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ABSTRACT 

In the effort to enhance the quality of English teaching in tertiary institutions, 

ESP teaching is considered to make English learning more relevant to the students’ use 

of English in their future jobs, and thus arouse their interest and motivation in English 

learning. The development of ESP curriculum is, therefore, of great significance to 

meet these needs and teacher involvement in the process is essential because an ESP 

teacher is not only a teacher but also a collaborator, a course designer and material 

provider, a researcher, and an evaluator (Dudley-Evans & St. John, 1998). The study 

thus aims to investigate ESP teachers’ practice of developing the ESP curriculum for 

non-English majors at some universities in Ho Chi Minh City to find out about the 

practice of this process. The study also aims to investigate the ESP teachers’ 

perceptions of the process, the advantages and difficulties they may encounter as well 

as their suggestions for improvement of the process.  

With the aim of investigating the practice of ESP teachers in developing 

curriculum and for the nature of the research questions, a descriptive research design is 

employed. Data collection was carried out with three instruments, that is, 

documentation, questionnaire and interview. Various types of documents related to the 

ESP curriculum development process were collected. Seventy-eight ESP teachers from 

four universities in Ho Chi Minh City agreed to participate in the study and answered 

all the closed questions in the questionnaire and among them, twenty-one teachers took 

part in the interview.  

The findings of the study revealed the steps that the ESP teachers participated in 

most were determining the teaching methodology and support for effective teaching, 

and determining the assessment contents and methods. The steps of the curriculum 

development process that the ESP teachers were not involved in most were needs 

analysis, course goals or objectives specification, and curriculum evaluation. The 

advantages for the ESP teachers in the curriculum development process can be counted 
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of existing knowledge and skills in teaching and planning lessons in General English, 

availability of coursebooks and teaching materials for certain specialties, support and 

encouragement from their faculties and universities, and individual help from specialist 

teachers in the same universities. The difficulties ESP teachers often encountered in the 

curriculum development process were undefined workplaces’ target needs, unclear 

course goals and objectives, inappropriate teaching coursebooks and materials, lack of 

specialist knowledge, and effective tools for needs analysis and curriculum evaluation 

at different stages of the curriculum development and implementation. They proposed 

various recommendations concerning conducting a comprehensive needs analysis as a 

scientific base for later stages of the curriculum development process, specifying clear 

goals and objectives, and selecting and sequencing contents based on the needs 

analysis information, which in turns serves as the scientific base for the selection or 

compilation of coursebooks and teaching materials, supporting teachers with specialist 

training, supportive teaching and learning environment and assessment tools, as well as 

effective tools for ongoing needs analysis and curriculum evaluation.  
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CHAPTER ONE:   INTRODUCTION 

  

Chapter One presents the overview of the thesis. At the beginning, the rationale 

for choosing the thesis is described, including the personal rationale, theoretical 

rationale, and contextual rationale. The aims of the thesis then is stated, and clarified 

by the research questions. The later sections of the chapter addresses the significance 

of the study and the ouline into which the thesis is organized. 

1.1. Rationale 

The effectiveness of English teaching and learning is of great concern at every 

level of education in Vietnam as a result of the international integration process and the 

fact that English is the most important language for communication with foreign 

individuals and organizations. As an EFL teacher at a university in Ho Chi Minh City, 

the researcher has always been concerned with how to enhance the effectiveness of her 

English classes. In the early years of her teaching, the researcher focused more on her 

teaching methodology and later gradually moved towards the students’ learning, 

especially their self-study, to be more learner-centered. The more learner-centered the 

researcher becomes, the more obviously she recognizes two problems. First, one of the 

biggest obstacles of the students’ effective English learning is their motivation. The 

second problem arised when several alumni approached the faculty where the 

researcher worked and expressed their concern that they had a great number of 

difficulties in using English at their workplaces and that the English they used at work 

did not really correspond to what they had learned at university. These two problems 

drove the researcher to go on field trips to the students’ different future workplaces to 

investigate their needs of using English more carefully.  

The field trips to the learners’ future workplaces helped the researcher realize 

the importance of an ESP curriculum that corresponds to the learners’ currrent or future 
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work. This did not only meet the society’s needs but also enhanced the students’ 

motivation in their English learning thanks to the relevance between the university 

program curriculum and their needs in future jobs. In revising the ESP curriculum, the 

researcher was most interested in the role of the ESP teachers in developing the ESP 

curriculum as Dudley-Evans and St. John (1998) puts it that an ESP teacher is not only 

a teacher but also a collaborator, a course designer and material provider, a researcher, 

and an evaluator.  

As course designers and material providers, ESP practitioners often have to 

“plan the course they teach and provide the materials for it” (Dudley-Evans & St John, 

1998, p.14). They point out that it is rarely possible to use a particular textbook without 

the need for supplementary material, and sometimes no really suitable published 

material exists for certain of the identified needs. The role of ESP teachers as providers 

of material thus involves choosing suitable published material, adapting material when 

published material is not suitable, or even writing material where nothing suitable 

exists. ESP teachers also need to assess the effectiveness of the teaching material used 

for the course, whether that material is published or self-produced. They suggest that 

the role of course designer and materials provider may seem a difficult and demanding 

role to someone new to ESP but such demands make ESP teaching interesting.  

Research has been particularly strong in the area of EAP, where there is a 

healthy and developing range of published research, especially in genre analysis 

(Swales, 1990; Bhatia, 1993). ESP teachers need to be aware of and in touch with this 

research. Those carrying out a needs analysis, designing a course, or writing teaching 

materials need to be able to incorporate the findings of the research, and those working 

in specific ESP situations need to be confident that they know what is involved in skills 

such as written communication. Dudley-Evans and St John suggest that an ESP 

practitioner has to go beyond the first stage of needs analysis – Target Situation 

Analysis (TSA) which identifies key target events, skills and texts – to observe as far 
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as possible the situations in which students use the identified skills, and analyse 

samples of the identified texts. As part of this process, ESP teachers generally need to 

be able to carry out research to understand the discourse of the texts that students use. 

They also specify the role of ESP teachers as collaborator with the specialist teachers 

or subject experts and as evaluator of both the learners and the course and materials.  

According to Johnson (1989), there is “an inherent danger of mismatch between 

policy and the learning outcomes which the implemented curriculum is capable of 

achieving” (p4). Rodgers (1989) also maintains that decisions taken at the curriculum 

planning stage, and what he refers to as “polity factors” generally, have a far greater 

impact on the success of curriculum development than decisions relating to the 

implementation of the curriculum per se. In discussing the participants of the 

curriculum development process, Johnson (1989) distinguishes three approaches to 

curriculum development, that is, traditional or specialist, learner-centered, and 

integrated approaches. In traditional or specialist approach, teachers have no role in the 

planning stages, and specialists determine the purposes, plan the syllabus, and develop 

the materials that teachers are then supposed to use in their classrooms whereas in 

learner-centered approach, all participants are involved at every stage of the curriculum 

development process, including policy makers, needs analysts, methodologists, 

materials writers, teacher trainers, teachers, and learners. While the former may lead to 

false assumptions and mismatch of every stage of the curriculum development process, 

the latter may be problematic in that no one has specific responsibility for carrying out 

decisions. In an integrated curriculum, however, all role-players would be aware of the 

decisions made at all stages in the curriculum process and would contribute to the 

developemtal process through formative evaluation or by other means. He also 

emphasizes that this process of curriculum development is a continuing and cyclical 

process of development, revision, maintenance and renewal which needs to continue 

throughout the life of the curriculum. 
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From the viewpoint of course development, Graves (1996) also shares her view 

that teachers who have never planned a new course still have experience in course 

development because course development is more than just planning a course but also 

includes teaching it, an experience that teachers, by definition, have. Furthermore, most 

courses also entail modification of the course, both while it is in progress and after it is 

over. Teachers, therefore, are involved in a cycle of decision making about their 

courses, including stage one of planning the course, stage two of teaching the course, 

stage three of modifying or replanning the course, and stage four of reteaching the 

course. She holds it that “valuable though the knowledge of experts may be, teachers 

themselves are experts in their settings, and their past experience and successive can 

serve as bridges to new situations” (Graves, 1996, p.6). Correspondingly, the 

experience of developing a course enables teachers to make sense of the theories and 

expertise of others because it gives them opportunities to clarify their understanding of 

theory and make it concrete. Their practice in turn changes their understanding of the 

theories. For example, examining needs assessment tools, understanding the rationale 

of two different models for integrating content, or examining other course syllabuses 

can trigger the appropriate steps and solutions. In applying that new knowledge, the 

needs assessment is modified or expanded to fit the teacher’s situation, a third way of 

putting together content emerges, or the course syllabuses are found to be appropriate, 

which helps the teacher decide what is appropriate. Successful course design then 

depends on the teacher’s making sense of what she is doing, not just doing it. Gaining 

access to one’s expertise and that of others depends on a teacher ability to make sense 

of her experience through reflection and understanding, to make a bridge between 

practice and thought so that one can influence the other. 

The role of teacher involvement in the curriculum development process is also 

signified by other authors. Bartlett and Butler (1985) point out that the adoption of a 

learner-centered approach to curriculum development implies a greater professional 
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burden on the classroom teacher, that is the extent to which teachers see themselves as 

being responsible for a range of curriculum processes including needs analysis, goal 

and objective setting, negotiation of preferred methodology, materials and learning 

activities, and the sharing of evaluation and self-evaluation procedures. Richards 

(1990) also asserts that the success of language program addresses far more than the 

mere act of teaching and the role of the teacher involves “monitor of student learning, 

motivator, organizer and controller of student behavior, provider of accurate language 

models, counselor and friend, needs analyst, materials developer, and evaluator” (p. 

12). 

The above personal and theoretical rationales have driven the researcher to seek 

for solutions to improve the ESP curriculum development process with the active and 

proper involvement of ESP teachers, the main practitioners in ESP instruction in curent 

Vietnamese setting; thereby advance to developing a coherent ESP curriculum that is 

in alignment with the societal target needs at the students’ current or future workplaces. 

As a preliminary effort, however, for the present study, the researcher sets the main 

aim of describing the current situation of the ESP teachers’ involvement in that process 

at some universities in Ho Chi Minh City as well as some preliminary factors that 

affect a proper and coherent process of ESP curriculum development before further 

studies are pursued.  

1.2. Statement of purpose 

To explore the ESP teachers’ involvement level in the curriculum development 

process so as to contribute to improve this process, this study aims to investigate the 

ESP teachers’ practice of developing curriculum for non-English majors at some 

universities in Ho Chi Minh City. To gain reliable and valid insights into the ESP 

teachers’ practice of this process, the study also aims to explore the ESP teachers’ 

perceptions of developing curriculum for non-English majors at these universities in 

order to find out what they think about each of the steps in the ESP curriculum 
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development process as well as  describe the advantages and difficulties they encounter 

in that process and their recommendations for the improvements of the process. 

To achieve the aims of the study, three research questions are formulated as 

follows: 

1. What are ESP teachers’ perceptions of developing curriculum for non-

English majors at some universities in Ho Chi Minh City? 

2. What is their practice of developing ESP curriculum for non-English majors? 

3. What advantages and difficulties, if any, do they have when they are involved 

in that process and what are their suggestions for improvement, if any, in 

curriculum development at their universities? 

1.3. Scope of the study 

As regards the objects of the study, it sets forth to explore the ESP teachers’ 

perceptions and practice of developing curriculum for university non-English majors as 

well as the advantages and difficulties they encounter in that process and the 

recommendations they propose for the improvements of the process. Spatially, the 

study limits its scope at four universities in Ho Chi Minh City where ESP are taught as 

a subject to non-English majors. 

1.4. Significance of the study 

The present study contributes to the improvements of the ESP curriculum 

development process by clarifying the ESP teachers’ involvement level in developing 

curriculum for non-English majors at some universities in Ho Chi Minh City. This 

achievement bases on an endeavor to investigate the ESP teachers’ perceptions and 

practice of involving in each step of the curriculum development process for non-

English majors at their universities, including ESP needs analysis, course goals or 

objectives specification, selection and sequencing of contents, methodology and 

support for effective teaching, selecting or compiling ESP materials, determining 
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assessment contents and methods, and curriculum evaluation. Besides, the advantages 

and difficulties they encounter in that process and the recommendations they propose 

to improve the process are also identified to achieve the aim of the study. 

1.5. Structure of the study 

The present study is organized into five chapters. Chapter One, Introduction, 

gives the overview of the whole study, involving rationale, statement of prupose, 

scope, significance, and outline of the study. Chapter Two, Literature Review, reviews 

the theoretical framework of ESP curriculum development process and the previous 

studies in ESP teaching and teachers’ involvement in the curriculum development 

process, followed by an indication of the research gap that the present study aims to 

bridge. Chapter Three of the study, Research Methodology, describe the design and 

methods that are deployed to collect the data and the procedures of data collection and 

analysis. In Chapter Four, Findings and Discussion, the findings of the study are 

presented and discussed. Finally, in Chapter Five, Conclusion and Recommendations, 

the keys findings of the study are summarized and recommendations are proposed to 

contribute to the improvements of the ESP curriculum development process. 
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CHAPTER TWO:           LITERATURE REVIEW 

 

Chapter Two presents the theoretical framework of the study. First, the 

definitions of the key terms are introduced. The general issues in language curriculum 

development are then addressed, including common approaches and common 

procedures of this process. In the next section, the seven steps of the curriculum 

development process are explored in detailed, providing the theoretical framework for 

the study. The previous studies on teacher’s involvement in the curriculum 

development process are also set forth to give a general picture of the topic in question. 

The research gap is then pointed out to give drive to the study.  

2.1. Definitions of key terms 

2.1.1. Curriculum  

The term “curriculum” has different interpretations among scholars. Curriculum 

can be defined as a plan for achieving goals (Tyler, 1949; Taba, 1962). This definition 

exemplifies a linear view of curriculum as the plan involves a sequence of steps. Saylor 

et al. (1981) agrees with this definition and defines curriculum as “a plan for providing 

sets of learning opportunities for persons to be educated” (p. 10).  

Pratt (1980) defines curriculum as “an organized set of formal education and/or 

training intentions” (p. 4). As Dubin and Olshtain (1986) suggest, the term curriculum 

is used for broader contexts in which planning for language instruction takes place in 

national or international levels. It is a very general concept, which involves the 

consideration of the whole complex of philosophical, social and administrative factors, 

which contribute to the planning of an educational program. 

Wiles & Bondi (2014) view curriculum as a development process that (1) 

identifies a philosophy; (2) assesses student ability; (3) considers possible methods of 
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instruction; (4) implements strategies; (5) selects assessment devices; and (6) is 

continually adjusted. 

Although the terms “syllabus” and “curriculum” are sometimes used 

interchangeably, there is a clear distinction between them. As Dubin and Olshtain 

(1986) suggest, the term curriculum is used for broader contexts in which planning for 

language instruction takes place in national or international levels. It is a very general 

concept, which involves the consideration of the whole complex of philosophical, 

social and administrative factors, which contribute to the planning of an educational 

program. However, syllabus is a more specific document prepared for a particular 

group of learners. In other words, curriculum includes syllabus, but not vice-versa. For 

instance, a curriculum may cover the whole school year, but a syllabus may form only 

one part of a curriculum. As Krahnke (1987) suggests “A curriculum may specify only 

the goals (what the learners will be able to do at the end of the instruction), while the 

syllabus specifies the content of the lessons used to move the learners toward goals.”  

Shaw (1987) also labels curriculum and syllabus as two separate things by 

defining syllabus as a statement of the plan for any part of curriculum, excluding the 

element of curriculum evaluation itself. He also adds that the syllabus should be 

viewed in the context of an ongoing curriculum development process.  

For the purpose of the present study, curriculum is defined as all the planned 

learning opportunities offered to learners by the educational institution and continually 

adjusted to attain its educational goals.  

2.1.2. English for Specific Purposes 

Since its popularization in the 1960s, English for specific purposes (ESP has 

been explored by many scholars. Hutchinson and Waters (1987) consider ESP as an 

approach rather than a product – meaning that ESP does not involve a particular kind 

of language, teaching material or methodology. The basic question of ESP is: Why 
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does this learner need to learn a foreign language? The purpose of learning English 

became the core.  

Strevens’ (1988) definition of ESP makes a distinction between 1) absolute 

characteristics (language teaching is designed to meet specified needs of the learner; 

related in content to particular disciplines, occupation and activities; centred on the 

language appropriate to those activities in syntax, text, discourse, semantics, etc., and 

analysis of the discourse; designed in contrast with General English) and 2) two 

variable characteristics (ESP may be restricted to the language skills to be learned, e.g. 

reading; and not taught according to any pre-ordained methodology).  

