address the language skills that 

learners need for their particular job contexts and to structure the syllabus to reflect 

a series of such situations. Especially, task-based instruction is appropriate to all 

levels of language proficiency and the tasks play a key role in learners‟ language 

needs for workplace use and skill levels. 

2.3.6.3. Theme-based instruction 

Theme-based instruction is one of the three model of Content-based 

Instruction (CBI). This section reviews CBI before discussing theme-based model.  

CBI refers to approach to second language teaching in which teaching is 

organized around the content or information that students will acquire, rather than a 

linguistic or other type of syllabus (Richards & Rodgers, 2001b, p.204). According 

to Krahnke (1987), though the subject matter is of primary and vital importance, 

language learning occurs concurrently with the content learning. The learners then 

are at the same time language students and learners of whatever content information 

is being taught.  

CBI is grounded on the following two central principles: 

(i) People learn a second language more successfully when they use a 

language as a means of acquiring information, rather than as an end in itself. This 

principle reflects one of the motivations for CBI – that it leads to more effective 

language learning. 

(ii) Content-Based Instruction better reflects learners‟ needs for learning a 
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second language. This principle reflects that many content-based programs serve to 

prepare ESL students for academic studies and for mainstreaming. Therefore, the 

need to be able to access the content of academic learning and teaching as quickly 

as possible and the processes through which such learning and teaching are realized 

are a central priority.  

Regarding the theory of language, a number of assumptions about the nature 

of language underline Content-Based Instruction. Firstly, language is text- and 

discourse-based. CBI addresses the role of language as a vehicle for learning 

content. This implies the centrality of linguistic entities longer than single sentences 

because the focus of teaching is how meaning and information are communicated 

and constructed through texts and discourse. This involves study of the textual and 

discourse structure of written texts such as letters, reports, essays, descriptions or 

book chapters, or of speech events such as meetings, letters and discussions; 

secondly, language use draws on integrated skills. CBI views language use as 

involving several skills together. In a content-based course, students often engage in 

activities that link the skills, because this is how the skills are involved in the real 

world. And rather than viewing grammar as a separate dimension of language, in 

CBI grammar is seen as a component of other skills. Topic- and theme-based 

courses provide a good basis for an integrated skills approach because the topics 

selected provide coherence and continuity across skill areas and focus on the use of 

language in connected discourse rather than isolated fragments. They seek to bring 

together knowledge, language and thinking skills. Thirdly, language is purposeful. 

Language is for specific purposes. The purpose may be academic, vocational, social 

or recreational but it gives direction, shape and ultimately meaning to discourse and 

texts. When learners focus on the purpose of the language samples, they become 

engaged in following through and seeing if the purpose is attained and how their 

own interests relate to this purpose (or purposes) (cited in Richards, 2001, p.208).  

Concerning the theory of learning, a number of additional assumptions derive 

from the core principles of CBI. Firstly, people learn a second language most 

successfully when the information they are acquiring is perceived as interesting, 

useful, and leading to a desired goal. On this matter, the authors (Collier, 1989; 
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Grandin, 1993; Scott, 1974; Wesche, 1993, cited in Richards & Rogers, 2001b, 

pp.209-210) shared the fact that content was the point of departure or organizing 

principle of the course and they supported the position that in formal educational 

settings, second languages were best learned when the concentration was on 

mastery of content rather than on mastery of language per se; secondly, some 

content areas are more useful as a basis for language learning than others. If 

content with a high level of interest is chosen, then learners may acquire the 

language more willingly; thirdly, students learn best when instruction addresses 

students’ needs. This principle emphasizes that the content in CBI is selected 

according to their needs. Thus, authentic texts, both written and spoken, that 

students will encounter in real world provide the starting point for developing a 

syllabus, so relevance to learners‟ needs is assured; fourthly, teaching builds on the 

previous experience of the learners. In CBI, the starting point in presenting a theme-

based lesson is what the students already know about the content. CBI then seeks to 

build on students‟ knowledge and previous experience.  

The three CBI models are the sheltered model, the adjunct model and the 

theme-based model, differing in their orientations towards language and content. 

Hyland (2006) has commented: 

Theme-based models emphasize language competence while sheltered models 

attempt to help students master content material and so are more discipline-specific 

(Brinton et al., 1989, p.18). In the adjunct model the language course is linked with a 

content course which shares the same content base, the rationale being that students 

will develop strategies and skills which will transfer from one course to the other. In 

this type of syllabus, language is also seen as functional and is integrated with the 

teaching of content (Hyland, 2006, cited in Hakim, 2013, p.14). 

Theme-based CBI is more commonly found in EFL contexts. Theme-based 

courses are language-driven and have its goals as the development of students‟ L2 

skills and academic proficiency. The themes are chosen basing on their potential to 

contribute to the learners‟ language growth in specific topical and functional 

domains. In this type of model, EFL instructors can resort to these topics to extract 

teaching and learning activities which follow naturally from the content material. 

On this matter, Nunan (1991, p.15) stated: “units of work are organized around 

topics which provide internal coherence to the units of work”. Krashen and Terrell 

(1988) suggested that EFL teachers must choose reading texts at an appropriate 
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level of complexity and the topic has to hold students‟ interest to increase their 

motivation for learning. A theme-based syllabus consists of a series of units where 

each unit is taught for five or six periods, which are formed by a topic or theme and 

specific contents integrated with the language-based or skill-based activities. 

The current study suggested theme-based approach to the ESP course 

development for HUEIC due to its advantages. Firstly, theme-based instruction 

enables learners to cover all the important language areas. Then, they provide 

chance to use the target language. According to Haas (2000), thematic units allow 

teachers to incorporate a variety of language concepts into a topic area that is 

interesting and worth studying and which gives students a reason to use the 

language. Secondly, theme-based model gives learners opportunities to reuse the 

target language. Brinton (2003, p.201) maintained, in a thematic unit “language is 

being continually recycled throughout the unit and students are given multiples 

opportunities to use the new language they acquire as they read, discuss and write 

about the topics”. On this matter, Heaton (1994, p.5) claimed that “the study 

strategies, enabling skills, functions and grammatical points selected for practice are 

recycled…; thus, resulting in a more useful, spiral syllabus instead of the traditional 

linear syllabus, which assumes that students master each stage as they progress”. 

Thirdly, theme-based instruction is organized in a way the topics, functions and 

structures integrate with each other through communicative activities such as role-

play, group presentations, writing memoranda, text summaries and the like. Heaton 

(1994) and Shin (2007) draw out that students‟ autonomy can be promoted since a 

variety of activities and real communication are encouraged in classrooms using 

theme-based syllabus. Oxford (2001, p.5) commented that theme-based approach 

exposes language learners to authentic language and challenges them to interact 

naturally in the language. 

Illustrated in the section of previous studies related to the research (2.5), clear 

evidence proves a fact that combining teaching approaches could strengthen the 

quality and efficiency of ESP program design and approaches could yield beneficial 

results in classroom practice. English educators can benefit from the flexibility of 

various alternatives that an integrative model supplies. Incorporating multiple 

approaches can result in language programs appropriate to learners‟ authentic 

communicative goals. 
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Following the tendency to accommodate different approaches into one 

curriculum with one approach as organizing basis (Reilly, Tarey, 1988) or a 

backbone (Graves, 2000) and other approaches as secondary ones and integrated 

into that backbone, the current researcher employed theme-based, skill-based and 

communicative approaches to the development of a new ESP curriculum for 

vocational students. Since the theme-based approach does not run counter to other 

approaches but it assists curriculum developers to weave other approaches around 

topics or themes in a harmonious way (Graves, 2000, p.45), the researcher applied 

the theme-based model as the organizing basis for designing the ESP curriculum. 

The next part of this chapter describes the current English curriculum to reveal the 

realization of the above-mentioned theory in the research context.  

2.4. The current English curriculum at HUEIC 

During the years 1954 to 1964, Vietnamese was used to teach all subjects 

while French was taught as a foreign language. From 1965 to 1975, students could 

choose French or English as their foreign language, except those of mathematics 

classes (similar to the intermediate level currently) who had to study two types of 

foreign languages starting from grade 10. When they chose English as the first 

foreign language, French would be their second foreign language and vice versa. 

After 1975, there was no foreign language taught until the school opened the 

vocational secondary education including the teaching of English in 1993. In 1998, 

the school was upgraded to train the students of technical secondary level. English 

was taught as the main foreign language later on. 

Currently, according to the HUEIC Project, English has been chosen as the 

unique foreign language and a compulsory subject to all learners at this college 

except English-majored students studying French as their second foreign language. 

The HUEIC Project set level 3 (CEFR-B1) as the college graduates‟ English 

language standard. 

In the college‟s language policy, the administrators pay the greatest attention 

to the quality of the English lecturers. At HUEIC, the teachers have various 

qualifications. There are one Ph.D., seven MAs and one BA. Two out of nine 

teachers are in the role of managing the department and English group and teaching 

as well. The rest takes responsibility for GE and ESP courses such as English for 

accounting, English for information technology, English for mechanical 
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engineering, English for electronic engineering, English for thermal engineering, 

English for construction and the like. According to the HUEIC Project, all English 

teachers are required to achieve level 5 (C1 of CEFR), 60% of whom attain level 6 

(C2) by 2015 and 100% of the teachers will have reached level 6 by 2020. The 

college encourages the teachers to gain more teaching experience and upgrade their 

English proficiency through seminars, workshops or conferences in national or 

international areas. Also, the college supports financially those who want to follow 

post-graduate courses for higher qualifications. It could be said that HUEIC 

language teachers have good advantages in advancing their professional 

development to meet the current and coming innovation at college. In the context 

that the capacity of English teachers in Vietnam is much lower than the qualified 

standard (Nguyen & Phung, 2015), the fact that HUEIC teachers express their 

readiness to innovate their own English teaching and upgrade their language 

proficiency is quite interesting. 

Thanks to the HUEIC Project, the teaching facilities were upgraded. The 

college installed a network system with wireless and fiber optic cable with the high-

speed internet. The college also applied the training management software, staff 

synchronization posted on the Internet. Especially, the rector paid much attention to 

developing the language teaching resources in terms of classroom facilities, library 

and teaching manuals. Most classrooms and language laboratory were installed with 

audio facilities such as computers, LCD and projectors. The high-speed network 

system served the online language teaching and learning, testing and assessment at 

all time. The language teachers were frequently trained to utilize the college‟s high-

tech teaching facilities. Next to be mentioned was the upgraded library of 940m2 

with 13000 books and electronic library system, computer rooms with internet 

access. The school also bought the toolkit office365 from Microsoft renewed with 

several terrific functions such as classroom, class notebooks, teams or planners. 

This browser could support perfectly the online English teaching and learning. In 

addition, the college paid an online referencing service, namely tailieu.vn so that 

HUEIC teachers and students could search and download materials easily with their 

own accounts. All of these aimed to assist the students in achieving the expected 

learning outcomes in general and English learning standards in particular. It could 

be said that the college has paid a great deal of attention to the development of 
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teaching facilities to well support the English teaching and learning innovation at 

college.  

In recent years, the English program at Hue Industrial College follows a 

semester-based system which includes three fifteen-week semesters with eleven 

credits of English. Each credit is equivalent to 15 teacher-led hours. 

Table 2.6. Time distribution in English Courses at HUEIC 

Semester Credits Hours 

1
st
 3 45 

2
nd

 5 75 

3
rd

 3 45 

Total 11 165 
 

At the tertiary level, while the MOET prescribes a time allocation of 180 

contact hours of instruction for foreign language education taught in three 

semesters, HUEIC shortened the time into 165 hours, which are organized into two 

stages. The first stage (120 hours) supplies students with knowledge of English for 

General Purposes (General English). The second (45 hours) concentrates on English 

for Specific Purposes.  

The assessment of learning processes is based on the calculation of the 

average points earned from two regular assignments, a mid-term test and a final test 

of each semester. There are no quizzes within the semesters. To be eligible to move 

from the first semester to the second, each student has to achieve a weighted 

average of 6/10. Forty percent of the final mark comes from the average grades of 

regular assignments and mid-term test; and sixty percent is left for the final test. For 

each semester, unsuccessful students have to re-attend the English classes and do 

tests until they passed. The students, then, do an achievement test after completing 

each semester. The administrators use the results to decide whether the learners 

could fulfil the English program or not.  

In order to enable graduates to attain minimal proficiency, the teachers are 

expected to apply learners-centered approach in classrooms. The curriculum and 

syllabus with reference to the target learning outcome achievement are determined 

by the program designers and administrators, including the head of Training 

Department, the head of Foreign Language Department and English teachers. No 

analysis of students‟ learning needs has been found in the language program 
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development. In this sense, the development of HUEIC language teaching program 

has been performed in backward design which began with a specification of 

learning outcomes and a predetermination of methodology. The syllabus was then 

rooted in the learning outcomes (Richards, 2013, p.20).  

Regarding the methodology, communicative language teaching is not applied 

frequently.  A reason is that the HUEIC teachers have had a heavy workload. They 

have to accomplish 25 to 30 periods per week, which outnumbers the maximum 

teaching load suggested in the MOET guidelines (18 periods). This is a popular 

problem revealed in several studies in Vietnam (Hoang, 2010; Nguyen, 2012; To, 

2008; Tran, 2007, cited in Le, 2013). In the position of a HUEIC teacher, I found 

that for simplicity a number of teachers have chosen grammar-translation method 

which requires little preparation. Another reason lies in the students‟ English 

competence and class size. Though the teachers were well aware of the benefits of 

CLT, they failed to apply it to HUEIC English classes. Students‟ low proficiency 

levels and big classes have caused the hesitation in practicing productive skills 

especially speaking. Little time has been reserved for the students to utilize the 

target language productively. This fact contrasts the interaction hypothesis 

developed primarily by Long (1996, 2006) that second language acquisition is 

facilitated through interaction when learners are engaged in negotiating for meaning. 

Giving English language learners classroom time to use their English productively is 

also one of the five principles for creating effective second language learning 

environments when English is taught in career and technical education programs 

(Hernández-Gantes & Blank, 2009, p.16). However, some other teachers opt for 

communicative language teaching (CLT) due to their awareness of its benefits. In the 

HUEIC Project, student-centered teaching methods are required to maximize 

learners‟ opportunities to utilize the target language. Following the policy, the school 

tries to lessen the number of students per class so that the teachers could easily set up 

student-dominated teaching methods such as CLT.  

With regards to the materials, the series of pre-intermediate New Cutting Edge 

by Cunningham and Moor (2008) has been used. The package consisting of teacher 

manuals were designed based on a modular system of general English orientation. It 

aims to develop learners‟ linguistic competence and language skills at pre-

intermediate level. Teaching this package, the teachers found that it was out of 
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reach of their students though New Cutting Edge is in the list of materials suggested 

for attaining A1-C2 levels.  

From the afore-mentioned, there exists a number of problems in the current 

English curriculum at HUEIC. In addition, college students and stakeholders face 

challenging situations which stem from the wide-ranging rapid integration and 

expansion of English in business. In order to enhance the students‟ English 

proficiency and prepare them with professional English communicative skills 

appropriate to the current globalized context, there is a prime necessity to innovate 

the English curriculum (Recommendations R(115), R(233), R(318), R(472) and 

R(483) by the Rector on the HUEIC Project) (HUEIC, 2012b; HUEIC, 2012c; 

HUEIC, 2012d; HUEIC, 2012e). For these reasons, an ESP curriculum was 

developed for college students.  

Due to the current need at this institution, the program was devised for 

students majoring in BuAdmin. This major was chosen for the course development 

since the BuAdmin education, at HUEIC, was conducted four years ago. 

Noticeably, BuAdmin students were taught basing on predetermined program with 

institutional needs analysis, in which ESP curriculum was not an exception. 

Institutional ESP curricula faced strong criticism from critical educators. Tollefson 

(1989; 1991, cited in Jasso-Aguilar, 1999, p.28) opposed a covert policy in which 

language education for specific purposes directed immigrants into marginal 

occupations „that offer no opportunity to gain additional language or job skills, 

ensuring that they will have enough English to perform adequately in minimum-

wage jobs while avoiding any welfare dependency, yet not enough to move beyond 

these levels of employment‟. Likewise, Auerbach (1995, cited in Jasso-Aguilar, 

ibid) criticized needs analysis which identifies learners‟ needs only from the point 

of view of outsiders whose information is rooted from institutions and manipulated 

to their own advantages. She claimed that such kind of information „traditionally 

have marginalized ESL speakers, socializing them into passive acceptance of 

subservient roles‟. However, Long (2002) suggested the employment of multiple 

sources, insiders and outsiders, and triangulation of sources and methods. Under the 

type of needs assessment advocated by Long, the problem for which Auerbach and 

Tollefson opposed needs analysis could be overcome.  

Taken this into accounts, the current study was conducted to document 
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BuAdmin students‟ communication needs in combination with the stakeholders‟ 

expectations so that an ESP curriculum could be designed to meet the students‟ 

demands of professional language communication. Taking into consideration 

national and institutional requirements in language education, the ESP curriculum 

oriented to level 3 (CEFR-B1/TOEIC 250) as the minimal English language 

proficiency for graduates.  

So far, this section briefly illustrates the current English curriculum as the 

study setting that had immense influence on the development of the new ESP 

curriculum. The following part will review the previous research related to the 

current project.  

2.5. Previous studies related to the current research 

The field of applied linguistics has witnessed several studies on curriculum 

development, especially on designing ESP programs. In order to develop an ESP 

curriculum that could satisfy students‟ language needs and address situational 

factors, researchers employed more than one approach that is often combined to 

characterise the design. The approaches can be classified, for example, topic-

based/theme-based, notional-functional, content-based, skill-based and task-based. 

Take Jones‟ study in 1991 for instance. The author conducted an ESP syllabus 

design for France Telecom engineering practitioners by an integrated model. Four 

hundred engineering practitioners of France Telecom were involved in a needs 

analysis of the global communication needs. The researcher integrated the statistical 

technique of Principle Component Analysis (PCA) into the design of a topic-based 

ESP syllabus. The global communication needs collected from the questionnaires 

were analyzed and categorized into job related speech events (discourse level) by 

the statistical technique. The results analyzed by the PCA revealed four main speech 

events connected to the Telecom engineers‟ language communication, which were 

later subcategorized into four related macro-topics. Tasks and activities were 

constructed around each sub-topic in the actual teaching. 

With a different purpose to meet the needs of both oral and written language 

of low literacy and unskilled US laborers in Chicago, Garcia (2002, cited in Hart-

Rawung, 2008) administered a needs analysis and task analysis in order to design an 

ESP learner-centred program for the workers. The analyses were administered 

through four methods: (i) factory tours, (ii) interviews with workers, employers and 
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unions, (iii) on-the job observations and (iv) review of company forms, training 

manuals and brochures. This needs analysis determined what approach could be 

applicable and appropriate for designing a syllabus for this particular group of 

learners. Specifically, the workers were encouraged to participate actively in the 

classroom activities such as role plays, dialogues with several real materials from 

the workplace. This design was aimed to meet the workplace communication 

demands and to motivate active learners in classroom participation. 

In the same year, Orsi and Orsi (2002) developed an in-house ESP program 

for a small group of engineering practitioners for a Spanish brewery. The study 

integrated five pedagogical theories or approaches: (i) collaborative learning, (ii) 

learner-centeredness, (iii) ESP theory the focus of which was around specific needs 

of a particular group of learners, (iv) making use of learners‟ background 

knowledge and (v) comprehensible input proposed by Krashen (1981). According to 

these two authors, the success of the designed model was gained due to its 

collaborative and learner-centred nature. The smooth cooperation between teacher 

and learners in a dynamic learning atmosphere and the use of authentic and attractive 

teaching resources resulted in the success of this curriculum design model. 

In another investigation into ESP course development, Cowling (2007, cited in 

Hart-Rawung, 2008) planned a program by employing numerous approaches of 

syllabus design. A package of business English communication involving nine ESP 

courses has been tailored for new-entry employees in their first three-year 

employment at Mitsubishi Heavy Industries in Japan. All new employees had to 

complete a total of twenty-seven days‟ intensive English course within their first 

three years of working at the company.  Cultural issues were gradually integrated 

into the whole program. Videotape was employed as an input source while pair and 

group tasks/activities, discussion, presentations and role plays are used as teaching 

activities throughout the English business communication package. 

Two years later, Tsou (2009) set up a project to reform sophomore English. 

The team aimed to develop a new sophomore English course based on the ESP 

approach, addressing the needs of students in their respective academic disciplines. 

The research focused on the planning and implementation of curriculum design 

though the researcher acknowledged that many critical issues must be resolved in a 

pioneering program like this. The main body of the study discussed the needs-based 
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planning and implementation of curriculum design, EAP and pre-service EOP 

course offerings, inter-college resources, and other related issues. 

Focusing on English for Medical Purposes, Alfehaid (2011) created a proposal 

for the development of the present ESP course at Health Sciences Colleges (HSCs) 

in Saudi Arabia on the basis of a needs analysis and a course evaluation. Findings of 

the language needs analysis showed that all four of the language skills were 

important, both for the students‟ academic studies and for their target careers. The 

evaluation results indicated that while the ESP course was helpful to some extent, it 

had some limitations including its curriculum, the teaching-learning materials used 

and the assessment procedures adopted. The study came to conclusion that the 

collection of multiple types of data from various sources and places is necessary to 

overcome many of the problems commonly associated with needs analysis and 

evaluation studies. 

Within Vietnamese context, due to the changing demand for developing the 

workforce‟s English proficiency in the time of globalization and the imperative of 

the NFL 2020, as described in Chapter 1, an increasing number of studies have been 

conducted to improve the quality of EFL and ESP education in Vietnam. These 

studies involve issues such as Vietnamese learner‟s autonomy in EFL learning (Dang, 

2010; Le, 2013); difficulties in teaching ESP (Nguyen & Pham, 2016); or ESP 

teaching approaches (Le & Nguyen, 2014; Nguyen, 2015; L. V. C. Tran, 2015). 

Of relevance to the current study is the investigation led by Bao (2013a, 

2013b, 2013c). The research was conducted to design English curricula for 

Vietnamese vocational students majoring in Tourism, Information Technology and 

Nursing. The study employed placement testing and questionnaires as the main 

instruments for collecting data of students‟ language needs. Especially, the 

researchers used the Vietnamese Six-level Framework for Foreign Language as a 

frame for curriculum development. The study had some limitations. For instance, 

the study did not go deep into environment analysis in terms of societal factors and 

institutional factors. However, an advantage of the designed curricula was that the 

curricula included two packages of ESP syllabus: (i) enabling students to achieve 

level 2 and (ii) enabling students to achieve level 3. 

Recently, the two other studies by Le (2016) and Nguyen (2017) focused on 

the English language demands of the workplaces when Vietnam entered the new era 
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of integration. The researchers raised awareness of the level which the ESP 

curriculum, pedagogy and assessment in Vietnamese universities aligned with the 

industry-specific English needs at a time of globalization. While Le (2016) provides 

a new theoretical perspective to evolving workplace contexts in ESP curricula in 

Vietnam, Nguyen (2017) suggests that ESP programs should be more concerned 

with providing students with strategies and understandings to meet their 

communicative demands in sites marked with intercultural rather than be tied to 

traditional forms of language teaching governed by lexico-grammatical knowledge. 

These researchers contribute to renovating ESP curriculum in Vietnamese 

universities to better address the shifting communicative practices in the globalized 

workplaces.  

Generally speaking, although the above-mentioned studies have covered 

various aspects of ESP curriculum development, the number of such studies is quite 

limited and narrow in their scope. Moreover, little focus has been put on the 

development of English programs for Vietnamese vocational students and none of 

the research related to BuAdmin has been done in the Vietnam‟s globalized 

workplaces. Through this section, the limitations of the previous studies have been 

explored and analysed as the research gap for the dissertation to fill up.  

2.6. Chapter summary 

This literature review has provided an overview of items related to the 

research, viz. curriculum concepts, ESP notions, the HUEIC current English 

curriculum and previous studies in the field. The objective of this chapter was to 

provide a theoretical background for the ESP curriculum development. In addition, 

the review has informed the researcher‟s choice of the appropriate design and 

methodology which will be presented in the following chapter. In the next chapter, 

the research design and the major approaches adopted in this study will be discussed 

in detail. 

 

  



53 

Chapter 3: METHODOLOGY 

 

3.1. Introduction 

This chapter introduces the methodology adopted to do the research. It begins 

with an explanation of research design within which the study was shaped. Then, 

the chapter focuses on discussing the process of data collection involving the 

participants and instruments. The methods for data analysis and interpretation are 

presented afterwards. This chapter also mentioned the research reliability and validity 

and the researcher‟s role in this project. It ends by an analysis of the ethical issues.  

3.2. Research design 

Methodologies are basically represented by two types of research: quantitative 

and qualitative research. According to McMillan and Schumacher‟s distinctions 

(1993, p.14), „quantitative research presents statistical results represented with 

numbers‟ while „qualitative research presents facts in a narration with words‟. In 

reality, both quantitative and qualitative research methods can be combined in a 

single study, called mixed methods research (Johnson, Onwuegbuzie & Turner, 

2007, pp. 112-133). The advantages of combining quantitative and qualitative 

approaches were advocated by many authors such as Chaudron (1986, 2000), 

Lazaraton (2000, 2005) and Brown (2004a). Discussing the benefits of the mixed 

methods research, Brown (2004b) assumed that quantitative and qualitative 

methods reinforced and cross-validate each other. From his point of view, those 

who can combine these two kinds of research approach will become stronger 

researchers. In this sense, using a blend of quantitative and qualitative methods is 

beneficial to research. It helps triangulate the results gained from the research 

sources. For this reason, mixed methods approach has been advocated by several 

syllabus and curriculum researchers (e.g. Brown, 2004b; Dudley-Evans& St John, 

1998; Hutchinson & Waters, 1987; Johnson, 1989; Long, 2005; Nation & 

Macalister, 2010; Nunan, 1988; Richards, 2001). As Brown (1995, p.232) stated, 

the combination could yield relevant information since „ignoring either type of 

information would be pointless and self-defeating‟. The use of a single approach – 

either qualitative or quantitative method – was thought not to generate sufficient 

and informative data for this study.  

All of these taken into consideration, a mixed methods approach was applied 
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to conduct this study in three phases. Phase 1 started by identifying the environmental 

factors which was followed by the process of target situation analysis and learning 

needs assessment. This phase served as the backbone for the development of a sample 

of curriculum specific to the Business Administration (BuAdmin) field. In phase 2, 

the researcher designed the new ESP curriculum based on the identified needs from 

phase 2. In phase 3, an evaluation on the new vocational English curriculum were 

conducted to examine the alignment of the newly-designed curriculum to the 

students‟ workplace demands and learning needs of English. In attempting to address 

the research aims, this study employed a set of procedures, viz. placement testing, 

questionnaire survey, interviews and curriculum evaluation.  

A general framework for implementing this research is briefly illustrated below: 
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next part of this document focuses on explaining why the research methods have 

been chosen. 

3.3. Data collection 

This study aimed to design an ESP curriculum based on analyzing the 

students‟ needs and stakeholders‟ expectations in accordance with the educational 

environment.  

Since no single method is free of problems (Borg, 2009, cited in Le, 2011, 

p.92) and any one source of information is likely to be incomplete or partial, a 

triangular approach (i.e., collecting information from two or more sources) is 

advisable (Richards, 2012). Several researchers have pointed out the importance of 

using multiple sources and methods in needs analysis, curriculum development and 

materials design for language teaching, as well as the inadequacy of outsiders‟ 

intuitions and the value of insiders‟ perspectives in these processes (Long, 2002; 

Ramani et al., 1988; Sevigny, 1995; West, 1994, cited in Jasso-Aguilar, 1999, p.27).  

The use of multiple data collection methods is also recommended by several 

other authors (Richterich & Chancerel, 1977; Hutchinson & Waters, 1987; Gilabert, 

2005; Jasso-Aguilar, 1999) when dealing with complex needs and for validating 

data. To obtain valid and reliable data about the learners‟ needs and stakeholders‟ 

expectations for the successful development of an ESP program, there are multiple 

methods available. It is estimated that every method has its own strength and 

possible limitations. Some requires more time or expertise than others while some 

alternatives are more appropriate than others for various situations or for different 

kinds of informants (Long, 2005, p.30). For this reason, a wise use of data 

collection methods should be considered before research conduction. Long (2005) 

called for more attention to „methodological options‟ in needs analysis. In his view, 

limitations of data collection methods were recommended to be dealt with both 

before and during the research process.  

Since needs assessment is often conducted with placement testing (Bao, 

2013a,b,c; Moll, 1999; Nelson, 1992; Robinson, 1991), questionnaire survey (Al-

Tamimi & Shuib, 2010; Ferris & Tagg, 1996; Hossain, 2013; Iwai et al, 1999; 

Schöpper-Grabe & Weiss, 1998; S.Thivviyah, 2013) and interviews (Hall, 2007; 
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Hecker, 2000; Holme & Chalauisaeng, 2006; Jasso-Aguilar, 1999, cited in Huhta et 

al, 2013, p.17), this study also employed these instruments for needs analysis.  

Nevertheless, this research not only rested on needs analysis but went on with the 

development of an English curriculum for BuAdmin students. The assessment of 

the brand-new ESP curriculum sample was conducted post the development stage. 

In terms of data collection sources, the target population for the survey refers 

to various people such as students, teachers, policy makers, academics, training 

specialists, ministry of educational officials, parents and the like. This means that 

outsiders and insiders could be involved in needs analysis. Long (2002) considered 

insiders (with expertise) as better informants than outsiders.  In the meantime, 

Dudley-Evans and St John (1998) perceived outsiders as more objective since they 

reveal a fresh or alternative viewpoint and are not stakeholders. Mentioning the 

main sources for needs analysis, these authors listed: the learners, people working 

or studying in the field, ex-students, documents relevant to the field, clients, 

employers, colleagues, ESP research in the field. 

For the current study, to exploit multiple perspectives from various „insiders‟ 

and „outsiders‟ for the purpose of triangulating the data collected, data collection 

was implemented with the following groups of target population: BuAdmin 

students; BuAdmin employees and employers (working at the 11 corporations 

participating in this study); HUEIC administrators (consisting of the Rector Board 

and Head of Training Department); and teachers (including ESP teachers and 

content teachers). Since the ESP curriculum was developed for HUEIC students, the 

program would be evaluated by the HUEIC panel including the administrators, ESP 

teachers and subject-specific lecturers.  

Thanks to the mentioned measures, the data could be attained for a 

specification of the „what‟ and „how‟ of the ESP curriculum. The table below 

describes the data collection with the instruments, sample sources and sample size 

of this study. 
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Table 3.1. Data collection for needs analysis 

Research 

strategies 

Instruments Sample sources Sample size 

Survey Placement tests BuAdmin students 114 

Questionnaires BuAdmin students 92 

BuAmin employees 126 

Interviews Interview schedule 1 HUEIC administrators 3 

Interview schedule 2 ESP teachers 7 

Content teachers 5 

Interview schedule 3 BuAdmin students 23 

BuAmin employees 8 

Employers 3 

The data for this study were collected in two stages, viz. pre- and post-design 

stages. The former included procedures such as placement testing, questionnaires 

and interviews while the latter involved a procedure of feedback collection, i.e. 

evaluation step. The stages of data collection, methods, participants and clusters are 

illustrated as follows: 

Table 3.2. The data collection methods 

Stages Steps Instruments Participants Clusters 

Pre-

design 

Situation 

analysis 

(Context 

of the 

study) 

Societal factors 

Document 

study 

 - Globalization and 

integration 

- Training orientation in this 

this new era 

Interviews Employers Their expectations of the 

BuAdmin students‟ English 

expertise and skills sets 

Questionnaires 

Interviews 

Employees Target needs analysis 

Institutional factors 

Document 

study 

 - College‟s training mission 

and orientation 
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- College‟s physical 

resources 

- College‟s human 

resources. 

Interviews Administrators - Their expectations of 

English language teaching 

and learning 

- Their perceptions and 

support to the curriculum 

design and implementation. 