Robinson’s (1991) definition of ESP is based on two criteria: 1) ESP is normally 

‘goal-directed’, and 2) ESP courses develop from a needs analysis which aim to 

specify what exactly it is that students have to do through the medium of English, and a 

number of characteristics which explain that ESP courses are generally constrained by 

a limited time period in which their objectives have to be achieved and are taught to 

adults in homogenous classes in terms of the work or specialist studies that the students 

are involved in (p.3) 

Each of these definitions have validity but also weaknesses. Considering 

Hutchinson and Water’s definition, Anthony (1997) noted that it is not clear where 

ESP courses end and General English courses begin because numerous non-specialist 

ESP instructors use ESP approach in that their syllabi are based on analysis of learner 

needs and their own specialist personal knowledge of English for real communication. 

Strevens’ definition, by referring to content in the second absolute characteristic, may 

confirm the impression held by many teachers that ESP is always and necessarily 

related to subject content. Robinson’s mention of homogenous classes as a 

characteristic of ESP may lead to the same conclusion. However, much of ESP work is 

based on the idea of a common-core of language and skills belonging to all academic 

disciplines or cutting across the whole activity of business. ESP teaching should always 
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reflect the underlying concepts and activities of the discipline. Having all these in 

mind, Dudley-Evans and St John (1998) modified Strevens’ (1988) definition of ESP: 

1. Absolute characteristics: a) ESP is designed to meet specific needs of 

the learner; b) ESP makes use of the underlying methodology and activities of 

the disciplines it serves; and c) ESP is centred on the language (grammar, lexis, 

register), skills, discourse and genres appropriate to these activities.  

2. Variable characteristics: a) ESP may be related or designed for specific 

disciplines; b) ESP may use, in specific teaching situations, a different 

methodology from that of general English; c) ESP is likely to be designed for 

adult learners, either at a tertiary level institution or in a professional work 

situation; it could be used for learners at secondary school level; d) ESP is 

generally designed for intermediate or advanced learners; and e) Most ESP 

courses assume basic knowledge of the language system, but it can be used with 

beginners.  

From the above definitions, it is obvious that although the definition of ESP has 

evolved to be increasingly more exact and clarified, the unchanged core of ESP is the 

specific needs. As Robinson (1989) puts it, “ESP first arose, and has continued to 

develop, in response to a need: the need of non-native speakers of the language to use it 

for some clearly defined practical purpose” (Robinson, 1989). Hutchinson and Waters 

also maintain that what distinguishes ESP from general English is an awareness of the 

need (Hutchinson & Waters, 1987). An ESP course, therefore, must begin with a needs 

analysis to provide the bases and essential information for the whole ESP program to 

be informedly designed. In the context of this study, ESP is understood as the teaching 

and learning of specific English at tertiary level to a group of adult learners who will 

use it in their future careers in order to function effectively in their specific situations. 
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2.2. Language curriculum development 

2.2.1. Language curriculum components 

According to Print (1993, p. 23), planning, design and development in 

curriculum are closely related terms. He distinguishes that once a curriculum has been 

conceptualised, through a process of curriculum planning and incorporating a 

curriculum design, it may then be developed, usually to become a written document 

and finally to be implemented and evaluated. In the meantime, Ornstein and Hunkins 

(2017) hold that curriculum development is a plan for structuring the learning 

environment and coordinating personnel, materials, and equipment.  

Tyler (1949), sometimes referred to as the father of the curriculum movement, 

specified four components of the curriculum equivalent to four questions, that is, 

objectives (What educational purposes should the school seek to attain?), instructional 

strategies and content (What educational experiences are likely to attain these 

objectives?), organizing learning experiences (How can these educational experiences 

be organized effectively?), and assessment and evaluation (How can we determine 

whether these purposes are being attained?). Brady (1992), in referring to these four 

questions, suggests that the four steps are sometimes simplified to read “objectives”, 

“content”, “method”, and “evaluation” (p. 58). 

Nunan (1988) endeavors to develop a learner-centered curriculum with the key 

elements including initial planning procedures (including data collection and learner 
grouping); content selection and gradation; methodology (which includes the selection of 

learning activities and materials); and ongoing monitoring, assessment and evaluation. 
These key elements are similar to traditional ones but they focus more on the learner in 

that the curriculum is a collaborative effort between teachers and learners.  

Brown (1995) introduces a model of systematic approach to designing and 

maintaining language curriculum, which includes needs analysis, goals and objectives, 
testing, materials development, teaching, and program evaluation; and how these 
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components interact in particular teaching situations. Needs analysis focuses on the 

learners’ needs and at the same time takes into consideration the needs of teachers, 
administrators, employers, intitutions, societies, and even whole nations have needs 

that may also have a bearing on the language teaching and learning situation. A logical 
outcome of determining the needs of a group of language students is the specification 

of goals, that is, general statements about what must be accomplished in order to attain 
and satisfy students’ needs. Objectives, on the other hand, are precise statements about 

what content or skills the students must master in order to attain a particular goal. 
Based on a program’s goals and objectives, extensive test developments are needed for 

widely different purposes within a program, for example, placement of students, 
language proficiency testing, diagnostic testing, and achievement testing. With well-

defined needs analyses, objectives, and tests, it is relatively easy to adopt, develop, or 
adapt materials for the program. Brown (1995) advocates a strategy in which students’ 

needs, objectives, tests, teaching, and program evaluation will all be related to each 
other and to the materials. As a consequence of these relationship, materials choices 

and use will be affected by what is learned from each of the other components of a 
program and will be in turn have an effect of their own on those other components.  

Regarding teaching, Brown (1995, p. 23) also advocates for curriculum 
development components that allows teachers more freedom than usual in the 

classroom to teach as they feel appropriate. Of course, the teachers and students should 
be aware of what the objectives for a given course are and how the testing will be 

conducted at the end of the course. To those ends, teachers need support and also need 
to be intimately involved in the process of curriculum development and revision. 

However, these processes should be carried out in group efforts because most teachers, 
as individuals, are in no position to do such tasks well, and they lack time and the 

expertise to do an adequate job. Teachers must be supported in their jobs to whatever 
degree that is possible. Finally, program evaluation might be defined as the ongoing 

process of information gathering, analysis, and synthesis, the entire purposes of which is 
to constantly improve each element of a curriculum on the basis of what is known about 
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all of the other elements, separately as well as collectively. Such a continuing process of 

evaluation makes possible the assessment of the quality of a curriculum once it is put in 
place as well as the maintenance of that curriculum on an ongoing basis.  

Nation & Macalister (2010) work out the curriculum design model as shown in 
Figure 2.1, which consists of three outside circles and a subdivided inner circle. The outer 

circle (principles, environment, needs) involve practical considerations that will have a 
major effect in guiding the actual process of course production.  There is a wide range of 

factors to consider when designing a course. These include the learners’ present 
knowledge and lacks, the resources available including time, the skill of the teachers, the 

curriculum designer’s strengths and limitations, and principles of teaching and learning. If 
factors such as these are not considered then the course may be unsuited to the situation 

and learners for which it is used, and may be ineffective and inefficient as a means of 

encouraging learning. In the curriculum design process these factors are considered in 
three sub-processes, environment analysis, needs analysis and the application of principles. 

The result of environment analysis is a ranked list of factors and a consideration of the 
effects of these factors on the design. The result of needs analysis is a realistic list of 

language, ideas or skill items, as a result of considering the present proficiency, future 

needs and wants of the learners. The application of principles involves first of all deciding 
on the most important principles to apply and monitoring their application through the 

whole design process. The result of applying principles is a course where learning is given 
the greatest support. Nation and Macalister also point out that in the model, “both the outer 

circles and the inner circle make up the curriculum. The inner circle represents the 
syllabus” (Nation & Macalister, 2010, p.2).  
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Figure 2.1: A model of the parts of the curriculum design process (adapted from 

Nation & Macalister, 2010) 

 

The inner circle has goals as its centre. This is meant to reflect the importance of 

having clear general goals for a course. The content and sequencing part of the inner 

circle represents the items to learn in a course, and the order in which they occur, plus 

the ideas content if this is used as a vehicle for the items and not as a goal in itself. 

Language courses must give consideration to the language content of a course even if 

this is not presented in the course as a discrete item. Consideration of content makes 

sure that there is something useful for the learners to learn to advance their control of 

the language, that they are getting the best return for learning effort in terms of the 
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usefulness of what they will meet in the course, and that they are covering all the things 

they need to cover for a balanced knowledge of the language. 

The format and presentation part of the inner circle represents the format of the 

lessons or units of the course, including the techniques and types of activities that will 

be used to help learning. This is the part of the course that the learners are most aware 

of. It is important that it is guided by the best available principles of teaching and 

learning. The monitoring and assessment part of the inner circle represents the need to 

give attention to observing learning, testing the results of learning, and providing 

feedback to the learners about their progress. It is often not a part of commercially 

designed courses. It provides information that can lead to changes at most of the other 

parts of the curriculum design process. It is possible to imagine a large circle drawn 

completely around the whole model. This large outer circle represents evaluation. 

Evaluation can involve looking at every aspect of a course to judge if the course is 

adequate and where it needs improvement. 

2.2.2. Common approaches in language curriculum development 

The Models of Bobbitt and Charters 

According to Bobbitt (1924, p. 2), developing a curriculum is like “planning a 

person’s route to growth, culture, and that individual’s special abilities” and the first 

task of curriculum development is to discover the activities which ought to make up the 

lives of students and along with these, the abilities and personal qualities necessary for 

proper performance. He believed that education in the new 20th century had to strive to 

develop a type of wisdom that could result only by participating in actual life 

situations. Such situations would nurture in students’ specific judgments and thought 

(Bobbitt, 2013, p. 11). Education’s purpose was to prepare students effectively to be 

competent participants in life, particularly to engage in specific activities that would 

contribute to society, the economy, and family life. He argued in his writings that prior 
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to the 20th century, creating curricula, creating educational opportunities, was not 

carefully thought through. To create a meaningful educational experience, we needed a 

scientific technique to determine curricula requisite for educating students in specific 

activities necessary for a productive life that contributed to the overall society. All 

human experiences needed to be considered when contemplating developing curricula. 

What Bobbitt advocated still has value today. This approach continues in various types 

of task analysis (Jonassen et al., 1999). It shares features of what some educators call 

backward design (Wiggins & McTighe, 1998). 

Today, Charters (1923) also believed in activity analysis but he noted that 

“changes in the curriculum are always preceded by modifications in our conception of 

the aim of education” (p. 5). Aims influence the selection of school content and 

experiences. Charters wanted educators to connect aims with activities that individuals 

performed. He advocated four steps of curriculum construction: “(1) selecting 

objectives, (2) dividing them into ideals and activities, (3) analyzing them to the limits 

of working units, and (4) collecting methods of achievement” (p. 5) 

Bobbitt (1924) and Charters (1923) firmly established scientific curriculum 

making. They saw effective curriculum development as a process that results in a 

meaningful program. Bobbitt and Charters initiated a concern for the relationships 

among goals, objectives, and activities. They regarded goal selection as a normative 

process and the selection of objectives and activities as empirical and scientific. 

Bobbitt and Charters indicated that curricular activity can be planned and 

systematically studied and evaluated. 

The Tyler Model: Four basic principles 

Tyler (1949) outlined an approach to curriculum and instruction. Those involved 

in curriculum inquiry must try to (1) determine the school’s purposes, (2) identify 

educational experiences related to those purposes, (3) ascertain how the experiences 
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are organized, and (4) evaluate the purposes. By purposes, Tyler meant general 

objectives. He indicated that curriculum planners should identify these objectives by 

gathering data from the subject matter, the learners, and the society. After identifying 

numerous general objectives, the curriculum planners were to refine them by filtering 

them through the school’s philosophy and the psychology of learning. Specific 

instructional objectives would result. 

Tyler (1949) discussed how to select educational experiences that allow the 

attainment of objectives. Learning experiences had to take into account learners’ 

perceptions and previous experience. Also, they were to be selected in light of 

knowledge about learning and human development. Tyler addressed the organization 

and sequencing of these experiences. He believed that the sequencing had to be 

somewhat systematic to produce a maximum cumulative effect. He thought that ideas, 

concepts, values, and skills should be woven into the curriculum fabric. These key 

elements could link different subjects and learning experiences. Tyler’s last principle 

deals with evaluating plans and actions. He believed that evaluation was important in 

determining whether a program was effective (Figure 2.2). 
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Figure 2.2: Tyler’s Curriculum Development Model (adapted from Tyler, 1949) 

Some people have criticized Tyler’s approach as too linear, too reliant on 

objectivity, and somewhat based on assumptions about cause and effect; it allows all 

educational experiences to be justified by the objectives that they address. 

Nevertheless, Tyler’s approach to curriculum development remains popular with 

schools and still influences universities. Its reasonableness and workability appeal to 

many people. Tyler’s approach works regardless of context or one’s philosophical 

orientation (Hunkins & Hammill, 1994). 

The Taba Model: Grassroots rationale 

Taba (1962) argued that there was a definite order to creating a thoughtful, 

dynamic curriculum. Unlike Tyler (1949), Taba believed that teachers should 

participate in developing curricula. She advocated what has been called the grassroots 

approach, a model whose steps resemble Tyler’s. Although Tyler did not advocate that 

his model be used only by people in the central office, educators during the early days 

of curriculum making thought that the central authorities had the knowledge to create 

curricula. They subscribed to a top-down (administrative) model. Frequently, 

administrators gave teachers ideas from curriculum experts and then supervised the 

teachers to ensure that the ideas were implemented. In contrast, Taba believed that a 
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curriculum should be designed by its users. Teachers should begin by creating specific 

teaching-learning units for their students and then build to a general design. Taba 

advocated an inductive approach rather than the more traditional deductive approach of 

starting with a general design and working toward specifics. 

Taba’s (1962) grassroots model entails seven major steps: 

1. Diagnosis of needs. The teacher (curriculum designer) identifies the needs of 

the students for whom the curriculum is being planned. 

2. Formulation of objectives. The teacher specifies objectives. 

3. Selection of content. The objectives suggest the curriculum’s content. The 

objectives and content should match. The content’s validity and significance also 

are determined. 

4. Organization of content. The teacher organizes the content into a sequence, 

taking into consideration learners’ maturity, academic achievement, and interests. 

5. Selection of learning experiences. The teacher selects instructional methods 

that engage the students with the content. 

6. Organization of learning activities. The teacher organizes the learning 

activities into a sequence, often determined by the content. The teacher must bear 

in mind the particular students who will be taught. 

7. Evaluation and means of evaluation. The curriculum planner determines which 

objectives have been accomplished. Students and teachers must consider 

evaluation procedures. 

Taba was far ahead of her time. Most of today’s curriculum designers still follow 

these seven steps. They first examine the extant situation, analyzing the learners and 

their needs. They then develop instructional goals and objectives. Third, they organize 

instruction and create learning environments, selecting learning experiences and 
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organizing learning activities. Finally, they evaluate the learners and the instructional 

program’s overall success.  

The Backward-design Model 

Another popular model of curriculum development is the “backward design” 

advocated by Wiggins & McTighe (1998). Essentially, this model is a variation of task 

analysis. Its roots can be traced back to Bobbitt (1924) and Charters (1923). It also 

draws from the fields of architecture and engineering. Backward design, or backward 

development, begins with a statement of desired results. Essentially, it comprises two 

stages. The first stage involves identifying the school program’s goals. Wiggins and 

McTighe (1998) specify three levels of decision making in this first stage. At the first 

and most general level, an educator considers goals and checks on national, state, and 

local content standards. At the second level of decision making, curriculum developers, 

including classroom teachers, select content – valuable information and skills that 

might lead students to the desired results. The final level of decision making in this 

first general stage involves narrowing the content possibilities – what specific courses 

will be taught, and what particular content, both declarative and procedural. They refer 

to this final level of decision making as identifying enduring understanding that 

anchors the unit or course. The term enduring refers to ‘the big ideas, the important 

understandings, that we want students to “get inside of” and retain after they’ve 

forgotten many of the details’ (p. 12).  