Teacher factors 

Preliminary 

study 

Interviews 

Teachers - Language proficiency 

- Teaching experience 

- Training and qualifications 

-In-service retraining 

opportunities 

- Methodology 

- Motivation 

- Teaching loads and 

teaching resources 

- Benefits that new 

curriculum offer to teachers 

- Their perceptions and 

willingness to 

change/support the 

curriculum design and 

implementation 

- Their teaching difficulties 

 Learner factors (Learning needs analysis) 

Questionnaires Students - Past English learning 

experiences 

- Motivation to learn ESP 

- Expectations of the ESP 

program 

- Learning approach 

preferences 

- Content preferences 

- Expectations of the ESP 
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program 

- Learning resources they 

typically have access to 

Needs 

analysis 

Placement 

testing 

Students 

 

-Students‟ current 

proficiency levels 

Questionnaires 

Interviews 

Students 

 

- Self-assessment of current 

proficiency levels 

- Language skills needed, 

weaknesses and strengths 

- English communication 

situations students were 

likely to be involved 

- The current English 

courses 

- Preference for teaching 

approach. 

- Expectations of the new 

ESP course 

  Questionnaires 

Interviews 

Employees - Self-assessment of current 

proficiency levels 

- Language skills needed, 

weaknesses and strengths 

- English communication 

situations employees were 

likely to be involved in 

- Professional topics 

employees were likely to be 

involved in English 

- Their suggestions for an 

effective ESP course at 

college 

Interviews ESP teachers - Their assessment of 

students‟ English ability 

- Their perceptions of ESP 

courses at college and the 

efficacy of ESP courses to 

students‟ future jobs 

- Their views on language 
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skills/ terminology that 

students need 

- Their views on English 

communication situations 

students perform in ESP 

courses 

- Their suggestions for an 

effective ESP course in 

terms of methodology, 

learning tasks and 

assessment 

  Interviews Content 

teachers 

- Their views on language 

terms and skills that students 

need for future jobs 

- Their views on English 

communication situations 

students perform in future 

jobs 

- Their suggestions for an 

ESP course that can meet 

on-the-job needs 

Curriculum design 

Post-

design 

Evaluation Evaluation 

seminar 

Administrators 

ESP teachers 

Content 

teachers 

- Getting feedback on the 

sample ESP curriculum 

- Making essential 

adjustment 

The data collection was conducted in six months. When the first drafts of the 

questionnaires and interviews had been prepared, a pilot study was performed on 

ten participants to gain information related to the content of the items. The data 

collected for the situation analysis and needs assessment phase would yield 

information to the curriculum design. The evaluation seminar was arranged 

afterwards. In the following section, the writer will provide more detailed 

information about the participants and each of the instruments mentioned above. 

3.3.1. Participants 

As this study aimed to develop an English curriculum specific to BuAdmin 

field, the participants included BuAdmin students, BuAdmin employees, employers, 
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ESP teachers, content teachers and institution‟s administrators. Based on the 

students‟ language needs and the perceptions of the other stakeholders, triangulation 

could be attained with respect to data collection. With the aim to exploit multiple 

perspectives from various „insiders‟ and „outsiders‟ for the purpose of triangulating 

the data collected, the stakeholders were selected based on the three main principles 

suggested by Long (2002), viz. multiple perspectives, purposeful sampling and a 

blending of „insiders‟ and „outsiders‟. The coming subsections explain more clearly 

why and how the participants were chosen for this study. 

3.3.1.1. Business administration students 

The first group of participants consisted of 114 HUEIC students majoring in 

BuAdmin. This was the total number of BuAdmin students at HUEIC in 2015-2016 

Academic Year. Forty-one of them were first-year students, twenty-one second-year 

students and fifty-two third-year students. The first-year students were studying 

general English courses while the second-year students were taking ESP and the 

third-year students fulfilled all English courses at HUEC. Since the number of 

BuAdmin students was not large, there was no intention by the researcher for 

selection of participants in terms of age, gender, language proficiency and so on. This 

whole student population was involved in this study since they played a key role in 

needs analysis, the overall aim of which was to know learners as language users and 

„to know the target situations and learning environment so that we can interpret the 

data appropriately‟ for language course development (Dudley-Evans & St John, 1998, 

p.126). Of the total 114 participants taking part in placement testing, 92 students 

fulfilled the questionnaires appropriately. Accordingly, the data from 92 

questionnaires were processed. The questionnaire survey was followed by interviews 

with the voluntary students for more detailed information. 

Regarding the student participants‟ demographic information, questions one to 

seven in the student questionnaires (see Appendix B2) were designed to obtain a 

profile of the sample. Each item in this cluster was analyzed by the Frequency Test 

to give the percentages. According to the findings (see Appendix E2a), among 92 

respondents, nearly half of them were third-year students, 23.9% second-year and 

27.2% first-year. The data revealed that the majority of students studied English 
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long enough when approximately 80% learnt English over 6 years. The students 

following GE courses accounted for the highest number (77.2%) while there are 40 

students (43.5%) having attended ESP courses. This difference was understandable 

since the ESP courses at HUEIC were arranged in the fourth semester for sophomore 

students while freshmen studied GE in the three first semesters. Only a small number 

of students followed other English courses such as communicative English courses 

and language skills at foreign language centers. 

3.3.1.2. Business administration employees 

One hundred and twenty-six BuAdmin employees from 11 corporations (CO1-

CO11) in Hue participated in the survey. These participants were chosen based on 

the current number of staff whose responsibility was related to BuAdmin in these 

corporations. Their businesses with foreign colleagues, partners, clients, experts or 

international deals were taken into account on purpose. This participant population 

was invited to participate in the research to yield the relevant target needs of 

English learning for BuAdmin since they faced great needs to communicate in 

English on this field. It was anticipated that their real language use for workplace 

purposes would be very informative to the research. At the same time, employees‟ 

responses revealed the current social needs in terms of professional English 

language use. The workplace sites of the participants are coded and described in the 

table below: 

Table 3.3. Information of workplace sites  

Company Type of company Department 

CO1 
Banking Finance-Accounting 

Customer service 

CO2 Banking Customer service 

CO3 

Manufacturing Planning 

Finance-Accounting 

Sales-marketing 

Production 

Compliance 

CO4 
Manufacturing Sales-marketing 

Finance-Accounting 

CO5 
Manufacturing Production 

Sales-marketing 
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Finance-Accounting 

Planning 

Logistics 

CO6 
Tourism Planning 

Customer services 

CO7 Service & Tourism Customer services 

CO8 Service & Tourism Customer services 

CO9 
Manufacturing Production 

Sales-marketing 

CO10 
Manufacturing Sales 

Finance-Accounting 

CO11 
Telecommunication Sales-marketing 

Customer services 

Notes: CO: Company 

Concerning the employees‟ demographic data, of the total 126 employees, 85 

were female and 41 were male. Over 100 employees were aged from 20-40 (See 

appendix E1). This implied the dominating role of females and their young age in 

this profession. 

The data also revealed that the participants worked in different company 

sections. Those working in Sales-marketing department occupied the highest 

portion (34.9%), followed by those in customer service (19.8%) and finance-

accounting sections (15.9%) respectively. The respondents held various working 

positions in the 11 companies studied, namely directors (2.4%), vice-director 

(0.8%), heads of departments (3.2%), deputy heads of department (5.6%) and 

employees (88.1%). The majority of the employees worked around 10 years. The 

responses to the questions about working areas demonstrated that the employees 

were involved mostly in marketing, finance, production and human resources, 

which are the four main areas in the BuAdmin profession (See appendix E1).  

Noticeably, three out of 126 participants were employers who also 

participated in the interview schedule to reveal the general recruiters‟ expectations 

of the BuAdmin employees‟ English expertise and skills sets in Phase 1 of the 

research.  

3.3.1.3. ESP teachers and content teachers 

The third group included seven ESP teachers (ET) and five content teachers 
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(CT). The ESP teachers had their long-time experience teaching vocational students 

BuAdmin English, thanks to which they had profound knowledge of their students‟ 

learning needs of English. One ESP participant was in the head of English 

Department. The other six instructors were contents teachers working with 

BuAdmin students for at least seven years. With their professional expertise in 

BuAdmin career, they would provide richer data complimentary to the data from the 

English language teachers. One of these five content teachers also worked as the 

head of BuAdmin Department. The profiles of this participant group with 

pseudonymous names are illustrated as follows: 

Table 3.4. Teacher participants’ information 

Name 

 

Educational Background Skills & Expertise Working experience  

(in yrs) 

ET1 Doctoral degree GE & ESP 22 

ET2 Master degree GE & ESP 24 

ET3 Master degree GE & ESP 22 

ET4 Master degree GE & ESP 10 

ET5 Master degree GE & ESP 8 

ET6 Master degree GE & ESP 7 

ET7 Master degree GE & ESP 16 

CT1 Master degree BuAdmin 15 

CT2 Master degree BuAdmin 12 

CT3 Master degree BuAdmin 7 

CT4 Master degree BuAdmin 14 

CT5 Mater degree BuAdmin 10 

Notes: ET: ESP teacher; CT: Content teacher 

 

3.3.1.4. HUEIC administrators 

The administrators of HUEIC where this study was conducted were involved 

in the interviews. This group includes three participant whose participation provided 

the researcher with information about the institutional expectations. They are the 

college Rector, the Head of Training Department and the Head of English 
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Department. Their expectations and guidance to the ESP teaching and learning 

would be considered in the development of the new ESP curriculum in BuAdmin. 

They also engaged in the curriculum evaluation and made influential decisions on 

the implementation of the sample ESP curriculum. 

As can be seen above, multiple perspectives were taken into consideration 

when selecting the participants. Brindley (1989) suggested that the identification of 

needs is based on, to some degree, individual interpretation and perception. It is 

necessary to ensure that the researcher‟s interpretations generate from all the 

perspectives involved (Kaepet, 2009). In this sense, the key participants of this 

research consisted of those experiencing or witnessing the two main language use 

settings of ESP, viz. work and professional study. For this reason, multiple 

stakeholders were invited to engage in the survey and interviews which are 

illustrated in more details in the next section. 

3.3.2. Instruments 

This study employed multiple methods: document study, placement tests, 

questionnaires, interviews and curriculum assessment. With carefully scheduled 

procedures, relevant data were attainable. Detailed features of the mentioned 

instruments are illustrated in the coming subsections. 

3.3.2.1. Document study 

Since documents supply an informative source of data, the current research 

employed documentation at the beginning. Document reviewing is usually 

combined with other methods to „seek convergence and corroboration‟ to reduce the 

potential biases from a single method (Bowen, 2009, p.28).  Documents can be in 

the form of written language such as books, letters and web pages, or it can be 

spoken, such as audio or video recordings (Robson, 1993; Pole & Lampard, 2002). 

They can be private documents (e.g. journals or personal notes) or public 

documents such as meeting reports, student textbooks, syllabi, strategic plans, 

official memos, institutional regulations, or advertisements (Creswell, 2008, 2014). 

In studies of schools and colleges, documents might include written curricula, 

course outlines and other such literature (Robson, 1993, p.274). 
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Pole and Lampard (2002, p.152) indicated that documents can provide 

researchers with insight into a topic or a setting, stimulate theorizing and contribute 

to the research aspects at an early stage of their research process. In this project, the 

researcher studied some relevant documents related to the national and institutional 

education policies and the investigated corporations‟ documents (e.g. the national 

Project 2020, HUEIC Project, reports, English course curriculum, syllabus, teaching 

materials, test results, recruitment policies). The document data source was mainly 

used to acquire basic information concerning the educational environment in the 

first phase of the study.  

Since documents „may sometimes speak louder than a response to an interview 

question, or tell us about something we were not in a position to observe‟ (Robson, 

1993, p.187), this study also reviewed the documents available at the investigated 

corporations. The researcher found it useful to gain significant data which enabled her 

to document the companies‟ workplace requirements in terms of English. Thus, it 

facilitated the identification of some issues in the curriculum development.  

3.3.2.2. Placement testing 

The researcher employed placement testing for students to document their 

current English proficiency. This part explains the reasons for using this tool and 

illustrates its procedure. 

The placement testing aimed to identify the gap between the students‟ present 

English proficiency and the required learning output. According to the Project 2020, 

non-English major college graduates are expected to reach level 3 (CEFR-B1) 

(MOET, 2013). This is also the target proficiency required of BuAdmin students at 

HUEIC (HUEIC, 2012; HUEIC, 2015; HUEIC, 2016b). In order to attain this goal, 

there is a need to identify the students‟ existing proficiency. The gap between their 

current language proficiency and the required learning outcomes will be referred to 

as the students‟ language deficiency, along with which necessities and wants 

constitute learners‟ target needs (Hutchinson, Waters & Breen, 1979, cited in 

Hutchinson & Waters, 1987, p.53). According to West‟s (1994) division of needs 

analysis types, deficiency analysis which combines both the target-situation analysis 

and present-situation analysis needs to be done in the teaching context of 
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universities. 

As in most universities in Vietnam, at HUEIC the entrance university 

examination scores of English were the only available indicators related to the 

incoming students‟ EFL competence. Nevertheless, these scores failed to supply us 

with any reliable means for documenting linguistic competence, which, for 

Hutchinson and Waters (1987), is an essential factor for the planning of a 

specialized subject. In addition, the mentioned examinations failed to inform us of 

information about what needs our students had. Neither did these scores help us 

estimate what they already knew so that their English deficiency can be determined. 

On this issue, Moll (1999, p.119) claimed that the target proficiency can be matched 

with the learners‟ present proficiency and the syllabus will be built by the lacks. 

This approach to needs analysis, described by Hutchinson and Waters (1987) and 

proposed as an instrument in this study for HUEIC ESP curriculum design, is the 

Deficiency Analysis (Abott, 1978). 

A deficiency analysis has also been justified by Robinson (1991) and Nelson 

(1992). In Robin‟s viewpoints, a model of needs analysis can be built on the basis of 

linguistic competence, taking both target needs and existing levels into consideration. 

Nelson (ibid) composed a model of integrating placement testing, needs analysis and 

materials selection. In Nelson‟s model, the results of the Oxford placement test were 

interpreted to design the course to be given. 

For needs analysis in the current research, the reason for using the Oxford 

placement testing lies in its practicality. In the Vietnamese context of ESP 

curriculum development, the three studies on Tourism, Nursing and Information 

Technology curricula designs led by Bao (2013a, b, c), a Quick Placement Test 

(QPT) by Oxford University Press and University of Cambridge Local 

Examinations Syndicate was used to conduct the deficiency needs analysis for 

planning nationwide vocational curricula of EFL. The QPT is proved a sound 

standardized test which is relevant to document the learners‟ proficiency levels 

(Geranpayeh, 2003; Bao, 2013a, b, c). The following description of the QPT will 

further justify its soundness as a tool for identification of learners‟ language levels 

and verify the reason why we chose it as one of the research instruments. 
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The QPT is comprised of 60 multiple-choice test items. Currently, there are 

two versions of QPT available, a computer-based version and a paper and pen 

version, both of which can be used to identify learners‟ levels in the same way. Due 

to the HUEIC‟s present technical limitations, the researcher employed the paper and 

pen version, which consists of two parts. Part 1 (questions 1-40) is taken by all 

candidates and is aimed at students who are at or below intermediate level (or B1 in 

CEFR). The second part (questions 41-60), is taken only by candidates who score 

more than 35 out of 40 on the first part and be used for higher ability students. In 

the situation of HUEIC, there was neither survey nor data concerning the English 

levels of the students, all testing participants were requested to take both parts of the 

QPT. The scores were, then, compared with the ALTE and CEFR levels as shown 

below. 

Table 3.5. QPT conversion table 

Total core ALTE Conversion level CEFR level 

0-9 Beginner A1 

10–19 Elementary A1+ to A2 

20–29 Pre-intermediate A2 + to B1 

30–39 Intermediate B1 

40–49 Upper-intermediate B2 

50–60 Advanced C1 

A significant advantage of the Oxford placement test justified by Geranpayeh 

(2003) is that it reports test results as a band on the ALTE 5-level scale. The band 

descriptors represent an outcome of early validation work with „can-do‟ statements, 

which constitute a cross-language framework for language proficiency not only in 

Europe but in a worldwide area today. This makes the result potentially much more 

useful to end users. Regarding the reliability of the Oxford placement test, Moll 

(1999, p.119) asserted that not only have they been carefully chosen, but they have 

been used to test many foreign language learners around the world. The authors of 

these tests believe that „The Oxford Placement Tests have proved to be effective 

initial placement instruments and reliable means of grading students at all levels 
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from elementary upwards, with a consistent record of predictive validity in respect 

of examination entry‟ (Moll, ibid). 

The decision to use the Oxford placement test for this research was made after 

considering its above-mentioned qualities. As shown in the final objective of an 

EFL course, students have to gain a proficiency level of language competence 

(Moll, 1999). At HUEIC, college students are expected to reach B1 level for 

graduation. The desired outcome is apparent. Hence, our duty is to establish what is 

their actual language competence. However, there is always a certain extent of error 

which must be taken into consideration beside the advantages of the Oxford 

placement test. Testing conditions are not always ideal – for example, the time of 

day, temperature of the testing room, noise, lighting and the like. These conditions 

can affect test results as stated by Genesee and Uphur (1996, cited in Moll, 1999, 

p.121). In addition, the feelings of the test takers at the time of test can also affect 

test scores – for instance, they might be hungry, tired, angry, and so on. These 

unexpected matters, to some extent, may influence the measurements of learners‟ 

competence. However, the researchers are roughly able to surmise the range of the 

students‟ linguistic competence since the Oxford placement test is proved very 

reliable and beneficial to determining learners‟ overall mastery of linguistic 

elements (Moll, 1999). 

One hundred and fourteen BuAdmin students at HUEIC attended the 

placement testing. At the beginning of the GE course, which preceded ESP in 

HUEIC language curricula, a placement test was administered to determine the 

level of the students‟ general proficiency in English. Before delivering the tests, the 

researcher explained the purpose of this test and gave the instructions carefully to 

make sure they had a good understanding of how to do the test. The participants did 

both parts of the tests which include 60 items. The researcher issued the students 

with Part 1 and Part 2 for 40 minutes. Then, she removed the test in 40 minutes 

even if the students have not finished. No dictionaries or internet search were 

allowed to make sure that the testing results were valid and reliable. 

The tests were evaluated by the researcher and the results were then compared 

to the CEFR and the ALTE conversion level (see Table 3.6). The results showed 

that most of participants (approximately 98%) were basic users (CEFR-A1 and A2, 
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which meant breakthrough and elementary levels in ALTE description). Those 

attaining Pre-intermediate level (A2 + to B1) accounted for very low percentage 

(2.2%) and none reached higher English proficiency.  

Table 3.6. Placement testing results 

CEFR level ALTE level description  % 

A1 Beginner 40.1 

A1+ to A2 Elementary 57.7 

A2 + to B1 Pre-intermediate  2.2 

Thanks to the placement testing, the students‟ current language proficiency 

was identified. The general test results combined with the questionnaire and 

interview helped the researcher develop an appropriate English curriculum for 

BuAdmin students at HUEIC. The ways how the survey was done will be illustrated 

in the next part. 

3.3.2.3. Questionnaires 

Questionnaires are one of the most common and useful instruments. Several 

benefits can be listed. They are relatively easy to prepare; they can be used with 

large number of subjects and it is relatively easy to tabulate and analyze obtained 

information (Richards, 2012, p.60). For this reason, questionnaire was one of the 

five methods of data collection employed in this research. However, there are 

certain drawbacks using questionnaires such as its lack of conscientious responses, 

differences in understanding and interpretation and skipped questions. To limit 

these disadvantages, the writer of this study implemented a pilot study to identify 

ambiguities and other problems. Then, while administering the final questionnaires, 

the researcher made clarification about unclear items about which the respondents 

ask. Finally, the interviews were conducted to go deeper into what participants 

responded in the questionnaires.   

Questionnaires can be designed with a set of structured or unstructured items. 

For the current study, the researcher prepared structured questions in which a 

respondent chose from a limited number of responses. There were two series of 

questionnaires: one for BuAdmin students (documenting learning needs) and the 
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other for BuAdmin employees (identifying target needs). These questionnaires were 

framed with reference to the CEF professional profile in BuAdmin but with 

essential adaptation appropriate to the Vietnamese context, the basic purpose of 

which was to describe the language and communication needs of BuAdmin 

employees at a detailed level sufficient to create an effective ESP workplace 

training program or vocationally oriented language course (Huhta et al, 2013, p.14). 

The CEF Professional Profiles are revised for tailoring language and 

communication courses for professional purposes (LCPP for short). The profile for 

each profession serves as an LCPP teacher‟s working tool for a plethora of practical 

uses such as 

- Designing a tailored course for learners in a specific field, profession or occupation. 

- Planning realistic, authentic activities for the classroom. 

- Creating material for the field, profession or occupation. 

(Huhta, 2015, p.1) 

The selection of Profile items is well established as it was generated from the 

results of the needs analysis results from workplaces. The Profile concept was first 

experimented in 2004 and has been improved since then. It has been found 

significant by Language for Specific Purposes practitioners for gaining an overview 

of the professional communication needs in the workplace. 

As illustrated by Huhta (2015, p.2), a completed CEF Professional Profile is 

an inventory of typical communication events in specific field. The completed 

profile has many layers of information that can be summarized as five clusters: (A) 

Background information; (B) Occupational information; (C) Context information; 

(D) The category of most frequent situations; (E) The category of most demanding 

situations; and (F) the snapshot of the working life of a professional. Considering 

the benefits of using the CEF Professional Profile, the researcher resorted to it (here 

for Business Administration profession) for the questionnaire and interview design 

but with necessary adaptation for Vietnamese context. 

Regarding the questionnaires, the two series including both closed and open-

ended questions to seek the professional-related (BuAdmin) information were 

grouped into three main clusters: (i) participants‟ personal information, (ii) their 
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perception of English communication needs and(iii) participants‟ suggestions 

towards the ESP curriculum design for BuAdmin students at college. 

3.3.2.3.1. Questionnaires for employees 

The first set of questionnaires aimed to document the target language use of 

BuAdmin employees at work. This set involves three sections and 22 questions (see 

Appendix B1). 

The first section concerned BuAdmin employees‟ demographic information 

and their current work information such as name of companies or factories, 

positions, year numbers of working experience, kinds of work and responsibility. 

The English courses or English training that these participants have followed were 

also included in this part. The second section documented BuAdmin employees‟ 

communication needs at work. The first items identified the participants‟ English 

needs for job context. The next question (Q.14) involved the English language skills 

(e.g. listening, reading, speaking and writing) that the respondents used most 

frequently. The frequencies at which they used English for their job context were 

identified by question 15. A list of English communication activities and English 

texts and discourse that business administration employees were likely to engage in 

and use was provided in question 16 and 17. The last question of this section 

concerned the frequent communicative topics at work. The last part of this tool 

elicited respondents‟ common problems in English use and suggestions of ESP 

course design for BuAdmin students.  

3.3.2.3.2. Questionnaires for students 

The questionnaires for BuAdmin students included three sections and 20 

questions (see Appendix B2). The first section (Q.1-Q.7) concerned participants‟ 

personal information, their experience and backgrounds in learning English, in 

which the first two questions dealt with respondents‟ demographic information; 

question 3 addressed the year numbers students have learnt English; question 4 was 

related to the levels at which students self-assessed their English proficiency; 

question 5 aimed to document the English courses or English training that 

participants have followed; question 6 concerned students‟ strength and weakness 

of English language competence; and question 7 mentioned their accessibility to 
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learning resources. 

The second part of the tool dealt with the student‟s needs of English 

communication in BuAdmin. The items in this part dealt with students‟ purposes of 

English learning (Q.8), English language skills needed (Q.9), perceptions of English 

courses at HUEIC (Q.10), preferences of English learning approach (Q.11). For 

these items, the Likert-scale was used to estimate the extent to which the 

participants agreed or disagreed with the statements, including 5 descriptors: 

strongly disagree, disagree, neutral, agree and strongly agree. The next three 

questions (Q.12-Q.14) involved the participants‟ English use, communication 

activities and English texts and discourse. For these three questions, the researcher 

specified the five-point scale of frequencies with equivalently specific time 

descriptors (i.e. Daily – many times in a day, Frequently – several times in a week, 

Sometimes – more than five times in a month, Occasionally – less than five times in 

a month, Rarely – less than five times in a year and never). This specification aimed 

to enable the respondents to choose the items more easily and effectively since 

participants, as realized in the pilot study, felt too confused to have good choice 

from ambiguous frequencies such as frequently, sometimes or occasionally. 

The last part of the questionnaires including questions 15 to 20 addresses 

participants‟ expectations of the new ESP course for BuAdmin students in terms of 

focus, methodology, materials, testing and assessment and facilities.  

The questionnaires were developed in English. All questions were translated 

into Vietnamese to make sure that respondents could understand them correctly and 

provide reliable information. 

Before the questionnaire is administered, piloting is essential to identify 

ambiguities and other problems (Richards, 2012). For this reason, the researcher 

piloted the questionnaire with six BuAdmin students (two freshmen, two 

sophomores and two seniors) and two BuAdmin employees to help the researcher 

evaluate its validity, clarity, comprehensibility and coherence. The respondents 

were reminded to ask about any unclear items. Thanks to their feedback, the 

researcher found out some problems in terms of terminology, clarification, 

suitability and the like. Some changes in wording were made after the pilot. For 
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instance, indicative scales of frequencies (e.g.  Daily, Frequently, Sometimes, 

Occasionally, Rarely) were specified with equivalent time descriptors so that 

respondents did not have confusing choices. In addition, kinds of work and 

responsibility description were adjusted relevant to Vietnamese context thanks to 

the two BuAdmin employees‟ feedback. The order of the items was changed more 

logically. After the questionnaires had been revised (Table 3.7), the final version 

was, then, delivered to the participants for needs analysis. 

Table 3.7. Pilot study 

Questionnaires For employees For students 

Questions Items Questions Items 

Original 25 111 25 136 

Final 22 65 20 52 

It is evident that the information obtained from the questionnaires may be 

„fairly superficial and imprecise‟ (Richards, 2012, p.60). Therefore, it will often 

require a follow-up step to gain an entire understanding of what respondents intend. 

In this case, interviews were administered so that deeper information could be 

collected for analysis. After the questionnaires were returned, the interviews were 

conducted with the voluntary participants. The next section of this paper will focus 

on describing this instrument. 

3.3.2.4. Interviews 

It is clear that interviews enable researchers to get more in-depth exploration of 

the studied issues than with questionnaires. The advantages of using this tool for 

research are supported by several authors. Mc Milan and Schumacher (1993) opted 

for the interview since it can motivate the respondents and enable the researchers to 

collect more responses. Wallace (1998) highlighted its benefits in terms of flexibility 

and multiple data while Newman (2000) mentioned the advantages of face-to-face 

interviews, which have the highest response rates and immediate clarification. 

Interview is „one of the more direct ways of finding out what people think or do‟ 

(Long, 2005). Beside the advantages, the interviews also show some disadvantages 

such as costly and time consuming and interviewer effect. However, these limitations 
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can be restricted by a careful interview process. In the current research, the author 

determined the stages, information, data collection method and participants for the 

interviews in advance. After considering what information was required, the author 

decided on the data collection method and the audience. Before the conduction of the 

interviews, drafting and piloting the interview schedules were also done to consider 

the content, wording, format, structure and layout. In addition, triangulation was also 

employed as a solution to limit the limitations of the interviews.  

For triangulation with various insiders and outsiders‟ viewpoints, the interviews 

were conducted with multiple participants including BuAdmin students, BuAdmin 

employees, employers, ESP teachers, BuAdmin teachers and HUEIC administrators. 

3.3.2.4.1. Interviews with students 

The interviews aimed to validate the data collected from questionnaires for 

BuAdmin students. Twenty-six students volunteered to attend the interviews. A set 

of questions were revised for the semi-structure interviews in which the participants 

first introduced their background information. Then, they were asked about their 

purposes of English learning, self-evaluation of language ability, difficulties in 

using English, perceptions of English courses at HUEIC, English language skills 

needed for their future job, preferences of content areas and learning activities and 

expectations towards the ESP curriculum development (see Appendix C4). 

Noticeably, the questions in this interview could be refined in accordance with the 

data collected from the questionnaire.  

3.3.2.4.2. Interviews with employees 

Based on the information collected from the questionnaires for BuAdmin 

employees, interview schedules were developed for further survey purposes. Eight out 

of 126 BuAdmin employees participated in the interviews voluntarily. The first part of 

the interview concerned the interviewees‟ background information. The participants 

were then asked about the role of English in their job, self-evaluation of English 

proficiency, difficulties in using English at work, advantages of the frequent use of 

English for job context, the tasks they performed at work using English, language skills 

most used at work, suggestions towards BuAdmin students of preparing for future job 

in terms of English learning and suggestions towards the English curriculum design for 
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BuAdmin students (see Appendix C5). 

The items in this set of interviews were related to language-specific 

description, enabling the researcher to have an overview about the BuAdmin 

employees‟ real-world English communication situations and their suggestions for 

an effective design of a new curriculum for BuAdmin students. Like the interview 

schedule with BuAdmin students, the questions in the BuAdmin professional 

interviews were refined in alignment to the data collected from the questionnaire. 

3.3.2.4.3. Interviews with employers 

The interviews with employers were also conducted to have more insights into 

English language needed in the BuAdmin profession. They first gave some 

introduction about their background information. The questions were related to the 

companies‟ expectations of English standard for recruitment, the challenges and 

benefits from the frequent and fluent use of English at work, employers‟ support for 

their employees‟ English learning for workplace use, suggestions towards BuAdmin 

students and college in terms of English learning and teaching for future job context 

(see Appendix C6).  

The information gained from the interviews with the employers helped the 

researcher to have more information of the social needs of English learning and 

teaching. As the author of this study perceived, this step would be significant to the 

development of ESP curriculum for BuAdmin students that can coincide with the 

social demands for English language education. 

3.3.2.4.4. Interviews with ESP teachers 

A set of questions were designed for the semi-structured interviews with ESP 

teachers. In the first part, the interviewees introduced their personal information. 

Afterwards, they were asked about their professional training in GE and ESP and 

perceptions of BuAdmin students‟ English ability. Then they were requested about 

the ESP courses that they were in charge and the extent to which they thought these 

courses could help BuAdmin students in performing their future jobs. The next 

items involved the difficulties in teaching English to BuAdmin students, students‟ 

language skills needed as perceived by the ESP lecturers, common English 

communication situations and their suggestions of content areas, methodology, 
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testing and assessment (see Appendix C1).  

3.3.2.4.5. Interviews with content teachers 

The interviews with subject-specific teachers included some contents like the 

one with ESP instructors. They concerned the interviewees‟ perceptions about 

BuAdmin students‟ learning needs and the extent BuAdmin graduates needed 

English for work, advantages and challenges that BuAdmin graduates got from the 

frequent use of English in workplace, English language skills needed, kinds of tasks 

involving English use, common English communication activities and their suggestions 

of content areas, methodology, testing and assessment (see Appendix C2).  

3.3.2.4.6. Interviews with HUEIC administrators 

The interview schedules with administrators such as Rector Board and Heads 

of related departments were developed to document the institutional needs. The first 

question of this tool concerned these leaders‟ expectations towards BuAdmin 

graduates in terms of English proficiency while the second item focused on their 

guidance towards the development of a new English curriculum for BuAdmin 

students. In the last item, the administrators were asked about their support and 

facilitation to the English teaching and learning in terms of time arrangement, 

teaching equipment, materials and the like when the new BuAdmin curriculum 

development has been fulfilled (see Appendix C3). 

3.3.2.4.7. Interview procedures 

Face-to-face interviews were conducted since most of the respondents lived 

nearby. However, some telephone interviews were administered due to time and 

space limitations. These tools were chosen at the interviewees‟ most convenience. 

Each respondent was interviewed individually. An interview took about half 

an hour on average. The participants were informed of the nature and purpose of the 

research in advance. The questions were written in Vietnamese but interviewees 

could answer either in English or in Vietnamese. All interviews were audio recorded. 

The Vietnamese interviews were fully transcribed into English for analysis. The 

recall recordings would be sent to the interviewees for respondent validation. 

Basing on the information of names, emails and phone numbers provided in 

the questionnaires, the researcher contacted the volunteers. There was no pressure 

or personal relationship between the interviewer and interviewees in the conduction 

of interviews. Before the participants answered the questions, they were given a 

consent form to fill in their information. Then, the researcher introduced briefly her 
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study and the purposes of conducting the interviews. After the recordings were 

finished, an information sheet concerning the researcher‟s information such as job, 

office address, email and phone number was delivered to the interviewees in case 

the researcher kept contact to have extra information.  

3.3.2.4.8. Data transcription 

The interviews were recorded, transcribed and then translated into English by 

the researcher. In order to ensure the identities of the research sites and participants 

and to support the researcher to identify excerpts from a specific site and 

participant, labels were used as shown in Table 3.8. For example, BuAdmin 

employee 1 in Company 1 was labeled as CO1-EE1 while employee 3 in Company 

2 was identified as (CO2-EE3). Proper names in all the data were replaced with 

these pseudonyms. This way of coding helped the researcher not to be biased in 

analyzing the data. 