The second stage of the backward-design model, according to Wiggins and 

McTighe (1998), involves determining how the curriculum will be evaluated once it is 

in place; how we will know whether students have met the set standards; and what 

evidence will be collected to assess the curriculum’s effectiveness. They argue that the 

backward-design model gets teachers thinking like assessors before they develop 

curriculum units and lessons. They also suggest various assessment methods that can 

be considered at this stage, including informal checks, observations of students, 
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dialogue with students, quizzes and tests, and performance tasks and projects. When 

educators have clearly identified the curriculum’s goals and determined how to assess 

the extent to which those goals have been reached, they are ready to plan instructional 

activities. Wiggins and McTighe list several key questions that curriculum developers 

and teachers must raise at this stage: 

What knowledge and skills do students need to succeed in the course? 

What activities enable students to master the requisite knowledge and skills? 

What should be taught, and how should it be taught, for students to become 

knowledgeable and skillful in the identified content realm? 

What materials foster student success in the curriculum? 

Does the overall design of the course or unit fulfill the principles of curriculum 

development? 

Identify expected endpoints ➔ Determine evidence ➔ Plan learning experiences 

• Consider possible contents 

• Narrow choices to important contents 

• Select the final enduring contents 

Figure 2.3: Backward-design model (adapted from Wiggins and McTighe, 1998) 

The Task-Analysis Model 

Although task-analysis models differ widely, they all share a focus on 

identifying essential content and skills, which are determined by analyzing the tasks 

necessary for school learning or some real-world task (Brown & Green, 2006). 

Basically, there are two types of task analysis: subject-matter analysis and learning 

analysis. 

According to Brown and Green (2006), subject matter, or content, is the starting 
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point in subject-matter analysis. Subject matter must be broken into parts. Breaking 
down knowledge of government requires giving that knowledge realm some structure. 
One way to do this is to use a master design chart. A master design chart uses 
information gained from experts in the subject matter. This information covers 
important facts, concepts, rules, laws, generalizations, theories, and so on. Essentially, 
the master design chart contains the topics and related information to be learned in a 
certain course or a total curriculum. One way to design the chart is to create a row for 
each crucial topic and a column for the degrees of emphasis that topics will receive. 
One also could indicate the various learning behaviors that students must exhibit 
regarding each topic such as concepts, generalizations, and so on. Once the chart has 
been completed, it is necessary to identify the relationships among the content topics, 
concepts, generalizations, and so on. In determining the relationships, we reflect on 
how to construct the curriculum unit so that the content has a meaningful organization. 
The content can be organized chronologically, according to the specific content’s 
knowledge structure, in the order in which it might be used, or according to the manner 
in which psychologists indicate students might best learn it.  

Brown and Green (2006) also point out that learning analysis begins when 
content is being organized. It encompasses activity analysis and addresses which 
learning processes are required for students to learn the selected content. Learning 
analysis addresses the sequence of the learning activities. In the next stage of learning 
analysis, the curriculum developer creates a master curriculum plan that synthesizes the 
information obtained and organized through the selection of subject content and 
learning approaches. Those who have been involved in the task analysis determine the 
plan’s format. The curriculum team studies the selected content and determines 
specific objectives with regard to that content. The objectives deal with the cognitive, 
affective, and (sometimes) psychomotor domains. The sequence of the objectives is 
linked to the sequence of the selected content and learning activities. The master plan 
also can indicate educational materials and evaluation methods. 
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2.2.3. Common procedures in language curriculum development 

Taba (1962) outlined her approach to the process of curriculum development 

with seven steps including step one: diagnosis of needs, step two: formulation of 

objectives, step three: selection of content, step four: organization of content, step five: 

selection of learning experiences, step six: organization of learning experiences, and 

step seven: determination of what to evaluate and ways and means of doing it. 

 

Figure 2.4: Flowchart presentation of the Taba-Tyler curriculum development 

model (adapted from Taba,1962; Tyler, 1949, 1969) 
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Wheeler (1967) argued for curriculum developers to employ a cyclical process 

in which each element is related and interdependent, and follow a cyclical pattern as in 

Figure 2.5. The phases he mentioned include (1) selection of aims, goals and 

objectives, (2) selection of learning experiences to help achieve these aims, goals and 

objectives, (3) selection of content through which cetain types of experience may be 

offered, (4) organization and integration of learning experiences and content with 

respect to the teaching – learning process, and (5) evaluation of each phase and the 

attainment of goals.  

 

Figure 2.5: Procedures of curriculum process (adapted from Wheeler, 1967) 

Nunan (1988) specifies the key elements in the curriculum model including 

initial planning procedures (including data collection and learner grouping); content 

selection and gradation; methodology (which includes the selection of learning 

activities and materials); and ongoing monitoring, assessment and evaluation. The first 

step in the curriculum process, according to him, therefore, is the collection of 

information about learners to diagnose what Richterich (1972) refers to as their 
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objective needs. If the information is collected before the learners are assigned to a 

class, it can be used for initial class placement purposes.  

According to Richards (2001, p.2), the history of language curriculum 

development starts with the concept of syllabus design, which is considered as one 

aspect of it. Syllabus design is the process of developing a syllabus and normally 

focuses on the selection and organization of the content of a particular course (White et 

al., 1991; Richards, 2001). It is suggested that the process of ESP curriculum 

development is more comprehensive than that of syllabus design. For the purpose of 

the current study, curriculum development refers to ‘the processes that are used to 

determine the needs of a group of learners, to develop aims and objectives for a 

program to address those needs, to determine appropriate syllabus, course structure, 

teaching methods, and materials, and to carry out an evaluation of the language 

program that results from these processes (Richards, 2001, p. 2). This definition 

implies that the process of developing an ESP curriculum is composed of different 

interrelated stages or components. It follows that there should be an organized way of 

covering these components. 
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Figure 2.6: Systematic Approach to Designing and Maintaining Language 

Curriculum (adapted from Brown, 1995) 

Brown (1995) describes his model as a systematic approach to designing and 

maintaining a language curriculum. This means that it can be adopted for the 

maintenance of an existing language courses. Course curriculum development in this 

model is seen as a process which may change and adapt to new conditions and 

requirements. These conditions might be, for instance, changes in needs and attitudes, 

in environment or resources. 

Figure 2.6 above suggests that the six components constitute a closely integrated 

and interrelated process. The implication is that a change in one component will tend to 

affect the other components and the whole process. Figure 2.6 also shows, as Brown 

(1995) notes, that curriculum evaluation is a central component that connects all of the 

components and holds them together. That is, each component is evaluated to provide a 

continuing process of curriculum development. While it does not necessarily occur as a 

series of steps in a fixed order, this process normally starts by conducting a needs 
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analysis as a key step. Each of the other components is arranged according to the 

information and insights obtained from the needs analysis. Therefore, goals and 

objectives are formulated according to the learners’ needs. The third component is 

developing appropriate assessment procedures, which should be based on the goals and 

objectives. Next, the information obtained from the needs analysis, the goals and 

objectives and the assessment are used in the selection and development of appropriate 

materials and instruction. The last component is the ongoing evaluation of the earlier 

components and of the course as a whole in terms of their appropriateness and 

effectiveness.  

For the purpose of the current study, curriculum development refers to “the 

processes that are used to determine the needs of a group of learners, to develop aims 

and objectives for a program to address those needs, to determine appropriate syllabus, 

course structure, teaching methods, and materials, and to carry out an evaluation of the 

language program that results from these processes” (Richards, 2001, p. 2). This 

definition implies that the process of developing an TACN curriculum is composed of 

different interrelated stages or components. It follows that there should be an organized 

way of covering these components. 

Various models of language curriculum development have then been suggested 

by curriculum design experts (Brown, 1989; White et al., 1991; Graves, 1996a; 

Richards, 2001; Nation & Macalister, 2010). While these models generally vary in 

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

curriculum development process is an ongoing cycle and can be adjusted to attain the 

course goals and objectives.  

2.3. Steps in ESP curriculum development 

Although the common procedures in curriculum development presented above 

in section 2.2.3 are partly different in their terms and emphasis of each component, 
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they have noteable commonality and can be supplementary to one another. The present 

study, therefore, adopts and adapts these curriculum development procedures to 

involve seven steps, that is, (1) ESP needs analysis, (2) specification of goals and 

objectives, (3) selection and sequencing of content, (4) methodology and support for 

effective teaching, (5) selection or compilation of materials, (6) determination of 

assessment contents and methods, and (7) curriculum evaluation. These seven steps are 

interrelated and create a cyclical curriculum development process. They also formulate 

the conceptual framework of the curriculum development process for the present study. 

2.3.1. ESP needs analysis 

  Brown (1995, p. 21) defines needs 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.” Needs analysis is considered the main driving factor in ESP 

curriculum development. The first concern when conducting a needs analysis is 

defining what is meant by needs. Hutchinson and Waters (1987) make the seminal 

distinction between target needs (the abilities required to function in the target 

situation) and learning needs (the route to acquire the abilities). Needs are also 

described as perceived needs and felt needs (Berwick, 1989) or objective needs and 

subjective needs (Brindley, 1989). Accordingly, objective and perceived needs are seen 

as derived by outsiders from facts, from what is known and can be verified, while 

subjective and felt needs are derived from insiders and correspond to cognitive and 

affective factors. 

  In the domain of language program design, needs analysis refers to a number of 

means for identifying and validating the needs and establishes priorities among those 

(Richards, 1990). Brown (1995) defines needs analysis as “the activities involved in 

gathering information that will serve as the basis for developing a curriculum that will 

meet the learning needs of a particular group of learners”. Ellis and Johnson (1994) 
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view needs analysis as a method of obtaining a description of a learner’s needs (or 

groups of learners’ needs). Their definition of needs analysis is almost similar to 

Brown’s (1995). Thus, the goals of needs analysis are to find out what learners want to 

use the language for and what level of competencies they have in the language at 

present. Data collection about the course materials is also necessary. Richards (1985) 

observes that needs analysis is the requirement for fact-finding or the collection of data 

from various sources, for example the data about learners, the materials and so on.  

Westerfield (2010) views, “In the needs assessment process, the ESP 

practitioner does his/her best to find out information about the needs of the sponsor 

organization, the needs and wants of the learner, and the context in which the learning 

will take place. This will involve conducting a Target Situation Analysis (what does 

the learner need to be able to do with the language in the future), a Present Situation 

Analysis (what can the learner do with the language now), and a Context Analysis 

(what is the environment in which the learning will take place)”. From the above 

explanation, it is obvious that the investigation of needs analysis may be conducted in 

three different areas which are Target Situation Analysis, Present Situation Analysis 

and Context Analysis. These can be done by “examining both qualitative and 

quantitative information based on questionnaires, tests, interviews and observations” 

(Wall, 2009). And the ultimate goal of needs analysis is to design a curriculum and 

develop appropriate teaching techniques, as Brumfit and Roberts (1983) view, “The 

results of needs analysis can be used to determine a syllabus and suitable teaching 

techniques”. This is necessary because “...in a learner-centered classroom, key 

decisions about what will be taught, how it will be taught, when it will be taught, and 

how it will be assessed will be made with reference to the learner. Information from 

learners, and where feasible, from learners, will be used to answer the key questions of 

what, how, when and how well.” (Nunan, 1999)  

The Languages for Specific Purposes (LSP) movement, which is known in 
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English-language teaching circles as ESP (Richards, 2001), came into being as a result 

of the focus on the learner, a revolution in linguistics, and the demands of a Brave New 

World (Hutchinson & Waters, 1987). In contrast to the students learning English for 

general purposes, the ESP students aim to learn English in order to carry out a 

particular role, such as that of foreign student in an English-medium university, flight 

attendant, mechanic, or doctor (Richards, 2001). “An important principle of ESP 

approaches to language teaching is that rather than a syllabus reflecting the general 

structure of English, the purposes for which a learner needs a language should be taken 

into account while planning an English course” (Richards, 2001, p. 32). As stated by 

Hutchinson and Waters (1987), ESP is an approach to language teaching in which all 

decisions with respect to content and method are based on the learners’ reasons for 

learning. Therefore, ESP starts with an analysis of the learners’ needs (Brindley, 1989; 

Richards, 2001), because once the needs of the learners are identified, the instructors 

can decide on how to help students to learn better and more easily (Dudley-Evans & 

St-John, 1998; Hutchinson & Waters, 1987; Nunan, 1988). “It is probably no 

exaggeration to say that needs assessment is seen in ESP as the foundation on which all 

other decisions are, or should be, made” (Belcher, 2006, p. 135), so no ESP courses 

should be conducted without needs analysis (Kaewpet, 2009). 

According to Brown (1995) needs analysis is “the systematic collection and 

analysis of all subjective and objective information necessary to define and validate 

defensible curriculum purposes that satisfy the language learning requirements of 

students within the context of particular institutions that influence the learning and 

teaching situation” (p. 36), has often been used in foreign language education to find 

out the particular language skills that the students need and the particular challenges 

they encounter in the process of improving their language competence (Kikuchi, 2005; 

Taillefer, 2007; Xiao, 2006). It includes both the study of present needs (Richards, 

2001) and potential needs (Chen, 2006; Kaur & Clarke, 2009). 
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As stated by Richards (2001), “different types of students have different 

language needs and what they are taught should be restricted to what they need” (p. 

32), and “the problems are unique to specific learners in specific contexts and thus 

[they] must be carefully delineated and addressed with tailored-to-fit instruction” 

(Belcher, 2006, p. 135) which can determine the content of any course as well 

(Richards, 2001). To wrap up, needs analysis gives “learners a voice” (Belcher, 2006, 

p. 139) in ESP, which is very important for ESP research (Basturkmen & Lewis, 2002; 

Benesch, 1996, 1999; Berman & Cheng, 2001; Evans & Morrison, 2011a, 2011b; 

Evans & Green, 2007; Ferris,1998; Flowerdew & Miller, 1992; Hyland, 1997; Ivanic, 

2006; Leki & Carson, 1994). 

Dudley-Evans and St John (1998) conceptualize a framework of needs analysis 

encompassing the following three key aspects of investigation: (1) Target Situation 

Analysis (TSA), that is, the tasks and activities for which the learners are or will be 

using the target language; (2) Learning Situation Analysis (LSA), that is, factors which 

may affect the way they learn (e.g., previous learning experiences, reasons for 

attending the courses, and expectations of them); and (3) Present Situation Analysis 

(PSA), that is, the learners’ strength and weaknesses in using the target language, or the 

extent of difficulty they encounter in performing the required tasks in the target 

language. The merit of this framework is that in addition to linguistic requirements, it 

takes into account the personal and environmental factors associated with the target 

learner group and aims to understand them “as people, as language users, and as 

language learners” (Dudley-Evans and St John, 1998, p.126).  

2.3.2. Specification of course goals or objectives 

In curriculum discussions, accoding to Richards (2001), the terms goal and aim 

are used interchangeably to refer to “a description of the general purposes of a 

curriculum” and objective to refer to “a more specific and concrete description of 

purposes” (p.120). Mentioning curriculum goals and objectives, Brown (1995) states 
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that a logical outcome of determining the needs of a group of language students is the 

specification of goals, thath is, “general statements about what must be accomplished 

in order to attain and satisfy students’ needs” while objectives are “precise statements 

about what content or skills the students must master in order to attain a particular 

goal” (p.21).  

In deriving goals from perceived needs, as Brown (1995) points out, four points 

should be remembered. They are (1) goals are general statements of the program’s 

purposes; (2) goals should usually focus on what the program hopes to accomplish in 

the future, and particularly on what the students should be able to do when they leave 

the program; (3) goals can serve as one basis for developing more precise and 

observable objectives; and (4) goals should never be viewed as permanent, that is, they 

should never become set in cement. The reason is that the needs being addressed are 

only perceived needs and such perceptions may change. In fact, actual changes may 

occur in both language needs and situation needs if new and different types of students 

enter the program.  

With regard to objectives, Richards (2001) specifies a number of their 

characteristics including (1) objectives describe a learning outcome; (2) objectives 

should be consistent with the curriculum aims or goals; (3) objectives should be precise 

because vague or ambiguous objectives are not useful; and (4) objectives should be 

feasible, that is, they should describe outcomes that are attainable in the time available 

during a course. Brown (1995) also summarizes the steps involved in narrowing the 

perceptions of students’ needs to realizable program goals and further to instructional 

objectives encompassing (1) examining the needs of the students as discovered and 

presented in the needs analysis documents; (2) stating the needs of the students in 

terms of realizable goals for the program; (3) narrowing the scope of the resulting goal 

statements by analyzing them into their smallest units, classifying those units into 

logical groupings, and thinking through exactly what it is that the students need to 
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know or be able to do to achieve the goals; and (4) stating the smaller, more specific 

goals as objectives with as much precision as makes sense in a specific context.  

2.3.3. Selection and sequencing of content 

In standard models of curriculum processes, curriculum planners progress 

systematically from needs assessment, to goals and objectives, to specification of the 

instructional content of the program. Taba’s model curriculum processes (1962, p.12) 

consists of step one: diagnosis of needs, step two: formulation of objectives, step three: 

selection of content, step four: organization of content, step five: selection of learning 

experiences, step six: organization of learning experiences, and step seven: 

determination of what to evaluate and means to evaluate. In language teaching, steps 

three and four are usually known as syllabus design.  

According to Richards (1990), syllabus design is concerned with the choice and 

sequencing of instructional content. Rabbani (2006) takes the term syllabus as a part of 

a curriculum when the language is learned or taught as an integrated or supporting 

subject with others, or in a department of a different subject. He suggests that syllabus 

is an independent framework when foreign language is taught as a subject in any 

institutions. Widdowson (1990) views syllabus as: 

...the specification of a teaching programme or pedagogic agenda which defines a 

particular subject for a particular group of learners, such a specification not only 

provides a characterization of content, the formalization in pedagogic terms of an area 

of knowledge or behavior, but also arranges this content in a succession interim 

objective is concerned with both selection and ordering of what is to be taught.  

(Widdowson, 1990, p.127)  

He believes that syllabus can be considered as a valuable tool of education 

policy which reflects pedagogical goals. After goals are determined, harmony of 

pedagogical goals and ideological positions regarding the educational system is also 
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concerned in addition to pedagogical effectiveness.  

Conceptions of the nature of a syllabus are closely related to the view of 

language and second language learning that the curriculum designers subscribe to. 

Under the impact of grammar-based views of the nature of language, language 

syllabuses were traditionally expressed in terms of grammar, sentence patterns, and 

vocabulary. As a result of the more recent movement toward communicative theories 

of language and language learning, syllabuses have tended to be expressed more in 

communicative terms. As Richards (1990) summarizes, the following kinds of 

syllabuses (or variants and combinations of them) are commonly found in current 

English as a second language (ESL) courses and materials: 

1. Structural (organized primarily around grammar and sentence patterns) 

2. Functional (organized around communicative functions, such as identifying, 

reporting, correcting, describing) 

3. Notional (organized around conceptual categories, such as duration, quantity, 

location) 

4. Topical (organized around themes and topics, such as health, food, clothing) 

5. Situational (organized around speech settings and the transactions associated with 

them, such as shopping, at the bank, at the supermarket) 

6. Skills (organized around skills, such as listening for gist, listening for specific 

information, listening for inferences) 

7. Task or activity-based (organized around activities, such as drawing maps, 

following directions, following instruction) 

(Richards, 1990, p.9) 

He also points out that despite the extensive literature on syllabus design in 

recent years, there is little empirical evidence to warrant commitment to any particular 

approach to syllabus development. In practice, a combination of approaches is often 

used, since many would agree with Johnson (1981) as follows: 

A syllabus is essentially a job specification, and as such it should set out clearly 
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and precisely what is to be done, and the standards or criteria to be met by those who 

do it. If seen in this light, arguments as to the relative merits of notional, situational, or 

topic based syllabuses, etc. are no more sensible than arguments as to whether the 

specifications in a construction contract should cover the foundations, or the steel 

framework or the concrete or the glass or the interior design, etc. The obvious answer 

is that all of these must be covered.  

(Johnson, 1981, p.34) 

Regarding the sequencing of the course content, Nation and Macalister (2010) 

identifies two major approaches of “whether the material in one lesson depends on the 

learning that has occurred in previous lessons (a linear development) or whether each 

lesson is separate from the others so that the lessons can be done in any order and need 

not all to be done (a modular arrangement)” (p.82). According to them, most language 

courses involve linear approach, beginning with simple frequent items that prepare for 

later more complex items. The worst kind of linear development, however, assumes 

that once an item has been presented in a lesson, it has been learned and does not need 

focused revision. This view does not agree with the findings of research on memory 

(Baddeley, 1990) and there are variations of linear progressions which try to take 

account of the need for repetition. These include “a spiral curriculum, matrix models, 

revision units and field approaches to sequencing” (Nation & Macalister, 2010, p. 82).  

The modular approach to sequencing, on the other hand, breaks a course into 

independent non-linear units. These units may be parts of lessons, lessons or groups of 

lessons (Nation & Macalister, 2010). Each unit or module is complete in itself and does 

not usually assume knowledge of previous modules. In language courses, the language 

could be divided into modules in several ways. The modules could be skill-based with 

different modules for listening, speaking, reading, and writing, and subskills of these 

larger skills. The modules could be based on language functions, or more broadly, 

situations, dealing with the language needed for shopping, emergency services, travel, 
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the post office or the bank. 

2.3.4. Methodology and support for effective teaching 

It is not until the goals, objectives, and content of a language curriculum have 

been determined that decisions about methodology can be taken up in detail. The focus 

of this phase of curriculum development is on the kind of instruction that will be 

required to achieve the goals of the course. From the perspective of curriculum 

development, according to Richards (1990), questions of methodology do not center on 

the choice of a ‘method’. Appropriate teaching methodology is not predetermined, nor 

can it be imposed on teachers and learners. Rather, it evolves out of the dynamics of 

the teaching process itself. This does not mean, however, that effective teaching cannot 

be planned for and conceptualized in advance.  

Brown (1995) identifies four ways that a language program, through its 

curriculum, can directly help teachers to do their job. They are orienting teachers to the 

new curriculum, supporting their teaching efforts, monitoring instruction, and 

providing ways for teachers to revitalize themselves. Firstly, orienting teachers to the 

new curriculum involves putting initial information in various forms into the hands of 

teachers, especially those who ar enew to the program. Generally, the purpose of such 

information dissemination is to anticipate the kinds of questions that all instructors will 

have so that each teacher individually will not have to waste time seeking out the 

answers. Such initial information can take the form of an orientation meeting during 

which the basic information needed to perform adequately can be conveyed to teachers, 

or be delivered in the form of a written teacher’s guide, or both, and any other useful 

reference documents or materials (Brown, 1995).  

Secondly, a successful curriculum, as Brown (1995) points out, will provide 

different types of teacher support such as helping the teahers to understand their place 

in the curriculum versus the students, helping them to think about their own teaching, 
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providing a framework of administrative and curricular support, or providing means for 

dealing with the inevitable politics that will emerge in any language program. Thirdly, 

though it is often seen by teachers as something other than support, monitoring 

teachers’ performance in the classroom can be a way of maintaining their efforts. Many 

teachers are defensive about monitoring of their teaching because such supervision 

smacks of accountability. In most professions, accountability is accepted, even 

expected. In language classroom, however, the teacher has often been in total control 

inside of the classroom, answering to nobody. Accountability threatens this 

sovereignty. Yet regularly scheduled monitoring, as part of the curriculum can help 

both the program staff as a group and teachers as individuals to think about what good 

teaching is and improve in-class performance. However, whether it be in the form of 

administrator or peer observations or student evaluations, such monitoring should be 

structured to minimize the defensiveness that teachers may naturally feel about the 

process. Fourthly, teachers are also rumored to be living, breathing, creative human 

beings. Since they are human beings, they often have problems that may interfere with 

their work. Consequently, some provision should be made for helping teachers to feel 

upbeat and positive about what they are doing. Brown also believes that a teacher who 

is not improving and expanding professionally is probably sliding backward. Plans, 

therefore, should be made within the curriculum for teacher self-improvement in 

various forms.  

2.3.5. Selection or compilation of materials 

Materials development refers to “anything which is done by writers, teachers or 

learners to provide sources of language input and to exploit those sources in ways 

which maximize the likelihood of intake, in other words, the supplying of information 

about and/or experience of the language in ways designed to promote language 

learning” (Tomlinson, 1998, p. 2). As Dudley-Evans & St John (1998) puts it, ESP 

practitioners often have to “plan the course they teach and provide the materials for it” 
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(p. 14). It is rarely possible to use a particular textbook without the need for 

supplementary material, and sometimes no really suitable published material exists for 

certain of the identified needs. The role of ESP teachers as providers of material thus 

involves choosing suitable published material, adapting material when published 

material is not suitable, or even writing material where nothing suitable exists. ESP 

teachers also need to assess the effectiveness of the teaching material used on the 

course, whether that material is published or self-produced.  

Good instructional materials, according to Richards (1990), are an important 

part of the process of instruction. They set out to teach through the process of defining 

instructional objectives, setting learning tasks or activities to attain the objectives, 

informing learners of what tasks they have to perform, providing guidance in how to 

perform tasks, providing practice in performing tasks, providing feedback on 

performance, and enhancing retention of the skills the learner acquired through 

performing the task. At the same time, effective instructional materials in language 

teaching have such characteristics as being based on theoretically sound learning 

principles, arousing and maintaining the learners’ interest and attention, appropriate to 

the learners’ needs and background, providing examples of how language is used, 

providing meaningful activities for learners, and providing opportunities for 

communicative and authentic language use. Attention to these kinds of issues is an 

essential aspect of the design of effective instructional materials.  

In attempting to summarize the various steps involved in the process of 

materials writing, Jolly and Bolitho (1998) include the steps of (1) identification of 

need for materials; (2) exploration of need; (3) contextual realization of materials; (4) 

pedagogical realization of materials; (5) production of materials and student use of 

materials, and (6) evaluation of materials against agreed objectives. The step of 

evaluation turns the process into a dynamic one since it forces the teacher/writer to 

examine whether s/he has or has not met objectives. Furthermore, the failure to meet 
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objectives may be related to any or all of the intervening steps between initial 

identification of need and eventual use of materials. For example, a proposal about 

what form a particular language exercise could take may very well generate 

spontaneous second thoughts about the language being exercised; wondering about the 

physical production of a piece of material may well spark off thoughts about 

contextualization and so on. Thus, “in addition to evaluation as an essential component 

of writing materials, we must also imagine a variety of optional pathways and feedback 

loops which make the whole process dynamic and self-regulating” (Jolly & Bolitho, 

1998, p. 97) (Figure 2.7). These are considered to help deal in a concrete way with the 

reasons for the failure of language materials and provide us with clues to their 

improvement, both during the writing and after their use.  

 

Figure 2.7: A teacher’s path through the production of new or adapted materials 

(adapted from Jolly & Bolitho, 1998) 

2.3.6. Determination of assessment methods and contents 

In educational contexts, assessment is associated with students’ language 

achievement and test performance (Lynch, 2003, p. 11). Nunan (1990, p. 27) notes that 

“in language teaching, assessment refers to the processes for determining a learner’s 
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proficiency”. We assess the product of a language course or its students’ gains by 

means of tests. However, as Guba and Lincoln (1981, p. 2) put it, tests can tell 

“something about individuals but nothing about the programs and curricula by which 

these persons were taught”. Common types of test include diagnostic test, placement 

test, progress test, achievement test, or performance test which serve either the 

purposes of formative or summative assessment.  

2.3.7. Curriculum evaluation  

According to Brown (1995), program evaluation might be defined as “the 

ongoing process of information gathering, analysis, and synthesis, the entire purposes 

of which is to constantly improve each element of a curriculum on the basis of what is 

known about all of the other elements, separately as well as collectively” (p. 24). White 

et al. (1991, p. 176) also addresses the term evaluation as “collecting evidence on and 

making judgments about a curriculum as a whole, including planning, design and 

implementing it”. Evaluation plays a role in “deciding whether a course needs to be 

modified or altered in any way so that objectives may be achieved more effectively. If 

certain learners are not achieving the goals and objectives set for a course, it is 

necessary to determine why this is so” (Nunan, 1988b, p. 118). This means that course 

evaluation looks not only into the effectiveness of the course, i.e. the extent of 

students’ improvement in language ability (Fink, 1995, p. 2), or its ‘worth’ (Worthen & 

Sanders, 1973, p. 19), but also into the appropriateness of its content to its objectives as 

well as into the adequacy of its learning and teaching activities. Dudley-Evans and St 

John (1998, p. 129) add that “evaluation will also show weaknesses or features that 

were just not suitable for the particular group of learners”. Therefore, course evaluation 

as an integral part of its development can be an effective tool to help identify the 

problem areas and shortcomings, if any. 

Lynch (1996, p. 2) defines evaluation as “the systematic attempt to gather 

information to make judgments or decisions. As such, evaluative information can be 
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both qualitative and quantitative in form”. This definition seems too broad, however. 

Brown (1995, p. 218) defines course evaluation more precisely and concisely as “the 

systematic collection and analysis of all relevant information necessary to promote the 

improvement of a curriculum and assess its effectiveness within the context of the 

particular institutions involved”. A weakness of this definition is that it says nothing 

about those performing the evaluation and their audience. The assumption is that a 

comprehensive definition of course evaluation needs to take into consideration the 

following peculiarities: (a) types of information needed, (b) planned techniques for 

information collection and analysis, (c) potential purposes of evaluation, (d) 

specifications of evaluation context and (e) conductors and audiences of evaluation.  

One is given to understand that the investigation of the effectiveness of a course 

necessities a product-oriented evaluation and the collection of both quantitative and 

qualitative data, whereas an investigation of its appropriateness calls for a 

processoriented evaluation and quantitative/ qualitative data collection. The 

appropriacy of a course is of overriding importance, especially in ESP, where the 

course is mainly about learners’ needs and their fulfilment. When its content and 

methodology are appropriate to its stated objectives, which are supposed to be based on 

the stakeholders’ needs, the whole course is said to be appropriate.  

Assessment and evaluation are two terms that seem to be close in meaning and 

they have been frequently used interchangeably in the field, although in fact they have 

distinct meanings. For instance, Popham (1975, p. 8) points out that evaluation 

‘consists of a formal assessment of the “worth” of educational phenomena’. Formal 

assessment suggests the use of only quantitative measurements (such as tests) (Lynch, 

2003, p. 5), which, in state-of-the-art course evaluation practice, constitute only one 

means of information collection. According to Streiff (1970, p. 365), measurement 

‘should be used to refer to quantitative descriptions of behavior, things or events; while 

evaluation has a broader scope, which includes measurement’. That is to say, the use of 



	
 
 

57	

tests in evaluation studies is probable and often preferable but not necessarily 

inevitable.  

2.4. Teacher’s involvement in the curriculum development process 

According to Print (1993, p. 23), as teachers become involved with school-level 

curriculum decision-making, they acquire a sound understanding of curriculum 

concepts and processes. To participate in any form of curriculum-related activity 

effectively, it is imperative that teachers acquire a basic familiarity with the principles 

of curriculum design and development.  

Although Doll (1992) views the curriculum expert primarily as a subject chair 

or principal, he is concerned with the teacher’s role in planning and implementing the 

curriculum at the classroom, school, and district levels. In his opinion, the teacher 

should be involved “in every phase” of curriculum making, including the planning of 

“specific goals, materials, content, and methods.” Teachers should have a curriculum 

“coordinating body” to unify their work and develop “relationships with supervisors 

and other teachers” involved in curriculum (Doll, 1992, p. 334).  

Oliva (2012) has a broader view of the teacher’s role. For him, teachers are the 

“primary group in curriculum development.” They constitute the “majority or the 

totality of the membership of curriculum committees and councils.” Their role is to 

develop, implement, and evaluate curriculum. In his words, teachers work in 

committees and “initiate proposals, review proposals, gather data, conduct research, 

make contact with parents and other lay people, write and create curriculum materials, 

obtain feedback from learners, and evaluate programs” (p. 120). 

Doll’s and Oliva’s views suggest a bottom-up approach to curriculum, in which 

the teacher plays a major role. Taba (1962) popularized the bottom-up view in her 

classic text on curriculum development. Rugg (1930) also introduced the view that 

teachers must be released from classroom duties to “prepare courses of study, and 
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assemble materials, and develop outlines of the entire curriculum.” Later, Caswell and 

Campbell (1935) envisioned teachers participating in curriculum committees at the 

school, district, and state levels during summers and sometimes to fulfill special 

assignments during the school year.  

Glickman et al. (2010) takes a broad view of teacher involvement in curriculum 

development. They consider three levels. In level one, the teachers’ role is 

maintenance, whereby they rely on prescribed textbooks, workbooks, and printed 

materials. Teachers at level two are meditative, and curriculum planning is confined to 

refining or modifying the agreed-on content. In level three, what he refers to as a 

creative or generative stage, the curriculum is examined at the departmental or school 

level; the content is changed regularly, teachers are considered to be professionals, and 

they have greater responsibility for curriculum decisions. 