Table 3.8. The codes of the interviews 

Workplace sites College site 

Employees EE Students St 

Managers  

(Employers) 

M ESP teachers ET 

Content teachers CT 

Administrators Ad 
 

3.3.2.5. Curriculum evaluation 

As pointed out above, this study‟s final product would be a new curriculum 

based on the data from the various sources of data. The results collected from the 

placement testing would yield relevant information of the students‟ general English 

proficiency. These data combined with the analysis of questionnaire and interview 

data would inform the researcher with appropriate contents for the development of a 

new curriculum. Post curriculum development process, the evaluation was 

inevitable since, as maintained by Johnson (1989, p.223) and Brown (1995, p.24), 

evaluation is done to gather and analyze all relevant information necessary to 

promote the enhancement of a curriculum as well as assess its effectiveness and 

efficiency. In theory, there are two times when program evaluation is considered 

most appropriate. The first time occurs just before a new program is implemented. 

This conduction of assessment contains thorough reviews of the program and 

identifies the probability that the program will suit the needs or the problem it is 

intended to tackle (Nichols et al., 2006). The second time when program assessment 
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is suitable is after the implementation of a new program or curriculum. The 

evaluation at this stage aims at assessing the efficacy or inefficacy of a curriculum 

after the program has already accomplished at least one full year. 

In the context of this study, curriculum assessment was administered prior to 

the program implementation for the academic year 2018-2019. The college panel of 

5 members included the rector board, head of the Training Department, Head of 

Business Administration Department, Head of English Department and an ESP 

teacher. The participants were in charge of important positions at HUEIC and had 

skills and expertise related to the research. Basing on the college evaluation form, 

the stakeholders assessed the new curriculum. The assessment form involved the 

chapters, sections or contents that needed adjusting. The assessors evaluated these 

items and assessed the appropriacy of the goals and objectives to the curriculum 

contents.  The assessment form also contained open and close questions to elicit the 

assessors‟ comments on the new curriculum (see Appendix F). Their evaluations 

helped the researcher find out limitations of the new course so that possible 

adjustments could be made (see Appendix G). 

3.4. Data analysis 

Since the aim of this study was to develop an ESP curriculum, the data 

collected including document study, placement test, questionnaire, evaluation form 

analysis and interview transcripts were both quantitatively and qualitatively 

analyzed. It can be seen that multiple instruments were employed for triangulation 

of the data analysis. While the data from document study and placement test were 

complementary, the information from the interviews was analyzed to triangulate the 

one from the rest. The questionnaire and interview data were the main source that 

influence the author‟s conclusion and decision-making. For this, the data analysis 

was estimated effective and informative enough to fulfill the dissertation.  

The placement tests were marked. The scores were, then, converted to the 

ALTE and Council of Europe (CEFR) levels to reveal the students‟ current English 

proficiency. The quantitative data obtained from the questionnaire responses were 

grouped into categories and calculated into percentages, means and standard 

deviation by the Statistical Package for the Social Sciences (SPSS) while the 

qualitative data from the in-depth interviews were classified, grouped, coded and 

interpreted through content analysis related to the themes of the research. The 

audio-recorded data that were mainly collected in Vietnamese were then translated 

into English before being analyzed. In general, the data were classified along the 

line with the research questions in the following table:   
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Table 3.9. The framework for data analysis 

Research questions Aims Clusters 

1.What are the 

students‟ target needs 

for using English in 

their future workplace 

contexts regarding the 

business 

administration field? 

 

Target situation 

analysis 

 Demographic information on the 

BuAdmin employees 

 Employers‟ expectation of their 

BuAdmin employees‟ English 

competence 

 Reasons for language needed at work 

 Frequently used language skills 

 Frequently used English texts 

 Frequently used English business 

activities 

 Communicative topics at work 

 Common English use problems at work 

 Employees‟ suggestions to improve 

students‟ English learning 

2.What are the 

students‟ English 

learning needs for 

vocational purposes at 

HUEIC? 

 

Learning needs 

analysis 

 Purposes of learning English 

 Students‟ English proficiency 

 Needs for macro language skills 

 Frequently used communication tasks and 

English texts 

 Accessibility to learning resources 

 Preferences for learning approaches 

 Preferences for ESP topics 

 Preferences for ESP materials 

3.To what extent can 

the identified needs be 

met in the newly 

designed vocational 

English curriculum? 

Designing a 

sample 

curriculum for 

students of 

BuAdmin  

College‟s evaluation and adjustment 
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3.5. Reliability and validity 

Since mixed-methods approach was used in this research, the strategies used 

obviously required a blending or combining to yield the quality of data. This was 

determined to an extent by the standards of reliability and validity of quantitative 

and qualitative data. For this purpose, the author of this research employed the two 

typical instruments to triangulate the data, viz. questionnaires including (i) pre-

established and predetermined items and open-ended items with narrative responses 

and (ii) interviews including open-ended interview questions to obtain narrative 

data and closed-ended questions with pre-established responses. Data collected 

from these methods and gained from the sample sources were grouped and analyzed 

basing on relevant themes. 

Generally speaking, reliability is defined as the degree of consistency of the 

study‟s results and validity as the degree to which a research instrument measures 

what it is supposed to measure (Brown & Rodgers, 2002; Dornyei, 2007). There are 

different ways to measure the reliability of a questionnaire (Mackey & Gass, 2005, 

Dornyei, 2007). Cronbach alpha (α) analysis is the most commonly reported internal 

consistency reliability measure in questionnaire research (Brown, 2001a). It checks 

whether the items you have are reliable measures of what you are trying to measure. 

The questionnaire validation was performed in the first phase of the study. 

Exploratory Factor Analysis was conducted on the two sets of questionnaires to 

check the construct validity of the instruments.  Item analysis was also performed to 

obtain the internal consistency reliability of each sub-construct and to determine 

which items were problematic. This step was done to choose the relevant items that 

covered similar constructs with satisfactory levels of internal consistency reliability 

whereas retaining as much of the original information as possible. Then, the 

researcher could use the data to analyze the different aspects of students‟ needs for 

the development of an ESP program. 

The questionnaires for BuAdmin employees originally included 65 items to 

collect professional information about the participants and professional 

communication in the target situation. These items were categorized into 6 clusters: 

(i) reasons for language needed at work (6 items); (ii) English language skills used 

at work (4 items); (iii) the contexts of English use (16 items); (iv) communicative 

events (12 items); (v) types of texts and discourse (12 items) and (vi) content areas 

(15 items) (See Appendix E3b) 

The questionnaires to document BuAdmin students‟ learning needs originally 

consisted of 52 items that were grouped into 5 factors: (i) purposes of English 
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learning (10 items), (ii) students‟ current language skills (4 items), (iii) 

communicative activities (items), (iv) accessibility to learning facilities (8 items), 

perceptions of English courses (6 items) and (v) students‟ needs from course (24 

items) (See Appendix E3b). 

To obtain the most reliable data, factor analysis was conducted to identify the 

variables (i.e. items) that clustered together in a meaningful way. Following Field 

(2009), this was done by finding variables that correlated highly with a group of 

other variables but did not correlate with variables outside of that group. The factor 

loading in factor analysis provided the relative contribution that a variable made to 

the factor. In the exploratory factor analysis, the dataset should have values of: 

 Factor Loading > 0.5 

 0.5 < Kaiser-Meyer-Olkin Measure (KMO) < 1 

 Sig < 0.05 

 Total Variance Explained > 50% 

 Eigenvalue > 1 

After factor analysis run, 48 variables of the questionnaires for BuAdmin 

employees that made contribution to the factors were formed and grouped into 5 

main components, viz. (i) reasons for language needed at BuAdmin workplace (5 

items); (ii) English language skills used in the target situation (4 items); (iii) English 

communicative activities (12 items); (iv) English types of texts and discourse (12) 

and (v) English content areas (15 items). Meanwhile, 49 variables of the 

questionnaires for students were kept into 5 factors: (i) purposes of English learning 

(10 items), (ii) students‟ current language skills (4 items), (iii) communicative 

activities (8 items), (iv) accessibility to learning facilities (6 items), perceptions of 

English courses (6 items) and (v) students‟ needs from course (15 items) (See 

appendix E3). 

Tables 3.10 and 3.11 provided only the final results of factor analysis with the 

variables relevant to the research. 

Table 3.10. Factor analysis results of the questionnaires for BuAdmin 

employees 

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .891 

Bartlett's Test of 

Sphericity 

Approx. Chi-Square 4671.199 

df 861 

Sig. .000 
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KMO and Bartlett's Test 

Total Variance Explained 
Values Comparison 

KMO .891 0.5 < .891< 1 

Sig. .000 .000< 0.05 

Rotation Sums of Squared 

Loadings (Cumulative %) 
74.844 % 74.844 % > 50% 

Eigenvalue 1.152 1.152 > 1 

 

Table 3.11. Factor analysis results of the questionnaires for BuAdmin students 

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .733 

Bartlett's Test of 

Sphericity 

Approx. Chi-Square 4738.717 

df 1653 

Sig. .000 
 

KMO and Bartlett's Test 

Total Variance Explained 
Values Comparison 

KMO .733 0,5 < .891< 1 

Sig. .000 .000< 0.05 

Rotation Sums of Squared 

Loadings (Cumulative %) 
78.481% 78.481% > 50% 

Eigenvalue 1.005 1.005 > 1 

Right after the variables under each factor were formed, the reliability analysis 

of the questionnaires and clusters was run to ensure no item would cause a 

substantial decrease in alpha. The items whose values of “alpha if item deleted” 

were higher than 0.9 and those with Corrected Item – Total Correlation were below 

0.3 were deleted. As a result of this process, Table 3.12 shows the internal 

consistency reliability statistics of both questionnaires while Table 3.13 reveals the 

reliability statistics of each cluster. 

Table 3.12. Cronbach’s Alpha reliability statistics of the questionnaires 

Questionnaires Cronbach's Alpha Number of items 

BuAdmin employees‟ responses 0.853 48 

BuAdmin students‟ responses 0.824 49 
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Table 3.13. Cronbach's Alpha reliability statistics of the clusters 

Questionnaires Clusters Cronbach's 

Alpha 

Number of 

items 

BuAdmin 

employees‟ 

responses  

Reasons for language needed at 

work 

0.860 5 

English language skills used at 

work 

0.808 4 

Communicative activities 0.900 12 

Types of texts and discourse 0.886 12 

Content areas 0.842 15 

BuAdmin 

students‟ 

responses 

Purposes of English learning 0.837 10 

Students‟ current language skills 0.838 4 

Communicative activities  0.884 8 

Students‟ accessibility to learning 

facilities 

0.681 6 

Students‟ perceptions of English 

courses 

0.783 6 

Students‟ needs from ESP courses 0.701 15 

According to Teddlie and Tashakkori (2009), data quality in quantitative 

research is dependent on validity and reliability while data quality in qualitative 

research is based on credibility and dependability. Thus, in this study all 

participants were informed in advance with the objectives and the procedure of this 

research. Their privacy was preserved. No real names of participants appeared in 

the research report and analysis. Only the researcher had access to the data. 

3.6. The role of the researcher 

In this study, the researcher was in the roles of an insider and outsider as well. 

Being an insider helped her obtain access to the research site. As a member of the 

college‟s staff, she would have an advantage of being aware of the situation. At the 

same time, the participants expressed little or no discomfort when talking about 

their experiences with the researcher. Accordingly, she could get benefits in the 

situational analysis of HUEIC since she could ask “more meaningful questions” and 

attain “more truthful, authentic understandings” during the interviews with staff 

(Merriam, Johnson-Bailey, Lee, Kee, Ntseane, & Muhamad, 2001, p. 411). 

Therefore, the insider positioning helped to enrich the data and also minimize 

cultural and linguistic barriers. 

However, being an insider, the researcher might face some drawbacks; for 

instance, she might have certain subjective perspectives and assessment which might 
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result in subjective conclusion. To deal with this, the researcher always put herself in 

the position of an outsider in order to have objective perspectives of the study. With 

these efforts, the reliability and validity were estimated accessible in the research. 

3.7. Ethical issues 

Research ethics is an important consideration in any research in order that the 

participants do not meet any disadvantages and the interpretation is justifiable 

(Creswell, 2009; Merriam, 1998). Research into education which deals with the 

beliefs, values and lives of people is not exception (Dornyei, 2007, p.63). Abbott 

and Sapsford (2006, p. 293) confirmed that “research ethics need to be addressed 

throughout the whole life of a research project and not just at the outset”. These 

authors emphasized that research participants need to be protected from harm and 

nothing be done without their consent. 

In this research, ethical issues were taken during the process of collecting, 

analyzing and disseminating data. First, the purpose of the research was clearly 

explained to the participants. Their participation in the questionnaires and 

interviews were voluntary. They were assured that the information they provided 

would be used for the study only. Second, all data provided by the participants was 

kept confidential and anonymous. Pseudonyms were used for the interview 

participants to ensure confidentiality and anonymity.  

3.8. Chapter summary 

In summary, the chapter has described the research approach and design. To 

document the students‟ target and learning needs for the development of a new 

English program for vocational students, a combination of research methods was 

implemented in this study. That was a blending of quantitative and qualitative 

approach which contributed to analysis of the issues explored in the study. 

For quantitative research, placement tests and questionnaires were delivered 

whereas qualitative instrument was the interview with the stakeholders, viz. HUEIC 

administrators, BuAdmin students, content teachers, ESP teachers and BuAdmin 

employees. The quantitative data collected from the questionnaires were analyzed 

through SPSS software while qualitative information will be interpreted and 

analyzed through triangulation and content analysis of the interview data. Over a 

period of three years when the data were being collected, careful actions were taken 

to ensure the reliability and validity of the data generated from the questionnaires. 

The results and data analysis will be presented in the following chapter. 
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Chapter 4: FINDINGS AND DISCUSSION 

In this chapter, the data will be presented in light of the research questions. 

The first part deals with the first question focusing on exploring how English was 

expected to be used in the workplace situation. Meanwhile, the next section 

examined the students‟ English learning needs. Based on the findings from the first 

two questions, the design of an ESP curriculum for vocational students, which is 

also the answer to the third research question, would be presented in the final part of 

this chapter. 

 The data collected from the document review, placement testing, 

questionnaires (employees and students), interviews with stakeholders (e.g. 

BuAdmin employees, employers, content teachers, ESP teachers and BuAdmin 

students) and curriculum evaluation with HUEIC panel were processed on these 

purposes. 
 

4.1. Target needs analysis 

This part presents the data about the target situation (workplace). 

Questionnaires and interviews with employees of business administration (hereafter 

BuAdmin), company employers and content teachers were administered to 

document the information related to the target situation. The data analysis aims to 

answer the first research question: What are the students’ target needs for using 

English in their future workplace contexts regarding the business administration 

field? The findings would help readers have an overall view of the situation in 

which BuAdmin graduates would use English for workplace contexts. 

4.1.1. Employers’ expectations of their employees’ English competence  

According to the researcher‟s syntheses of the recruitment information from 

the employers investigated, the employers identified English as one of the 

prioritized standards in recruitment. Table 4.1 listed the companies‟ English 

requirement criteria noticed in the companies‟ bulletins. 

Table 4.1. English standards required in the employers’ recruitment policies 

Employers Positions English competence required 

CO1 Various positions Level C (National certificates) or 

equivalent, good communicative 

skills and good competence 

CO2 Corporate service manager Good communicative skills 

 

CO3 Planning assistant Good communicative skills (no 
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Business assistant 

Salary accountant 

requirements of specific certificates) 

CO4 Engineer 

Workers 

Not mentioned 

CO5 Technical manager 

 

 

Lean Engineer 

 

Quality controller 

Good English skills (No specific 

requirements of English certificates 

mentioned) 

Fluent English 
 

Good English skills 

CO6 Business assistant 

Marketing assistant 

Business controller 

Accountant 

C-level national certificate or 

equivalent 

C-level national certificate or 

equivalent 

B-level national certificate 

A-level national certificate 

CO7  Not available 

CO8 SPA manager (Sales & 

Purchase Agreement)  

SPA assistant 

Good communicative skills 

CO9 Head of accounting 

department 

Foreign language skills (No specific 

requirements of English certificates 

mentioned) 

CO10 Accountant 

Planning assistant 

Production assistant 

No requirements of English 

mentioned 

CO11 Sales secretary No requirements of English 

mentioned 

(Synthesized from the companies’ bulletins, 2016) 

As seen from the above table, English criteria in these companies differed. In 

general, the employers expected their employees to be prepared with English 

competence at certain levels that can help them in their job contexts. A common 

requirement was that the employees should be able to communicate well in English. 

This was understandable since most corporations in Vietnam realized the challenges 

on entering the new era of integration (Trung, 2016; Viet, 2015; Vietnam News, 

2016). Especially, they had to possess skillful labor forces in response to the higher 

demands of international cooperation. Among them, English played a key role for 
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mutual understanding and collaboration among business partners. The fact that 

English was a prioritized standard in the job recruitment policies laid out prominent 

demands for the EFL educators in equipping learners with necessary English 

competence. For this reason, English language programs have been improved or 

developed to meet the social needs. 

Target situation analysis concerned not only employers‟ requirements of their 

staff but also the employees‟ language needs, which was also the BuAdmin 

students‟ English use in their future jobs. The next section deals with the BuAdmin 

employees‟ English needs at the workplace, which would have an immense 

influence on the ESP curriculum design. 

4.1.2. Language requirements at work 

Identifying the purposes for which the target language will be used in the 

employees‟ workplace contexts played as the first parameter in establishing the 

profiles of needs, which was called purposive domain by Munby (1978). Finding 

answers to the question Why is language needed in the target situation? was also 

involved in Hutchinson and Waters‟ (1987) target situation analysis framework. 

This section also aimed to explore why English was needed in the BuAdmin jobs.  

Table 4.2. Language requirements at work 

 N Minimum Maximum Mean Std. 

Deviation 

 I need English to function well in 

my job. 
126 1 5 3.95 1.011 

 I need English to get better paid. 126 1 5 3.73 .933 

 I need English for communication 

at work. 
126 1 5 3.76 .933 

 I need English for professional 

development. 
126 1 5 3.81 .892 

 I need English for job promotion. 126 1 5 3.84 .907 

Mean of cluster 126 1 5 3.82 .749 

With reference to the respondents‟ perceptions of the reasons why English was 

required at the workplaces, the mean score of the cluster shown in Table 4.2 was 
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3.82. With reference to the five-point Likert scale with 1 as strongly disagree to 5 

for strongly agree, this score indicated the participants‟ agreement on the statements 

related to the reasons why they needed English for their job contexts – BuAdmin 

profession.  

According to the findings, the uses of workplace English was associated with 

the employees‟ professional purposes and opportunities. The highest mean score 

3.95 illustrated the respondents‟ highest approval with the fact that they needed 

English to perform their work. Besides, the respondents agreed that using English 

could bring them benefits in their job context such as opportunities for job 

promotion (M=3.84) and getting better paid (M=3.73). Other reasons included using 

communication and professional development (M=3.76, 3.81 respectively).  

Along with the questionnaire survey, an interview question (Question 1 in 

Interview with BuAdmin employees, see appendix C5) was raised in order to ask 

about the importance of English in performing BuAdmin jobs. The answers to this 

question differed from English being very important in performing job to English 

being less significant than recreation and work effectiveness. Specifically, over half 

of the interviewees agreed that having a good command of English could impress 

the managers in their job promotion.  The respondents also confirmed that English 

was not only a basic skill to get a job but to perform their work. The participants 

further explained that with English they could communicate with world-wide 

business partners, clients and customers and then learn new BuAdmin knowledge 

and skills from the English-based Internet sources, foreign colleagues and 

managers. A respondent working at CO3 reported:  

I use English every day. It is very important to my job because I have worked as the 

head of some divisions in my company. I work with foreign experts, clients and 

manager, so I use English frequently in social situations, meetings and negotiations 

(EE1, REC1633) 

An employee working in CO1 replied: “English is very necessary in my job 

because I work in the international payment division. Almost professional materials 

are in English” (EE3, REC0932). The vice-manager of this company added: 

Depending on the employees‟ work in the company, those with better English 

proficiency have more advantages in the workplace. With good English proficiency, 

they can fulfill their jobs more effectively and have better initiatives. They are 

appreciated and then have more chance in promotion. In this sense, English works as 

a condition for employment success and promotion. There is no specific standard of 

English proficiency in job promotion but with better English you can have more 
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advantages and benefits. In our bank, English is usually considered secondary to the 

BuAdmin employees‟ efficiency and creativity in their job (CO1-M1, REC002).  

It was evident that the use of English influenced not only the BuAdmin 

employees‟ day-to-day work performance but brought opportunities of career 

advancement. Table 4.2 highlighted the important role of English for workplace 

contexts, which coincided with the description of English not only as a tool for 

international communication but for the sake of work (Chia, Johnson, Chia, & 

Olive, 1999). In the context of Vietnam, it was supposed that BuAdmin employees 

needed English for workplace purposes in most corporates. As shared in the 

interviews, the respondents used English for communication with their clients, 

business partners, dealing with claims, product description and job application. An 

employee, who worked in the sale department in CO5, said: “I often work with 

foreign partners from different countries such as Indonesia, Philippines, Singapore 

or America. I communicate face to face, through email or telephone and of course I 

have to use English for communication” (EE4, REC0933). 

Generally speaking, the results coincided with the social demands when English 

became the prerequisite in job recruitment in the investigated corporations (see 

Appendix E1) and the most needed in all kinds of employers in this era of integration. 

Nevertheless, despite this necessity, the data in Figure 4.1 revealed that only 

31.8% of the total number of the employee respondents were satisfied with their 

English competence for workplace use while more BuAdmin employees expressed 

their dissatisfaction (43.7% in total).  

 

Figure 4.1. BuAmin employees’ satisfaction with their English competence for 

workplace use 
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Though the language requirements at work were apparent, a great number of 

the respondents (approximately 70%) felt unconfident in their English competence 

for workplace use. Answering the interviews, many of them responded that they 

were often unable to use English in several business contexts such as telephoning, 

giving presentations, meetings and negotiations and in some social situations.  

This finding implied the necessity of ESP program development to prepare 

BuAdmin students with good English ability for workplace readiness and 

employment outcomes. 

4.1.3. Language skills for job contexts 

Table 4.3 revealed the frequently used language skills for workplace contexts. 

The mean score of the cluster (M=3.26) was clearly higher than scale 3 in the five-

point scale. This revealed that BuAdmin employees generally used all four macro 

English language skills (listening, speaking, reading and writing) in their work. 

According to the Descriptive Statistics Test results shown in the above table, 

there was a consistency in the BuAdmin employees‟ viewpoints about the skills that 

they used in their job when there was no considerable difference revealed in the 

data of the four major language skills. As a matter of fact, the frequency of language 

skill use differed in line with the tasks that the BuAdmin employees were in charge. 

Answering question 5 in the interview, an employee working for CO5 said that 

those involved in sales and marketing tended to employ speaking and listening 

skills in their work activities more frequently than those in human resources and 

production departments (EE4, REC0933). Speaking in the context of BuAdmin 

profession, employees often used English with clients and business partners for 

employment purposes. They used English for presentation, negotiation, receiving an 

order, dealing with claims or social talks with foreign colleagues, managers, 

business partners, etc. In the current modern era, the business staff conducted the 

Table 4.3. Frequently used language skills for job contexts 

 N Minimum Maximum Mean Std. Deviation 

Listening 126 1 5 3.22 1.350 

Speaking 126 1 5 3.33 1.283 

Reading 126 1 5 3.31 1.210 

Writing 126 1 5 3.18 1.353 

Mean of cluster 126 1 5 3.26 1.041 
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communication through several channels. They communicated face-to-face or 

through telephones and, in some cases, social networks such as Facebook, Facetime, 

Messenger, Twitter, Viber or Tango. The need for speaking skills meant that the 

BuAdmin employees also needed listening skills to function well in their job. They 

had to comprehend their foreign employers and managers‟ instructions, clients and 

customers‟ claims, purchasing, social meetings and the like. They also had to 

understand different kinds of Englishes of various non-native and native English 

clients or partners from Asian, European or American countries. Understanding 

various Englishes was considered in the interviews as one of the BuAdmin 

employees‟ problems. As the head of the production department of CO3 explained:  

Our clients come from America, France, Africa, Dominica, Philippines and Laos. 

They use different Englishes. In most of the conversations, we have to guess because 

they use different Englishes and it is difficult to understand the partners who come 

from Philippines and Laos. In some cases, we had to speak in the wrong way as they 

talked so that they could understand. (EE1, REC1633)   

As the content teachers who taught BuAdmin students confirmed, all the four 

language skills were necessary but speaking and listening were the two basic and 

important skills that need emphasizing in the English curriculum for BuAdmin 

students. Answering question 3 in the interview, a content teacher claimed: 

“BuAdmin students should be trained in four language skills because in BuAdmin 

jobs employees need to communicate frequently. Then, they need to have good 

English listening and speaking skills” (CT4, REC010). Sharing the same point of 

views, another content teacher confirmed: “communication skills are important to 

BuAdmin students. So, speaking and listening skills are the two basic skills that 

students need practicing before job interviews” (CT3, REC008).  

 As seen from Table 4.3, the mean score 3.18 indicated that writing skills were 

also employed for job contexts. As the respondents perceived, writing skills were 

necessary for writing emails and business letters. An interviewee, who worked for 

CO1, replied: “We write English emails, work with English documents, e.g. 

contracts, inquiries and invoices” (EE3, REC0932). Fulfilling reports, summaries 

and minutes in English were not frequently done in their jobs (see Table 4.4). On 

this matter, the respondents emphasized that BuAdmin students needed to be well-

trained in writing English CVs and job applications because “the current and future 

Vietnamese economy is getting open. A lot of foreign corporates come to Vietnam 

and look for employees with good English competence. This creates more jobs for 
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students”, commented CT3 (REC008). If the graduates were good at preparing job 

application forms in English, they could have better chance to have a job.  

The data also revealed that reading skills (M=3.31) were used approximately 

as much as speaking skills (3.33). Shown in Table 4.4, the common English texts 

that the BuAdmin employees read were business journals, emails, business letters, 

memos, minutes, contracts and the like. 

Table 4.4. English texts and discourse for BuAdmin employees  

 N Minimum Maximum Mean Std. Deviation 

 English materials, 

business journals and Internet 

resources 

126 1 5 3.10 1.077 

 English e-mails and 

business letters 
126 1 5 3.02 1.299 

 Memos, minutes, fax 126 1 5 2.68 1.184 

 Reports, summaries, 

presentations, statistics 
126 1 5 2.64 1.120 

 Invoices, certificates 126 1 5 2.65 1.254 

 Contracts 126 1 5 2.66 1.247 

 Product and process 

descriptions 
126 1 5 2.50 1.164 

 CV‟s, job applications 126 1 5 2.27 1.046 

 Other English texts 126 1 4 1.73 .907 

Mean of cluster 126 1 4 2.58 0.870 

 

It was evident that the BuAdmin employees tended to use all kinds of 

language skills related to their profession. For this, the involvement of the four 

macro skills in the English language teaching was thought necessary to the 

graduates so that they could work in different kinds of BuAdmin work, viz. sales, 

marketing, production and human resources.  
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4.1.4. Frequency of English communicative activities  

Table 4.5 showed the frequency of communicative activities conducted in 

English. The mean score of this cluster centered around 3 points (M=2.47) 

indicating that the BuAdmin employees tended to use English for communicative 

activities. The data revealed that the two most frequent activities were reading and 

using information from professional sources (M=3.23) and writing English emails 

and business (M=2.88).  

In relation to the study by Grosse (2004) reporting wide use of English among 

Mexican executives in reading job-related materials such as research reports, 

English magazines, Internet news sources and training materials, it appeared 

important for BuAdmin employees in Vietnam to have frequent access to English 

materials related to jobs to keep up with the recently modern knowledge in work-

related fields. 

 Table 4.5. Frequency of communicative activities conducted in English 

Communicative activities N Minimum Maximum Mean Std. 

Deviation 

 Reading and using 

information from professional 

sources 

126 1 5 3.23 .931 

 Writing e-mails and business 

letters 
126 1 5 2.88 1.336 

 Reading/writing invoices and 

certificates 
126 1 5 2.40 1.259 

 Telephoning 126 1 5 2.49 1.144 

 Negotiating 126 1 5 2.15 1.051 

 Making oral presentations, 

demonstrations and product 

descriptions 

126 1 5 2.10 1.072 

 Reading and writing reports 

and summaries 
126 1 5 2.64 1.120 

 Reading/writing contracts 126 1 5 2.66 1.247 

 Writing memos and minutes 126 1 5 2.68 1.184 
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 Writing CV‟s, job 

applications 
126 1 5 2.27 1.046 

 Social talks, meeting clients 

and business associates 
126 1 5 2.53 1.025 

 Other activities/situations 126 1 5 1.70 .879 

Mean of cluster 126 1 5 2.47 .839 

The table above indicated that emails and business letters were the most 

frequently writing tasks in the BuAdmin profession. The BuAdmin employees 

working in the section of foreign customer services answered in the interviews that 

they often dealt with their work through emails and tended to read and write English 

emails every day. A survey study on written business communications conducted by 

Louhiala-Saliminen (1996) revealed that mails and telefaxes were the most common 

mediums of communication. In 2004, Grosse (ibid.) investigating Mexican business 

executives‟ English use reported email and phone calls as the most frequently used 

communication channels. In comparison with these studies, the use of emails in the 

current research was still popular while the use of fax tended to reduce.   

As shown from Table 4.5, the mean scores around 2.6 indicated the 

participants‟ less frequent access to reports and summaries, contracts, memos and 

minutes. The texts related to orders and purchasing such as invoices and certificates 

were less frequently proceeded by the respondents (M=2.40). In addition, the low 

mean scores of 2.10 and 2.15 respectively implied that the participants rarely used 

English for presentations, demonstrations and product descriptions and for 

negotiating. Using English for business meetings (e.g. presentation, negotiation, 

briefing, conference, seminar and social meetings) was not considered as a frequent 

task in BuAdmin jobs at the companies surveyed.  

Some employees also mentioned other situations at work (M=1.70) in which 

they were involved in English such as participating in the English club (at CO3), 

using English-medium software in banks and travelling. However, those listing 

these items accounted for a low percentage (6.3%). Meanwhile, CVs   and job 

applications were considered the least popular documents that the respondents had 

access to (M=2.27). It was true since almost all the companies involved in this study 

did not require the candidates‟ minimal English proficiency certificates with their 

CVs and application forms written in English. This questionnaire result was 
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relatively contrary to the interview data while the respondents suggested that 

BuAdmin graduates should know how to write English CVs and application forms. 

In their opinions, this would help them in the employment outcomes.  

As can be seen from Table 4.5, these English business tasks involved all four 

language skills, namely listening, speaking, reading and writing. The skills tended 

to be used equally through reading and using information from different English 

sources related to BuAdmin job, writing English e-mails and business letters, oral 

presentations and telephoning with foreign clients, business partners and employers.  

4.1.5. Communicative topics at work 

Regarding the communicative topics that BuAdmin employees were involved 

in at their workplace, question 18 (see appendix B1) was asked using the five-point 

scale with 1 as never to 5 for daily to elicit the answers. The data shown in Table 

4.6 indicated that the most popular topics in BuAdmin profession were work and 

jobs (M=2.86), sales and selling, marketing, production and finance. These are, by 

chance, the main professional areas of BuAdmin job. Some other professional 

topics (e.g. statistics, stock market and international economics) were rarely 

mentioned in BuAdmin profession (M<2). 

Table 4.6. English communicative topics that BuAdmin employees were              

involved in 

 N Minimum Maximum Mean Std. Deviation 

Work and jobs 126 1 5 2.86 1.136 

Marketing 126 1 5 2.42 1.083 

Finance 126 1 4 2.30 .974 

Human resources 126 1 4 2.10 .950 

Production 126 1 5 2.40 1.111 

Sales/selling 126 1 5 2.54 1.122 

Strategy 126 1 5 2.10 1.034 

Quality 126 1 5 2.32 1.078 

Brands 126 1 5 2.23 1.052 

Stock market 126 1 4 1.70 .888 

International economics 126 1 4 1.79 .897 

Management 126 1 4 1.94 .901 
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Business operations 126 1 5 2.1 .985 

Statistics 126 1 4 1.84 .889 

Others 126 1 5 1.56 .844 

Mean of cluster 126 1 5 2.47 .939 

 

The questionnaire findings shown in the above table coincided with the 

interview data when all the five content teachers mentioned finance, sales/selling, 

production and human resources as the main issues in the BuAdmin profession 

among several content areas reported in the interviews (e.g. education, cultures, 

people and shopping; marketing, finance, human resources, production, business 

operations, trades and sales, strategy, quality, brands and statistics). These 

interviewees recommended that the new ESP curriculum needed to include these 

topics since BuAdmin graduates would frequently be involved in these 

communicative matters at future workplaces. Answering the interview question 

What content areas (topics) should be covered in the English courses for 

BuAdmin?, a content teacher said: “Important content areas are introduction, 

marketing, finance, human resources, production, sales, strategy, quality, brands 

and business operations” (CT2, REC009). Commenting on this issue, CT3 claimed: 

“marketing, finance, human resources and production are the fundamental fields in 

BuAdmin; students can read professional materials and do extra homework to have 

more ideas about business operations, trades and sales” (CT3, REC008). The two 

other content teachers also suggested that production, marketing, finance, human 

resources, sales, brands and business operations should be covered in the ESP 

course for BuAdmin students (CT4, REC010 & CT1, REC011). 

Noticeably, stock market, international economics and statistics were rarely 

discussed at the workplace. The mean scores of these items were below 2 indicating 

the low frequency when BuAdmin employees engaged in these topics. It was also 

approved by the content teachers that the communicative topics related to stock 

market, international economics and statistics were rarely conducted in English at 

the workplace.   

The findings of this section implied important topics that should be included in 

the ESP course. In the next part, the common problems that BuAdmin employees 

often faced in using English at work would signify noticeable matters to the ESP 

program development for students majoring in BuAdmin.  
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4.1.6. Types of problems in English use encountered by BuAdmin employees 

Concerning difficulties encountered in their English use, more than half of 

participants (54%) had no problems while the rest mentioned limitations in using 

English for workplace purposes. According to the answers to question 21 (see 

appendix B1), the problems that the BuAdmin employees faced in their English use 

at work seemed to cover all language areas. The data in Table 4.9 revealed speaking 

and listening skills to be the most frequent kinds of problems experienced. These 

problems resulted in communicative drawbacks as maintained by the respondents. 

As seen from the findings, the common obstacles were their loss of vocabulary 

(6.3%), lack of ESP vocabulary (8.7%), limited speaking (11.9%) and listening 

skills (14.3%). Some other employees claimed that they did not have good 

grammatical knowledge, pronunciation and lack of confidence that caused 

limitations in the negotiations and communication with their business partners. In a 

survey on business English tasks by Huh (2006), good pronunciation was 

mentioned to be important in business meetings. According to this study, “even 

though both business parties had a shared understanding of what would be 

discussed during the meeting, if the poor pronunciation of one party hindered 

communication, the other tended to show disrespect for his or her partner 

immediately” (Huh, 2006, p.29). The findings from this current study also pointed 

out that lacking vocabulary and poor pronunciation resulted in drawbacks in 

business communication such as listening and speaking skills (see Table 4.7).  

Table 4.7. BuAdmin employees’ English language difficulties 

Language areas Difficulties/limitations % 

Grammar Lack of grammatical knowledge 1.6 

Vocabulary Lack of professional vocabulary 8.7 

Lost of words and expressions 6.3 

Pronunciation Wrong pronunciation 7.9 

Wrong stress 0.8 

Listening Different accents 1.6 

Different Englishes 1.6 

Misunderstanding business partners 1.6 

Limited listening skills 14.3 

Speaking Lack of confidence 2.4 



99 

Lack of vocabulary 4.0 

Lack of speaking opportunities 1.6 

Influent speaking 1.6 

Limited speaking skills 11.9 

Reading Words/Expressions 0.8 

Writing Wrong use of grammatical structures 2.4 

Communication skills Negotiations 1.6 

Cultural differences/different mindsets 0.0 

Different Englishes 1.6 

Lack of confidence 2.4 

Influent communication 4.8 

No real communicative environment 2.4 

Limitation in pronunciation 1.6 

Similar to the questionnaire findings revealed in the table above, the 

interviewees also addressed the difficulties in using English for job contexts. 

Interviewee EE1 said: “I can communicate well but sometimes I cannot understand 

technical or professional terms at my workplace. I need to study more ESP” (CO3-

EE1, REC1633). Another respondent talked about his limitations: “I have problems 

with speaking at first and professional vocabulary” (CO3-EE2, REC0932). The 

employee EE3 had the same problem in using English at work (CO1-EE3, 

REC0932).  

Two interviewees had difficulties understanding cultural differences. They 

specified the importance of acknowledging culture norms and building smooth 

business relationship in business deals. The interviewees confirmed that it was 

important to approach business partners respecting their cultures. For example, 

talking to business partners coming from North America, we could use informal 

English rather than formal English like the way that we welcomed and talked to 

South Americans. However, one interviewee working at Hanesbrands stated: “Not 

all the time I know how to overcome cultural differences. It is common when we, 

business partners, misunderstand each other because we come from different 
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countries and have different ways of communication”. On this matter, Huh (2006) 

considered that it seemed to be necessary to prepare various topics to talk about 

with business partners from diverse cultures in order to lead and engage in the 

social talks. 

The importance of having good knowledge of cultural differences was 

emphasized by a respondent since he could build good personal relationships with his 

business partners by sharing mutual cultural understanding in business deals. Thanks 

to this, he added that the work progressed and business problems could be solved.   

From this finding, including cultural items in business operations was thought 

necessary in the ESP course for students majoring in BuAdmin so that they could 

get on well with business partners in their future job. 

4.1.7. BuAdmin employees’ suggestions to students’ English preparation 

Nearly half of the respondents made suggestions in response to the open 

question no. 22 related to the participants‟ recommendation about the BuAdmin 

graduates‟ English preparation. According to their real-world working experience, 

the respondents exposed that BuAdmin students needed to be well-trained and well-

prepared with English for workplace contexts.  

Specifically, most respondents (90%) suggested that students should get 

familiar with speaking and listening tasks. Speaking on the phone was a daily 

communicative activity that BuAdmin employees were involved in. In addition, 

professional communication situations were also common in this kind of job such as 

product or service descriptions to clients, customers, and partners; dealing with 

requests and complaints. Moreover, graduates majoring in BuAdmin would engage 

in social situations, namely small talks with foreign colleagues and managers; 

meeting clients and business associates, etc. As the interviewee EE1 suggested, 

what BuAdmin students should prepare for future jobs involved speaking English 

correctly, efficient professional English knowledge and being overt in learning 

English (CO3-EE1, REC1633). He continued that the ESP curriculum for BuAdmin 

students should concentrate on listening comprehension and prepare learners with 

professional vocabulary (CO3-EE1, REC1633). The employee EE2 advised the 

students to enhance their communicative skills and pronounce correctly form the 
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beginning (CO3-EE2, REC0932). From all of this, priority should be given to 

speaking and listening skills in English learning and teaching so that students can 

conduct effective English communication for workplace purposes.  

Also, nearly half of the interviewees recommended that students should 

practice writing emails a lot since this was the most frequent writing task in 

business correspondence. Daily use of emails required employees to make 

electronic letters not only proper but effective. In this sense, electronic 

correspondence should be an indispensable component in English courses for 

BuAdmin students. 

For appropriate and effective EFL or ESP courses, the participants suggested 

that students should be given more opportunities to have access to daily workplace. 

Thanks to this, students could live in real environment of using English for job 

context such as meeting professionals and experts, working with foreign colleagues 

and managers and dealing with English-related incidents at work. On this matter, an 

interviewee mentioned: 

The English curriculum for BuAdmin students should encourage students to join real 

environment of using English (at work); create chance for students to use English, 

e.g. English clubs; provoke students‟ interest in learning English (if students have a 

good command of English, they can have a lot of opportunities in employment 

success). Students should learn English in their interests. Teachers direct activities 

towards students‟ interests and hobbies. Learning and teaching like entertaining can 

bring out effectiveness (CO3-EE2, REC0932).  

Especially, the BuAdmin respondents recommended that professional terms 

should be the predominant in English courses for BuAdmin students. Learnt from 

the employees‟ experience at work, they had several difficulties due to their lack of 

technical English. This resulted in numerous drawbacks in their work such as 

hesitation in English communication, misunderstanding business contracts, slowly 

dealing with incidents and the like. Due to this, professional items need to be the 

core in the ESP course for BuAdmin students. 

In addition, a number of participants (20%) stated that students needed to learn 

culture norms for cross-culture communication. This would help them interpret and 

comprehend business partners from non-English or English-speaking countries such 
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as Indonesia, Japan, Malaysia, India, Israel, France, Italy, England, America, etc. 

Understanding cultural conventions would enable the graduates to get on well with 

foreign managers, colleagues, clients, business partners and experts from different 

countries in the world and conduct business deals successfully. On this basis, 

teaching English should include the cultural instruction so that graduates can avoid 

misunderstanding in English communication and get advantages of using English 

for workplace contexts. 

In summary, the study of target situation revealed the importance and the 

reality of the English language use in the BuAdmin profession. The findings 

implied several important considerations in the English curriculum for BuAdmin 

students, these were: all four macro English language skills were necessary in 

BuAdmin jobs; English was generally needed for finding and using information 

from English professional sources, writing business letters and emails and speaking 

and listening in social situations. With the statistical evidence, the study also 

signified practical recommendations for students majoring in BuAdmin to be well-

prepared with English competence for their future job context. In the next part, the 

BuAdmin students‟ English learning needs would be approached to indicate 

prominent components in the new ESP curriculum development. The next section 

will analyze the students‟ English learning needs. 

4.2. The students’ English learning needs analysis 

This part analyzed the students‟ English learning needs. The data collected 

from the student questionnaires and interviews with students, ESP teachers, content 

teachers and administrators were shown in the order of the students‟ demographic 

information, purposes of English learning, English proficiency, strength and 

weakness in English, accessibility to learning resources and perceptions about 

English teaching and learning. The findings helped to cope with the second research 

question: What are the students’ English learning needs for vocational purposes at 

HUEIC? 

4.2.1. Students’ purposes of learning English 

In order to explore BuAdmin students‟ purposes of learning English, the five-
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point scale with 1 as strongly disagree to 5 for strongly agree was employed. Table 

4.8 showed that the mean score of this cluster was 3.54. This number indicated that 

the participants expressed their approval with the items listed. 

Table 4.8. Students’ purposes of learning English 

Students learn English… N Minimum Maximum Mean Std. Deviation 

to communicate 92 1 5 4.18 .725 

to read job-related 

materials 
92 1 5 3.79 .846 

to translate English 

language sources 
92 1 5 3.45 .906 

to pass English exams 92 1 5 3.66 .986 

to apply for a job 92 1 5 4.13 .815 

to conduct professional 

correspondence 
92 1 5 3.52 .832 

to follow English-based 

training programs 
92 1 5 3.25 .885 

to attend English-based 

forums and conferences 
92 1 5 3.10 .968 

for entertainment 92 1 5 3.14 1.023 

for other purposes 92 1 5 3.14 .585 

Mean of cluster 92 1 5 3.54 .551 
 

From Table 4.8, it could be seen that students of BuAdmin had various 

English learning purposes. The students expressed the highest agreement with the 

ideas that they studied English for communication and job application (M=4.18 and 

4.13 respectively).  

The teachers‟ views proved to be somehow similar to those of the subjects on 

this issue. Most ESP teachers agreed that the majority of students realized the 

benefits of good English proficiency in daily communication and future job 

application. This awareness urged several students to make their best in learning 

English. At the same time, answering the interview question about the importance 
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of English, all the student interviewees confirmed that English were very necessary 

for study, communication and their future job as business administrators. A 

sophomore student said: “English is very important for my job application and 

future job” (St6, REC09). Another junior student having a part-time job said:  

I use English for communicating in my job (I have a part-time job at night) and for 

my study at school. English is very important and the prominent factor. Currently, 

tourism and business is developing and English is most needed in not only tourism 

but other fields. Having good English, we can communicate well and our work can 

go smoothly (St21, REC25). 

Noticeably, the students identified their learning purpose of passing the exams 

at college (M=3.66). This fact indicated that the examination-oriented learning 

remained prioritized at HUEIC and that English was still compulsory to learn as a 

student interviewee believed: “English is very necessary for my study due to its role 

as a compulsory subject at college” (St1, REC004). This fact was considered to 

demotivate the students‟ motivation in learning English and then hindered their 

language proficiency enhancement.    

In addition, few students agreed that they learnt English to participate in 

English-based events such as forums, conferences and meetings and few of them 

considered English learning as an entertainment. This was proved by lower mean 

scores (M=3.10 & 3.14). On this matter, all teacher participants maintained that the 

students rarely attended the English-medium conferences held at HUEIC. These 

events seemed to be far away from the students‟ English competence. 

Uninterestingly, they went to the English-based meetings just under the college‟s 

pressure. Heading for the future workplace contexts, the students were not truly 

aware of the necessity of English use for conference purposes.  

It could be said that there are multiple reasons why BuAdmin students wanted 

to learn English but learning English for communication and job application were 

identified the two most prominent purposes. This needed to be taken into account 

during the development process of English program in accordance with their 

learning purposes and the college‟s orientation. 

4.2.2. Students’ English proficiency 

An investigation was carried out with BuAdmin students to examine their 

English proficiency level through Question 4 (see appendix B2) and placement 

testing. The researcher found that there was a striking difference between their self-

evaluation and their real English proficiency. The question How do you evaluate 

your English proficiency? was raised with the answers grouped into three categories 
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namely A (Elementary – Basic user), B (Intermediate – Independent user) and C 

(Advanced – Proficiency user). According to the questionnaire result in Chart 4.2, 

the students estimated that they were at the elementary level (48.9%) and 

intermediate level (50%).  

 

Figure 4.2. Students' self-evaluation of English proficiency 

Along with the students‟ self-assessment through questionnaires, this study 

also employed a placement test to examine HUEIC students‟ English proficiency. 

The results from the Oxford placement testing were showed in Figure 4.3. The 

findings showed that most of participants (approximately 98%) were basic users 

(CEFR-A1 and A2), which meant elementary level. Those attaining Pre-

intermediate level (A2 + to B1) accounted for very low percentage (2.2%) and none 

reached the levels B2, C1 and C2. In the meanwhile, HUEIC set level 3 (B1 in 

CEFR) as the minimal language learning outcome for students (HUEIC, 2012a; 

HUEIC, 2012b; HUEIC, 2012d and HUEIC, 2012e).  

 

Figure 4.3. Oxford Placement Test Results 
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According to the statistical data in the academic year of 2015-2016 illustrated 

in Chart 4.4, the ratio of scores below 4 in the ten-point scale was over 65% in the 

final tests of English 1 and those below 5.5 in English 2 accounted for over 40%.  

 

Figure 4.4. Final test result of English 1 and 2 (Academic year: 2015-2016) 
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learning in Vietnam, Ta (ibid) reported that the common situation in school today 

was that learners and teachers focus on grammar so much that “practical English 

used in working situations is almost completely overlooked” (cited in Nguyen & 

Phung, 2015, p.105). According to Ta‟s research in 2012, less than 45% of teachers 

saved time and energy developing a skill-integrated approach in their English 

teaching. Due to this imbalance in language teaching, over 50% of the students were 

unable to communicate or use English orally after seven years of learning English at 

secondary schools and two more years at colleges or universities. According to 

Nhat‟s study in 2012, some Vietnamese educators confirmed that the majority of 

students who have learnt English for seven years in the national education system 

cannot communicate effectively in English.  

Considering all the above-mentioned, it could be thought that the students‟ 

low English proficiency at tertiary levels was partly the outcome of the 

examination-driven language learning and teaching at primary and secondary 

schools since the exam-oriented education gave priority to preparing learners for 

tests while neglecting their oral skills and „long-term English learning for further 

life-long needs‟ (Kavaliauskiene, 2002, p.3).  

The situation was seemingly the same at HUEIC. While there was a need to 

develop the students‟ communicative competence for workplace purposes, the 

English courses tended to be reading-focused, grammar-based and test-driven. 

Accordingly, the students‟ English learning was assessed testing-oriented. This fact 

hindered the development of students‟ English proficiency. Consequently, the 

majority of the graduates could not attain the required English learning outcomes as 

shown in the chart below. 
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Figure 4.5. The English Proficiency Test results of HUEIC graduates                    

(2016-2017) 
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students‟ competence of language areas was not very high according to their self-

assessment.  

Table 4.9. Students’ assessment of their English language competence 

Language 

competence 
N Minimum Maximum Mean Std. Deviation 

Grammar 92 1 5 2.78 .875 

Vocabulary 92 1 4 2.74 .768 

Pronunciation 92 1 4 2.83 .833 

Listening skill 92 1 4 2.39 .784 

Speaking skill 92 1 4 2.74 .797 

Reading skill 92 1 5 3.09 .934 

Writing skill 92 1 5 2.73 .891 

Mean of cluster 92 1 5 2.75 .696 

In general, BuAdmin students claimed that their English proficiency was poor. 

This was illustrated by the low mean scores shown in Table 4.9. The data revealed 

that reading skill was evaluated better than the others (M=3.09). Listening was 

considered as the weakest language skill. Other language areas, namely grammar, 

vocabulary, pronunciation, speaking and writing skill tended to be assessed at the 

same level of proficiency (M=2.78, 2.74, 2.83, 2.74 and 2.73 respectively).  

Clearly, no language areas or skills were considered as BuAdmin students‟ 

strength in learning English. Considering the problems and weaknesses in learning 

English, question 2 (Interview D4) was asked with the student interviewees. They 

had different responses but mainly related to the limitations in pronunciation, lack 

of GE and ESP vocabulary and limited grammar knowledge which resulted in 

hesitation in speaking, inability to write English texts and listen to English 

conversations. Especially, twenty-three in twenty-six interviewees saw speaking 

and listening skills as their main problem in using English. A junior student shared 

his view: 
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I had difficulties in speaking skill because I had little vocabulary and grammar 

knowledge as well. I don‟t feel confident in myself when talking with my English 

teacher, my classmates or foreigners. Listening to English is also a big problem for 

me. I can‟t understand what‟s going on the audio tapes or what English speakers said. 

Sometimes, I can catch up with the conversation but when they speak so quickly, I 

fail‟ (St16, REC020). 

An interviewee mentioned: “I have problems when I communicate with 

foreigners. Also, I lack vocabulary, then I have difficulty in speaking English” 

(St22, REC026).  A sophomore student having more obstacles in using English 

said: “My English is poor. I have problems with vocabulary and all four language 

skills: listening, speaking, reading and writing” (St11, REC014).  

From the interviews and questionnaire data, it could be understood that 

BuAdmin students at HUEIC faced obstacles in communicating in English, either in 

listening, speaking or writing. At this college, writing skill could be seen as a 

problematic aspect to BuAdmin students since this was the least frequent employed 

skill in classrooms at HUEIC. Basically, students often had assignments in sentence 

formation, word reordering, and sentence building while paragraph organization and 

essay writing were rarely instructed in English classes. Due to these limitations, the 

fact that students had difficulties in writing in English was unavoidable. The 

mentioned problems were also encountered by even college students majoring in 

English as reported by other researchers (Alwasilah, 2004, p.104; Risnawati, 2010, 

p.48). It was also stated by Byrne‟s (1988 in Kareviati, 2004, p.24) that “writing is a 

difficult activity either in a mother tongue or in a foreign language, no wonder if 

any student has writing problems especially when writing in EFL”. However, it is 

necessary for BuAdmin students to deal with these obstacles since they would be 

involved in writing tasks in their workplace contexts despite the minimal use. 

Noticeably, problems in reading English texts were not mentioned as much as the 

others. This might be due to the fact that reading comprehension was conducted 

more frequently than the other skills in language classes at HUEIC. Nevertheless, 

difficulties in understanding technical words, understanding complex sentences, 

reading for specific details and overuse of translation were considered the most 

common reading problems of the BuAdmin students. These limitations implied the 

necessity to provide students with more knowledge of syntax and professional 
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vocabulary so that they could have easy access to the reading passages. It was 

approved by Eskey (1986) and Swaffer (1988) (cited in Gebhard, 1996, pp.217-218) 

that such knowledge is essential in reading comprehension due to its fundamental 

role in processing the target language. Using effective strategies was also crucial for 

reading comprehension such as scanning, guessing, reading for gist and for specific 

information.   

Generally speaking, if the data in Table 4.9 revealed the BuAdmin students‟ 

real low level of English proficiency, their ESP learning could be hindered and they 

could face difficulties in using English for workplace contexts. Therefore, the 

findings implied the demands for designing a curriculum of integrated skills for 

BuAdmin students to enhance their language competence. 

4.2.4. Students’ accessibility to learning facilities 

To examine the extent of accessibility that students could have to learning 

facilities, question 7 (see appendix B2) was made with a five-point scale answers 

categorized from 1 as for the least to 5 for the most.  

Table 4.10. Students’ accessibility to learning facilities 

Learning facilities N Minimum Maximum Mean Std. Deviation 

Radio 92 1 5 1.95 .906 

Cassette/CD 92 1 4 1.84 .774 

DVD/TV 92 1 5 2.33 1.049 

Computer 92 1 5 3.20 1.122 

Internet 92 1 5 3.53 1.153 

Smartphone 92 1 5 3.21 1.209 

Library 92 1 4 2.04 .888 

Other resources 92 1 4 1.71 .792 

Mean of cluster 92 1 5 2.47 .731 

The results in Table 4.10 revealed that students tended to have more access to the 

modern facilities than the traditional ones. In particular, they found it the easiest to have 

access to the Internet, Smartphone and computer (M=3.53, M=3.21 & M=3.20 
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respectively).  This fact was understandable since the access to high-tech facilities such 

as smartphones, tablets and laptops becomes more and more popular and beneficial. 

These mobile learning technologies when connected through the Internet become 

highly useful tools for learners and teachers as well since they provide relevant contents 

of various respects and offer tremendous learning opportunities at days and nights.  

In the meantime, the students‟ less accessibility was to the traditional facilities 

such as radio, cassette, DVD player and library (M=1.95; 1.84; 2.33 and 2.04 

respectively). These facilities might be more popular some decades ago but now 

high-tech tools gained their predominance. It could be seen that DVD, cassette 

players and radios were no longer of the students‟ preference. Nowadays, they can 

learn English through audio tracks or videos online or even watch live English-

speaking events thanks to the mobile learning technologies. English learning does 

not completely rely on teacher-led or face-to-face instruction any more. All of these 

facilities can support students to self-study outside language classrooms. In 

addition, as mentioned earlier the well-equipped facilities at HUEIC could facilitate 

the English teaching and learning since both teachers and students could have easy 

access to modern electronic resources. Then, the students could conduct self-

directed independent learning. For this reason, self-directed learning was 

encouraged in the new English curriculum for students at HUEIC. The next section 

will concern their perceptions about English teaching and learning. 

4.2.5. Perceptions about English teaching and learning 

4.2.5.1. Students’ perceptions of English courses at HUEIC 

Regarding the participants‟ perceptions of English courses at HUEIC, the five-

point scale with 1 as strongly disagree to 5 for strongly agree was employed for 

question 10 (see appendix B2). Table 4.11 showed that the mean score of cluster 

was below 3 (M=2.89). This number indicated that the participants tended to have 

neutral ideas about the English courses at HUEIC regarding course books, 

methodology, testing and assessment and teaching facilities of the English courses 

for BuAdmin students.  
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Table 4.11. Students’ perceptions of English courses 

Statements N Minimum Maximum Mean Std. 

Deviation 

I like the coursebooks being used 

in the current English courses 
92 1 5 3.18 .811 

I like the teaching methodology  92 1 5 3.28 .816 

I like the testing and assessment  92 1 5 3.29 .819 

I find the learning environment 

well-equipped  
92 1 5 3.08 .963 

The current English courses 

adequately address my needs 
92 1 5 2.34 1.041 

The English courses improve my 

English ability 
92 1 5 2.21 .955 

Mean of cluster  92 1 5 2.89 .584 

More specifically, the highest mean score of 3.29 indicated that BuAdmin 

students tended to opt for the testing and assessment. At HUEIC, the assessment of 

learning process was conducted with reference to the mid-term and final test results 

of each semester. Noticeably, though the English program was designed aiming at 

enhancing HUEIC students‟ English proficiency, there were no quizzes during the 

semesters. The tests were grammar, reading-based and multiple-choice designs. As 

shown by the language teachers and students, the majority of HUEIC students were 

interested in this kind of testing since they did not have to express their productive 

skills (e.g. speaking and writing skills) which were their lack and limitation. Due to 

the lack of productive skill assessment, it was hard to evaluate the students‟ entire 

English language proficiency.  

Regarding the participants‟ perception of the methodology, they did not 

express their complete agreement illustrated by the mean score 3.28 (see Table 

4.11).  However, they were likely to disapprove of the point that the current English 

courses at college adequately addressed their needs. In addition, the respondents did 

not think that the English courses improve their English competence. (M=2.21). The 
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interview data also revealed similar finding when twenty out of twenty-six 

interviewees complained about their poor English proficiency. A sophomore student 

said: “My English is still very poor. I have problems with vocabulary, pronunciation 

and reading skill” (St10, 9 May 2016). Talking about her English proficiency, a 

student complained: “Perhaps, my English is still at the level of elementary. I have 

problems with pronunciation. I pronounce poorly and have little vocabulary. My 

language skills are poor too” (St9, REC012). What to be concerned was that the 

majority of HUEIC graduates were unable to use productive skills (e.g. speaking 

and writing) and listening skill. The next section will analyze further the students‟ 

needs of using English language skills for communication. 

4.2.5.2. Students’ perceptions of language skills needed for communication 

The table below described the students‟ needs for language skills to 

communicate. The five-point scale with 1 as strongly disagree to 5 for strongly 

agree was employed for the question 9 to examine the BuAdmin students‟ 

perception on this matter. The mean score of this cluster was approximately 4 

(M=3.82), indicating that the participants needed all four macro language skills for 

communication.  

Table 4.12. Students’ perceptions of language skills needed for communication 

Language skills needed for 

communication 

N Minimum Maximum Mean Std. 

Deviation 

Listening skills  92 1 5 3.89 .818 

Speaking skills  92 2 5 4.02 .711 

Reading skills  92 1 5 3.75 .820 

Writing skills  92 1 5 3.65 .882 

Mean of cluster  92 1 1 3.82 .664 

The results of needs analyses showed that speaking skills was emphasized as 

the most needed skills to communicate well. This was illustrated by the highest 

mean score (M=4.02). Listening skill were also required as much as speaking skill 

when the mean score of this item was approximately equal to that of listening. The 

students‟ needs coincided with the workplace use of language skills by BuAdmin 
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employees. The findings from the target needs analysis revealed that speaking and 

listening were the most frequently used in their profession. Accordingly, BuAdmin 

employees often employed English with clients and business partners for 

employment purposes such as dealing with claims, telephoning, small talks and 

meeting clients and business associates. On this matter, the content teachers 

commented that students of BuAdmin should be proficient in listening and speaking 

skills to function well in their future job. They explained that BuAdmin employees 

had to comprehend different kinds of Englishes spoken by their native and non-

native English employers, managers, clients, partners and colleagues. Unexpectedly, 

not enough attention was paid to these two language skills in the current English 

learning and teaching at HUEIC. As maintained by the majority of the ESP teacher 

interviewees (75%), reading and writing tended to occupy much more time in the 

teaching of GE and ESP at this college. The students also needed these two skills for 

communication (M=3.75 and M=3.65 respectively) but listening and speaking were 

preferred by most of the students (illustrated by higher mean scores in table 4.12).  

As exposed by the BuAdmin teachers in the interviews, reading and writing 

were not used as frequently as listening and speaking skills in the BuAdmin 

profession. However, it needs to notice that the use of language skills depends on 

the tasks that a BuAdmin employee is in charge. This means that those involved in 

sales and marketing sections tend to need listening and speaking more than those in 

production and human resources departments.  

A paradox was that while students needed listening and speaking for 

communication these were considered the most difficult skills and the ones they had 

the most problems. Therefore, it was advised by almost all the content and ESP 

teachers that the students should be trained on these language skills for the sake of 

daily English communication and for future workplace contexts. An ESP teacher 

stated: “I think communicative skills are very necessary for BuAdmin students 

because their jobs are related to sales, marketing, management, etc. Speaking and 

listening should be placed more focus” (ET1, REC001). All ESP teachers 

considered listening and speaking as important communicative skills in BuAdmin 

job. An interviewee confirmed: “For those majoring in BuAdmin, listening and 
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speaking skills are the most necessary” (ET6, REC006). In addition, three out of 

seven teachers added writing skills of which English email writing was thought 

necessary to those working in business. The interviewee ET4  maintained: “I think 

communicative skills such as listening and speaking skills (if possible writing skill) 

should be involved more frequently” (ET4, REC005).  

The teachers‟ views also coincided with the students‟ when 100% of the 

interviewees answered that speaking and listening should be placed more focus in 

the ESP curriculum for BuAdmin students. Replying to the interview question 

Which language skills do you consider the most important to develop for your future 

job?, a sophomore student said: “I think listening and speaking skills should be 

focused for my future job because I need to communicate and then I have to listen 

and speak English well enough” (St5, REC013). Or another interviewee stated: “In 

my BuAdmin job, I find it the most important to develop listening and speaking 

skills because I have to contact with foreigners frequently. When I work in a foreign 

company, I need to be good at listening and speaking skills” (St12, REC016). A 

junior student believed that listening and speaking skills were the most important to 

develop because they were used the most frequently in her future job (St18, 

REC022). Another student, who was going to graduate, explained her view: “Each 

student will plan his job in his own way. I myself want to be a salesman, so I need 

to be able to speak and listen to English. Then, I try to enhance my listening and 

speaking skills” (St17, REC021). In their research on BuAdmin students‟ needs in 

ESP classes, Rajabi and Azapour (2011) also found that speaking was ranked as the 

most important skill for success in future jobs. The teacher participants of this study 

pointed out that a graduate student majoring in business administration was usually 

employed in factories or companies where he was of a great need to be able to 

communicate with other companies around the world. Hence, the necessity of 

developing speaking skill was more felt after graduation whereas developing 

reading skill was the key to their success during their university studies. With quite 

different findings, the research by Risnawati (2010) revealed that English was 

mostly needed for receptive communication (listening and reading) than productive 

one (writing and speaking). 
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It is true that BuAdmin students will work in different sectors of BuAdmin 

profession, namely sales, marketing, production and human resources. Therefore, 

the English curriculum needs prepare the BuAdmin students sufficiently with all 

kinds of language skills but this does not mean that emphasis should be placed 

equally on all language skills. The next section will specify more specific subskills 

to be included in the ESP curriculum. 

4.2.5.3. The frequency of communicative activities conducted in English  

Table below illustrates the frequency that BuAdmin students used English for 

communicative activities. The five-point scale from 1 as never to 5 for daily was 

employed. The mean score of this cluster rested at 1.93 indicating the students‟ low 

frequency of English use.  

Table 4.13. The frequency of communicative activities conducted in English 

 N Minimum Maximum Mean Std. Deviation 

 Reading and using 

information from different 

sources 

92 1 5 3.01 1.032 

 Writing e-mails 92 1 5 1.73 .878 

 Telephoning  92 1 4 1.59 .787 

 Writing essays and reports 92 1 5 1.78 .924 

 Writing job applications and 

CV‟s  
92 1 5 1.73 .927 

 Presentations 92 1 5 1.83 .945 

 Social situations (meeting 

friends, teachers, supervisors; 

small talk, etc.) 

92 1 5 2.20 .997 

 Other English 

communicative situations 
92 1 5 1.60 .813 

Mean of cluster 92 1 5 1.93 .693 

The findings revealed that the students were most involved in reading and 

using information from different English-based sources. This was illustrated by the 
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highest mean score 3.01. Meanwhile, students rarely engaged in other types of 

communicative events in English such as telephoning, writing emails, essays and 

reports, presentations, fulfilling job applications and CV‟s. This was showed by the 

mean scores of these items around 2, i.e. „seldom‟ scale. This fact was 

understandable since the students were at school and had few chances to use 

English for employment purposes such as products presentations and 

demonstrations, writing job applications and CV‟s, writing emails and telephoning 

in English. However, as found from the target analysis (presented in sections 4.1.4 

and 4.1.5), the employees working in BuAdmin field reported that they usually 

made phone calls in English to do their tasks at work such as dealing with 

customers‟ requests and complaints, recording clients‟ orders and marketing the 

corporations‟ products. Responding to the interviews, many of BuAdmin employees 

added that writing English e-mails or business letters were very common in their 

job. In addition, BuAdmin-specific teachers suggested that BuAdmin students 

should frequently practice writing job applications and CV‟s and interviewing in 

English in order to meet the foreign corporations‟ requirement of recruitment.  