Beane et al. (1986) advocates a lesser role for the teacher. Although teachers 

may emerge as curriculum leaders, the “major responsibility of administrative and 

supervisory personnel should be to provide leadership and assistance in curriculum 

development and implementation” (p.335). Other aspects of curriculum work, such as 

“budget development, grant writing, and interaction with school boards,” should be 

carried out by supervisors and administrators “in such a way as to facilitate curriculum 

planning.” Nonetheless, the school district has the ultimate responsibility to employ 

support personnel who have skill in curriculum planning, and such personnel may 

include “teachers, school officials, and citizens” (p. 358). 

Glatthorn (1987) is even more top-down. He makes little provision for teacher 

input, and discusses the role of “coordinators” at the district level and that of 

principals, assistant principals, and chairs at the school level. He envisions a “teacher 

specialist” as a member of a subject or grade-level team only at the elementary school 

level, and in that case confined mainly to reading and math (pp. 148-149). 
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2.5.  Previous studies on teacher’s involvement in curriculum development and 

ESP teaching 

Teacher involvement in the curriculum development process has attracted 

several researchers in an attempt to look for a curriculum that works more efficiently in 

their situations. Powell (1992) looked into a national context in which a regional 

modern languages project was conceived. The aims of the project were set out as were 

the means by which monitoring and evaluation took place. The main focus of the 

article, however, was the perceptions and emotions of the teachers involved, both as 

clients of an in-service program of professional development and as writers of 

language teaching materials for the 16-19 age range. The evidence gathered through 

open-ended questionnaire responses and diary entries revealed an interesting spectrum 

of feelings. It also underlined the benefits of networking and the importance of external 

support for writing activities. The positive outcomes in terms of curriculum 

developments at institutional level were also listed. 

Eisenbach (2012) investigated some reform initiatives that pushed for stronger 

curriculum mandates and greater teacher accountability. Such initiatives led to an 

increase in scripted curriculums within the secondary education classroom. He posed 

the questions of what happens when teaching ideologies were at odds with such 

required curriculums and how teachers maintained a balance when personal beliefs no 

longer matched the curricular expectations set before them. In his article, he shared the 

stories of three middle school teachers – the accommodator, the negotiator, and the 

rebel – as they worked to incorporate a scripted curriculum within their language arts 

classrooms. In examining the curricular approaches taken by these three teachers, he 

urged educators to question their ethical obligations when infusing a scripted 

curriculum that opposed their personal teaching beliefs.  

In his reflective piece, Banegas (2014) discussed the process of developing a 

new unifying initial English language teacher education curriculum in the province of 
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Chubut (Argentina). Trainers and trainees from different institutions were called to 

work on it with the aim of democratizing curriculum development and enhancing 

involvement among agents. In the process, tensions emerged in the following areas: the 

cultural and ideological representations of English and the incorporation of 

interculturality, the integration of fields in the knowledge base, and the role of subject 

matter in teacher education. The article concluded by stating that while attempts to 

include trainers’ voices were achieved, the curriculum was still conceptualized as 

compartmentalized knowledge. 

Voogt et al. (2011) explored the processes of teacher learning during the 

collaborative design of curriculum materials in the context of curriculum innovation. 

The Interconnected Model of Professional Growth (Clarke & Hollingsworth, 2002) 

was used to identify these processes. Nine published studies from six different 

countries about teachers’ collaborative curriculum design were analyzed to identify the 

learning processes that collaborative curriculum design fosters. They concluded that 

the Interconnected Model of Professional Growth, although initially developed to 

recognize learning processes in individual teachers, could also be used to identify 

learning processes that were fostered by collaborative curriculum design in teams of 

teachers. 

In his article, Banegas (2011) investigated the process of an in-service program 

for EFL teachers in Argentina started in 2007. Teachers began to feel uneasy about the 

EFL curriculum for secondary education at the time, feeling that something should be 

done to develop a participatory curriculum to be implemented in the future. He was 

approached by the Ministry of Education to develop a program based on teachers’ 

concerns as they were initially willing to design in-service opportunities according to 

teachers’ suggestions. He organized his action-research-based program into three sets 

of meetings: the first set for curriculum evaluation, the second set for learning about 
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specific didactics, and the third set for developing a new curriculum with the hope it 

could be useful in the future.  

In their qualitative study, Lam et al. (2013) examined eleven Singapore 

teachers’ conceptions of teaching and learning as related to their experiences 

implementing integrated curriculum. Interviews revealed that the teachers’ conceptions 

of integration spanned the spectrum of ideas found in relevant literature. Further, 

although participants saw benefits to integration, including greater engagement of 

learners, they also spoke of significant obstacles to its implementation, such as 

teachers’ own perceived lack of subject knowledge and a misalignment with the 

assessment system. The findings, while echoing previous studies conducted in various 

countries, highlighted implementation difficulties in settings where high stake 

examinations and disciplinary-based curriculum prevailed. 

In Vietnam, several studies have also been carried out concerning ESP teaching 

and ESP curriculum development. Nguyễn Thị Tố Hoa and Phạm Thị Tuyết Mai 

(2016) conducted an empirical study involving a survey of 362 teachers and students at 

eleven universities in Hanoi by listing the factors related to teaching ESP. The survey 

results showed that teaching and learning English for specific purposes in Vietnam still 

faced many difficulties. Although the students’ demands of learning was increasingly 

high, teaching ESP at Vietnam universities heavily focused on grammar and 

vocabulary while communication skills were neglected, which negatively influenced 

students’ ability to find job after graduation. Other difficulties, and also shortcomings, 

came from the quality of lectures and coursebooks, including heavily focusing on 

theory, not scientific or practical content. Besides, the majority of the respondents 

believed that teachers’ qualification and teaching methods were also big challenges for 

teaching ESP, especially theoretical framework to support teaching it. The fact was that 

many teachers had English certificates but could not teach ESP due to poor listening 
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skills. Some teachers were good at four English skills but lacked specialist knowledge, 

so their lectures were not lively and attractive to students. 

Nguyễn Bửu Huân (2020) studied ESP from the angle of how ESP lecturers 

changed their teaching strategies that aligned with their beliefs about active learning at 

a Vietnamese university. His paper drawed on data collected as part of a qualitative 

action research study including interviews, classroom observations, and planning 

meetings over three-semester periods. The focus of the study was on the data which 

examined how five lecturers perceived and implemented active learning strategies. The 

findings indicated lecturers’ positive beliefs about the change process and their 

growing awareness of the need for role changes in their practices, thereby associating 

change with their agency in the change process. Pedagogical implications for 

policymakers and ESP lecturers were also considered in his study.  

Lê Thị Kiều Vân (2017) examined the importance of studying English for 

Mathematical Purposes (EMP) to students in the Department of Mathematics by 

arguing the result of a survey which used a questionnaire to ask for the ideas and 

opinions of the students of Maths Department. To summarize and propose the result, 

she used SPSS to process primary information gathered from researching objects. It 

provided with descriptive statistics, statistical analysis, synthetic tables, and statistical 

reports based on the information gathered from the questionnaire. She came to the 

conclusion that the training program which met learners’ requirements were not 

simple, but it was something which had to be done as soon as possible. Since the 

details and analysis of learners’ demand were not totally understood, it was difficult to 

compose right and interesting materials as well as organize a suitable class for EMP. 

The result of the study could help teachers and educators to be aware of the importance 

of EMP, learners’ needs and purposes in learning EMP. They should prepare and 

overcome obstacles to teach EMP successfully. As a result, EMP students could build 

up their learning autonomy and seek for learning styles to ease the EMP learning and 
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teaching process. She also suggested that future projects should be conducted for 

designing ESP curriculum for those who aimed to acquire professional knowledge and 

ESP use. She suggested that if it was done, the future student generations would be 

well trained to catch up with new challenges and requirements of the society. Hence, 

they may adapt the demands of the workforce in the Vietnamese setting. 

Concerning workplace communication needs and ESP curriculum, Hồ Thị 

Quỳnh Như (2019) examined English communication needs at workplace contexts in 

comparison with the current ESP curriculum at Hue Industrial College. A mix-method 

approach was employed for quantitative and qualitative analysis. The questionnaire 

survey and interviews were administered with the employees from eleven corporations. 

The findings revealed workplace communication of English as required by the 

employees majoring in business administration and yielded some mismatches between 

the current ESP curriculum and the current needs. The comparison revealed a valid 

proposal for a new ESP curriculum of the setting under research. She concluded that so 

as to enhance the students’ English proficiency and prepare them with professional 

English communicative skills appropriate to the current globalized context, developing 

a new ESP curriculum in alignment with the students’ workplace communication needs 

was worthwhile and in need of promotion in the current educational setting.  

In an attempt to design network-based materials for his ESP students, Trần Tín 

Nghị (2014) collaborated with his students and colleagues in Ho Chi Minh City 

University of Food Industry (HUFI) to deliver an interactive material based on the 

Internet technology. Internet technology was not used in ESP classrooms at HUFI, so 

the outcomes of his study were used as a classroom assistant for online learning in ESP 

instruction from home. The results showed that the positive action of supplying a 

supplement online material to ESP students and even graduate students enhanced their 

mastery of ESP subjects. 
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In her piece of study on English language use in the Vietnamese hospitality 

industry, Vũ Thị Hồng Vân (2014) remarked that the ability to communicate 

effectively in English was an important attribute for employees in the industry of 

tourism and hospitality. Courses in ESP, such as English for Tourism and Hotel 

(English for Tourism Management and English for Hotel Management), were part of 

English language programmes in Vietnamese educational institutions. However, the 

teaching of these courses had mainly been conducted in the classroom environment, 

using textbooks which were written and published outside Vietnam. Given that recent 

research had focused on the need to teach language as it was used in authentic contexts, 

it was important for the teaching of ESP to understand how English was used in a real-

life setting in the Vietnamese tourism and hospitality sector. Her paper reported on the 

findings from the data which was obtained and analysed from hundreds of examples of 

the authentic English language used by guests and staff in four different hotels in 

Vietnam, focusing on the language of interactions related to currency exchange. The 

findings revealed that in the workplace settings, interactions were characterised by 

short, unfinished and ‘ungrammatical’ utterances, and staff and guests negotiated with 

one another to achieve their communicative goals by using different strategies 

mentioned. Hence, to prepare ESP students for an environment in which interactional 

competence played such an important role, she suggested that considerable emphasis 

should be placed on developing and improving interactional strategies for students so 

that they knew how to initiate and maintain conversations with guests at work. 

Teaching materials and classroom pedagogy also needed to take this into account, that 

is, should be modified and adapted to be suitable to the Vietnamese context. It was a 

particular focus when many, if not most, interactions in English took place between 

staff and guests whose first language was not English, grammatical accuracy and the 

development of a complex vocabulary repertoire, for example, may be rather less 

important than the ability to negotiate towards a successful interactional goal. 
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These previous studies on ESP teaching and teachers’ involvement in 

curriculum development have shown great concern of developing effective ESP 

curriculum that can prepare learners for effective performance concerning English in 

their current or future workplaces. Various studies on ESP teaching as well as teachers’ 

involment in curriculum development were conducted. These studies, however, were 

concerned with the teachers’ involvement in curriculum development in general, not 

ESP curriculum development (Banegas, 2014; Eisenbach, 2012; Lam et al., 2013; 

Powell, 1992). Also, these studies were not conducted in the Vietnamese context, and 

more specifically, not in the context of Vietnamese universities.  

In Vietnam, several studies on ESP teaching and learning in Vietnam have been 

carried out, but many of them focused on ESP teaching in general, especially the 

difficulties ESP teachers often encountered in the teaching process or effective 

methodology in ESP instruction (Lê Thị Kiều Vân, 2017; Nguyễn Bửu Huân, 2020; 

Nguyễn Thị Tố Hoa & Phạm Thị Tuyết Mai, 2016). Besides, some studies were on 

developing ESP curriculum but they mostly focused on certain steps of this process, 

especially needs analysis and materials development (Lê Thị Kiều Vân, 2017; Trần Tín 

Nghị, 2014; Vũ Thị Hồng Vân, 2014), but not on the whole process with the mentioned 

seven steps from needs analysis, goals or objectives specification, selection and 

sequencing of content, teaching and providing for effective teaching, materials 

development, determination of assessment content and methods, and curriculum 

evaluation. In addition, some studies have been carried out with regard to the 

misalignment between the ESP curriculum and workplace target needs (Hồ Thị Quỳnh 

Như, 2019; Vũ Thị Hồng Vân, 2014). These studies, however, did not focus on the 

involvement level of ESP teachers in each of the seven steps mentioned above in the 

curriculum development process.  

The present study, therefore, aims to bridge this gap of the ESP teachers’ 

involvement level in the curriculum development process, contributing to improving 
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the ESP curriculum development process as well as ESP teaching in alignment with the 

societal target needs at the learners’ current or future workplaces. To achieve this aim, 

the study investigates the ESP teachers’ perceptions and practice of participating in the 

curriculum development process as well as the advantages and difficulties they 

encounter in that process and the recommendations they propose to improve this 

process.  

2.6. Summary of the chapter 

In this chapter, a review of the literature has been carried out to provide the 

conceptual framework for the study. The definitions of the key terms have been 

reviewed and different aspects of language curriculum development have been 

addressed, including language curriculum components, common approaches and 

common procedures in language curriculum development, the seven steps of the 

curriculum development process, as well as the teacher’s involvement in this process. 

Previous studies on teacher’s involvement in the curriculum development and ESP 

teaching have also been reviewed to search for the gap in the literature that the study 

can partly fulfill. In the next chapter, the research methodology will be presented to 

describe how the study was carried out to collect and analyze the data.   
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CHAPTER THREE:  RESEARCH METHODOLOGY 

 

The main aim of the present study is to investigate ESP teachers’ practice of 

developing curriculum for non-English majors at some universities in Ho Chi Minh 

City, Vietnam. This chapter presents the methodology used to collect the data to 

answer the research questions asked. It begins with a presentation of the research 

design, followed by detailed description of the participants and data collection 

methods. Data analysis methods are also presented. 

3.1. Research Design  

 The methodology of this study was deployed to seek for the answers to the three 

following research questions: 

1. What are ESP teachers’ perceptions of developing curriculum for non-

English majors at some universities in Ho Chi Minh City? 

2. What is their practice of developing ESP curriculum for non-English majors? 

3. What advantages and difficulties, if any, do they have when they are involved 

in that process and what are their suggestions for improvement, if any, in 

curriculum development at their universities? 

With the main aim of investigating the practice of ESP teachers in developing 

curriculum and for the nature of the research questions, a descriptive research design 

was employed. Descriptive research is concerned with the current status of subjects and 

situations. This type of research describes “existing achievement, attitudes, behaviors, 

and other characteristics of a group of subjects” (McMillan & Schumacher, 1993, p. 

26).  

  This is a mixed method study as it used different methods for collecting and 

analyzing data and combined both quantitative and qualitative data in the research 

process so as to understand the research problem more completely as defined by 
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Ivankova and Creswell (2009). Richards (2001) also advocates this strategy in 

investigating ESP teachers and courses, arguing that “both quantitative and qualitative 

approaches to collecting information are needed because they serve different purposes 

and can be used to complement each other” (p. 297). 

  While “researchers are not all of the same mind in defining qualitative and 

quantitative methods” (Thomas, 2003, p. 2), it is broadly the case that “quantitative 

research involves collecting primarily numerical data and analyzing it using statistical 

methods, whereas qualitative research entails collecting primarily textual data and 

examining it using interpretive analysis” (Croker, 2009, p. 4). However, the 

quantitative-qualitative distinction is not always clear-cut. Richards (2005, p. 36) 

points out that “qualitative and quantitative data do not inhabit different worlds. They 

are different ways of recording observations of the same world”. Therefore, 

quantitative and qualitative methods form a continuum and are not necessarily 

mutually exclusive (Dornyei, 2007, p. 25). This suggests that a combination of these 

types can be used in a given study. Such a combination of methods is often known as 

triangulation of data collection (Cohen et al., 2007; Creswell, 2009; Davies, 2007; 

Mackey & Gass, 2005; Vanderstoep & Johnson, 2009). 