 As seen from Table 4.13, the BuAdmin students were not involved in 

English-based social situations very often (M=2.20). Actually, talking with friends, 

teachers, supervisors and the like were seldom conducted in English inside or 

outside classrooms. The BuAdmin students said that they felt unconfident in their 

English competence and then avoided speaking English in classes or in public. The 

language teachers also shared this idea confirming that most of HUEIC students 

were not good at English and they have no command of language skills such as 

listening and speaking. Therefore, it was understandable when the students did not 

participate in English-centered social situations frequently.  

From the aforementioned, it could be seen that the students did not use English 

for daily communicative situations but there was a need to use English for future 

workplace settings such as reading professional materials, telephoning, conducting 

business correspondence and fulfilling job applications in English. This needs to be 

taken into considerations in the development of an ESP curriculum for BuAdmin 

students. 
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4.2.5.4. Preference for ESP materials 

Question 17 (see appendix B2) revealed the students‟ expectations of ESP 

materials. The responses were grouped into seven main categories and the five-

point scale from 1 as strongly disagree to 5 for strongly agree. The data in table 

4.14 indicated that the participants tended to agree with the contents suggested 

(M=3.41). In general, the students wanted the ESP materials to develop all their 

English skills (M=3.89), to include updated contents meetings their needs (3.86), to 

have clear and appropriate instructions, illustration and arrangement (M=3.84) and 

to supply them with needed professional language knowledge and skills (M=3.83). 

Table 4.14. Students’ preference for ESP materials 

Preference for ESP materials N Minimum Maximum Mean Std. Deviation 

Including various topics of 

general and professional 

knowledge 

92 1 5 3.62 .912 

Including various types of practice 

exercises 
92 1 5 3.74 .837 

Including sufficient activity books 

and CDs 
92 1 5 3.72 .816 

Include clear instructions, 

attractive illustration and 

appropriate arrangement 

92 1 5 3.84 .816 

Providing necessary professional 

language knowledge and skills 
92 1 5 3.83 .897 

Developing all language skills 92 1 5 3.89 .870 

Including updated contents 

meeting students‟ needs 
92 1 5 3.86 .846 

Other ideas 92 1 4 3.07 .589 

Mean of cluster  92 1 5 3.41 .449 
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Among the things, the students wanted the ESP materials to develop all their 

English skills. This was illustrated by the highest mean score (M=3.89). Most of the 

students believed that having good command of the four language skills would be 

advantageous for their current study and their future job as well. In addition, since 

most students‟ English proficiency was below average, it was reasonable when they 

expected the materials to enhance their language skills. There are various skill-

integrated English materials for business purposes such as Market Leader, 

Intelligent Business, Technical English, Powerhouse and Insights Into Business. In 

the language teachers‟ opinions, choosing skills-integrated materials was not very 

difficult but implementing them into classrooms encountered several problems such 

as time limited, teaching facilities deficiency and the like. For this reason, the 

teachers often adopted and adapted those that would be most appropriate for 

HUEIC students.  

The findings also revealed that the students preferred ESP materials with 

updated contents and professional knowledge. Clearly, English is regarded as a 

lingua franca in today‟s international business contexts (Louhiala-Salminen, 

Charles, & Kankaanranta, 2005; Nickerson, 2005; Planken, 2005; Rogerson-Revell, 

in press, cited in Huh, 2006). Then, the demands for business English have 

increased constantly. Most learners want the English teaching and learning to 

enhance their skills and upgrade their professional knowledge. HUEIC students 

were not an exception when they expected the English materials to provide them 

with needed updated contents for their workplace purposes. They did not want to 

adopt solely the knowledge of general English. As told by twelve out of twenty-six 

students interviewed, they got fed up with contents of general English that they had 

learnt from secondary school education. Pursuing BuAdmin field at college, they 

realized that English for workplace contexts was beneficial for their study and 

future career. They expected the ESP courses in general and ESP materials in 

particular to include mainly updated professional information. Basing on this type 

of coursebooks, the ESP teachers can conduct content-based instruction.  

Though professional textbooks were very necessary to English learning and 

teaching, lacking appropriate course books was noted as one of the teaching 
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obstacles at HUEIC. An ESP teacher working at this college for eight years 

complained: “The first difficulty is lacking course books because there is no course 

book specific to BuAdmin major. Currently, we are using books of general business 

without any specification to BuAdmin profession” (ET3, REC004). Actually, it was 

difficult to find out English materials with special reference to BuAdmin job. Then, 

the alternative use of business material with necessary adaptation was thought to be 

essential to English teaching for students of this specialization. 

From the above analysis, it could be said that much attention should be paid to 

the development or adoption of the skill-integrated and content-based ESP materials 

for BuAdmin students at HUEIC. The purpose was to equip them with necessary 

language skills and professional knowledge for their future job. 

4.2.5.5. Preference for learning approach 

Table 4.15 revealed the students‟ preferred English learning approach. The 

mean scores of this cluster centering around point 4 (M=3.41) implied their 

agreement with the items suggested.  

Table 4.15. Students’ preference for English learning approach 

Students like to study 

English ______. 

N Minimum Maximum Mean Std. Deviation 

in the whole class 92 1 5 3.47 .870 

in groups 92 1 5 3.76 .732 

in pairs 92 1 5 3.34 .929 

individually 92 1 5 2.86 .884 

with project-based activities 92 2 5 3.57 .775 

with lectures from teachers 92 2 5 3.75 .673 

in other learning activities 92 1 5 3.20 .597 

Mean of cluster 92 1 5 3.41 .449 

 

The data in the table above indicated that the students most liked to learn 

English in groups (M=3.76). The questionnaire findings coincided with the 

interview results when 23 out of 26 interviewees expressed their preference for this 
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kind of activities. A junior student said: “I prefer group-work activities because we 

can interact freely and develop our speaking skills” (St22, REC026). Discussing this 

kind of learning approach, an interviewee added: “Through group-work activities, I 

can exchange and learn knowledge from my friends” (St17, REC021). Sharing the 

same idea, another student stated: “I prefer group-work activities because we can 

interact and learn better from each other” (St18, REC022).  

Especially, the results depicted the positive attitudes of the respondents who 

opted for teacher-led tutorials (M=3.75) since they might get used to their lecturers‟ 

traditional method. Interestingly, individual activities were the least preferred by the 

BuAdmin students (M=2.86).  

Five out of seven teacher interviewees stated that most of their students liked 

interactive activities such as pair-work, group-work activities and class discussion. 

The reason lied in their low level of English proficiency as mentioned above. The 

students got more confident since they could get help from the others. They did not 

hesitate to use the target language in interactive activities. Project-based learning 

was also opted as the students‟ preferred English learning approach. It was thought 

that project-based activities could increase students‟ motivation and fun in learning 

and practicing English. Several scholars reported the benefits of incorporating 

project work in second and foreign language settings. Firstly, the process leading to 

the end-product of project-work enables students to develop their confidence and 

independence (Fried-Booth, 2002). Moreover, students demonstrate increased self-

esteem, and positive attitudes toward learning (Stoller, 2006, p.27). At the same time, 

the fact that they are actively engaged in project planning enhances their autonomy 

(Skehan, 1998). Another reported benefit relates to students‟ increased social, 

cooperative skills, and group cohesiveness (Coleman, 1992; Papagiannopoulos, 

Simoni & Fraggoulis, 2000, pp.36-37). A further frequently mentioned benefit is 

improved language skills (Levine, 2004). Since students engage in purposeful 

communication to complete authentic activities, they have more opportunities to use 

language in a relatively natural context and participate in meaningful activities which 

require authentic language use (Haines, 1989, cited in Fragoulis, 2009, pp.113-114).  

In addition, some students mentioned outdoor activities as their language 
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learning preferences. As for these students, in-class activities were most popular in 

English learning but sometimes teachers should conduct out-of-class instruction 

through interactive and communicative activities. This learning approach would be 

very beneficial in the students‟ improvement of language skills. As reviewed by 

Jazadi (2004, p.8), the studies conducted by Lamb (2002) and Pickard (1996) 

indicated that successful learners in EFL context made use of out -of class English 

learning and exposures to maximize the opportunities in learning and practicing 

English (cited in Risnawati, 2010, p.50). For this reason, Pickard recommended that 

classroom activities be supplemented with a range of outdoor activities.  

Inferred from the above analysis along with the HUEIC students‟ preference, 

it was advisable to employ different kinds of learning activities but interactive tasks 

such as pair-work, group-work and project-based activities should be prioritized in 

the English teaching for BuAdmin students at HUEIC. 

In summary, the results from the target needs and learning needs indicated 

significant factors to consider in the ESP curriculum development for BuAdmin 

students at HUEIC, these were: all four macro English language skills were 

necessary in BuAdmin job and speaking and listening were the skills that should be 

given more focus; especially, language skills for workplace purposes namely 

telephoning, writing business letters and emails, reading business texts, 

interviewing, speaking and listening in social situations with business partners and 

foreign managers should be prioritized; the topics that the insiders recommended 

the ESP courses for BuAdmin students to cover were marketing, sales/selling, 

finance, human resources and production; the use of content-based and skill-

integrated materials were necessary and interactive activities were preferred. The 

findings from needs analysis can be summarized in the below table. 

Table 4.16. A summary of the needs analysis findings 

Clusters Findings 

Target 

needs 

Reasons for language 

needed in the 

workplace 

English needed for workplace task 

fulfillment, professional development and job 

promotion. 

Frequently used 

language skills 

Listening, speaking and reading 

Frequency of English Telephoning; meeting clients and business 
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communicative 

activities and texts  

associates; social talk; reading/writing 

contracts, minutes, reports and summaries; 

reading and using information from 

professional sources; Reading/writing e-mails 

and business letters. 

Communicative topics 

at work 

Work and jobs, marketing, sales, finance, 

production and human resources. 

Common English use 

problems at work 

Lack of professional vocabulary; limited 

communicative competence due to weak 

speaking, listening skills, lack of cross-

cultural norms and wrong pronunciation. 

Learning 

needs 

Purposes of learning 

English 

to communicate; to apply for a job; to read 

job-related materials; to conduct professional 

correspondence 

Students‟ English 

proficiency 

Over 98% of the students were basic English 

users; 70% of them could not reach the 

college required English learning outcomes 

(level 3/B1). 

Students‟ language 

problems 

Students had limitations in pronunciation, 

lack of GE and ESP vocabulary and limited 

grammar knowledge; had problems and 

weaknesses in speaking and listening skills. 

Language skills needed 

for communication 

Speaking and listening were considered as 

important communicative skills in BA job. 

Frequent 

communicative 

activities and English 

texts 

Social situations; Reading and using 

information from different sources. 

Accessibility to 

learning resources 

The students had easy access to high-tech 

learning facilities both inside and outside 

college.  

Preferences for 

learning approaches 

interactive learning which includes pair-work, 

group-work and project-based activities. 

Preferences for ESP 

materials 

skill-integrated and updated content-based 

materials 
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The above sections discuss the findings from needs analysis. The next part of 

this chapter will describe the sample ESP curriculum for BuAdmin students that 

was designed in accordance with the identified needs.  

4.3. The development of a new vocational English curriculum for HUEIC 

This section aims to deal with the third research question: To what extent can 

the identified needs be met in the newly designed vocational English curriculum?. It 

presents a sample ESP curriculum, which was designed based on the findings from 

the previous research questions of this current study. It is followed by the ESP 

curriculum evaluation to determine the extent to which the identified needs can be 

satisfied.   

4.3.1. The sample vocational English curriculum design 

Following Nation and Macalister‟s model (2010, p.3) and Hutchinson and 

Waters‟ Framework of needs analysis (1987), the sample ESP curriculum was 

designed beginning by an investigation of the target needs and learning needs.  

As reported in the previous sections, the findings from the target needs and 

learning needs analysis indicated the real needs of using English for BuAdmin 

workplace contexts. Since majoring in BuAdmin profession, in which English was 

used as a medium of international communication, the participants expressed their 

needs to enhance their English competence in the workplace. Accordingly, they 

identified the important roles of the four macro language skills for job purposes. 

However, both BuAdmin employees and students generally faced difficulties in 

communicative skills due to their lack of vocabulary, self-confidence and limited 

language skills, especially speaking and listening while these skills played a more 

important role in BuAdmin profession. A possible solution to help them be 

independent in English communication was to supply them with linguistic, 

sociolinguistic, communicative competences and strategies (Canale & Swain, 1980; 

Hymes, 1971; Oxford, 1990). With such competences and strategies, it was 

anticipated that BuAdmin graduates could enhance their self-confidence in interactive 

situations with foreign business clients and overcome obstacles in the aforementioned 

workplace communication. From the findings, the new ESP curriculum includes all 

language skills but priority is given to listening and speaking.  

The data from needs analysis indicated the frequent career communication 

including oral skills in social contexts, making phone calls, presenting the 
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corporations‟ products, conducting negotiation, writing brief reports, emails and 

business letters and reading business texts. Thus, the sample ESP curriculum 

suggested the above-mentioned language skills specialized as speaking and listening 

in social situations with business partners, telephoning with colleagues and business 

partners, product presentation, negotiating, writing short reports, business letters 

and emails, reading and using information from business-related extracts and 

articles. Since the participants mentioned the necessity of English use for job 

application such as writing CVs, resumes and attending job interviews, this ESP 

program also prepares students with these skills.  

The situational analysis revealed that the English language teaching at HUEIC 

was centered on grammar-translation method and vocabulary/grammar/reading-

oriented. For this, language knowledge was separate from language skills in 

teaching. Consequently, the majority of the graduates could not use the target 

language for communication according to the interviews with teachers and students. 

Accordingly, the new ESP curriculum considers language as an integration of 

language skills and knowledge by the adoption of the three approaches in design: 

thematic, skill-based and communicative approaches.  

In order to enhance their communicative skills, interactive activities such as 

pair-work, group-work and project-based tasks are necessary during this ESP 

program in accordance to the students‟ preferences found from the learning needs 

study. As recommended by the insider, the instruction should be conducted through 

the BuAdmin -specific topics, i.e. marketing, sales/selling, finance, human 

resources and production. For this objective, the use of content-based and skill-

integrated materials was suggested. 

In a word, an ESP program that could suit the students‟ learning needs in 

accordance with the educational environment factors could generate independent 

English language learners and proficient English communicators in the current 

business era. The following parts detail the sample ESP curriculum of this kind. 

4.3.1.1. Overview of the program 

This sample program adopted a balanced integration of different approaches in 

design. The program was tailored through combining three approaches: thematic, 

skill-based and communicative approaches. It was reported that planning a program 

by employing numerous approaches of syllabus design could help foster the 
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learners‟ language skills and communicative competence (Cowling, 2007; Hart-

Rawung, 2008; Jones, 1991; Orsi & Orsi, 2002).  

In this new curriculum, theme-based approach was employed since it enables 

teachers to integrate various language concepts into a topic area which is interesting 

and worth of study. It can be said that meaningful learning develops through real-

world tasks which can be interwoven and represented in themes in the second 

language curriculum. A theme-based curriculum, then, provides continuity of 

content throughout different levels and courses. Therefore, it gives students a reason 

to use the target language and a chance to reuse the language (Haas, 2000). Thanks 

to this, the language is continually recycled and the students have opportunities to 

use the new language they acquire. This is really important in the current situation 

when the new curriculum aims to enable HUEIC students to reach gradually the 

expected learning outcomes through the continual ESP courses of ESP. In addition, 

thematic instruction exposes learners to authentic language and push them to 

interact naturally in the language. Thus, students‟ autonomy can be promoted 

through different activities and real communication in classroom.  

In addition to theme-based instruction, skill-based approach was also adopted. 

An advantage of this approach is that it is concerned with the processes of language 

use rather than language learning. It considers the ESP program as encouraging 

students to develop language skills and strategies that will develop continuously 

after the ESP course itself (Hutchinson & Waters, 1987).    

The researcher also opted for communicative approach since it prepares 

students with four types of language competence: linguistic, sociolinguistic, 

discourse and strategic (Canale & Swain, 1980; Hymes, 1971; Oxford, 1990). 

Accordingly, the instruction will focus both on language usage and language use, 

fluency and accuracy, authentic language and contexts and on application of 

classroom learning to real-life contexts as well. For this, communicative approach 

can promote the BuAdmin graduates‟ communicative competence or the ability to 

use the language correctly and appropriately to achieve their business 

communication objectives.  

Due to the above-mentioned benefits, the designer integrated the three 

approaches in this ESP program so that the graduates‟ target language knowledge, 

communicative competence and their four skills of English could be promoted to 
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meet their needs of their workplace responsibilities. However, this curriculum 

adopted theme-based approach as basic principle since, as mentioned earlier in 

Chapter 2, it helps the researcher to integrate other approaches around the themes in 

a harmonious way.  

The findings showed that the majority of graduates could not reach the 

required English learning outcomes. Of 1793 HUEIC graduates attending the 

English Proficiency Tests, 1177 students failed accounting for approximately 70% 

(HUEIC, 2017). For the new English curriculum, the amalgamation of classroom 

training with self-study was necessary for students to achieve the intended English 

proficiency as the learning outcomes (Level 3/B1_CEFR/TOEIC 250+). Guided 

independent learning/study (GIL/GIS) combining with online instruction is 

encouraged to fill the gap between the actual contact hours (165) of English 

instruction at HUEIC and the recommended numbers of hours (350-400) needed to 

reach level 3. 

Before attending this ESP program, the students have attended the three 

courses of general English including 6 credits in total. Then, the ESP program 

would be distributed in the next two courses: English for Business administration 1 

(2 credits) and English for Business administration 2 (3 credits).  

Table 4.17. Time allotment for the English program  

Academic years Courses Term No of Credits 

First year GE 1 2 

GE 2 2 

Second year GE 1 2 

ESP for BuAdmin 1 2 2 

Third year ESP for BuAdmin 2 1 3 

The time allotment is arranged during the three academic years so that the 

students can learn English regularly. This also aims to supply the students with a 

great deal of essential GE and ESP knowledge and skills in accordance with their 

job application and performance and the industry needs. 

The broad aim of this program is to enable the students to use English for 

professional communication in future job contexts.  



129 

4.3.1.2. Target students 

The target learners are second-year and third-year students majoring in 

business administration. They have already finished the general English courses. 

4.3.1.3. ESP teachers  

The teachers who are involved in this program need to have: 

 English language proficiency: The college English teachers need to possess 

essential professional knowledge of BuAdmin field and skills of teaching ESP with 

specialization of English for BuAdmin. 

 Skills of developing course books and materials: The English teachers 

involved in this program are expected to have fundamental knowledge and skills of 

material development in accordance with the curriculum and adopt the materials 

appropriate to the students‟ learning needs and English proficiency. 

 Competence of applying information technology in teaching online: The 

teachers are able to amalgamate information technology with teaching and instruct 

the students to self-study online. 

 Professional training: The teachers have experienced the training courses of 

ESP teaching. 

4.3.1.4. Physical environment and resources 

Teaching and learning resources are developed in orientation to the authentic 

communicative purposes of BuAdmin employees. The resources include textbooks, 

teaching manuals, worksheet and professional materials (e.g. hard copies or files of 

professional documents, audios or videos). These materials will be used for both the 

classroom teaching and self-study learning. In addition, physical environment is 

required as bellows. 

 Number of students in a class: The expected maximum number of students 

per class is 30. 

 The classrooms need equipping with convenient facilities so that pair-work, 

group-work or team-work activities can be conducted easily. The internet needs to 

be installed in the English classrooms for the purpose of online instruction.  

 Teaching aids: Cassette players, CDs, computers, projectors, screens or 

LCDs are required to be supplied in English classrooms. 

4.3.1.5. Approaches 

This sample curriculum adopted an integrated model of approaches in design 

so that the students‟ professional English knowledge and skills can be enhanced at 
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the end of the course. The program was tailored through integrating thematic 

approach with skill-based and communicative approaches. 

4.3.1.6. Goals and objectives 

The aim of this course was to prepare students with English for their future 

career. Since the graduates will use English as a medium of communication with 

other businessmen around the world, communicative skills are indispensable in this 

ESP course design. 

4.3.1.6.1. Goals 

This ESP program was intended to meet the English learning needs of students 

who will work in BuAdmin. Broadly, the goal of this curriculum is to: (1) assist the 

students to achieve the expected EFL learning outcomes and (2) promote the 

students‟ English knowledge and skills for BuAdmin job contexts. More 

specifically, this proposed curriculum is to: equip students with topical business 

administration issues and terminology and develop students‟ language skills as 

needed for their job communication. 

4.3.1.6.2. Objectives 

In order to achieve the foregoing goals, the program aims to enable students to 

advance their professional language and communication skills needed for the 

modern world of business. The objectives are detailed as follows. 

 conduct general business conversations for workplace purposes related to 

finance, production, marketing and human resources. 

 comprehend English job-related documents and newspaper articles. 

 write business letters, e-mails and resumes. 

4.3.1.7. Knowledge and skills 

Knowledge and skills as perceived by the BuAdmin employees and students 

through this research are blended into this ESP program. This proposed curriculum 

includes 15 vocational communicative themes which are related to the issues 

recommended by the insiders, i.e. production, marketing, finance and human 

resources and which are involved in the frequent tasks of the BuAdmin employees 

at work. The choice of the themes is based on our investigation into the students‟ 

target needs by administering the questionnaires and interviews with BuAdmin 

employees and content teachers. When selecting themes, the author emphasizes three 

curriculum characteristics: (i) communication-focused with professional engagement; 

(ii) appropriate to the students‟ needs and interests and (iii) cross-culture-oriented in 

conducting business communication. Thanks to this, the graduates can function as a 

competent communicator in workplace contexts since the themes help them make 
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linguistic and cultural comparisons and enhance their learning strategies. For 

instance, the theme Business cultures involves multiple items such as the importance 

of cultural awareness in business, company cultures, business relationships and doing 

business in other countries.  

In addition, the language items, ideas, skills and strategies of the course are 

sequenced relevant to the progression of professional contents. This was done in 

accordance to the recommendations of the content teachers and BuAdmin 

graduates. For instance, the units Products, Price, Place and Promotion are 

sequenced in alignment to the 4P principles in the BuAdmin profession while 

Setting up new business are placed in the end to make sure that the graduates have 

inquired essential professional knowledge prior to their start-up.  

The presentational sequence is based on backward design (Richards, 2013), 

viz. the curriculum design starts by clearly specifying the end results. First, a design 

begins with questions concerning content and skill acquisition which in turn are 

reflected in unit goals; second, the goals guide the identification of intended 

learning outcomes; third, learning activities align with the identified learning 

outcomes; fourth, assessment tools are various and pertinent to learning goals. 

Accordingly, the students are aware of the purpose of the instruction and the 

expected performance requirements. For this, each chapter in the program contains 

the following components: (i) key skills, (ii) key career communication/ 

communication strategies, (iii) key language forms, (iv) key professional 

vocabulary and pronunciation. The knowledge and skills of this curriculum were 

compiled with reference to the CEF professional profile on business administration 

field from which the model courses were actually taught in certain European 

countries such as Germany and Finland (Huhta et al., 2013). The profile is the 

outcome of a needs analysis project undertaken, on one hand, involving the 

informant professionals from BuAdmin field and language teachers and, on the 

other hand, referring to the task-oriented framework of the CEFR. The themes in 

this ESP curriculum range in the suggested domains (e.g. purchases, production, 

human resources, sales, marketing, quality, finances, administration, accounting, 

etc.) necessary for the graduates of the degrees and programs in Business 

Management and Administration found in several universities (e.g. Bach Khoa 

University Vietnam, University of Economics Ho Chi Minh City in Vietnam; 

Victoria University, Charles Sturt University in Australia; National American 

University; University of Oxford, University of Glasgow in Britain; Universitat 
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Autònoma de Barcelona in Spain; Anadolu University in Turkey; University of 

Torino in Italy, etc.).  

This new curriculum describes English proficiency as the ability to use the 

target language in the form of Can Do statements for each of the four professional 

language skills. The descriptors for each category describe what the students can do 

in the target language at each proficiency level. The Can Do statements in this 

curriculum are compiled basing neatly on the students‟ target language needs and 

work as qualitative descriptors to measure the students‟ English proficiency specific 

to BuAdmin field. The Can Do statements also work as learning objectives to help 

the ESP teachers in their course syllabus. Unlike the status of CEFR or the six-level 

framework basically applying to English language in general and stating the topic 

for the class session (e.g. understanding the reading), each Can Do statement in the 

proposed curriculum directs the students to perform a particular professional task 

(e.g. can read and complete fact file about companies, can write business emails, 

can present products, can take key notes from a meeting etc.).  

For her choice of language components, the author of this project used the 

Core Inventory which represents the core of English language taught at the CEFR 

levels A1 to C1 in English (North, Ortega & Sheehan, 2010). However, based on 

the analysis of the students‟ needs and interests, the researcher adjusted certain 

language points to the minimal core. Table 4.18 maps the language content and 

reveals the points of similarity and contrast. 

Table 4.18. Mapping the language content of the curriculum 

 The Core 

Inventory 

The proposed 

curriculum 

  A1 A2 B1 BuAdmin 

1 (A1-A2) 

BuAdmin 

2 (A2-B1) 

Functions / Notions  

Numbers      

Prices      

Greetings      

Giving personal information      

Describing habits and routines      

Describing people      

Describing things      
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Requests      

Suggestions      

Advice      

Invitations      

Offers      

Arrangements to meet people      

Obligation and necessity      

Describing places      

Describing past experiences and 

storytelling 

     

Describing feelings, emotion, attitudes      

Expressing opinions      

Expressing agreement/ disagreement      

Discourse functions 

Initiating and closing conversation      

Checking understanding      

Managing interaction (interrupting, 

changing topic, resuming or 

continuing) 

     

Simple Verb Forms 

To be      

Have got      

Questions 

Question forms      

Present 

Simple present      

Present continuous      

Past 

Simple past      

Past continuous      
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Future 

Future Time       

Present perfect 

Present Perfect            

Present Perfect / Past Simple      

Gerund & Infinitive      

Phrasal verbs      

Passives      

Reported speech      

Relative clauses      

Modals: Obligation & Necessity      

Countable and uncountable nouns      

Articles      

 Adjectives 

Common      

Comparative, superlative      

Adverbs      

Adverbial phrases of time, place      

Comparative and superlative of 

adverbs 

     

 This ESP curriculum demonstrates a fundamental principle: ranging from the 

easy to the difficult in terms of curriculum sequence. Instructional input is provided 

in terms of language form, professional vocabulary and language function in 

context for students to acquire the form via language form. For example, countable 

and uncountable nouns and quantifiers are introduced in the context of ordering 

goods and saying prices (in the theme Price). In this way, the professional 

knowledge involved in the curriculum is supplied relevant to the theme of each 

chapter in order to support the students to acquire the professional English logically. 

The technical vocabulary is chosen relevant to the workplace communicative 

activities and communicative topics identified from the investigated enterprises.   
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4.3.1.8. Course framework 

English for Business administration 1: Level 2/A2/Elementary. 

 Speaking skills: By the end of the course, students can: 

- Introduce self by name, employer and companies. 

- Talk about routines at business introductions. 

- Make predictions. 

- Talk about business trends. 

- Suggest, give options, agree or disagree in business. 

- Start a presentation. 

- Make and respond to offers. 

- Describe new products or services to clients and business partners. 

- Discuss a product launch. 

- Prepare for an interview. 

- Negotiate. 

- Discuss a product launch. 

Listening skills: By the end of the course, students can: 

- Follow requests and responses. 

- Take key notes from a business conversation. 

- Note numerical data. 

- Note how to start a presentation. 

- Follow and take notes from an interview. 

- Note how to start a presentation. 

- Follow a negotiation: note key points of short extracts. 

- Follow and make notes from talk on sales skills. 

Reading skills: By the end of the course, students can: 

- Read and complete fact file about companies. 

- Find information in short factual articles about business. 

- Collect information from brief descriptions of business cultures. 

- Understand an email and summarize the content. 

-  Find specific information in article about business competitors. 

- List stages of negotiation in correct order. 

Writing skills: By the end of the course, students can: 

- Write short paragraphs about work. 

- Write short company profile. 

- Write business emails. 

- Make notes from interview. 
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- Summarize points of agreement from negotiation. 

- Complete meeting minutes. 

- Outline a marketing plan for a product. 

Table 4.19. Course framework of English for Business administration 1 

Themes Skills 
Career 

communication 
Grammar 

Vocabulary & 

pronunciation 

Introductions  Speaking: 

Introducing 

yourself 

Listening for 

details: 

Company 

information  

Writing: 

Company 

profile 

Reading for 

details 

Describing 

companies 

Starting a 

presentation 

 

Present simple 

Negative, 

question and 

short answer  

Articles  

Present 

continuous 

 

Types of 

companies 

Word 

families/building 

 

 

Pronunciation: 

Sentence stress 

Third person 

singular /s/ /z/ /iz/ 

Trends Listening for 

main ideas and 

detailed 

information 

Speaking: 

Predicting 

trends; 

Presentations 

Reading for 

details 

Writing a short 

report 

Making 

predictions  

Talking about 

trends 

 

will for 

decisions 

will for 

predictions 

Numbers and 

symbols 

Graphs and charts 

Finance  Listening for 

specific details 

Speaking: 

group-work 

conversation   

Reading: 

Scanning and 

skimming 

Writing: 

Scale of 

probability 

 

Figures and 

numbers 

Transitive and 

intransitive 

verbs 

 

Finance 

Word partners 

 

 

 

Pronunciation: 

Saying numerals, 

word recognition 
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Rephrasing and 

exemplifying 

Markets and 

customers  

Listening for 

gist and details 

Speaking: 

Making offers; 

customer care 

Reading: 

Scanning and 

skimming  

Writing: Formal 

letter; Prepare 

an 

advertisement; 

e-mail 

Making and 

responding to 

offers 

Advertising 

products 

Negotiating 

 

Direct and 

indirect 

question forms 

Gerunds and 

infinitives 

Compound 

nouns  

 

Types of markets 

Customers  

Word partners  

 

 

 

 

 

Pronunciation: 

Weak and strong 

forms /dj/ /du:/ 

Competition Listening for 

detailed 

information 

Speaking: 

Interviews; 

Discussion 

Reading for 

specific 

information 

Writing: 

Curriculum 

vitae 

Negotiating 

 

Present perfect 

Time clauses 

 

Competition 

Word groups 

Expressions with 

have 

Compound nouns  

 

 

Pronunciation: 

strong and weak 

form /hv/ /hs/ 

/f/ 

Marketing  Listening for 

detailed and 

general 

information 

Speaking: 

Comparison for 

better choice 

Reading: 

scanning and 

skimming 

Writing: e-mail; 

an action plan 

for marketing 

Telephoning: 

Exchanging 

information 

Considering 

alternatives  

 

Comparatives 

and 

superlatives 

Word 

partnerships 

Questions 

Brands 

Marketing words 
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English for Business administration 2: Level 3+/B1+/Intermediate 

Speaking skills: By the end of the course, students can: 

- Introduce self for job application. 

- Evaluate factors in job seeking.  

- Describe work experience. 

- Describe experience of job interviews.  

- Discuss ambition and career plan.  

- Give short oral descriptions of business plans. 

- Present/Describe products. 

- Persuade a partner to buy a product. 

- Choose a product or a service. 

- Say prices; order goods. 

- Make sales. 

- Make short presentations 

- Review achievements and give praise. 

- Communicate numerical information of a business. 

- Exchange information by phone. 

- Evaluate and suggest solutions to business conflicts. 

- Discuss a business plan. 

- Negotiate. 

- Discuss about the importance of cultural awareness in business 

- Discuss cultural conflicts and give advice. 

Listening skills: By the end of the course, students can: 

- Understand gist and details in interview. 

- Follow and take notes from phone messages. 

- Make notes from a meeting. 

- Understand and make notes on recruitment process.  

- Note key advice from recruitment agency.  

- Follow a phone response to a job advertisement. 

- Follow product presentations. 

- Note numerical data. 

- Take key notes from a business conversation. 

- Follow a negotiation. 

- Take key notes from a meeting. 

Reading skills: By the end of the course, students can: 

- Extract data from business articles. 
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- Skim read and compare two business articles. 

- Extract information from emails.  

- Organize dialogue lines into sequence. 

- Extract main points and specific information from business reports. 

- Make notes on changes in an established brand. 

- Extract information from an article to prepare an interview. 

Writing skills: By the end of the course, students can: 

- Write business emails. 

- Make notes from interview. 

- Write career profile or study experience. 

- Write CVs and letters of application. 

- Write short reports about companies-related matters. 

- Make notes from a meeting. 

- Complete meeting minutes and memos. 

- Write a short report. 

Table 4.20. Course framework of English for Business administration 2 

Themes 

 
Skills 

Career 

communication 
Grammar 

Vocabulary & 

pronunciation 

Products 

 

Listening: 

Advertising 

products  

Speaking: product 

presentations 

Reading for general 

information 

Writing a short 

report 

Describing new 

products 

Deciding on a new 

product 

Past simple 

Past time 

references 

Passives 

Products 

Sizes, shape and 

material 

Word building 

Price Listening for 

detailed information  

Speaking: 

argument; supplier-

customer 

conversation 

through telephone 

calls 

Reading for general 

ideas and detailed 

information 

Ordering goods 

Saying prices 

Countable 

and 

uncountable 

nouns  

Some, any, 

how, much, 

how many 

a, an, some 

Prices 

Currency 

Orders 

(invoices, order 

forms) 
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Writing a memo 

Place 

 

Reading for details 

Speaking: 

Negotiating: 

Reaching agreement 

Writing: letter 

Making sales 

Choosing a 

product or a 

service 

 

Adjectives 

and adverbs 

much / a lot, 

a little / a bit 

Place words  

Adjectives, 

opposites 

 

Promotion Listening for 

general information 

Speaking: Making 

short presentations 

Writing: product 

launch plan 

Presentation styles Future forms Words related to 

promotion  

Definitions 

Prefixes 

Recruitment  Listening for gist 

Speaking: Job 

interview 

Reading: Scanning 

Writing: CV and 

letter of application 

Attending job 

interviews. 

Selecting 

candidates. Small 

talk: attitudes to 

personal space. 

Relative 

pronouns 

Indirect 

questions and 

statements 

 

Words to 

describe the 

recruitment 

process and 

personal 

character 

Compound 

nouns  

Human 

resources  

Listening for 

detailed information 

Speaking: 

Discussion 

Reading for general 

information 

Writing: Letter; 

report 

Socializing and 

entertaining 

Getting 

information on the 

telephone 

Verbs and 

prepositions 

Reporting 

speech 

 

Expressions for 

talking about 

job applications 

Development Listening for 

general ideas and 

detailed information 

Speaking: Pair-

work: Reviewing 

achievement; 

Presentation about 

future career 

Reading for specific 

information 

Writing: a letter; a 

short report 

Reviewing 

achievement 

Giving praise 

Showing cause 

and effect 

 

Past modals  

Past Simple / 

Present 

Perfect  

Time 

expressions. 

Product 

development 

Synonyms  

Development 

and 

environment  
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Setting up a 

business  

in the new 

era of 

integration 

Listening for 

specific information 

Speaking: 

Discussion 

Reading for main 

points and specific 

information 

Writing a business 

plan 

Discussing a 

business plan 

Relative 

clauses 

Economic terms 

Checklist for 

starting a 

business 

Prefixes 

 

Business 

cultures  

Listening for details 

Speaking: Role-

play; Discussion 

about the 

importance of 

cultural awareness 

in business 

Reading: scanning  

Reading for specific 

information 

Writing: action 

minutes of meeting / 

Report / email 

Identifying 

problems and 

agreeing action 

Doing business in 

another country 

Advice, obligation 

and necessity 

 

should / 

shouldn‟t  

could 

/couldn‟t  

must / 

mustn‟t 

have to / 

don‟t have to 

Company 

cultures  

Social English  

Idioms for 

talking about 

business 

relationships  

 

4.3.1.9. Teaching methodology 

Guided independent learning/study (GIL/GIS) blended with online instruction 

is suggested as a solution to fill the gap between the actual contact hours (165) of 

English instruction and the estimated numbers of hours (400) (North, 2014, p.98) 

needed to obtain B1 level/level 3. With the idea that communicative competence is 

the goal of language learning, learner-centered and communicative approaches are 

required to maximize the potential of the students. In addition, the teachers need to 

conduct content-based instruction due to its advantages in the language learning. 

Brinton, Snow, and Wesche (1989) summarized five main implicit rationales of 

content-based instruction: (i) taking into account the eventual uses of the target 

language; (ii) increasing motivation by using content relevant to learners; (iii) 

building on the previous experience of the learner; (iv) promoting contextualized 

use of the target language; and (iv) providing comprehensible input (Krashen, 

1985a; 1985b, cited in Huh, 2006).  
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Moreover, to ensure a learner-centered environment and promote the meaningful 

English language communication, interactive activities will contain pair-work, group-

work, team-work and project-based tasks as perceived by the research study.   

4.3.1.10. Teaching materials 

As found from the needs analysis, the development or adoption of the skill-

integrated and content-based ESP materials was necessary for BuAdmin students. 

The ESP teachers can design the coursebooks integrating skills and knowledge as a 

unity for ESP teaching. They can also select the contents or adapt market-available 

materials with reference to the goals and objectives of the curriculum. Possible 

coursebooks for the adoption and adaptation are suggested as follows. 

Intelligent Business by Barrall and Barrall (2010) is the business English 

package designed in alignment to the common reference levels of foreign language 

learning (A1-B2+, TOEIC 120-943). This package is appropriate to the HUEIC 

students‟ entrance English language proficiency. It includes all four macro language 

skills: listening, speaking, reading and writing.  Especially, this package of 

materials involves an online and technological toolkit which supports the students‟ 

self-directed study.  

Insights into Business by Tullis and Trappe (2012) is the business English 

book designed in alignment to the common reference levels of foreign language 

learning (A2-B2), TOEIC 225-803). This package includes the English knowledge 

and language skills appropriate to the HUEIC students‟ English language 

proficiency.  

Market Leader by Cotton, Falvey and Kent (2010) is the business English 

package designed in alignment to the common reference levels of foreign language 

learning (A1-C2, TOEIC 950). This package includes business professional topics 

extracted from the authentic materials and newspapers such as the Financial Times.  

Especially, this package of materials involves an online toolkit supporting the 

students‟ self-directed study.  

Since the students preferred ESP materials with updated contents and 

professional knowledge, the teachers can adapt available authentic materials (video 

recordings, media publications, internet resources, etc.); Or they can resort to the 

business articles, extracts or real-life business documents from workplace for 

teaching. On one hand, the chosen materials should be learner-oriented, provide 
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students with self-study opportunities and develop not only language skills but 

professional skills (e.g. describing companies, describing new products or writing a 

business plan). By using these kinds of materials, the teachers can supply students 

with independent self-study to develop integrated skills; on the other hand, the 

authentic materials help to supplement the ESP courses and create contexts for 

various activities. All is hoped to equip the students with necessary language skills 

and professional knowledge for their future job. 

4.3.1.11. Testing and assessment 

Two kinds of assessment were suggested to be applied in each term: formative 

and summative assessment. The former would be used to check the students‟ 

progress of learning. This category of assessment would be conducted through the 

assignments, quizzes and presentations integrating the four language skills, i.e. 

listening, speaking, reading and writing. Speaking assignments could be done 

individually, in pairs or in groups such as interviews, project-based and role-play 

activities. Summative assessment would be implemented at the end of each 

semester. It could be done by achievement tests so that students can reflect upon 

how well they use the target language to fulfill the skill-integrated tasks. Successful 

students would then be allowed to move to the next term of the ESP course. Those 

who fail to achieve the satisfied level set for each term will be encouraged to 

remedy their learning through extra credits reserved between the semesters. 

The results of the assessment help to inform the stakeholders about the 

achievement of the course goals and objectives. Also, this works as the basis for 

determining the students‟ learning outcomes and provide the feedback on the 

effectiveness and quality of the program. 

4.3.2. The evaluation of the sample ESP curriculum 

4.3.2.1. The alignment of the new curriculum to the identified needs 

The findings implied the necessity of ESP program development to meet the 

social demands and institutional expectations and also to prepare BA students with 

good English ability for workplace readiness and employment outcomes. The 

current study marked an attempt to partly respond to this goal by the design of a 

vocational English curriculum for HUEIC students. This section discussed the 

points of alignment between the new curriculum to the identified needs. 
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The document analysis revealed that following the trend of worldwide 

integration, Vietnam has opened its door to facilitate business affairs with foreign 

countries around the world. Significantly, Vietnam became the 150th member of the 

World Trade Organization (WTO) in 2007 and joined in the CPTPP agreement and 

ASEAN Economic Community (AEC) in 2015. Like Western and Asian countries, 

Vietnam have faced a global skill race (Brown, 2008, p. 4), which put enormous 

pressure on the higher education, especially the EFL/ESP education. To address the 

important role of English in the globalized context, the National Project 2020 has 

been heavily invested and enormous efforts have been made to innovate the 

teaching and learning of foreign languages (in particular English) in the national 

educational system with the aim of achieving rapid improvement of the foreign 

language capability of the local population. Issued on 24 January, 2014 by the 

MOET, Circular 01/2014/TT-BGDĐT outlined the required level of English 

competence for tertiary graduates. The circular sets level 3 for university graduates 

of non-English majors and level 5 for English majors to achieve on graduation. To 

meet the national and regional demands, HUEIC set out its development orientation 

(e.g. establishing the training programs towards meeting the national and regional 

standards; innovating the methodology; establishing the relationships with 

community, domestic and international enterprises). The prerequisite objectives 

include identifying English as one of the prerequisite factors for success, enhancing 

the quality of English education and developing students‟ English proficiency. 

In response to the above-identified demands from the integration, the 

requirements of EFL program innovation stipulated in the Project 2020 and the 

college‟s developmental orientation, the new vocational English curriculum was 

designed with a primary aim to enhance remarkably HUEIC students‟ English 

language proficiency in their vocational field, which is, due to the current needs at 

HUEIC, specialized for students of BuAdmin.  

In alignment to the national and institutional requirements in language 

education, the ESP curriculum was designed in orientation to level 3 (CEFR-

B1/TOEIC 250) as the minimal English language proficiency for graduates. The 

researcher recognized that English language proficiency level 3 (the threshold level) 

may be sufficient enough for verbally non-demanding professional environment. 

For English language learners with independent level, it will ensure the independent 
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English language communicative competence for them to function well in their 

study and workplace. From these insights, the English language proficiency level 3 

has been incorporated in the ESP curriculum for HUEIC. After finishing six credits 

of GE classes (including 90 45-minute periods), the students have to attend five 

more credits of ESP classes to attain level 3 of English proficiency on graduation.  

The curriculum suggests guided independent learning/study (GIL/GIS) blended 

with online instruction to fill the gap between the actual contact hours (165) of 

English instruction and the estimated numbers of hours (400) (North, 2014, p.98) 

needed to obtain B1 level/level 3. Since the situation analysis pointed out that 

HUEIC language teaching staff had information technology (IT) to support the 

updated changes in the methodology, the new ESP program suggests applying IT in 

teaching online and instructing students to self-study online. However, the English 

teachers had a heavy workload causing the use of grammar-translation and teacher-

centered method. The ESP teachers had limited specialized knowledge of the fields 

that they were in charge. To ease these disadvantages, the new curriculum suggests 

CLIL instruction which involves both ESP teachers and subject teachers. The 

cooperation of these teachers can help compensate for their limitation in each field 

and also help students make use of the instruction from the two sides. To deal with 

the biggest difficulty in the English teaching that came from the students‟ low 

English proficiency, the new ESP curriculum suggests the use of pair-work, group-

work and project-based learning to motivate the students. 

In order to meet the industry‟ needs for a skilled workforce with not only 

English knowledge but also English language competence, especially English for 

vocational purposes, the new ESP curriculum instructs English as an integration of 

language skills and knowledge and focuses on developing integrated skills, 

especially communicative skills for BuAdmin workforce. Accordingly, the 

curriculum does not contrate on simply vocabulary and grammar but on career 

communication. Specifically, based on the analysis of the investigated corporations‟ 

needs, the program trains students on industry-oriented communication skills, e.g. 

describing companies, describing new products, making presentation, negotiation in 

business deals, etc. This is done to enhance HUEIC students‟ professional English 

in orientation of meeting social demands. 
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For an overall description, the table below specifies the alignment of the 

curriculum to the students‟ actual needs of English for vocational purposes.  

Table 4.21. The alignment of the new curriculum to the students’ identified 

needs of English for vocational purposes 

Aims Clusters Findings Curriculum design 

Target 

needs 

analysis 

Reasons for 

language 

needed at work 

English needed for 

workplace task 

fulfillment, 

professional 

development and job 

promotion. 

Preparing students with 

English skills to fulfill 

BuAdmin jobs, eg. Being 

able to present companies, 

present new products to 

clients and business 

partners, planning a product 

launch, writing business 

emails, etc. 

Frequently used 

language skills 

Listening, speaking and 

reading 

Focusing on oral skills and 

reading skill. 

Frequent 

English 

communicative 

activities and 

texts  

Telephoning; meeting 

clients and business 

associates; social talk; 

reading/writing 

contracts, minutes, 

reports and summaries; 

reading and using 

information from 

professional sources; 

Reading/writing e-

mails and business 

letters. 

The four macro language 

skills were detailed in 

subskills for job fulfillment, 

viz. Telephoning: 

Exchanging information; 

supplier-customer 

conversation; Making short 

presentations; Talking about 

routines at business 

introductions; negotiating; 

reading/writing business 

emails; reading/writing 

memos, minutes and short 

reports, etc.  

Communicative 

topics at work 

 

Work and jobs, 

marketing, sales, 

finance, production and 

human resources.  

15 themes were chosen 

related to the vocational 

issues.  

 Common 

English use 

problems at 

Lack of professional 

vocabulary; limited 

communicative 

-Supplying vocabulary 

specialized in BuAdmin. 

-Focusing on oral skills. 
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work competence due to 

weak speaking, 

listening skills, lack of 

cross-cultural norms 

and wrong 

pronunciation. 

-Involving cultural 

awareness in business 

(topic: Business cultures). 

Learning 

needs 

analysis 

Purposes of 

learning 

English 

to communicate; to 

apply for a job; to read 

job-related materials; to 

conduct professional 

correspondence 

-Oriented to workplace 

communication training. 

-Involving English skills for 

job application (The topic 

Recruitment includes skills, 

e.g. Speaking: Job 

interview; 

Writing: CV and letter of 

application) 

Students‟ 

English 

proficiency 

Over 98% of the 

students were basic 

English users; 70% of 

them could not reach 

the college required 

English learning 

outcomes (level 3/B1). 

Enhancing students‟ English 

proficiency to gain the 

learning outcomes. 

Training students on self-

study. 

Students‟ 

language skills 

and areas 

Students had 

limitations in 

pronunciation, lack of 

GE and ESP 

vocabulary and limited 

grammar knowledge; 

had problems and 

weaknesses in speaking 

and listening skills. 

English knowledge is 

included in the teaching of 

professional English skills. 

Using the online toolkits is 

suggested. 

 Language skills 

needed for 

communication 

Speaking and listening 

were considered as 

important 

communicative skills 

in BA job. 

More focus was on speaking 

and listening skills. 

Frequent 

communicative 

Social situations; 

Reading and using 

The language subskills were 

oriented to workplace 
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activities and 

English texts 

information from 

different sources 

contexts. 

Accessibility to 

learning 

resources 

The students had easy 

access to high-tech 

learning facilities both 

inside and outside 

college.  

Involving high-tech 

instruction, e.g. online 

learning and teaching. 

The students‟ self-study 

required making use of the 

online toolkits. 

Preferences for 

learning 

approaches 

interactive learning 

which includes pair-

work, group-work and 

project-based activities. 

Pair-work, group-work and 

project-based tasks were 

recommended as main 

activities. 

Preferences for 

ESP materials 

skill-integrated and 

updated content-based 

materials 

The teachers were 

recommended to choose the 

contents relevant to 

BuAdmin profession from 

different sources. 

 The teachers were 

suggested to develop, adopt 

or adapt the updated 

content-based and skill-

integrated materials. 

CLIL is suggested to gain 

both language skills and 

content knowledge 

simultaneously. 

To sum up the above, this section has just detailed the alignment between what 

the new ESP curriculum covers with what is identified from the environment 

analysis and needs analysis. There may exist certain limitations that the author 

cannot realize until the curriculum is evaluated by other stakeholders such as the 

college‟s administrators, ESP teachers, content teachers or curriculum experts. 

Within the scope of the research, this proposed curriculum has been presented to the 

college panel for the assessment. The next section will detail the college‟s 

evaluation. 
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4.3.2.2. The college’s evaluation of the new curriculum 

The ESP curriculum was defended according to Decision No.904/QD-

CDCNH on Assessing the Training Curriculum: English for Business 

Administration. The panel included 5 members whose responsibility and 

specialization were closely related to the sample program development. Their 

comments on the new ESP curriculum for BuAdmin students were both 

documented and recorded for analysis. 

Table 4.22. The panel of curriculum evaluation 

The panel Responsibility Position and Specialization  

Examiner 1 Chairman Executive staff 

Examiner 2 Reviewer 1 Head of Foreign Languages Department, 

ESP teacher 

Examiner 3 Reviewer 2  Head of BuAdmin Department, content 

teacher 

Examiner 4 Member ESP teacher  

Examiner 5 Member & secretary Head of Training Department 

The reviewers gave their comments using the college curriculum evaluation 

form (see Appendix F). The assessment consisted of general criteria for 

consideration on which the reviewers could base to evaluate the sample ESP 

curriculum. Assessing the appropriacy of the goals and objectives with the course 

contents, the reviewer 2 stated:  

The course contents aim at the goals of the program which is thought feasible and 

applicable to teach the students English for BuAdmin at HUEIC since it helps to 

supply the students with efficient knowledge and skills of English for BuAdmin so 

that they can use English in the fields of trading, business, human resources, 

marketing, finance and communication in business. (See Appendix G) 

Considering other criteria, the examiner 4 commented: “The course developer 

designed the training contents relevant to the graduates‟ workplace purposes. This 

helps the students of economics meet their demands of using English for their future 
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job contexts. For this reason, I agree that this ESP curriculum can be implemented” 

(See Appendix G).  

The head of Foreign Languages – Business Administration – Tourism Department, 

Ms HTHT recommended some adjustments regarding the sequence of the topics (See 

Appendix G). Specifically, she maintained that the topic Business cultures was quite 

difficult and should not be taught at the beginning of the course. Instead, she suggested 

rearranging it post Setting up a business. She added that Trends should be placed prior 

to Finance to make a logic sequence of business activities. 

Consulting the content teachers about the course contents in reference to the 

ESP teachers and administrators‟ viewpoints, the designer made adjustment to the 

sample ESP curriculum (See Appendix H). The panel came to an approval of the 

implementation of the curriculum in the next academic year according to Decision 

931b/QD-CDCNH dated 18 August 2017 by the Rector of HUEIC. 

4.4. Chapter summary 

 This chapter tried to answer the three research questions. It started by 

analyzing the qualitative and quantitative data gathered from the needs study. The 

findings from documents, questionnaires and interviews indicated the students‟ real 

needs of learning and using English for workplace contexts and informed the 

important considerations in the development of an ESP curriculum specific to 

BuAdmin profession. The data from the needs analysis helped to form the general 

organization of the ESP courses regarding its goals and objectives, duration, focus, 

components, physical environment and resources, materials, methodology, testing 

and assessment. The curriculum was assessed by the panel of 5 members who found 

it appropriate to HUEIC students majoring in BuAdmin and agreed to implement 

the program next academic year. 

  The final chapter, which follows, draws conclusions, examines the 

implications of the results and makes recommendations for further research. 
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CHAPTER 5: CONCLUSION AND IMPLICATIONS 

 

5.1. Introduction 

This study aimed to design a vocational English curriculum for HUEIC. It first 

examined the target situation when English was used for communication at work in 

order to find out the students‟ target needs. It next investigated the students‟ needs 

in learning English specific to the business administration (BuAdmin) field. Then, 

the design of an ESP program for students majoring in BuAdmin at HUEIC was 

conducted basing on the findings from the needs analysis study. This chapter 

discusses specific theoretical and pedagogical contributions that this study has made 

to the field of ESP curriculum development. The chapter then outlines the 

limitations of the study and suggests some directions for future research.  

5.2. Summary of key findings 

This section centers on the key findings which were formulated around the 

target uses and learning needs of English for workplace contexts specific to 

business administration field. Then, there is a prospect of developing an ESP 

curriculum aiming at the identified needs for BuAdmin students majoring.  

The primary objective of this study was to develop a vocational English 

curriculum for HUEIC. The development process started with identifying the 

English language needs of the students through the target situation and learning 

needs assessment in combination with the educational environment analysis. To 

achieve its objectives, both qualitive and quantitative approaches were employed 

with the use of document study, placement testing, questionnaires, interviews and 

curriculum evaluation. The research methodology was constructed basing on the 

statement of the problem and the research questions. The theoretical discussion of 

situation analysis and needs assessment were done for the purpose of proposing an 

appropriate ESP curriculum. Triangulation was applied through data collection 

instruments, sources of information and various investigated locations. Different 

participants including insiders and outsiders (students, employees, ESP teachers, 

subject-specific teachers and college administrators) participated in this study. The 

research yielded a number of findings, proposed a sample ESP curriculum and 

provided some suggestions which helped to achieve the main objectives of the 

study. The findings were grouped into three major themes in reference to the 

research questions and summarized as bellows. 

Concerning the English language needs in the students' target career, the 

analysis of the questionnaires and interviews indicated the essential role and the 
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real-world frequent use of English language in the BuAdmin profession. The data 

revealed that most companies and corporations had criteria in terms of English 

competence noticed in the employment recruitment and that English influenced the 

employment success in terms of job fulfilment, promotion and professional 

development. In this sense, the results coincided with the social demands when 

English is required by most employers in the current business era. In addition, the 

majority of the respondents perceived all four language skills as being used and of 

importance in the students‟ future jobs. While statistics from the interview and 

questionnaire analysis showed some differences among BuAdmin employees, ESP 

teachers and content-specific teachers, these groups of participants expressed 

agreement that having a good command of oral skills was an influential part in the 

students‟ future employment success. The results also indicated that the language 

subskills tended to be used equally through reading and using information from 

different English sources related to BuAdmin job (e.g. contracts, product 

descriptions, business articles, reports, emails, etc.), writing English e-mails and 

business letters, oral presentations and telephoning with foreign clients, business 

partners and employers. The findings indicated that the most common topics in 

BuAdmin profession were sales and selling, marketing, production and finance. 

From this, it was approved by the insiders that these communicative topics should 

be covered in the ESP course for BuAdmin students. The study also pointed out that 

lacking professional terms, poor pronunciation, poor knowledge of culture norms 

and limited listening and speaking skills resulted in drawbacks in the employees‟ 

business communication. The target situation analysis implied the necessity of ESP 

program development to prepare BuAdmin students with good English knowledge 

and competence for workplace readiness and employment outcomes. 

With regards to the students‟ English learning needs, the data from both 

questionnaires and interviews revealed that the BuAdmin students learnt English 

mainly for communication and job application. Interestingly, the majority of the 

participants realized the benefits of having good English proficiency in daily 

communication and future job fulfilment. However, most students entered HUEIC 

with a low level of English proficiency. The findings showed that BuAdmin 

students at HUEIC faced difficulties in communicating in English, either in 

listening, speaking or writing. In addition, the students had limitations in 

pronunciation, lack of GE and ESP vocabulary and limited grammar knowledge. In 

the meanwhile, the results of needs analysis indicated that speaking and listening 

skills were emphasized as the most necessary to communicate well. In this sense, 
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the students‟ needs coincided with the workplace use of language skills by 

BuAdmin employees. The findings also revealed that the students were normally 

involved in reading English-based learning sources but rarely engaged in English-

based social situations and other communicative activities (e.g. telephoning, writing 

emails, essays and reports, presentations, fulfilling job applications and CV‟s). 

While the necessity to advance the students‟ English proficiency and develop the 

students‟ communicative competence for workplace purposes was apparent, the 

current English courses at HUEIC was assessed reading-focused, grammar-based 

and test-driven. As a result, the majority of the students could not achieve the 

required English learning outcomes and hardly communicated in English for 

vocational purposes. Accordingly, the appropriate primary goals of an ESP course 

at HUEIC generally were to enhance their English language competence and to 

prepare them with efficient English skills that they need to function well in the 

target situation. Towards the new ESP curriculum, the participants recommended 

the development or adoption of the skill-integrated and content-based ESP 

materials, the involvement of the business topics marketing, sales/selling, finance, 

human resources and production, the frequent conduction of interactive activities. 

The central purpose was to equip BuAdmin students with professional language 

skills and knowledge for their future job fulfillment. 

In orientation to the society, institution, stakeholders‟ identified needs, the 

new ESP curriculum was designed considering language as an integration of 

language skills and knowledge by the adoption of the three approaches: thematic, 

skill-based and communicative approaches. The broad aims of this program are to 

enable BuAdmin students to attain the expected English learning outcomes and to 

use English for future job contexts. To implement the new English curriculum, the 

amalgamation of classroom training with self-study was suggested to enable 

students to achieve the intended English proficiency. This ESP program trains 

students on all language skills but more focus will be put on listening and speaking. 

The skills are specialized as speaking and listening in social situations with business 

partners, telephoning with colleagues and business partners, product presentation, 

negotiating, writing short reports, business letters and emails, reading and using 

information from business-related extracts and articles. The program also prepares 

students with English for job application (e.g. writing CVs, resumes and attending 

job interviews). To develop the students‟ communicative skills, interactive activities 

such as pair-work, group-work and project-based tasks are essential during this ESP 
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program. Content-based and skill-integrated materials will be used to instruct the 

BuAdmin -specific topics, viz. marketing, sales/selling, finance, human resources 

and production. 

Taken together, the information and insights gained from the needs study were 

used for the development of the new ESP curriculum for BuAdmin students at 

HUEIC. On this basis, the findings formulated the course objectives, the approaches 

to teaching and the selection of tasks, materials and assessment procedures. On the 

whole, the result of the curriculum evaluation suggested that the new ESP program 

met the stakeholders‟ demands identified from the needs analysis and that it was 

appropriate to BuAdmin students at HUEIC. The majority of the panel agreed that it 

could improve the students‟ English proficiency and adequately prepare students for 

their target careers. Granted that a language course can hardly be without 

limitations, the course developer made necessary adjustment before implementing 

the program for the coming academic year under Decision 931b/QD-CDCNH by 

the HUEIC Rector. 

5.3. Implications 

The findings from the needs analysis indicated the misalignment between the 

HUEIC language curriculum, pedagogy and assessment with the graduates‟ 

language demands. While the predetermined ESP curriculum for BuAdmin students 

heavily impacted the theory-based teaching practices and assessment, language used 

at work illuminated functional and communicative priorities. This mismatch 

implied considerations for the development of an industry-oriented ESP program, 

the adjustment of methodology and the change of learning assessment.  

Firstly, linking the language curriculum to industry would be advisable in the 

design process. Building a partnership between the industry‟s employers and the 

college was believed beneficial to both stakeholders. The college could have 

information about the industries‟ needs regarding English language and provide 

graduates with appropriate knowledge and competencies to meet workplace needs. 

Thus, the employers would recruit suitable graduates who are better-prepared with 

work readiness skills. It was evident that there was mismatch between the language 

programs at college and the actual English adapted at work and also required by the 

industries.  Therefore, HUEIC administrators need connect the English language 

education to industry. Additionally, ESP practitioners should implement regular 

needs analysis aiming at the industries. The workplace-oriented needs analysis was 
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considered as a valuable channel and essential starting point to develop syllabus and 

materials, choose teaching approaches and learning assessment. The employers‟ 

expectations and employees‟ needs regarding English could help ESP designers and 

teachers anticipate what specialized content knowledge and language functions are 

most necessary to meet the graduates‟ communication at work. Then, the actual 

language practices can be conducted appropriately. Accordingly, such linkages with 

the industries would help increase HUEIC graduates‟ opportunities to get a job in 

the globalized labor market. 

Secondly, the research suggested a change in the methodology. This study 

found out that the classroom approaches adopted by ESP teachers were generally 

inappropriate. The main teaching strategy was grammar-translation which was 

thought ineffective in encouraging authentic interaction among students. Thus, the 

teachers were advised to employ communicative approach for classroom practices. 

For this, interactive activities such as pair-work and group-work tasks were 

advantageous. On one hand, pair-work and group-work activities were preferred by 

the students. On the other hand, interactions between pairs and groups of students 

were thought by the researcher to be important in the development of linguistic and 

communicative competence. Therefore, ESP teachers were recommended to adopt 

these classroom techniques and activities. Additionally, interactions in the 

globalized industries generally involved intercultural communication. Thus, the 

involvement of intercultural knowledge and competence for business regarding 

types of language, customs, politeness protocols and body language should be 

included in the teaching. It was advisable that students conduct internships at the 

industries long enough so that they could engage in authentic business English 

communication. This could help raise and enhance their cross-cultural awareness. In 

order to motivate students in more authentic communicative practices, ESP teachers 

should gain efficient content knowledge. It would be effective if the instructors have 

chance to attend specialized industry-oriented courses to acquire fundamental 

knowledge of the field. Thanks to this the teachers could have confidence to 

conduct communicative activities and share their English knowledge specialized in 

the field. Another way to build expertise in both content and language knowledge 

was a close cooperation and direct contact between the ESP teachers and subject 

teachers, which was called CLIL (Content and language integrated learning) by 

Marsh (1994). Such purposeful collaboration could ultimately materialize in the 
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form of „team-teaching‟ where a subject teacher and a language teacher work 

together in the classroom (Dudley-Evans & St John, 1998, p.45). As for the 

researcher, this teaching procedure was thought advantageous since it can help to 

compensate for language teachers‟ scant knowledge of the subject field. CLIL also 

helps the students acquire the specialized language in a meaningful way since they 

can learn both language skills and content knowledge simultaneously.  

Thirdly, the study implied some recommendations for the assessment. The 

findings generally indicated some weak areas of the learning assessment at HUEIC. 

All of the problems arose from giving unequal weight in the assessment to the 

language skills and components. In this regard, the researcher suggested that the 

assessment should involve both spoken and written forms. This will urge students to 

enhance their English skills and areas (e.g. listening, speaking, reading, writing, 

vocabulary, pronunciation and grammar) and career communication competence, 

which were expected to gain at the end of the ESP course. Moreover, the test 

content should not center around the content taught in classrooms. Instead, the 

evaluation tasks need to encourage the students‟ language application and promote 

their professional English communicative competence. In response to the afore-

mentioned industry needs, the testing should prioritize the functional practices 

rather than the language correctness. Additionally, the way how testing is 

administered needs to be taken into account. Testing should be planned as 

continuous assessment procedure which includes both formative and summative 

tests. Therefore, a test should be administered for diagnostic purposes to estimate to 

what extent the ESP program meet the students‟ needs. Since the HUEIC ESP 

course was totally written-based, this project suggested a combination of 

assignments, quizzes, presentations as regular evaluation and end-of-term exams. 

For the final ESP term, the exam requirements should be oriented to the students‟ 

professional purposes. That is, the testing should measure their language application 

competence appropriate to their target career. In this regard, it was recommended to 

use authentic tasks. Such assessments demand the students to complete an industry-

driven task in which they are likely to engage in their workplace contexts.   

5.4. Contributions of the research 

5.4.1. Theoretical contributions 

On the theoretical ground, the research has contextualized the concept of 

language curriculum development and the importance of its components, especially 
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environment analysis and needs assessment in the design process in a specific 

Vietnamese context. 

The current research suggested an expansive framework for investigating the 

needs. It marked an attempt to identify the stakeholders‟ expectations and English 

language needs of the students through the target situation and learning needs 

assessment in combination with the environment analysis. More specifically, the 

study documented the 11 corporations‟ needs for the employees‟ English language 

competence; the college administrators‟ expectations of the English teaching and 

learning and of HUEIC graduates English learning outcomes; and the BuAdmin 

students‟ English learning needs. The results from the needs analysis phase helped 

the researcher define goals, grade objectives, content and tasks, select methodology 

and evaluation in an integrated process, which was advocated by Nunan (1988, p. 3) 

“it is important that, in the planning, implementation and evaluation of a given 

curriculum, all elements be integrated, so that decisions made at one level are not in 

conflict with those made at another”. The needs assessment in this research fosters 

further knowledge of Hutchinson and Waters‟ (1987) framework of needs analysis 

which concentrates on the students‟ target needs and learning needs to shape an ESP 

program. The operationally defined concept also contributes to the current 

understanding of aspects and dimensions of needs analysis. Following this new 

conceptualization, assessing learning needs does not center around the learners‟ 

expectations only. Identifying needs comprises the society, employers, institution 

administrators and the others‟ expectations. In this sense, documenting all the 

stakeholders‟ considerations and expectations is of importance for the development 

of an efficient and effective ESP program. 