Given the complex reality of curriculum development and description of 

teachers’ perceptions and practice, and the limitations associated with any research 

method, it was believed that using mixed methods would help the present study collect 

the data relevant to the research inquiries. The use of questionnaire and interview, 

moreover, may make this a self-reported study. According to Levin-Aspenson and 

Watson (2018), a self-report is any test, measure, or survey that relies on an 

individual's own report of their symptoms, behaviors, beliefs, or attitudes. Self-report 

data is gathered typically from paper-and-pencil or electronic format, or sometimes 

through an interview. One of the primary advantages of self-report data is that it can be 

easy to obtain. Those making the self-report are usually familiar with filling out 
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questionnaires (Salters-Pedneault, 2020). According to Devaux & Sassi (2016), 

however, collecting information through a self-report has limitations because people 

are often biased when they report on their own experiences.  

Apart from questionnaire and interview, therefore, one extra method involving 

collecting documents and artefacts was used. These artefacts included curriculum 

samples and related documents including in-process documents reflecting the 

procedure of developing the curriculum. Documents including collecting artefacts may 

form part of a broader research design and they can be triangulated with other forms of 

data such as those of semi-structured interviews for the purpose of cross-checking 

validity (Pole & Lampard, 2002). 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). Documents can provide researchers, at an early 

stage of their research process, with insight into a topic or a setting, can stimulate 

theorizing and can contribute to helpful aspects of the research. This implies that 

documents can play a role in broadening researchers’ horizons in terms of the topic 

being investigated (Pole & Lampard, 2002, p. 152). In studies of schools and colleges, 

documents might include written curricula, course outlines and other such literature 

(Robson, 1993, p. 274).  

Document analysis was employed in the present study as an additional data 

collection method. It enabled the researcher to acquire basic information concerning 

the processes of the ESP course, its stated objectives, content and methodology, thus 

facilitating the identification of some issues that would be pursued in the interviews 

and questionnaires (Lynch, 1996; Patton, 1987; Richards, 2001). The documents 

collected for this study were the ESP course description and curriculum, statements of 

aims and objectives, syllabus, course books, tests, final grades, reports of ESP 

meetings, letters from and to the course administrators, and so on, issued before and 

during the process of developing curriculum. These helped provide more evidence of 
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the practice of teachers involving the process. 

All instruments for data collection and analysis used in this study will be 

described in detail in the subsequent sections of this chapter after the description of the 

participants. 

3.2. Participants 

The participants of this study were ESP teachers from four universities in Ho 

Chi Minh City. All these universities had departments of English, either as a faculty 

that had their own English-majored students or as a department that taught the English 

subject to non-English majors. In order to investigate the ESP teachers’ practice of 

developing curriculum for non-English majors, the four universities were selected. 

These universities had their own long-established Department of English with a large 

number of permanent full-time faculty teaching English. Furthermore, they had various 

programs and so non-English majored students representing non-English majored 

student population. Among the four universities, University One, Two, and Three had 

their ESP curriculum developed by their Faculties of Foreign Languages while 

University Four by each of their specialist faculties. As regards the number of ESP 

curricula that had been developed in the faculties, University Two had only one ESP 

curriculum developed for all specialties because of its specific characteristics while at 

the other three universities, several ESP curricula were developed for several 

specialties, either by the Faculty of Foreign Langauges as at University One and Three 

or by the specialist faculties as at University Four.  

Eighty-six ESP teachers from these four universities were then invited to take 

part in the procedure of providing data for this study. Among these, eighty-one teachers 

agreed to participate and seventy-eight of them answered all the closed questions in the 

questionnaire, including twenty-four teachers from University One, nineteen from 

University Two, eight from University Three, and twenty-seven from University Four. 
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Table 3.1 shows that there are twenty-eight male teachers and fifty female teachers 

whose age ranged from below 25 years old with one teacher, from 25 to 30 with four 

teachers, from 31 to 35 with eighteen teachers, from 36 to 40 with seventeen teachers, 

from 41 to 50 with thirty-one teachers, and over 50 with seven teachers. Table 3.1 also 

indicates that among the seventy-eight teachers, six of them are bachelors, fifty-four 

are masters of arts, five are doctoral students, twelve are doctors, and one is an 

associate professor.  

As for years of ESP teaching experience, ten of the teachers have taught ESP for 
one to three years, sixteen of them for four to seven years, nineteen for eight to twelve 
years, and thirty-three for over twelve years. One fact emerged from the investigation is 
that not all the ESP teachers are EFL teachers. In University Four, among the twenty-
seven teachers that were accessed for the study, only seven of them are EFL teachers, and 
twenty of them were specialist or content teachers. The reason was that in this university, 
the teaching of ESP was discussed and concluded to be more suitable to be taught by 
specialist teachers than by EFL teachers. ESP teaching, therefore, was appointed to be in 
charge by the specialist departments in the university and some EFL teachers were still 
invited to teach ESP for these specialist departments due to lack of ESP teachers.  

Table 3.1: Participants’ ethnographic information 

Universities  University 
One 

University 
Two 

University 
Three 

University 
Four 

Total 

Age Below 25 1 0 0 0 1 
 From 25 to 30 1 3 0 0 4 
 From 31 to 35 2 9 0 7 18 
 From 36 to 40 4 3 2 8 17 
 From 41 to 50 14 2 5 10 31 
 Over 50 2 2 1 2 7 
Gender Male 6 4 3 15 28 

Female 18 15 5 12 50 
Qualifi-
cations 

Bachelor 2 3 0 1 6 
Master 19 13 7 15 54 
Doctoral student 0 2 1 2 5 

 Doctor 3 1 0 8 12 
 Professor/Associate 0 0 0 1 1 
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Professor 
Years of 
ESP 
teaching 

1-3 years 3 1 0 6 10 
4-7 years 2 7 1 6 16 
8-12 years 3 5 2 9 19 
Over 12 years 16 6 5 6 33 

Teachers’ 
specialty 

EFL teachers 24 19 8 7 58 
Specialist 
teachers 

0 0 0 20 20 

Total 
number of 
teachers 

 24 19 8 27 78 

Out of the total of seventy-eight teachers participating in the data collection 

procedure of the study and responded to the questionnaire, twenty-four teachers agreed 

to take part in the interview. However, due to their working agenda, twenty-one 

teachers did participate in the interview.  

3.3. Data collection methods 

This section describes the methods deployed to collect the data relevant to 

answer the research questions. 

Data collection was carried out with three instruments, that is, documentation, 

questionnaire and interview. The questionnaire was developed based on our review of 

the literature, especially on the theoretical frameworks of curriculum development in 

general and ESP curriculum development in particular (Brown, 1995; Dudley-Evans & 

St. John, 1998; Nation & Macalister, 2010; Richards, 2001; Hutchinson & Waters, 

1987).  

For the purpose of the present study, the questionnaire consisted of the 

participants’ ethnographic information and the main section which investigated the 

participants’ practice of developing the curriculum at their universities. The main 

section was divided into seven parts according to seven steps of the ESP curriculum 

development, that is (1) ESP needs analysis, (2) specification of goals or objectives, (3) 

selection and sequencing of content, (4) methodology and support for effective 
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teaching, (5) selection or compilation of the coursebooks, (6) determination of the 

assessment methods and contents, and (7) evaluation of the ESP curriculum as guided 

by the literature (Brown, 1995; Dudley-Evans & St John, 1998; Nation & Macalister, 

2010; Richards, 2001). All of these parts aimed to explore the teachers’ practice in 

each step of the ESP curriculum development process. 

Another instrument of the study was the interview which consisted of semi-

structured interviews scheduled to serve as a guide to the researcher and to enable the 

participants to provide detailed answers related to their practice in each step of the ESP 

curriculum development process. 

Table 3.2: Research inquiries and their corresponding data collection instruments 

No. Research questions Data collection 

instrument employed 

1 What are ESP teachers’ perceptions of developing 

curriculum for non-English majors at some 

universities in Ho Chi Minh City? 

Questionnaire 

Interview 

2 What is their practice of developing ESP 

curriculum? 

Questionnaire 

Interview 

Documentation/Artefacts 

3 What advantages and difficulties, if any, do they 

have when they are involved in that process and 

what are their suggestions for improvement, if 

any, in curriculum development at their 

universities? 

Questionnaire 

Interview 
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3.3.1. Documentation and artefacts 

Documents including collecting artefacts may form part of a broader research 

design and they can be triangulated with other forms of data such as those of semi-

structured interviews for the purpose of cross-checking validity (Pole & Lampard, 

2002). 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).  

Pole and Lampard (2002, p.151) have broadly defined the term “document” as 

“any object which has been shaped or manufactured by human activity”. This object 

can take the form of written language such as books, letters and web pages, or it can be 

spoken, such as audio or video recordings (Pole & Lampard, 2002; Robson, 1993). In 

studies of schools and colleges, documents might include written curricula, course 

outlines and other such literature (Robson, 1993, p. 274).  

Pole and Lampard (2002, p.152) point out that documents can provide 

researchers, at an early stage of their research process, with insight into a topic or a 

setting, can stimulate theorizing and can contribute to helpful aspects of the research. 

This implies that documents can play a role in broadening researchers’ horizons in 

terms of the topic being investigated.  

Document analysis was employed in the present study as an additional data 

collection method. As Patton (1987) and Lynch (1996) suggest, it enabled the 

researcher to acquire basic information concerning the processes of the ESP course, its 

stated objectives, content and methodology, thus facilitating the identification of some 

issues that would be investigated in the interviews and questionnaires. The documents 

collected for this study can be the ESP course description and curriculum, reports of 

ESP meetings, letters from and to the course administrators, and so on. These all 

helped provide evidence of teachers’ practice and involvement in the process of 
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developing the curriculum for ESP curricula for non-English majors at the universities 

selected as the research setting of the current study.  

Throughout the process of data collecting, several documents and artefacts were 

collected, mainly including ESP curriculum/syllabus, ESP coursebooks and teaching 

materials, tests, conference proceedings, articles, and student feedback form. 

Specifically, among them were thirty-two curricula/syllabus, six conference 

proceedings, eighteen coursebooks and teaching materials, fourteen tests, twenty-two 

articles and one student feedback form. Notably, there were no official documents 

giving guidelines on teaching ESP or developing ESP curriculum, except for the 

guidelines for developing curriculum in general.  

3.3.2. The questionnaire  

The questionnaire was developed based on our review of the literature 

especially on the theoretical frameworks of curriculum development in general and 

ESP curriculum development in particular (Brown, 1995; Dudley-Evans & St John, 

1998; Hutchinson & Waters, 1987; Nation & Macalister, 2010; Richards, 2001) and 

responded to the research questions asked. The questionnaire was written in English, 

and then translated into Vietnamese to make it easier and less time-consuming for the 

respondents, thus helping to ensure valid responses. Some English terms were also 

inserted in the Vietnamese version to facilitate the teachers’ familiarization with the 

terms. Other guidelines on how to design a questionnaire suggested by Robson (1993), 

Dornyei (2003), and Cohen et al. (2007).  

For the purpose of the current research, the questionnaire was divided into three 

main parts, namely (1) the participants’ ethnographic information, (2) the participants’ 

perceptions and practice of ESP curriculum development, (3) the advantages and 

difficulties they encountered during the process of developing ESP curriculum and 

their suggestions for improvement in the ESP curriculum development process. For the 
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second main part, the participants’ perceptions and practice of ESP curriculum 

development were classified into seven groups according to seven steps of the ESP 

curriculum development process. The number of items for each cluster is presented in 

Table 3.3. (see Appendix 1 and 2 for the full questionnaire) 

Table 3.3: Questionnaire item distribution 

Section 

No. 

Sections Content No. of 

items 

Format of 

items 

I. General Information 

1  The participants’ 

ethnographic information 

6 Closed 

II. Teachers’ viewpoints and the actual practice in the ESP curriculum development 

process 

2 Procedures of ESP 

curriculum 

development 

The participants’ general 

perceptions of ESP 

curriculum development 

procedures 

3 Closed & 

open-ended 

(combined) 

3 Analysis of needs for 

ESP curriculum 

development 

The participants’ 

perceptions and practice 

of step one, analyzing 

ESP needs  

9 Closed & 

open-ended 

(combined) 

4 Specification of the 

course goals/ 

objectives in the ESP 

curriculum 

The participants’ 

perceptions and practice 

of step two, specifying 

3 Closed & 

open-ended 

(combined) 
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development process the course goals or 

objectives 

5 Selection and 

sequencing of the 

course contents in 

the ESP curriculum 

development 

The participants’ 

perceptions and practice 

of step three, selecting 

and sequencing the 

contents 

2 Closed & 

open-ended 

(combined) 

6 Determination of 

teaching and 

learning 

methodology 

The participants’ 

perceptions and practice 

of step four, determining 

teaching and learning 

methodology 

6 Closed & 

open-ended 

(combined) 

7 Selection/ 

compilation of 

coursebooks/ 

teaching materials 

in ESP curriculum 

development 

The participants’ 

perceptions and practice 

of step five, selecting or 

compiling coursebooks 

or teaching materials 

6 Closed & 

open-ended 

(combined) 

8 Specification of 

assessment methods 

and contents in the 

ESP curriculum 

development 

The participants’ 

perceptions and practice 

of step six, determining 

methods and contents of 

assessment 

6 Closed & 

open-ended 

(combined) 

9 Curriculum The participants’ 3 Closed & 
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evaluation as a step 

of the ESP 

curriculum 

development 

process 

perceptions and practice of 

step seven, evaluating the 

performed curriculum 

through different channels 

or tools 

open-ended 

(combined) 

III. Advantages, difficulties and recommendations on ESP curriculum development 

10  The advantages and 

difficulties the 

participants have during 

the process of developing 

ESP curriculum and their 

suggestions for 

improvement 

9 Open-

ended 

        

3.3.3. Interview 

One of the main methods of collecting qualitative data for the present study is to 

interview the ESP teachers at the selected universities. Seen as “the gold standard of 

qualitative research” (Silverman, 2000, p. 51), the interview is described as a 

“conversation with a purpose” (Burgess, 1984, p. 102) that “offers different ways of 

exploring people’s experience and views” and allows the researcher to probe beneath 

the surface of issues in order to see them from each participant’s perspective (Richards, 

2009).  

Interviews were used in the current study as an instrument to explore in greater 

detail the main issues pointed out in the three research questions. These included the 

perceptions of ESP teachers in developing ESP curriculum, their practice of developing 
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curriculum, the advantages and difficulties they face in practice, and their 

recommendations for improving the process in their context.  

The present study made use of the semi-structured interviews scheduled to serve 

as a guide to the researcher and to enable the participants to provide detailed answers. 

The interview questions were also according to the seven steps of the ESP curriculum 

development process, which elicited detailed answers from the participants on their 

perceptions and practice of developing the ESP curriculum at their universities in 

general. In addition, the interview questions also focused on the participants’ 

advantages and difficulties concerning ESP curriculum development and their 

suggestions for improvement of the process. (See Appendix 3 for a complete list of the 

main interview questions).  

3.4. Piloting data collection  

The questionnaire was piloted on nine teachers who shared similar 

characteristics with the target participants of the study. They were also ESP teachers at 

a university in Ho Chi Minh City. Four out of the nine teachers did not complete the 

questionnaire. Later interviews revealed that the questionnaire was too long and some 

items were ambiguous. The questionnaire was then modified based on the discussion 

with the interviewed teachers and advice from the supervisor to increase the level of 

validity and reliability.  

Five clusters and three items in the remainning clusters were left out from the 

questionnaire to ensure reasonable completion time for teachers. The five deleted 

clusters involved the characteristics of course goals, the characteristics of the course 

objectives, the bases for selecting the course contents, the procedures of compiling ESP 

coursebooks, and the sections in each unit of the ESP coursebook compiled.  

Some items in the remaining clusters were omitted or modified so as to shorten 

the questionnaire and avoid ambiguity. For questions 9A, 9B, and 9C, the three omitted 
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items were “remarks on students’ different difficulties”, “difficulties in using English”, 

and “common difficulties in communication in different situations”. Three items were 

added with the phrase “at the students’ future workplaces” to make them more easily 

understood. For questions 12A and 12B, the English equivalents of the syllabus 

frameworks were added because they may be more familiar terms to the repondents.  

3.5. Data collection procedure  

After the research topic and questions had been finalized and the research 
instruments developed and piloted, the researcher contacted the target participants within 
her academic network and also through mutual introduction. 

The teachers were provided with the consent form, which stated clearly the 
purpose of the study, the tasks that the participants were asked to complete and how their 
confidentiality was guaranteed. The participants were also ensured that they could 
withdraw from the study any time without any penalty.  