While research and practice emphasized the important role of situation 

analysis (Richard, 2001), environment analysis (Nation & Macalister, 2010; 

Tessmer, 1990;), cultural, institutional and discipline practices (Lockwood, 2002) as 

their starting points for language development, few studies in the Vietnamese 

context focused on these points. The current project has embraced contextual and 

situational understanding in the design of a new vocational English curriculum.  

In this study, the environment analysis was pinned down as including societal, 

institutional and teacher factors that had an immense influence on the curriculum 

process. Societal factors refer to expectations of society in terms of language 

requirements for employment. Specifically, the current research has identified the 

English language requirements for the fast integration, especially the employers‟ 

English demands for employment. The corporations under this investigation 
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required the potential employees to have communicative competences at a level that 

can meet their workplace duties. This study also considered the national Project 

2020 as a societal factor influencing the specificity of ESP. Setting level 3 as the 

English learning outcomes for all college graduates became a consideration in the 

ESP course development for vocational students at HUEIC. In addition to societal 

issues, the research examined the institutional factors. In orientation to the social 

demands and trends of the industrial development, the HUEIC focused on training 

students with professional skills. On this background, the HUEIC language project 

was issued and set level 3 (CEFR-B1) as the college graduates‟ English language 

standard (HUEIC, 2012b & HUEIC, 2016b). At HUEIC, courses range from 

general enrolment in General English (Basic English) to English for Specific 

Purposes in which only students in the respective discipline can enroll. The English 

for Business Administration 1 and 2 courses under investigation fit into the latter 

category because of its focus on practice in English language skills related to 

students‟ specialized areas of study. The teaching and learning resources are well-

equipped and suitable to the requirements of English education. This creates 

favorable conditions to implement the new ESP curriculum. Finally, teacher factors 

impact the way that the ESP courses are conducted. Interestingly, all English teachers 

at HUEIC possessed necessary certificates and competences regarding pedagogy, 

vocational training, information technology, language proficiency and ESP training to 

support the updated changes in the methodology. The conception of situation analysis 

in this research reinforces Tessmer‟s (1990), Nation and Macalister‟s (2010) version 

which focuses on the learners, the teachers and the teaching and learning situation 

initiating the language curriculum development process.  

The development of the ESP curriculum has also drawn on needs analysis. It is 

argued in this study that ESP needs analysis should go beyond learners‟ needs to 

ascertain the stakeholders‟ expectations such as employees, employers, college 

administrators and instructors. For this, the information collected from the survey 

and interviews with the above-mentioned participants framed the program. 

Incorporating stakeholder expectations and the learner needs regarding English 

language informed all other parts of the ESP syllabus and was vital for ensuring that 

the training program was appropriate, efficient and valid.   

5.4.2. Pedagogical contributions 

Several practical pedagogical implications were drawn from this study which 

brought insights into how English curriculum development. The research 
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contributed to the teaching and learning of English in general and English for 

BuAdmin in particular.  

Firstly, the research revealed the current situation of both GE and ESP 

education at HUEIC. In addition, the study indicated the BuAdmin students‟ 

learning needs and target needs and also the social and institutional expectations 

about the English education. Thanks to this, the development of the new ESP 

curriculum was oriented to meeting the identified needs. Fifteen essential themes 

were suggested to be involved in the English syllabus for BuAdmin students.   

Secondly, the ESP program integrated the teaching of language skills and 

knowledge in which the integrated skills have been specialized in the students‟ 

professional areas and interests. From this, the curriculum created a possible 

pedagogical plan for meeting their future job demands in terms of English language 

competences. 

Thirdly, the new ESP curriculum was hopefully considered as the benchmarks 

for the students and teachers in their ESP practices. Driven by the program which 

set a learning outcome as principles, goals, content and sequencing, format and 

presentation, the language teachers could drive their teaching practice appropriately. 

Additionally, the project was significant to the ESP teachers with the reflection 

from their students‟ learning needs. This helped them to decide how to choose and 

design teacher manuals in order to motivate the students. For the students, the 

curriculum enabled them to attain the required English proficiency with a solid 

foundation of language learning. 

Fourthly, regarding the institutional management, the study possibly built a 

generative framework for the HUEIC administrators to conduct quality-based ESP 

courses for students majoring in BuAdmin. At the faculty level, the new ESP 

curriculum helped to supply a standardized foundation for relevant course and 

syllabus design. At the same time, the curriculum which originated from this study 

would help the students to achieve the expected English proficiency since it 

attempted to provide students with a solid foundation of language learning.  

Finally, the study contributed to aligning the ESP program with industry needs 

in the context of Vietnam globalized workplaces. The development of the ESP 

program in this research has drawn on HUEIC but it was anticipated to have a 

significant impact on the local and national work of the vocational English 

education specific to BuAdmin profession since considering the identification of 

contextual characteristics, industry needs and then selection of language skills and 

lexico-grammatical features for inclusion in the ESP program.  
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In a word, the study demonstrated that the ESP curriculum development was 

worthwhile and in need of promotion in the current educational setting.  

5.5. Limitations of the present study and directions for future studies 

Even though the present research offers findings in relation to the 

development of an ESP curriculum, it is not without limitations.  

Firstly, though various sources and methods employed in the study were found 

to be effective in validating the data and achieving triangulation, combining with 

other methods was limited. An observation following the questionnaire 

administration would have helped cross-check the findings of the follow-up semi-

structured interviews and the questionnaire survey. In this study, observations could 

not be conducted at various BuAdmin working areas such as production, marketing, 

sales, human resources and finance. Therefore, it was difficult to generalize the 

English communicative business activities which represent all the BuAdmin 

workplace situations. Questionnaires and interviews worked as the main sources 

which have generated the BuAdmin-related genres included in the sample ESP 

curriculum. Further studies along these lines should include more instruments to 

cover broader perspectives and resolve the ambiguities arising in the research. 

Secondly, the limitation of the study would be in its sampling. For the purpose 

of identifying English communication tasks of BuAdmin employees who worked in 

the setting of international business, Vietnamese BuAdmin employees were invited 

as a main source of data. Clearly, Vietnamese employees cannot represent all 

BuAdmin employees in the Asian area or international scope. Thus, further research 

on this issue should involve more participants on a larger scale to inform the 

development of an integration-oriented ESP program. 

Finally, information gained from assessment is a useful source of data about 

the effectiveness of a course (Nation & Macalister, 2010) and future studies could 

be done on evaluating the effectiveness of the sample ESP curriculum when it is 

implemented. This can help to identify aspects that are working and those that need 

to change. The promotion of improvement is then implied for better ESP practices.  

Taken together, originated from the findings of the target situation and 

learning needs analysis, the study has designed an ESP curriculum for HUEIC 

students majoring in BuAdmin. Granted that any language course can hardly be 

without limitations, a developmental approach to the ESP program is necessary to 

examine its weak points while underscoring its strong ones and calling for further 

research on these lines.  
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ANSWER KEYS TO THE QPT 

  

1 B 11 B 21 D 31 A 41 C 51 C 

2 B 12 A 22 A 32 A 42 D 52 A 

3 A 13 C 23 D 33 C 43 C 53 D 

4 B 14 D 24 D 34 D 44 A 54 B 

5 C 15 A 25 C 35 D 45 A 55 D 

6 B 16 A 26 C 36 D 46 B 56 D 

7 A 17 B 27 A 37 D 47 A 57 A 

8 C 18 C 28 C 38 B 48 B 58 C 

9 B 19 D 29 B 39 C 49 D 59 D 

10 A 20 A 30 C 40 C 50 C 60 B 

 

MARKING KIT 

Total core ALTE Conversion level CEFR level 

0-9 Beginner A1 

10–19 Elementary A1+ to A2 

20–29 Pre-intermediate A2 + to B1 

30–39 Intermediate B1 

40–49 Upper-intermediate B2 

50–60 Advanced C1 
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Appendix B: QUESTIONNAIRES 

B1: QUESTIONNAIRE FOR BUSINESS ADMINISTRATION EMPLOYEES 

This questionnaire aims to collect data for my PhD research on English curriculum 

development for business administration students. I would like you to share your views on the use 

of English in business administration. Any information given to me will be confidential and be 

used for research purposes only. I highly appreciate your help in completing this questionnaire. 

Instructions: Please provide answers to the following questions, by ticking (√) one option or 

more if it applies to you and write short answers where a broken line is provided. 

PART ONE: PERSONAL INFORMATION 

1. Gender:  Male             Female 

2. Age:  20-30  31-40  41-50  51-60  over 60 

3. Company name/ Employer’s name: 

4. Department/Team name: 

5. Position: 

6. Years of working experience:       0-5  6-10       11-15      16-20    over 20 

7. What kind of company is it? 

 Manufacturing   Trading   Service 

 Others (Please specify): ……………………………………………………………. 

8. What kinds of work are you involved in? (you can tick more than one) 

 Marketing  Finance  Production   Human Resources  Planning 

 Others (Please specify): ……………………………………………………………. 

9. How long have you studied English? 

 1-3 years 

 4-5 years 

 6-8 years 

 More than 8 years 

10. How do you evaluate your English proficiency? 

 A (Elementary – Basic user) 

 B (Intermediate – Independent user) 

 C (Advanced – Proficiency user) 

11. How do you evaluate your English competence? 

English competence Very poor Poor Fair Good Very good 

Grammar      

Vocabulary      

Pronuciation      

Speaking      

Listening      

Reading      

Writing      
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12. To what extent your English competence meets your needs at work? 

 None  Little  Moderate  Much       Very much 

 

PART TWO: ENGLISH COMMUNICATION NEEDS 

In the next set of statements, you are being asked to indicate your level of agreement or 

disagreement with each statement by ticking (√) the appropriate response. Only one choice is made 

13. English needs for career 
Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

I need English to function well 

in my job. 

     

I need English to get better paid.      

I need English for 

communication at work. 

     

I need English for professional 

development. 

     

I need English for job promotion.      

14. English language skills needed Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

I use English listening skills most 

frequently in my workplace. 

     

I use English speaking skills most 

frequently in my workplace. 

     

I use English reading skills most 

frequently in my workplace. 

     

I use English writing skills most 

frequently in my workplace. 

     

In the next set of questions, please indicate the frequency of your English use by ticking (√) the 

appropriate response. [Rarely (Less than 5 times in a year), Occasionally (around 5 times in a 

month), Frequently (Several times in a week) and Daily (Many times in a day)] 

15. English use for job context Never Rarely Occasionally Frequently Daily 

I.......use English for job context      

I......use English with managers      

I......use English with colleagues      

I......use English with business partners      

I......use English with clients      

I......use English with experts      

I......use English with business fair      
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organizers 

I......use English with travel agents      

I......use English with the others      

I.....use English in office      

I.....use English in conferences      

I.....use English at public places 

(airports, stations, ports, hotels, 

restaurants, etc.) 

     

I.....use English on airplanes, trains 

and buses 
     

I.....use English at business fairs      

I.....use English in production facilities      

I.....use English in other places      

The next is a list of English communication situations, English texts and communicative topics that 

business administration employees or business administration students are likely to be involved in 

and use in  workplace contexts. Please choose the frequency to which Vietnamese business 

administration employees or business administration students are likely to engage in. 

 

16. Communication situations 

Frequency Setting 
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Reading and using information 

from professional sources (e.g. 

business journals, buyer and seller 

documents reports, contracts, 

Internet sources, etc.) 

        

Writing e-mails and business 

letters 

        

Reading/writing invoices and 

certificates 

        

Telephoning         

Negotiating         



xv 

Making oral presentations, 

demonstrations and product 

descriptions 

        

Reading and writing reports and 

summaries 

        

Reading/writing contracts         

Writing memos and minutes         

Writing CV’s, job applications         

Social talks, meeting clients and 

business associates 

        

Others: (Please briefly list other English 
communication situations 
that you are likely to be involved in) 
…………………………………………
…………………………………………
……………………...…………………. 

        

17. English texts         

Textbooks, journals, Internet resources         

E-mails, letters, memos, faxes,         

Reports, summaries, statistics         

Buyer and seller documents: quotation 

requests, inquiries, invoices, orders, 

complaints, Reclamations, etc. 

        

Technical specifications         

Contracts         

Product and process descriptions         

Customs declaration forms and other 

export and import documents 

        

CV’s, job applications         

Agendas, minutes         

Presentation AV’s         

Itineraries         

Others (Please specify) …………………         

18. Communicative topics         

Work and jobs         

Marketing         

Finance         

Human resources         

Production         
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Sales/selling         

Strategy         

Quality         

Brands         

Stock market         

International economics         

Management         

Business operations         

Statistics         

Others         

 

PART 3: SUGGESTIONS 

In the next question, please indicate the level of emphasis that should be placed on in English 

courses for business administration students by ticking (√) the appropriate response. 

19. How much emphasis should be placed on the 

following language areas in English courses for 

business administration students? 

Least Less Moderate Much Most 

Grammar      

Vocabulary      

Pronunciation      

Speaking      

Listening      

Reading      

Writing      

Please explain why you think so? 

The next set of statements are related to your suggestions about English courses for business 

administration students at colleges. Please indicate your level of agreement or disagreement with 

each statement by ticking (√) the appropriate response. 



xvii 

 

20. English courses for business 

administration students should 

____________ 

Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

provide  necessary knowledge and skills 

of general English and ESP. 

     

enhance their communicative 

competence. 

     

build their confidence to use English at 

work. 

     

include updated contents meeting social 

needs in the new era of integration. 

     

Other (Please specify): …………………      

21. Please write below any problems you encounter while using English in your current job. 

...............................................................................................................................................................

...................................................................................................................................................  

22. What would you recommend business administration students prepare for a future job in terms 

of English learning? 

……………………………………………………………………………………… 

……………………………………………………………………………………… 

If you don’t mind attending an interview, please provide the following information: 

Full name:    Email address:    Phone number: 

 

Thank you very much for your cooperation! 
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Appendix B2: QUESTIONNAIRE FOR STUDENTS 

This questionnaire aims to collect data for my PhD research on English curriculum 

development for business administration students. I would like you to share your views on your 

English learning needs. Any information given to me will be confidential and be used for research 

purposes only. I highly appreciate your help in completing this questionnaire. 

Instructions: Please provide answers to the following questions by ticking (√) one option or 

more if it applies to you, and give your short answers where a broken line is provided. 

PART ONE: PERSONAL INFORMATION 

1. Class:__________ 

2. Gender:  Male            Female 

3. How long have you studied English? 

 1-3 years 

 4-5 years 

 6-8 years 

 More than 8 years 

4. How do you evaluate your English proficiency? 

 A (Elementary – Basic user) 

 B (Intermediate – Independent user) 

 C (Advanced – Proficiency user) 

5. What English courses or English training have you attended? (you can tick more than 

one answer) 

 General English courses 

 Communicative English courses 

 ESP courses for business administration 

 English language skills (Which skills?.....................) (Please specify, eg. Speaking skills) 

 Other short courses (please specify):……………….. 

6. How do you evaluate your English competence? 

English competence Very poor Poor Fair Good Very good 

Grammar      

Vocabulary      

Pronunciation      

Speaking      

Listening      

Reading      

Writing      

7. How much accessibility can you have to the following types of learning resources? 

Learning resources Least Less Moderate Much Most 

Radio      

cassette/CD      
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DVD/TV      

Computer      

Internet      

Mobile phone (smartphone)      

Libraries      

Others (please specify……………...)      

 

PART TWO: ENGLISH NEEDS 

In the next set of statements, please indicate your level of agreement or disagreement with 

each statement by ticking (√) the appropriate response. 

8. Purposes of learning English 
Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

I learn English to communicate.      

I learn English to read job-related 

materials. 
     

I learn English to translate English 

language sources. 
     

I learn English to pass English 

examinations. 
     

I learn English to apply for a job.      

I learn English to conduct professional 

correspondence. 
     

I learn English to follow English-based 

training programs. 
     

I learn English to attend English-based 

forums and conferences. 
     

I learn English for entertainment.      

I learn English for other purposes. (Please 

specify……………………………………

……..) 

     

9. English language skills needed Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

English listening skills are most necessary 

for me to communicate effectively. 

     

English speaking skills are most necessary 

for me to communicate effectively. 
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English reading skills are most necessary 

for me to communicate effectively. 

     

English writing skills are most necessary 

for me to communicate effectively. 

     

10. Perceptions of English courses Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

I like the coursebooks being used in the 

current English courses. 

     

I like the methodology that teachers use in 

the current English courses. 

     

I like the testing and assessment being used 

in the current English courses. 

     

I find the learning environment well-

equipped at my college. 

     

The current English courses at college 

adequately address my needs. 

     

The English courses improve my English 

ability. 

     

11. Preferences of English learning 

approach 

Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

I like to study English in the whole class.      

I like to study English in groups.      

I like to study English in pairs.      

I like to study English individually.      

I like to study English with project-based 

activities. 

     

I like to study English with lectures from 

teachers. 

     

I like to study English in other learning 

activities (Please specify……..) 

     

In the next set of questions, you are being asked to indicate the frequency of your English 

use by ticking (√) the appropriate response. [Rarely (Less than 5 times in a year), Occasionally 

(around 5 times in a month), Frequently (Several times in a week), Daily (Many times in a 

day)] 

12. English use Never Rarely Occasionally Frequently Daily 

I....communicate in English      
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I....use English with friends      

I....use English with English teachers      

I....use English with content teachers      

I....use English with supervisors      

I....use English with family      

I....use English with colleagues (in 

internship) 
     

I…use English with others      

I....use English at home      

I....use English at college      

I....use English at offices/ companies/ 

firms (in intership) 
     

I....use English in conference rooms      

I....use English in streets      

I....use English in public places 

(airports, cinemas, restaurants,etc.) 
     

I....use English in other places      

 

The next is a list of English communication situations and English texts that business 

administration students will be likely to be involved in and use in their future jobs. Please choose 

the frequency to which you think Vietnamese business administration students will be likely to 

engage in. 

13. Communication situations 
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Finding and using information from different sources 

(Internet, journals, company reports, bulletins, etc.) 

     

Writing e-mails      

Telephoning      

Writing essays, reports      

Writing job applications and CV’s      

Presentations      

Social situations (meeting friends, teachers, supervisors; 

small talk, etc.) 

     

Others:……………………………………………      
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(Please list other English communication situations that 

you are likely to be involved in) 

14. English texts 

N
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Textbooks, journals, Internet resources      

E-mails, letters      

Essays, summaries, reports      

CV’s, job applications      

Presentation AV’s      

Itineraries      

Others (please specify) …………………      

 

PART 3: SUGGESTIONS 

In the next question, you are being asked to indicate the level of emphasis that should 

be placed on the language areas by ticking (√) the appropriate response. 

15. For your future job, how much 

emphasis should be placed on the following 

language areas in ESP course? 

Least Less Moderate Much Most 

Grammar      

Vocabulary      

Pronunciation      

Speaking      

Listening      

Reading      

Writing      

Please specify why you think so? 

 

The next set of statements are related to your expectations towards the ESP course. Please 

indicate your level of agreement or disagreement with each statement by ticking (√) the appropriate 

response. 
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16. I expect my English language 

lecturer to______ 

Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

have a lot of knowledge of specialized 

contents. 
     

apply student-centered teaching 

methods in class. 
     

encourage discussions in English in 

class. 
     

design skill-integrated lessons.      

use various teaching aids frequently.      

use English materials related to 

professional knowledge. 
     

use appropriate testing and assessment 

methods. 
     

supply students with exercises and 

activities towards using English 

independently. 

     

Others (please specify) 

…………………….. 
     

17. I expect the English 

materials to_______ 

Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

include various topics of general 

and professional knowledge. 
     

inlude various types of  practice 

exercises. 
     

include sufficient activity books 

and CDs. 
     

include clear instructions, 

attractive illustration and 

appropriate arrangement. 

     

provide necessary professional 

knowledge and skills 
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develop all of my language skills.      

include updated contents meeting 

learners’ needs. 
     

Others (please specify) …………      

18. I expect the ESP course 

to____________ 

Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

equip me with knowledge and skills of 

general English and ESP. 

     

enhance my communicative 

competence. 

     

include skill-integrated lessons.      

build my confidence to use English 

inside and outside class. 

     

enable me to be independent user of 

English 

     

Other (Please specify): ………………      

19. Regarding testing and 

assessment, I prefer_______ 

Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

Testing 

Reading-writing tests      

Skills-integrated tests 

(Reading-writing-

speaking-listening) 

     

Method 

Multiple-choice      

Oral interview      

Writing prompt      

Both multiple-choice 

and writing prompt 

     

Assessment 

Final exams      

A combination of 

periodic review tests 

and final exams 
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For the next question, please write your responses in the broken lines to express 

suggestions towards English courses. 

20. What are your suggestions for an effective English course with regards to: 

 English teachers:………………………………………………………………….. 

……………………………………………………………………………………… 

 Materials:………………………………………………………………………… 

……………………………………………………………………………………… 

 Learners:……………………………………………………………...................... 

……………………………………………………………………………………… 

 College:…………………………………………………………………………….. 

……………………………………………………………………………………… 

 

If you don’t mind attending an interview, please provide the following information: 

Full name:     Email address:   Phone number: 

 

Thank you very much for your cooperation! 
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Appendix C: INTERVIEW SCHEDULES 

 

Appendix C1: INTERVIEW SCHEDULE WITH ESP TEACHERS 

Name:……………………………………………….. 

Years of ESP teaching experience:………………… 

 

1. How many years have you been a teacher at this college?  

2. What teacher-training courses in general English or ESP have you attended? 

3. What do you think about BuAdmin students’ English ability? To what extent do 

you think it is good enough for them to perform their future job effectively?  

4. What do you think about the English/ESP courses for BuAdmin students that 

you are in charge? How helpful is the English courses in improving students’ level 

of English and language abilities (Listening, speaking, reading, writing, grammar 

and terminology)? To what extent do you think they would meet your students’ 

needs in future jobs? 

5. What difficulties do you encounter teaching English to BuAdmin students? 

5. Which language skills/abilities (Listening, speaking, reading, writing, grammar, 

terminology, pronunciation) do you consider the most important for BuAdmin 

students to develop? 

6. (show communication situations) In your opinions, what are the most common 

English communication situations? Can you list some other relevant situations that 

you see missing in your ESP courses? 

7. What content areas (topics) should be covered in the English courses for 

BuAdmin? 

8. Can you suggest methods / authentic assignments to improve the skills you 

have described? (learning methods / learning tasks) (e.g. individual work, pair-

work, group-work, projects, lectures from instructors) 

9. What would be the best ways of demonstrating the communication skills of 

BuAdmin students? (assessment; methodology) 

10. What do you think college should do to prepare BuAdmin students for future 

jobs in terms of English learning? 

11. Are you willing to attend the teacher-training courses in General English and 

ESP? Are you willing to make changes in your teaching? 
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Appendix C2: INTERVIEW SCHEDULE WITH CONTENT TEACHERS 

Name:……………………………………………….. 

Age: ………………………………………………… 

Years of teaching experience:………………… 

 

1. In your opinions, what do BuAdmin students require English for? What are the 

possible future language needs of students relating to employment? 

2. In your opinions, what advantages and challenges do BuAmin students get from 

the frequent use of English at work? Why is that? 

3. Which language skills/abilities (Listening, speaking, reading, writing, grammar, 

terminology, pronunciation) do you consider the most important for BuAdmin 

students to develop for their future job? [+aim/objective] 

4. What kind of tasks will the students be required to complete in English in their 

professional environment? 

5. (show communication situations) In your opinions, what are the most common 

English communication situations? Do you include these kinds of communication 

situations in your ESP courses of BuAdmin? Can you see some other relevant 

situations that you see missing here? 

6. What content areas (topics) should be covered in the English courses for 

BuAdmin? 

7. Can you suggest methods / authentic assignments to develop the skills / abilities 

you have described? (learning methods / learning tasks) (e.g. individual work, pair-

work, group-work, projects, lectures from instructors) 

8. What would be the best ways of demonstrating the communication skills of 

BuAdmin students? (assessment; methodology) 

9. What should students prepare for future job in terms of English learning? 

10. What do you think college should do to prepare students for the workplace in 

terms of English learning? 
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Appendix C3: INTERVIEW SCHEDULE WITH ADMINISTRATORS 

 

Name:……………………………………………… 

Age………………………………………………… 

Position:……………………………………………. 

 

1. What are your expectations of English exit standards towards college graduates, 

especially BuAdmin students? 

2. What is your guidance towards the development of a new English curriculum for 

BuAdmin students? 

3. How will you facilitate language teaching and learning when new BuAdmin 

curriculum has been developed and brought into implementation in terms of time 

arrangement, teaching equipment, materials, etc.? 
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Appendix C4: INTERVIEW SCHEDULE WITH STUDENTS 

Name:……………………………..Class:…………Years of English learning:…… 

 

1. What do you use English for? How important is English to your study and your 

future job? 

2. How do you evaluate your English proficiency? What problems do you 

encounter while using English? 

3. How helpful is the English courses at college in improving your level of English 

and language abilities? To what extent do you think they would meet your needs in 

future job? 

4. Which language skills do you consider the most important to develop for your 

future job? 

5. What content areas (topics) do you prefer studying in the English courses for 

BuAdmin? 

6. What kind of learning activities do you prefer in ESP courses? 

7. What do you expect from the English courses for BuAdmin students? 

8. What do you think college should do to facilitate English learning of BuAdmin 

students for your future jobs? 
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Appendix C5: INTERVIEW SCHEDULE WITH BUADMIN EMPLOYEES 

 

Name:…………………………………………Age………… 

Company:…………………………………….Department:……………… 

Position:……………………………………… 

 

1. According to your experience, to what extent is English important to your current 

career? How often do you use English in your job? 

2. How do you evaluate your English proficiency? What problems/difficulties do 

you encounter while using English at work? 

3. What advantages and challenges do you get from the frequent use of English at 

work? Why is that? 

4. What kind of tasks are you required to use English in your professional 

environment? 

5. Which language skills do you use most frequently in your current job? 

6. What should students prepare for future job in terms of English learning? 

7. What are your suggestions towards the English curriculum for BuAdmin students 

for their future job? 
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Appendix C6: INTERVIEW SCHEDULE WITH EMPLOYERS 

Name:…………………………………………Age………… 

Company:…………………………………….Position:……………… 

 

1. What are your company’s expectations of English standards for recruitment 

towards BuAdmin employees? 

2. In your opinions, what advantages and challenges do BuAdmin employees get 

from the frequent use of English in workplace? Why is that? 

3. How will you facilitate your employees’ English learning for workplace use in 

terms of time arrangement, learning equipment, financial aids, workload burdening, 

job promotion, etc.? 

4. In your opinions, what should BuAdmin students prepare for future job in terms 

of English learning? 

5. What do you think college should do to prepare students for the workplace in 

terms of English learning? 
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Appendix D: TRANSCRIPTS OF INTERVIEWS 

 

Appendix D1: SAMPLE INTERVIEW WITH ESP TEACHERS 

ET1 

Teaching experience:15 years 

Date: 12 April 2016 

REC001 

How many years have you been a teacher at this college? What teacher-

training courses in general English or ESP have you attended? 

I have worked at this college for 8 years. I attended an ESP training course last year.  

What do you think about BuAdmin students’ English ability?  

In general, HUEIC students are from the central of Vietnam, so their English ability 

is not very good.  

Do you think it is good enough for them to perform their future job effectively? 

And to what extent? 
It depends on what kinds of work they are in charge. If the work requires simple use 

of English (e.g. waiters, waitress, receptionists), our students can perform the job 

quite well. However, it is very difficult for students to perform their future job if 

they are in charge of work which requires high and complex use of English (e.g.jobs 

in foreign companies). What do you think about the English/ESP courses for 

BuAdmin students that you are in charge at college? How helpful is the 

English courses in improving students’ level of English and language abilities 

(Listening, speaking, reading, writing, grammar and terminology)? To what 

extent do you think they would meet your students’ needs in future job? 

The time learning English at college (one in three years of college training) does not 

enable the graduates to meet their future jobs. The English classes enhance their 

English ability to some extent in comparison with their entrance English level.  

What difficulties do you encounter teaching ESP for students? 

The most difficulty I encounter is students’ multiple-intelligence in English classes. 

Several students find it hard to follow the lessons while the others find it really 

easy. 

Which language skills/abilities (Listening, speaking, reading, writing, 

grammar, terminology, pronunciation) do you consider the most important for 

BuAdmin students to develop? 

I think communicative skills are very necessary for BuAdmin students because their 

jobs are related to sales, marketing, management, etc. Speaking and listening should 

be placed more focus.     

 (show communication situations) In your opinions, what are the most common 

English communication situations? Do you include these kinds of 
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communication situations in your ESP courses of BuAdmin? Can you see some 

other relevant situations that you see missing here? 

Communicating with clients, customers, marketing, managing clients. 

What content areas (topics) should be covered in the English courses for 

BuAdmin? 

We should teach students the ways how to communicate with clients, persuade 

clients in marketing. ESP items/vocabulary should be supplied more to BuAdmin 

students   

Can you suggest methods / authentic assignments to improve the skills you 

have described? (learning methods / learning tasks) (e.g. individual work, pair-

work, group-work, project-based learning, lectures from instructors) 

I think all kinds of activities/methods are important but to be effective, real 

materials, i.e. real language, situations, realia are used for teaching so that students 

can use the vocabulary, deal with the situations and solve real problems in their 

jobs.  

What would be the best ways of demonstrating the communication skills of 

BuAdmin students? (assessment; methodology) 

The assessment depends on the teaching. Formative tests can be done with reference 

to the teaching of real situations during the semesters. Summative tests can be 

included with quizzes. The assessment can be done through the quizzes in pairs, 

groups not only individually. The multiple-choice tests cannot assess the students’ 

English competence entirely, especially their communicative skills and problem-

solving skills.  

What do you think college should do to prepare BuAdmin students for the 

workplace in terms of English learning? 

I know the college have already increased the English teaching time amount but 

English training should cover several semesters. The English teaching should not 

concentrate on only the first year. Only one year for learning English will not help 

students to be good at English and to use for workplace purposes. The English 

learning should last for several semesters or years 

The college should create favorable conditions for students to practice the ESP 

knowledge outdoor and set up outdoor activities and English club. 

If you would like to add anything you are very welcome. 

Thank you very much for your time and participation. 
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Appendix D2: SAMPLE INTERVIEW WITH CONTENT TEACHERS 

 

CT3   

Teaching experience: 7 years 

Date: 14 April 2016  

REC008 

In your opinions, what do BuAdmin students require English for? What are 

the possible future language needs of students relating to employment? 

I think BuAdmin students need English to communicate with clients, read 

professional English texts. The extent of necessity depends on the kind of students’ 

future job and position. For example, when they have business with foreign 

partners, English is very important and they must possess good English 

competence; those working with Vietnamese employees and clients have less 

necessity to use English; Being a manager, English is extremely important. 

In your opinions, what advantages and challenges do BuAdmin students get 

from the frequent use of English at work? Why is that? 

In future job, when students have good command of English and use it frequently, 

they will have more chance to get promotion. It is because the current and future 

Vietnamese economy is getting open. A lot of foreign corporates come to Vietnam 

and look for employees with good English competence. This creates more jobs for 

students. 

Using English frequently requires employees to spend a lot of time to practice their 

English skills. This may affect their job. If they do not communicate in English very 

well, this will have negative reactions in foreign clients. 

Which language skills/abilities (Listening, speaking, reading, writing, 

grammar, terminology, pronunciation) do you consider the most important for 

BuAdmin students to develop for their future job? [+aim/objective] 

I think communication skills are important to BuAdmin students. So, speaking and 

listening skills are the two basic skills that students need practicing before job 

interviews. 

What kind of tasks will the students be required to complete in English in their 

professional environment? 

It depends on the kinds of job. Each job has certain requirements of English 

knowledge and skills; For instance, if you are a salesman, you just need to 

communicate and present your products in English. 

(show communication situations) In your opinions, what are the most common 

English communication situations? Can you see some other relevant situations 

that you see missing here? 

They are social situations such as short conversations, meeting clients, business 

partners; telephoning; presentations, reports, illustrations (this is a skill of a 
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salesman); searching information from different English sources (to know the 

environment of national and international business), reading English newspapers, 

books, etc will help BuAdmin employees to gain information, face challenges and 

have opportunities in business. 

Common English texts are CVs and job application forms (because foreign 

companies require CVs and job application forms in English); invoices (bilingual 

forms), reports, presentations; contracts. 

What content areas (topics) should be covered in the English courses for 

BuAdmin? 

Important content areas are introduction, education, cultures, people and shopping; 

marketing, finance, human resources and production are the fundamental fields in 

BuAdmin; students can read professional materials do extra homework to have 

more ideas about business operations, trades and sales. 

Can you suggest methods / authentic assignments to develop the skills / abilities 

you have described? (learning methods / learning tasks) (e.g. individual work, 

pair-work, group-work, projects, lectures from instructors) 

Useful learning methods are case-study, task-based, project-based activities because 

students have to search for necessary information and practice English effectively. 

What would be the best ways of demonstrating the communication skills of 

BuAdmin students? (assessment; methodology) 

Assignments of business situations can help students demonstrate English 

communication skills. 

What should students prepare for future job in terms of English learning? 

They need to communicate in English. They need to be able to speak and listen to other 

speakers in English. They need to prepare with professional English vocabulary for 

communication to avoid misunderstanding in professional communication. 

What do you think college should do to prepare students for the workplace in 

terms of English learning? 

There need to be a communicative course to help students be active and confident in 

English communication; ESP courses have to be effective to motivate students. The 

number of students in each language class should be minimized. The English 

curriculum has to be authentic. The ESP teachers need to have more knowledge of 

business and business administration to respond to students’ questions and explain 

professional items. 

If you would like to add anything you are very welcome. 

Thank you very much for your time and participation. 
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Appendix D3: SAMPLE INTERVIEW WITH HUEIC ADMINISTRATORS 

 

Ad1  

Working experience with vocational students: 12 years 

Date: 21 April 2014  

REC012 

What are your expectations of English exit standards towards college 

graduates, especially BuAdmin students? 

All HUEIC graduates are expected to achieve an English proficiency of level 3 

(CEFR-B1) or equivalent to level 3. BuAdmin students are not exception. They 

have to attain level 3 or equivalently as a minimum English proficiency for 

graduation. 

What is your guidance towards the development of a new English curriculum 

for BuAdmin students? 

The English curriculum needs to be authentic and enable students to use English for 

their future jobs. Students’ target proficiency needs to be taken in account in the 

development of ESP curriculum for BuAdmin students. 

How will you facilitate language teaching and learning when new BuAdmin 

curriculum has been developed and brought into implementation in terms of 

time arrangement, teaching equipment, materials, etc.? 

The college will create most convenient conditions for the implementation of new 

ESP curriculum, such as lessening the student number in each class (20 is 

impossible but I consider 30 for each class). The college will support English 

teachers to attend workshops and conferences in GE and ESP language teaching. 

More ESP materials can be bought so that BuAdmin students can find it available 

and comfortable to study English. I think the teaching equipment at HUEIC is okay 

for teaching English but the teacher need to know how to use up these facilities. If 

necessary, the time arrangement can be expanded for the need of students’ English 

proficiency achievement. 

If you would like to add anything you are very welcome. 

Thank you very much for your time and participation. 
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Appendix D4: SAMPLE INTERVIEW WITH STUDENTS 

St1 

Date: 7 May 2016 

REC004 

What do you use English for? How important is English to your study and 

your future job? 

I use English for learning and getting information from newspapers. English is very 

necessary for my study due to its role as a compulsory subject at college and it is 

important for my future job as a business administrator.  

How do you evaluate your English proficiency? What problems do you 

encounter while using English? 

My English is quite good. I guess it is at the level of elementary. I have problems 

with listening and writing skills. 

What do you think about the English courses that you are attending at college? 

How helpful is the English courses in improving your level of English and 

language abilities? To what extent do you think they would meet your needs in 

future job? 

Assessing the English classes, I like the learning activities such as games. The 

teachers teach English well but the listening activities are not very common. The 

teaching mainly focuses on grammar. 

The English courses help me enhance English grammar and speaking but I still have 

difficulties with listening and writing skills. 

The English learning at the first year doesn’t meet our future job. 

Which language skills do you consider the most important to develop for your 

future job? 

Listening and speaking skills are very important to our BuAdmin job, so more 

practice should be conducted on these two skills. 

What content areas (topics) do you prefer studying in the English courses for 

BuAdmin? 

I prefer learning the contents of education, travel and jobs and business-related 

topics 

What kind of learning activities do you prefer in ESP courses? 

I prefer teacher-led, group-work and project-based activities that encourage the 

students’ creativity. 

What do you expect from the English courses for BuAdmin students? 

The English courses include more listening and writing skills, teaching how to write 

essays. Regarding the testing and assessment, listening should be included in 

accordance to the teaching of listening in classes. 

What do you think college should do to facilitate English learning of BuAdmin 

students for your future jobs? 

The college organizes the outdoor activities involving foreigners and clubs and 

activities involving students from different departments to create competition and 

enhance students’ English competence 

If you would like to add anything you are very welcome. 

Thank you very much for your time and participation. 
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Appendix D5: SAMPLE INTERVIEW WITH COMPANY MANAGERS 

 

CO1-M1   

Date: 13 April 2016     

REC002 

 

What are your company’s expectations of English standards for recruitment 

towards BuAdmin employees? 

In the past, the English standards for employment recruitment were not very high. 

With B certificates (National certificates), one could apply for a job in VCB. In 

recent years, the minimum level was C certificate due to the social demands and 

employment requirement. The employees have to self-study for higher levels (at 

least B certificate). The required English standards also depend on the types of work 

in VCB. Different jobs demand you to have different English proficiency. For 

instance, Trade Finance, International Relations or Payment Centre require high 

English standards (IELTs: 6.0-6.5). Or the recruitment policies of managers require 

those who have better English proficiency than graduates/ employees. Bank clerks 

and other employees have to attain C level or IELTs 5.5 in the application in VCB. 

In recent years, several graduates have achieved English proficiency that meets job 

demands.  

In your opinions, what advantages and challenges do BuAdmin employees get 

from the frequent use of English in workplace? Why is that? 

Depending of the employees’ work in the company, those with better English 

proficiency have more advantages in the workplace. With good English proficiency, 

they can fulfill their jobs more effectively and have better initiatives. They are 

appreciated and then have more chance in promotion. In this sense, English works 

as a condition for employment success and promotion. There is no specific standard 

of English proficiency in job promotion but with better English you can have more 

advantages and benefits. In our bank, English is usually considered secondary to the 

BuAdmin staff’s efficiency and creativity in their job. 

How will you facilitate your employees’ English learning for workplace use in 

terms of time arrangement, learning equipment, financial aids, workload 

burdening, job promotion, etc.? 

There is no regulation to support the professional development in terms of English. 

The employees have to self-support or self-study to enhance their English 

proficiency. 

In your opinions, what should BuAdmin students prepare for future job in 

terms of English learning? 

BuAdmin graduates can work in various divisions. BuAdmin employees have to 

possess English proficiency at certain levels that can meet their specific job in our 

company but we don’t have specific requirements of English for BuAdmin 

employees. 

Reading and writing is more necessary than speaking because the employees work 

with mainly inquiries, invoices, etc. Nowadays, professional qualifications tend to 

be similar among graduates. Then, they can identify themselves with better English 

proficiency. They get more advantages in their future job application.  
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What do you think college should do to prepare students for the workplace in 

terms of English learning? 

English curriculum needs to prepare BuAdmin graduates with all necessary 

language skills because BuAdmin graduates can work in several fields or divisions, 

e.g. Banks, Foreign companies, local companies. The English program needs to 

supply students with complete language knowledge and skills in the current labor 

market. 
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Appendix D6: SAMPLE INTERVIEW WITH EMPLOYEES 

 

CO3-EE1      

Date: 6 April 2016    

REC1633 

According to your experience, to what extent is English important to your 

current career? How often do you use English in your job?  

Many jobs: Secretary of the quality manager + Interpreter; Secretary of the 

technology manager + Interpreter; Head of the quality department; Head of the 

technology department; Head of Human Resources dept. All my jobs are related to 

foreign clients. Communication is very common. Our clients come from America, 

France, Africa, Dominica, Philippines and Laos. They use different Englishes. In 

most of the conversations, we have to guess because they use different Englishes 

and it is difficult to understand the partners who come from Philipines and Laos. In 

some cases, we had to speak in the wrong way as they talked so that they could 

understand.  

I use English every day. It is very important to my job because I have worked as a 

secretary, interpreter and head of some divisions in my company. I work with 

foreign experts, clients and manager, so I use English frequently in social situations, 

meetings and negotiations. 

How do you evaluate your English proficiency? To what extent does your 

English meet your work? 

I am good at listening and speaking. I can speak fluently but I am not good at 

grammar. My English proficiency meets my job demand, e.g. meetings and 

interpretation.  

What problems/difficulties do you encounter while using English at work? 

I can communicate well but sometimes I cannot understand technical or 

professional terms at my workplace. I need to study more ESP.  

What advantages and challenges do you get from the frequent use of English at 

work? Why is that? 

If we don’t understand the clients, we don’t learn from them. If we are not good at 

ESP, we mistranslate technical terms. Then, we can’t get the targets of the meetings 

and negotiations. The effectiveness is hindered. If we don’t understand the clients’ 

requirement, we lost time to implement the contracts; Our company’s profits 

decrease. Sometimes, we lost contracts and lost a lot of money when we 

misunderstood the business partners in conversations, contracts or negotiations.  

When we have new contracts, we use English to get the partners’ requirements and 

details of the product quality, amount, price and technological information. 

English is very important in our company. We are interested in English. In our 

company, there is an EC corner (English Communication corner) installed with IT 

facilities and books for communication and studying English at all levels. The 

employees come here and use English to talk with each other every day. If someone 

doesn’t come or come here late or use Vietnamese, he will have to pay some 

money. Everyone comes here to study English with teachers and colleagues. We 

also have talk show to discuss certain topics in English.  
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What kind of tasks are you required completing in English in your professional 

environment? Which language skills do you use most frequently in your 

current job?  

Getting the orders, reading procedures and working with websites, which are all in 

English; Professional skills; Drawing lessons, knowledge or experience from a 

meeting, visit, negotiation or learning from foreign experts by translating, talking 

and discussing the schedules, memos and procedures, communication, listening, 

speaking, reading. 

What should students prepare for future job in terms of English learning? 

Speaking correctly, reading English procedures, Well-prepared with professional 

English/knowledge; Being overt in learning English; Writing emails. 

What are your suggestions towards the English curriculum for BuAdmin 

students for their future job? 

Including realia, games, project-based learning and group work. 

Concentrating on listening for comprehension, preparing students with vocabulary. 
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Appendix E:  STATISTICS 

Appendix E1: BuAdmin employee questionnaires 

E1a: BuAdmin employees’ demographic data 

 Frequency Percent Cumulative 

Percent 

1 Gender Male 41 32.5 32.5 

Female 85 67.5 100.0 

2 Age 20-30 54 42.9 42.9 

31-40 60 47.6 90.5 

41-50 12 9.5 100.0 

3 Company CO1 42 33.3 33.3 

CO2 3 2.4 35.7 

CO3 9 7.1 42.9 

CO4 19 15.1 57.9 

CO5 11 8.7 66.7 

CO6 7 5.6 72.2 

CO7 14 11.1 83.3 

CO8 6 4.8 88.1 

CO9 7 5.6 93.7 

CO10 5 4.0 97.6 

CO11 3 2.4 100.0 

4 Working 

section 

Finance-

Accounting 
20 15.9 15.9 

Customer 

service 
25 19.8 35.7 

Sales-Marketing 44 34.9 70.6 

Management 

board 
4 3.2 73.8 

Personnel 5 4.0 77.8 
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administration 

Production 2 1.6 79.4 

Planning 18 14.3 93.7 

Compliance 5 4.0 97.6 

Logistics 3 2.4 100.0 

5 Working 

position 

Director 3 2.4 2.4 

Vice director 1 .8 3.2 

Head of 

department 
4 3.2 6.3 

Deputy Head of 

department 
7 5.6 11.9 

Employee 111 88.1 100.0 

6 Working 

experience 

0-5 57 45.2 45.2 

6-10 51 40.5 85.7 

11-15 6 4.8 90.5 

16-20 8 6.3 96.8 

Over 20 4 3.2 100.0 

7 Company 

operation field 

Production 41 32.5 32.5 

Trading 36 28.6 61.1 

Service 49 38.9 100.0 

8 Working area Marketing 28 22.2 22.2 

Finance 49 38.9 61.1 

Production 12 9.5 70.6 

Others 37 29.4 100.0 

9 Length of 

English learning 

1-3 years 3 2.4 2.4 

4-5 years 13 10.3 12.7 

6-8 years 16 12.7 25.4 

More than 8 

years 
94 74.6 100.0 
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10 English 

proficiency 

A (Elementary) 17 13.5 13.5 

B (Intermediate) 66 52.4 65.9 

C (Advanced) 43 34.1 100.0 

11 English courses 

that BuAdmin 

employees have 

attended 

General English 

course 
94 74.6 74.6 

Communicative 

English courses 
66 52.4 52.4 

ESP courses 69 54.8 54.8 

English language 

skills 
24 19.0 19.0 

Other English 

courses 
15 11.9 11.9 

Total 126 100.0  

 

Statistics 

 Gender Age Company Working 

section 

Position Working 

experience 

Kind of 

company 

Working  

area 

N 
Valid 126 126 126 126 126 126 126 126 

Missing 0 0 0 0 0 0 0 0 

Mean 1.67 1.67 4.29 3.56 4.76 1.82 2.06 2.75 

Std. 

Deviation 
.470 .645 3.035 2.243 .763 1.007 .846 1.553 

Minimum 1 1 1 1 1 1 1 1 

Maximum 2 3 11 9 5 5 3 5 

 

Statistics 

 Length of 

English 

learning 

English 

proficiency 

General 

English 

courses 

Communicative 

English courses 

ESP 

courses 

English 

language 

skills 

Other 

English 

courses 

N Valid 126 126 126 126 126 126 126 
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Missing 0 0 0 0 0 0 0 

Mean 3.60 2.21 1.25 1.48 1.45 1.81 1.88 

Std. 

Deviation 
.771 .661 .437 .501 .500 .394 .325 

Minimum 1 1 1 1 1 1 1 

Maximum 4 3 2 2 2 2 2 

 

E1b: Reliability Statistics of the BuAdmin employee questionnaires 

Reasons for language needed at work 

Reliability Statistics 

Cronbach's 

Alpha 

N of Items 

.860 5 

 

Item-Total Statistics 

 Scale Mean if 

Item Deleted 

Scale Variance 

if Item Deleted 

Corrected Item-

Total 

Correlation 

Cronbach's 

Alpha if Item 

Deleted 

 I need English to 

function well in my 

job. 

15.14 9.995 .473 .885 

 I need English to 

get better paid. 
15.37 8.650 .823 .792 

 I need English for 

communication at 

work. 

15.33 8.832 .782 .803 

 I need English for 

professional 

development. 

15.29 9.166 .755 .812 

 I need English for 

job promotion. 
15.25 9.855 .590 .852 
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English language skills used at work 

 

Reliability Statistics 

Cronbach's 

Alpha 

N of Items 

.808 4 

 

Item-Total Statistics 

 Scale Mean if 

Item Deleted 

Scale Variance 

if Item Deleted 

Corrected Item-

Total 

Correlation 

Cronbach's 

Alpha if Item 

Deleted 

Listening 9.82 9.782 .658 .743 

Speaking 9.67 9.837 .719 .714 

Reading 9.69 11.367 .543 .796 

Writing 9.82 10.342 .585 .779 

 

Communicative activities 

Reliability Statistics 

Cronbach's 

Alpha 

N of Items 

.900 12 

 

Item-Total Statistics 

 Scale Mean if 

Item Deleted 

Scale Variance 

if Item Deleted 

Corrected Item-

Total 

Correlation 

Cronbach's 

Alpha if Item 

Deleted 

Reading and using 

information from 

professional sources 

14.56 32.633 .489 .906 

Writing e-mails and 

business letters 14.90 26.231 .780 .877 

Reading/writing 

invoices and 

certificates 

15.39 28.128 .673 .890 

Telephoning 
15.29 27.985 .777 .877 

Negotiating 
15.63 28.474 .813 .874 
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Making oral 

presentations, 

demonstrations and 

product descriptions 

15.68 28.666 .774 .878 

Reading and writing 

reports and 

summaries 

15.25 30.223 .659 .890 

Reading/writing 

contracts 18.87 40.118 .748 .890 

Writing memos and 

minutes 18.84 40.663 .756 .889 

Writing CV’s, job 

applications 19.25 44.895 .534 .904 

Social talks, 

meeting clients and 

business associates 

15.25 30.223 .659 .890 

Other 

activities/situations 15.68 28.666 .774 .878 

Types of texts and discourse 

Reliability Statistics 

Cronbach's 

Alpha 

N of Items 

0.886 8 

Item-Total Statistics 

 Scale Mean if 

Item Deleted 

Scale Variance 

if Item Deleted 

Corrected Item-

Total 

Correlation 

Cronbach's 

Alpha if Item 

Deleted 

English journals, business 

articles and Internet 

resources 

18.43 44.071 .577 .889 

English e-mails and 

business letters 
18.50 39.324 .766 .888 

Memos, minutes, fax 18.84 40.663 .756 .889 

Reports, summaries, 

presentations, statistics 
18.88 41.066 .777 .887 
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Invoices, certificates 18.87 41.040 .676 .896 

Contracts 18.87 40.118 .748 .890 

Product and process 

descriptions 
19.02 40.807 .761 .889 

CV’s, job applications 19.25 44.895 .534 .904 

 

Content areas 

 

Reliability Statistics 

Cronbach's 

Alpha 

N of Items 

.842 15 

 

 

Item-Total Statistics 

 Scale Mean if 

Item Deleted 

Scale Variance 

if Item Deleted 

Corrected Item-

Total 

Correlation 

Cronbach's 

Alpha if Item 

Deleted 

Work and jobs 29.45 109.658 .582 .842 

Marketing 29.89 106.420 .769 .837 

Finance 30.01 109.320 .713 .838 

Human resources 30.21 108.202 .794 .836 

Production 29.90 107.511 .696 .839 

Sales/selling 29.77 106.931 .716 .838 

Strategy 30.21 107.445 .759 .837 

Quality 29.99 106.600 .765 .837 

Brands 30.08 106.154 .809 .836 

Stock market 30.61 112.320 .621 .840 

International economics 30.52 111.388 .665 .839 

Management 30.37 108.860 .804 .836 

Business operations 30.10 108.423 .751 .837 

Statistics 30.47 112.027 .636 .840 

others 30.75 116.059 .441 .844 
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Appendix E2: BuAdmin student questionnaires 

E2a: Demographic data about the students 

 Frequency Percent 
Valid 

Percent 

Cumulative 

Percent 

1 Gender Male 35 38.0 38.0 38.0 

Female 57 62.0 62.0 100.0 

2 Academic 

year 

Junior 45 48.9 48.9 48.9 

Sophomore 22 23.9 23.9 72.8 

Freshman 25 27.2 27.2 100.0 

3 Length of 

English 

learning 

1-3 years 6 6.5 6.5 6.5 

4-5 years 5 5.4 5.4 12.0 

6-8 years 32 34.8 34.8 46.7 

More than 8 years 49 53.3 53.3 100.0 

4 English 

learning 

experience 

General English 

(GE) courses 

71 77.2 77.2 77.2 

Communicative 

English courses 

10 10.9 10.9 10.9 

ESP courses 40 43.5 43.5 43.5 

English language 

skills 

1 1.1 1.1 1.1 

Other English 

courses 

1 1.1 1.1 1.1 

Total 92 100.0 100.0  

 

Statistics 

 Academic year Gender Length of 

English learning 

English proficiency 

N 
Valid 92 92 92 92 

Missing 0 0 0 0 
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Mean 1.78 1.62 3.35 1.52 

Std. Deviation .849 .488 .857 .524 

Minimum 1 1 1 1 

Maximum 3 2 4 3 

 

E2b: Reliability Statistics of the BuAdmin student questionnaires 

Purposes of English learning 

Reliability Statistics 

Cronbach's 

Alpha 

N of Items 

.837 10 
 

Item-Total Statistics 

 Scale Mean if 

Item Deleted 

Scale Variance 

if Item Deleted 

Corrected Item-

Total 

Correlation 

Cronbach's 

Alpha if Item 

Deleted 

I learn English to communicate 31.26 26.876 .393 .833 

I learn English to read job-related 

materials 
31.65 24.801 .575 .817 

I learn English to translate 

English language sources 
32.00 24.703 .537 .821 

I learn English to pass English 

exams 
31.78 24.480 .503 .825 

I learn English to apply for a job 31.32 25.954 .451 .829 

I learn English to conduct 

professional correspondence 
31.92 23.961 .701 .805 

I learn English to follow English-

based training programs 
32.20 24.511 .578 .817 

I learn English to attend English-

based forums and conferences 
32.27 23.255 .661 .808 

I learn English for entertainment 32.30 24.522 .473 .829 

I learn English for other purposes 32.30 27.313 .442 .830 
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Students’ current language skills 

Reliability Statistics 

Cronbach's 

Alpha 

N of Items 

.838 4 

Item-Total Statistics 

 Scale Mean if 

Item Deleted 

Scale Variance 

if Item Deleted 

Corrected Item-

Total 

Correlation 

Cronbach's 

Alpha if Item 

Deleted 

Listening skill 8.55 5.612 .645 .885 

Speaking skill 8.21 5.089 .807 .828 

Reading skill 7.86 4.606 .785 .835 

Writing skill 8.22 4.853 .758 .845 

Communicative activities 

Reliability Statistics 

Cronbach's 

Alpha 

N of Items 

.884 8 

Item-Total Statistics 

 Scale Mean if 

Item Deleted 

Scale Variance 

if Item Deleted 

Corrected Item-

Total 

Correlation 

Cronbach's 

Alpha if Item 

Deleted 

Reading and using 

information from 

different sources 

10.85 20.922 .315 .914 

Writing e-mails 
12.13 18.884 .695 .864 

Telephoning  
12.27 19.101 .762 .858 

Writing essays and 

reports 12.08 17.632 .834 .846 

Writing job applications 

and CV’s  12.13 18.334 .726 .860 

Presentations 
12.03 17.724 .797 .850 

Social situations 

(meeting friends, 

teachers, supervisors; 

small talk, etc.) 

11.66 18.248 .671 .867 
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Students’ accessibility to learning facilities 

Reliability Statistics 

Cronbach's 

Alpha 

N of Items 

.681 6 

 

Item-Total Statistics 

 Scale Mean if 

Item Deleted 

Scale Variance 

if Item Deleted 

Corrected Item-

Total 

Correlation 

Cronbach's 

Alpha if Item 

Deleted 

Accessibilty to radio 14.10 12.133 .353 .658 

Accessibilty to Cassette/CD 14.21 12.276 .426 .642 

Accessibilty to DVD/TV 13.72 11.524 .359 .657 

Accessibilty to computer 12.85 9.691 .607 .565 

Accessibilty to Internet 12.51 10.428 .460 .622 

Accessibilty to Smartphone 12.84 11.259 .304 .683 

 

Students’ perceptions of English courses 

 

Reliability Statistics 

Cronbach's 

Alpha 

N of Items 

.783 4 

 

Item-Total Statistics 

 Scale Mean if 

Item Deleted 

Scale Variance 

if Item Deleted 

Corrected Item-

Total 

Correlation 

Cronbach's 

Alpha if Item 

Deleted 

I like the coursebooks being 

used in the current English 

courses 

14.20 8.818 .583 .646 

I like the methodology used 

by English teachers 
14.10 8.815 .578 .647 

I like the testing and 

assessment in the current 

English courses 

14.09 8.520 .646 .627 

I find the learning 

environment well-equipped 

at my college 

14.30 9.027 .402 .697 

The current English courses 

at college adequately 

adress my needs 

15.04 9.515 .262 .746 

The English courses 

improve my English ability 
15.17 9.354 .345 .715 
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Appendix E3: Factor analysis results 

 

E3a. Questionnaires for BuAdmin employees  

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .891 

Bartlett's Test of Sphericity 

Approx. Chi-Square 4671.199 

df 861 

Sig. .000 

 
KMO and Bartlett's Test 

Total  Variance  Explained 
Values Comparison 

KMO .891 0,5 < .891< 1 

Sig. .000 .000< 0.05 

Rotation Sums of Squared Loadings 
(Cumulative %) 

74.844 % 74.844 % > 50% 

Eigenvalue 1.152 1.152 > 1 

 

 

Rotated Component Matrix
a
 

 Component 

1 2 3 4 5 6 7 8 

Management .781        

Stock market .761        

International economics .751        

Marketing .748        

Finance .746        

Human resources .743        

Brands .728        

Strategy .716        

Business operations .715        

Sales/selling .617        

Statistic .609        

Quality .599        

Production .571        

English e-mails and business letters  .781       

Writing English e-mails and business letters  .711       

English journals, business articles and 

Internet resources 
 .672       
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Finding and using information from different 

English sources 
 .629       

Social situations (visitors, meeting clients and 

business associates; small talk, etc.) 
 .607       

Memos, minutes, fax  .568       

Reports, summaries, presentations, statistics  .554       

Telephoning  .526       

Product and process descriptions         

enhance their communicative competence   .958      

build their confidence to use English at work   .957      

include updated contents meeting social 

needs in the new era of integration 
  .939      

provide necessary knowledge and skills of 

general English and ESP 
  .930      

My employers look for general English 

knowledge in their prospective business 

administration employees 

   .911     

My employers look for English integrated 

skills competence in their prospective 

business administration employees 

   .894     

My employers look for professional English 

knowledge in their prospective business 

administration employees 

   .871     

Effective business administration employees 

benefit from effective communication skills in 

English 

   .685     

It is important for me to use English in my job    .557     

CV’s, job applications     .720    

Presentations, demonstrations, process 

descriptions 
    .687    

Meetings and negotiations  .523   .607    

Fairs; sales promotion     .545    

Contracts     .696    

Writing invoices and certificates     .694    

Invoices, certificates     .680    

Writing      .714   

Reading      .627   

Speaking      .833   

Listening      .832   
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E3b. Questionnaires for BuAdmin students  

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .733 

Bartlett's Test of Sphericity 

Approx. Chi-Square 4738.717 

df 1653 

Sig. .000 

 
KMO and Bartlett's Test 

Total  Variance  Explained 
Values Comparison 

KMO .733 0,5 < .891< 1 

Sig. .000 .000< 0.05 

Rotation Sums of Squared Loadings 
(Cumulative %) 

78.481% 78.481% > 50% 

Eigenvalue 1.005 1.005 > 1 

 

Rotated Component Matrix
a
 

 Component 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 

build my 

confidence to 

use English 

inside and 

outside class 

.888              

include 

updated 

contents 

meeting 

learners’ needs 

.880              

equip me with 

knowledge and 

skills of general 

English and 

ESP 

.870              

include skill-

integrated 

lessons 

.866              

enhance my 

communicative 

competence 

.866              
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provide 

necessary 

professional 

knowledge and 

skills 

.866              

develop all of 

my language 

skills 

.856              

include clear 

instructions, 

attractive 

illustration and 

appropriate 

arrangement 

.845              

include 

sufficient 

activity books 

and CDs 

.840              

inlude various 

types of  

practice 

exercises 

.825              

enable me to 

be independent 

user of English 

.812              

include various 

topics of 

general and 

professional 

knowledge 

.791              

Presentations 

in English 
 .876             

Finding and 

using 

information 

from different 

English 

sources 

 .791             

English 

textbooks, 

journals, 

Internet 

resources 

              

Writing job 

applications 

and CV’s in 

English 

 .796             

Telephoning in 

English 
 .789             
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Writing English 

e-mails 
 .778             

CV’s, job 

applications 
 .765             

English 

presentation 

AV’s 

 .738             

Social 

situations 

(meeting 

friends, 

teachers, 

supervisors; 

small talk, etc.) 

 .712             

English e-

mails, letters 
 .693             

English essays, 

summaries, 

reports 

 .681             

Itineraries  .615             

use English 

materials 

related to 

professional 

knowledge 

  .761            

design skill-

integrated 

lessons 

  .759            

supply students 

with exercises 

and activities 

towards using 

English 

independently 

  .699            

use appropriate 

testing and 

assessment 

methods 

  .685            

encourage 

discussions in 

English in class 

  .680            

use various 

teaching aids 

frequently 

  .662            

apply student-

centered 

teaching 

methods in 

class 

  .639            
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have a lot of 

knowledge of 

specialized 

contents 

  .573            

I learn English 

for 

entertainment 

   .780           

I learn English 

to follow 

English-based 

training 

programs 

   .736           

I learn English 

to attend 

English-based 

forums and 

conferences 

   .694           

I learn English 

to conduct 

professional 

correspondenc

e 

   .670           

I learn English 

for other 

purposes 

   .602           

I like the 

methodology 

used by 

English 

teachers 

    .892          

I like the 

coursebooks 

being used in 

the current 

English 

courses 

    .862          

I like the testing 

and 

assessment in 

the current 

English 

courses 

    .732          
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The current 

English 

courses at 

college 

adequately 

adress my 

needs 

    .739          

Writing skills 

needed for 

communication 

     .854         

Reading skills 

needed for 

communication 

     .784         

Speaking skills 

needed for 

communication 

              

Listening skills 

needed for 

communication 

     .731         

I find the 

learning 

environment 

well-equipped 

at my college 

              

I learn English 

to translate 

English 

language 

sources 

      .737        

I learn English 

to 

communicate 

      .724        

I learn English 

to read job-

related 

materials 

      .695        

I learn English 

to pass English 

exams 

              

I learn English 

to apply for a 

job 
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I like to study 

English with 

project-based 

activities 

       .615       

I like to study 

English in the 

whole class 

       .806       

I like to study 

English in 

groups 

              

I like to study 

English 

individually 

       .894       

I like to study 

English in pairs 
              

I like to study 

English with 

lectures from 

teachers 

       .834       

Extraction Method: Principal Component Analysis.  

 Rotation Method: Varimax with Kaiser Normalization. 

a. Rotation converged in 17 iterations. 
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Appendix F: CURRICULUM EVALUATION FORM 

 

BỘ CÔNG THƯƠNG CỘNG HÒA XÃ HỘI CHỦ NGHĨA VIỆT NAM 

TRƯỜNG CĐ CÔNG NGHIỆP HUẾ Độc lập - Tự do - Hạnh phúc 

BẢN NHẬN XÉT NỘI DUNG CHƯƠNG TRÌNH ĐÀO TẠO 

1. Thông tin chung chương trình: 

- Tên chương trình :.................................. Số tín chỉ:............................ 

2. Thành viên nhận xét: 

- Họ và tên:........................ Chức danh hội đồng:................................. 

3. Nhận xét: 

3.1. Nội dung chương trình: 

TT Chương/Mục Nội dung cần chỉnh sửa Ghi chú 

I Chương….   

… Mục…   

… …   

II Chương….   

 Mục….   

 …   

III Chương….   

 Mục....   

 ...   
 

3.2. Mức độ phù hợp giữa mục tiêu và nội dung chương trình đào tạo: 

................................................................................................................................

................................................................................................................................

................................................................................................................................

................................................................................................................................ 

4. Ý kiến khác: 

.....................................................................................................................................

.....................................................................................................................................

.....................................................................................................................................

..................................................................................................................................... 
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Ghi chú:   

- Phần “Nội dung cần chỉnh sửa” Ghi các nội dung cần điều chỉnh, bổ sung để 

đáp ứng mục tiêu. 

- Phần “Mức độ phù hợp giữa mục tiêu và nội dung chương trình đào tạo” 

ghi rõ phần mục tiêu nào chưa đáp ứng được so với chương trình đề ra. 

- Phần “ý kiến khác” nhận xét các ý kiến chưa trình bày trong nội dung trên 

hoặc bổ sung ý kiến ngoài để góp phần xây dựng hoàn thiện thêm cho giáo trình. 

                                                                                                                                         

Ngày           tháng          năm 20 

N

Người nhận xét 

(

(ký, ghi họ tên) 
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 Appendix G:  DECISION ON ASSESSING THE NEW CURRICULUM AND 

THE PANEL’S EVALUATION 
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