Eighty-six teachers who agreed to take part in the data collection process were 
then asked to complete the questionnaire. Eighty-one participants returned the 
questionnaire, and seventy-eight of the questionnaires were properly answered, i.e. all 
the closed parts were answered.  

Twenty-five participants who returned the properly answered questionnaires were 
invited to take part in the interview. All of them agreed to participate in the interviews, 
but due to the teachers’ busy schedule, only twenty-one interviews were conducted and 
recorded. Each interview lasted from thirty to forty-five minutes on average. The 
interviews were carried out in English for the ease of understanding and arranged at the 
time and place convenient to the repondents.  

3.6. Data analysis methods 

This section describes the methods used to analyzed the data collected to answer 

the research questions.  
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3.6.1. Analysing documents and artefacts 

As presented above, a number of documents were collected, including thirty-

two curricula/syllabus, six conference proceedings, eighteen coursebooks and teaching 

materials, fourteen tests, twenty-two articles and one student feedback form. 

This corpus of data was carefully scrutinized by the researcher to understand 

clearly the context associated with each university in which the process of designing 

the curriculum took place and to explore the empirical evidence of the actual 

happenings of this process. Sample curricula collected and documents related to the 

ESP curriculum development process shed lights on both the practice they took as well 

as the problems that they faced. 

3.6.2. Analysing questionnaire data 

The questionnaire data, particularly the closed items, was analyzed using SPSS 

software to explore the teachers’ perceptions as well as practice. For open-ended items 

which provided qualitative data, the researcher employed content coding where the 

data were examined to identify themes and topics which were then labeled and to be 

presented in the findings in direct response to the research questions. 

3.6.3. Analysing interview data 

In the meantime, the interviews were transcribed and translated into English. 

The pre-coding step involved reading the transcripts and reflecting on them to look for 

key ideas and issues related to the research questions. The interview data was then 

coded to highlight extracts of the transcribed data and label them into themes and 

topics so that they can easily be identified, retrieved, and grouped, which later allowed 

the process of labeling major tendencies and patterns among the data to take place. 

3.7. Reliability and validity 

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 
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is supposed to measure (Brown & Rodgers, 2002; Dornyei, 2007). The present study 
measured the reliability of the questionnaire with a statistical test, that is, Cronbach’s 
alpha was applied because the number of possible responses was more than two 
(Mackey & Gass, 2005). Cronbach’s alpha measured the degree to which the closed 
items in each cluster of the questionnaire were related. The results were presented in 
Appendix 5. Cronbach’s alpha has a maximum value of 1 and a minimum of 0 and 
values closer to 1 indicate a strong relationship between the items of the questionnaire 
(Dornyei, 2007; Vanderstoep & Johnston, 2009). The high values of Cronbach’s alpha 
presented in Appendix 5 indicated that the clusters of the questionnaire were reliable.  

One of the factors that helped ensure the reliability of the study’s qualitative data 
was the the researcher’s prolonged engagement with the researched context (Dornyei, 
2007; Rallis & Rossman, 2009), as she had worked for more than twenty years in a 
university of the kind where the study was set and visited them several times throughout 
the course of the study. This, as well as having good relationship with the participants, 
enabled her to collect accurate in-depth data which helped ensure the reliability of the 
study.  

The most important procedure for establishing and ensuring reliability, however, 
was triangulation, i.e. using multiple data collection and analysis methods or multiple 
participant samples (Brown & Rodgers, 2002; Dornyei, 2007; Rallis & Rossman, 2009). 
A range of methods, that is, interviews, document analysis and questionnaires, was 
utilized in order to gather in-depth information about the situation. For example, the ESP 
teachers’ practice of developing curriculum for non-English majors at their universities 
was elicited and studied quantitatively through questionnaires and qualitatively through 
semi-structured interviews and document analysis. This allowed the questionnaire 
findings to be checked against those resulting from the interviews and document 
analysis. The study also applied triangulation in location, which entailed collecting the 
same types of data and using the same methods with the same sources at several different 
sites (Freeman, 1998, p. 97). Four universities where ESP was taught as a compulsory 
subject to non-English majors were visited when collecting the data. 
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Another important factor in increasing the validity and reliability of this study 
was piloting the questionnaires and interviews on a sample of ESP teachers who were 
similar to the target sample of the main study in order to check the ability of these 
methods to gather the required data and to check questions for clarity and ambiguity 
(Dornyei, 2007, p. 75). Before conducting the pilot study, in addition, the questionnaire 
and interview questions were also reviewed by professors and doctors who were experts 
in the field and by the ESP teachers who had the same characteristics as those in the 
main study as well. The questionnaire and interview questions were then modified and 
developed in the light of their helpful and useful feedback to increase the validity and 
reliability of the study.  

3.8. Summary of the chapter 

This chapter has described the methodology deployed to answer the research 
questions asked. It has presented the research design and the research methods involving 
documentation, questionnaire, and interview. The participants and their ethnographic 
information were given and the data collection and analysis and research procedures 
have also been described in detail. In the next chapter, the findings from the data analysis 
will be presented and the results of the study will be discussed in detail. 
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CHAPTER FOUR:  FINDINGS AND DISCUSSION 

 

In this chapter, the data and findings of the research will be presented in response 

to the research questions. Apart from the introduction and conclusion, the first section 

will address the teachers’ perceptions of developing ESP curriculum for non-English 

majors at some universities in Ho Chi Minh City. The findings to the teachers’ actual 

participation in the process of developing ESP curriculum will then be presented in the 

second section. Finally, the third section will focus on the findings on the advantages 

and difficulties of teachers in participating in the ESP curriculum development process 

as well as their suggestions for improvement in ESP curriculum development and 

implementation.  

4.1. Teachers’ perceptions of developing ESP curriculum for non-English majors   

This section first presents the general findings regarding the investigated 

teachers’ perceptions of developing ESP curriculum for non-English majors. Then it 

describes in detail the participants’ perceptions of the seven-step procedures of ESP 

curriculum development. The questionnaire items and the interview questions were 

developed based on the literature review of theoretical frameworks of curriculum 

development in general and ESP curriculum development in particular (Richards, 

2001; Brown, 1995; Nation & Macalister, 2010; Hutchinson & Waters, 1987; Dudley-

Evans & St John, 1998; White, 1988; Nunan, 1988).  The findings are presented on the 

basis of our analysis of questionnaire and interview data. 

The questionnaire collected data on the teachers’ perceptions of developing ESP 

curriculum for non-English majors with the questions labelled Q7A, Q7B, Q7C, Q8A, 

Q9A, Q10A, Q11A, Q12A, Q13A, Q13A, Q14A, Q15A, Q16A, Q17A, Q18A, and 

Q19A. The reliability of these questions was guaranteed with the Cronbach’s Alpha of 

each question (see Appendix 5). 
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4.1.1. Teachers’ general perceptions of developing ESP curriculum   

To investigate the teachers’ general perceptions of developing the ESP 
curriculum, question 7A in the questionnaire asked for their opinion on the importance 
of each step in the ESP curriculum development process. In addition, questions 7B and 
7C also investigated the teachers’ general perceptions of the implementation level by 
the university or the faculty and of their own involvement level in the process.  

Table 4.1: Teachers’ general perceptions of the ESP curriculum development steps 

 

Data from question 7A showed that the teachers generally had clear perceptions of 
all the seven steps in the ESP curriculum development process with all the means from 
4.28 or higher. Specifically, they perceived that the most important step in this process was 
specifying the course goals or objectives with the highest mean of 4.68. Other steps that 
the teachers had high perceptions of are selecting or compiling coursebook or teaching 
materials with the mean of 4.50; selecting and sequencing the contents with the mean of 
4.49; analyzing ESP needs with the mean of 4.47; and determining teaching and learning 
methodology with the mean of 4.44. Last but not least, two steps the teachers perceived as 
a little less important were determining methods and contents of assessment with the mean 
of 4.35 and evaluating the performed curriculum through different channels or tools with 
the mean of 4.28. This data from the questionnaire was aligned with the interview data 
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when all of the teachers interviewed agreed that these seven steps were of high importance 
in ESP curriculum development.  

In contrast to the teachers’ perceptions of the steps in ESP curriculum development 
for its own sake, their perceptions of how their university or school deployed this process 
diverged from different steps. With the assigned values of 1, 2, 3, 4, and 5 as totally not 
conducted, at low level, at average level, quite well, and very well respectively, the highest 
mean which was 3.42 is ascribed to determining teaching and learning methodology 
(Table 4.1). This mean described the teachers’ perceptions that the step of determining 
teaching and learning methodology was not implemented really well but at the average 
level or a little higher than the average level. Other steps that were perceived by the 
teachers as at the average level or a little higher were determining methods and contents of 
assessment with the mean of 3.27; selecting and sequencing the contents with the mean of 
3.18; and selecting or compiling coursebooks or teaching materials with the mean of 3.14.  

Table 4.2: Teachers’ general perceptions of the university/faculty’s implementation 
level of the ESP curriculum development steps 

 

The three remaining steps were perceived by the teachers as below the average 

level or they were even not explicitly conducted. As indicated in Table 4.2, specifying 
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the course goals or objectives had a mean of 2.86, evaluating the performed curriculum 

through different channels or tools 2.00, and analyzing ESP needs 1.85. This data was 

aligned with the interview data that analysing ESP needs was not conducted 

comprehensively. The step of specifying the course goals or objectives, therefore, was 

not based on an informed foundation of ESP needs analysis. Similarly, the step of 

evaluating the performed curriculum through different channels or tools was also 

perceived as at low level when the interviewees admitted that there had not been 

standardized criteria for implementation. These steps in practice will be presented in 

more detail in section 4.2 of this chapter.  

Similar to the teachers’ perceptions of how their university or school deploy the 

ESP curriculum development process, their perceptions of their own involvement level 

in this process also diverged from different steps. With the assigned values of 1, 2, 3, 4, 

and 5 as totally not involved, at low level, at average level, quite well, and very well 

respectively, the highest mean which is 3.31 was ascribed to determining teaching and 

learning methodology (Table 4.3). This figure showed that the teachers perceive they 

generally participate most in the step of determining teaching and learning 

methodology although this involvelment is just a little higher than the average level. 

The situation was similar for the steps of determining methods and contents of 

assessment with the mean of 3.08 and selecting or compiling coursebooks or teaching 

materials with the mean of 3.01.  
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Table 4.3: Teachers’ general perceptions of their participation 

in the ESP curriculum development steps 

 

Table 4.3 also revealed that the teachers’ general involvement level into the ESP 
curriculum development was below the average or at low level regarding certain steps. 
Specifically, the teachers participated in the step of selecting and sequencing the 
contents at the level which was a little lower than the average (m = 2.97) or specifying 
the course goals or objectives with the mean of 2.81. The teachers’ general 
involvement level into the ESP curriculum development, however, was at very low 
level regarding the steps of evaluating the performed curriculum through different 
channels or tools whose mean is 2.24 or analyzing ESP needs with the mean of 2.22.  

The interview data also supported the questionnaire findings. The teachers 
interviewed generally said that they did not participate in an ESP curriculum evaluation 
process with clear criteria for evaluation except for some kinds of questionnaire to ask 
the learners about the teachers, the teaching process and the curriculum as well. Most 
of the teachers interviewed also stated that they were not involved in a formal and 
systematic needs analysis before developing the ESP curriculum, which was often 
implemented by the dean or the assigned team leader. The step of specifying the course 
goals or objectives, therefore, was not the process they were involved much in either. 
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This data can also be triangulated by the standard deviation displayed in Table 3, which 
ranged from .999 to 1.190.  

4.1.2. Teachers’ perceptions of the steps in developing ESP curriculum 

The previous section has described the teachers’ general perceptions of the seven 
steps in ESP curriculum development. This section will be devoted to present the findings 
on the teachers’ perceptions of each of these steps in the ESP curriculum development 
process, that is, Step One: Analyzing ESP needs, Step Two: Specifying the course goals or 
objectives, Step Three: Selecting and sequencing the contents, Step Four: Determining 
teaching and learning methodology, Step Five: Selecting or compiling coursebooks or 
teaching materials, Step Six: Determining methods and contents of assessment, and Step 
Seven: Evaluating the performed curriculum through different channels or tools.  

4.1.2.1. Step One: Analyzing ESP needs  

To investigate the teachers’ perceptions of the first step in ESP curriculum 
development, that is, ESP needs analysis, they were asked about the importance of the 
instruments for ESP needs investigation. The findings showed in Table 4.4 
demonstrated that the teachers generally perceived that the instruments asked were 
important. Accordingly, they perceived questionnaires as important with the mean of 
4.08, seminars with the mean of 4.01, observations with the mean of 3.97, interviews 
with the mean of 3.96, exam or test results with the mean of 3.86, and finally, existing 
documents and materials with the mean of 3.79.  

Table 4.4: Teachers’ perceptions of the ESP needs analysis tools 

 



	
 
 

90	

With the ranges from 2 to 5 for questionnaires, seminars, observations, and 

interviews, and from 1 to 5 for exam or test results and existing documents and 

materials, Table 4.4 showed that some teachers did not perceive these instruments as 

important for ESP needs investigation. The interview data also revealed that some of 

the teachers did not even think of these instruments in their ESP teaching because they 

did not partcipate in the needs investigation or analysis.  

Regarding the contents in ESP needs analysis, the teachers perceived all the 

aspects asked in question 9A, from 9A.a to 9A.b, as important or very important (Table 

4.5). They perceived the item 9A.a in question 9A, situations of using English at the 

students’ future workplace, as very important with the highest mean of 4.60 and in fact 

the most important aspect of all. Other aspects of the contents in ESP needs analysis 

were perceived as important by the teachers as well. They were situations of difficulty 

in using English at the students’ future workplace with the mean of 4.44, students’ 

current ability of English with the mean of 4.33, frequency of different channels of 

communication in English at the students’ future workplace with the mean of 4.26, 

organizational and environmental conditions for good teaching and learning with the 

mean of 4.19, frequency of linguistic elements 4.17, recommendations to difficult 

aspects in using English with the mean of 4.12, students’ preferences on different 

teaching and learning activities with the mean of 4.06, and finally, frequency of 

common errors with the mean of 3.87 (Table 4.5). These figures demonstrated that the 

teachers’ perceptions were high or even very high regarding the specified contents of 

ESP needs analysis in question 9A. 
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Table 4.5: Teachers’ perceptions of the contents to be collected in ESP needs analysis 

 

 
Table 4.6: Teachers’ perceptions of the stake-holders involved in ESP needs analysis 

 

Question 10A in the questionnaire investigated the teachers’ perceptions of the 
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stake-holders that needed to be surveyed in ESP needs investigation. Table 4.6 showed 
that the teachers perceived the specified stake-holders as important survey subjects in 
this process. Accordingly, they perceived alumni or staff working in this area as 
important survey subjects with the highest mean of 4.37, ESP teachers with the mean 
of 4.36, students with the mean of 4.33, managers, employers or professionals with the 
mean of 4.29, and specialist teachers with the mean of 4.15. These figures were also 
supported by the interview data which showed that similar to other aspects of ESP 
needs investigation and analysis, the teachers’ perceptions were also high concerning 
the specified stake-holders to be surveyed.  

4.1.2.2. Step Two: Specifying the course goals or objectives  

Regarding the second step, specifying the course goals or objectives, question 
11A asked for the teachers’ viewpoints on the bases when specifying the course goals 
or objectives. Table 4.7 indicated that the teachers had very clear perceptions on these 
bases. They perceived that the most important base for the goals or objectives 
specification was situation needs with the highest mean of 4.62, whose value was very 
important. Other bases were also perceived as important by the teachers with high 
means. Specifically, they perceived learners’ needs as important with the mean of 4.44, 
experience in ESP teaching of the curriculum developers with the mean of 4.41, 
students’ entrance and outcome standard levels that are specified in the curriculum 
framework with the mean of 4.32, language needs with the mean of 4.14, learning 
needs with the mean of 4.12, and Vietnam’s 6-level foreign language proficiency 
framework with the mean of 3.94.  

The interview data was also aligned with the questionnaire data regarding the 
teachers’ perceptions of the bases in the course goals or objectives specification 
process. They stated that in specifying the course goals or objectives, it was very 
important to base on the ESP needs that had been analyzed, especially the situation 
needs or target needs in actual working conditions together with the learning needs to 
facilitate learning. Only then were the goals and objectives specified informedly and 
meaningfully for the whole ESP curriculum development process.  
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Table 4.7: Teachers’ perceptions of the bases of goals or objectives specification 

 

4.1.2.3. Step Three: Selecting and sequencing the contents  

Table 4.8: Teachers’ perceptions of the ESP syllabus framework types 

 

Question 12A asked for the teachers’ opinion on what type of syllabus 

framework as the most important, that is, how to select and sequence the contents for 

the ESP curriculum development. They were asked to number the items from the most 

important to the least important with number 1 designated to the most important and 

number 8 the least. Table 4.8 showed the teachers’ perceptions that the most important 

type of ESP syllabus framework was the topical or content-based syllabus with the 
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mean of 1.83. Other types of syllabus framework were also perceived by the teachers 

as important, that is, situational syllabus with the mean of 3.28, skills syllabus with the 

mean of 3.38, and task-based syllabus with the mean of 3.51. The remaining syllabuses 

were considered less important or even unimportant at all. They were functional 

syllabus with the mean of 4.29, lexical syllabus with the mean of 5.03, text-based 

syllabus with the mean of 6.12, and no syllabus type indicated was considered 

unimportant at all with the mean of 7.81.  

4.1.2.4. Step Four: Methodology and support for effective teaching 

To investigate the teachers’ perceptions of the step of determining methodology 

and support for effective teaching, question 13A asked for the teachers’ viewpoints or 

opinions on the elements, activities or mechanisms that ensured the effectiveness of the 

ESP curriculum  and question 14A explored for the teachers’ viewpoints or opinions on 

the activities that supported the ESP curriculum implementation. The findings of 

question 13A were displayed in Table 4.9 which showed that the teachers’ perceptions 

were high concerning the elements, activities or mechanisms that ensured the 

effectiveness of the ESP curriculum. Accordingly, they perceived as imporant the 

aspect of establishing mechanisms for students to get feedback on teaching and 

learning process through many channels with the highest mean of 4.19, establishing 

mechanisms to support students in learning and self-study with the mean of 4.18, 

organizing orientation sessions and seminars to better raise students’ awareness of the 

course goals or objectives and the methods of teaching, learning, and self-study with 

the mean of 4.09, organizing the investigations with questionnaires and other tools to 

find out students’ needs on motivation, learning styles, teaching and learning activities, 

etc. with the mean of 4.03, and developing different learning options for better and 

weaker students with the mean of 3.99. 
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Table 4.9: Teachers’ perceptions of the elements ensuring the ESP curriculum 
effectiveness 

 
 

Regarding the teachers’ viewpoints or opinions on the activities that supported 

the ESP curriculum implementation, the teachers discerned as important the aspect of 

compiling test banks and evaluation profiles with the highest mean of 4.51, training 

teachers in ESP teaching with the mean of 4.44, compiling a system of reference 

materials for teaching with the mean of 4.42, organizing orientation sessions and 

discussions with teachers before, during and after the esp course with the mean of 4.27, 

training teachers in the specalist subjects with the mean of 4.22, developing a set of 

tools to manage students’ self-study, eg. tests of self-study, marking schemes, etc. with 

the mean of 4.17, and developing survey tools for students and teachers with the mean 

of 4.13 (Table 4.10). 
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Table 4.10: Teachers’ perceptions of the activities supporting the ESP curriculum 
implementation 

 

4.1.2.5. Step Five: Selecting or compiling coursebooks or teaching materials  

As regards the fifth step, selecting or compiling coursebooks or teaching 

materials, question 15A examined the teachers’ viewpoints or opinions on selecting or 

compiling the coursebooks and teaching materials in ESP curriculum development and 

question 16A asked for the teachers’ viewpoints or opinions on the bases in selecting 

or compiling the coursebooks and materials in the ESP curriculum development 

process.  

In respect of the teachers’ viewpoints or opinions on selecting or compiling the 

coursebooks and teaching materials in ESP curriculum development, Table 4.11 

demonstrated that the teachers discerned coursebooks or students’ books as very 

important with the highest mean of 4.60. A number of teaching and learning materials 

that were perceived as imrportant were teacher's books with the mean of 4.29, 

workbooks with the mean of 4.26, books or materials on the specialty with the mean of 



	
 
 

97	

4.26, CDs, DVDs or softwares with the mean of 4.05, books or materials on vocabulary 

with the mean of 4.01, books or materials on reading skills with the mean of 3.90, 

books or materials on speaking skills with the mean of 3.83, books or materials on 

writing skills with the mean of 3.79, and books or materials on listening with the mean 

of 3.78. Besides, two types of materials that were considered as of average importance 

were books or materials on pronunciation with the mean of 3.49 and books or materials 

on grammar with the mean of 3.37. 

Table 4.11: Teachers’ perceptions of types of ESP coursebooks and materials 

 

As for the teachers’ viewpoints or opinions on the bases in selecting or 

compiling the coursebooks and materials in the process of ESP curriculum 

development, the teachers perceived the aspects specified in question 16A as important 

or very important (Table 4.12). Specifically, they perceived as very important the 

aspect of the curriculum goals or objectives with the mean of 4.69, the content that had 

been determined with the mean of 4.58, and the ESP needs that had been analyzed with 
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the mean of 4.55. Other aspects were discerned as important, that is, teacher experience 

with the mean of 4.44, the methods of testing and assessment developed with the mean 

of 4.36, the viewpoints on language teaching and learning with the mean of 4.33, the 

time alloted with the mean of 4.22, the unit structure determined with the mean of 4.13, 

and the viewpoints on language with the mean of 3.99. (Table 4.12) 

Table 4.12: Teachers’ perceptions of the bases for selecting or compiling ESP 
coursebooks and materials 

 

4.1.2.6. Step Six: Determining methods and contents of assessment 

To survey the teachers’ perceptions of the sixth step in ESP curriculum 

development, determining methods and contents of assessment, question 17A 

examined the teachers’ viewpoints or opinions on the specification of assessment 

methods and contents in ESP curriculum development and question 18A looked into 

the teachers’ viewpoints or opinions on the bases or principles to determine the 

requirements for testing and evaluations in the ESP curriculum development process.  
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Table 4.13: Teachers’ perceptions of the specification of the assessment methods and 
contents in ESP curriculum development 

 

Regarding the teachers’ viewpoints or opinions on the specification of 

assessment methods and contents in ESP curriculum development, the findings to 

question 17A demonstrated that the teachers perceived the final achievement test and 

proficiency test at the end of the course as the most important of all with the means of 

4.59 and 4.51 respectively. They also perceived as important the progress test after 

each lesson or group of lessons with the mean of 4.29, the mid-term achievement test 

with the mean of 4.26, proficiency test at the beginning of the course with the mean of 

4.04, placement test with the mean of 4.01, and tests for students’ self-assessment with 

the mean of 3.91 (Table 4.13).  

As for the teachers’ viewpoints or opinions on the bases or principles to 

determine the requirements for testing and evaluation in the ESP curriculum 

development process, the teachers perceived the aspects listed in question 18A as 

important or very important. Accordingly, the most important aspect was able to 

measure the learning outcomes compared with the goals and specified learning 

outcomes with the highest mean of 4.62 (Table 4.14). Two other aspects were 

compatible with the contents and learning methods and able to provide information that 
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helped adjust the next teaching and learning process with the means of 4.53 and 4.50 

respectively. Besides, the teachers discerned as important the aspect of able to be 

developed into exam question banks with the mean of 4.33 and had a good washback 

effect on the next teaching and learning process with the mean of 4.28 (Table 4.14). 

Table 4.14: Teachers’ perceptions of the bases or principles for determining testing 
and assessment requirements in ESP curriculum development 

 

4.1.2.7. Step Seven: Evaluating the performed curriculum through different 

channels or tools  

To examine the teachers’ perceptions of the seventh step, evaluating the 

performed curriculum through different channels or tools, question 19A asked for the 

teachers’ viewpoints or opinions on the contents to be evaluated in curriculum 

development. Table 4.15 illustrated the findings that the teachers perceived the 

specified evaluation contents as important or very important. Specifically, they 

discerned as very important the development of the curriculum contents with the 

highest mean of 4.77, teaching materials with the mean of 4.69, students’ progress with 

the mean of 4.56, the development of the curriculum with the mean of 4.50, and the 

training and development of the teaching staff with the mean of 4.50. Furthermore, 
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they considered as important the aspect of students’ motivation with the mean of 4.49, 

teachers’ teaching process with the mean of 4.44, facilities and learning environment 

with the mean of 4.21, and decision making with the mean of 4.01 (Table 4.15). 

Table 4.15: Teachers’ perceptions of the contents to be evaluated in ESP curriculum 
evaluation 

 

4.2. Teachers’ actual participation in the process of developing ESP curriculum at 

some universities in Ho Chi Minh City   

This section presents the findings regarding the teachers’ actual participation in 

the process of developing ESP curriculum. Specifically, it describes the extent to which 

the investigated teachers took part in the seven steps of ESP curriculum development, 

that is, Step One: Analyzing ESP needs, Step Two: Specifying the course goals or 

objectives, Step Three: Selecting and sequencing the contents, Step Four: Determining 

teaching and learning methodology, Step Five: Selecting or compiling coursebooks or 

teaching materials, Step Six: Determining methods and contents of assessment, and 

Step Seven: Evaluating the performed curriculum through different channels or tools. 
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The findings were based on data collected through three main instruments, that is, 

questionnaire, interview, and documents.  

Questions signaled B and C, except for questions 7B and 7C, in the 

questionnaire examined the practice of the university or faculty concerning ESP 

curriculum development and the teachers’ actual participation in this process. All these 

questions’ Cronbach’s Alpha are above .6, which indicates that reliability was ensured 

(see Appendix 5).   

4.2.1. Step One: Analyzing ESP needs  

 To explore the teachers’ participation in step one, that is, analyzing ESP needs, 

a number of questions were designed in the questionnaire. Questions 8B and 8C 

examined the faculties’ and ESP teachers’ usage level of the tools used in ESP needs 

analysis. Questions 9B and 9C looked into the contents to be collected in ESP needs 

analysis by the faculties and the teachers. Questions 10B and 10C, in addition, focused 

on the stake-holders that needed to be surveyed in ESP needs analysis. 

Regarding the usage level of different tools used in ESP needs analysis, Table 4.16 

showed that the university or faculty’s usage level of these tools in ESP curriculum 

development was below the average, among which the highest mean tool was using 

existing documents and materials (m = 2.96) and the lowest mean tool was using 

interviews (m = 2.04).  

Table 4.16: The ESP needs analysis tools used by the university/faculty 
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In the interviews with the teachers, they stated that the needs analysis was either 

not carried out or done informally. For specialties that many coursebooks and materials 

were available on the market, the faculty chose a compulsory coursebook and other 

supplementary materials available on the market for teaching and learning. The 

rationale for this choice will be discussed in later parts concerning selecting or 

compiling coursebooks. The needs analysis, therefore, was not carried out formally 

with the tools specified in question 8A, 8B, and 8C. For specialties that coursebooks 

and other materials were not available on the market, the faculties and teachers had to 

compile the coursebooks or teaching materials for themselves. However, due to a 

number of reasons which will be discussed section 4.3.1 concerning difficulties in ESP 

needs analysis, the needs analysis was also not conducted formally. They instead talked 

to some content teachers or students for a general idea of what they need, which would 

be the bases for the EFL faculties or teachers to look for or compile suitable 

coursebooks.   

Teachers at University Two did provide a questionnaire which was designed for 

the whole faculty to deliver to students at the end of the course to elicit their opinion on 

the teacher, the teaching, and the coursebooks. Teachers at University Four, however, 

stated that they conducted the questionnaire individually to explore the students’ 

opinions without much interference from the faculty.  
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Table 4.17: The ESP needs analysis tools used by the teachers 

 

Corresponding to the faculties’ usage level of the ESP needs analysis tools, this 

usage level by the ESP teachers was also mostly below the average. The only tool that 

was used a bit higher than average was using exam or test results with the mean of 3.13 

although the standard deviation of 1.155 showed that the teachers’ usage level of this 

tool was very divergent from one another. The second highest mean tool was using the 

existing documents and materials (m = 2.94) and the lowest mean tool was using 

questionnaires (m = 1.91) (Table 4.17).  

Of the four universities, only one university provided a questionnaire delivered 

at the end of the English course including General English and ESP modules, which 

collected the students’ opinions on the teacher, the teaching and learning, and the 

coursebooks and other materials. This questionnaire could elicit some information 

about the student needs and learning needs but not the situation needs which was 

essential for ESP curriculum development.  
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Table 4.18: The contents collected for ESP needs analysis by the university/faculty 

 

As regards the contents to be collected in ESP needs analysis, the questionnaire 

data was collected with questions 9B and 9C, which respectively focused on the 

faculties and the teachers’ practice of collecting the specified contents for ESP needs 

analysis. Table 4.18 demonstrated that the faculties’ practice of collecting the specified 

contents was below the average with the mean ranged from 2.05 to 2.74. Table 4.19 

illustrated that the teachers’ practice of collecting the specified contents was also below 

the average with the mean ranged from 2.21 to 2.73. As with the discussion on the 

tools used in ESP needs analysis, this under-implementation was due to the fact that 

ESP needs analysis was not carried out formally and properly.  
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Table 4.19: The contents collected for ESP needs analysis by the teachers 

 

The interview data concerning the contents the faculties and the teachers 

collected during ESP needs investigation is in alignment with the questionnaire data. 

At all the four universities, the development of the ESP curriculum was assigned to a 

small number of senior teachers who were the faculty heads or team leaders and had 

experience of ESP teaching as Teacher 4, a senior ESP teacher at University One, put 

it:  

“The ESP curriculum was developed by the faculty head or an assigned team leader, 

who had experience in ESP teaching. We did not do an explicit formal needs analysis 

but base on the name and common keywords of the speciality to look for the 

coursebooks and extra materials on the market or on the Internet. We sometimes asked 

the content teachers about some aspects such as ESP needs, ESP or speciality 
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materials, some ESP vocabulary, etc. but we often did this individually, according to 

our personal relationship with the content teachers…” 

Due to this way of practice, systematic contents needed for ESP needs analysis 

were not sufficiently and properly collected during the ESP curriculum development 

process.  

Table 4.20: The stake-holders involved in ESP needs analysis by the 
university/faculty 

 

Besides the needs analysis tools and contents, the study also explored the stake-

holders involved in ESP needs analysis. Questions 10B and 10C in the questionnaire 

investigated the faculties’ and the teachers’ practice of involving stakeholders in their 

needs analysis process, namely students, ESP teachers, specialist teachers, managers, 

employers, professionals, alumni or staff working in the specialty. Table 4.20 showed 

that the faculties’ practice of involving these stake-holders in the ESP needs analysis 

process was below the average with the mean ranged from 2.10 to 2.83. Meanwhile, 

the teachers’ practice of involving the specified stake-holders in their needs analysis 

process was also below the average with the mean ranged from 2.22 to 2.81 as shown 

in Table 4.21.  
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Table 4.21: The stake-holders involved in ESP needs analysis by the teachers 

 

In the interviews with the head of the faculties and with the teachers, they 

expressed the difficulties of approaching the target situations with people directly 

working in the field including managers, employers, professionals, alumni or staff 

working in this field. Many of them did not even think of the involvement of these 

people. Instead, they relied on their own experience, on informal talks with students, 

specialist teachers in the university, and other ESP teachers in the department.  

4.2.2. Step Two: Specifying the course goals or objectives  

To investigate the teachers’ participation in step two, that is, specifying the 

course goals or objectives, questions 11B and 11C were designed to explore the 

faculties’ and the teachers’ practice of specifying the course goals or objectives. Table 

4.25 indicated that in specifying the course goals or objectives, the faculties based 

more on the experience in ESP teaching of the curriculum developers whose mean was 

3.36. As with other bases, Table 4.22 showed that the faculties generally based on them 

at the level of below the average. Specifically, they based on the students’ entrance and 

outcome standard levels that were specified in the curriculum framework at the level 

with the mean of 2.96, the learning needs with the mean of 2.72, language needs with 

the mean of 2.63, learners’ needs with the mean of 2.44, Vietnam’s 6-level foreign 

language proficiency framework with the mean of 2.31, situation needs with the mean 

of 2.23. These figures showed that although the specified bases were important, the 
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faculties based on them at a low level. They actually based more on the curriculum 

developers’ experience rather than the objective information needed in specifying the 

course goals or objectives.  

Table 4.22: The bases for goals or objectives specification by the university/faculty 

 

As with the faculties’ practice, the teachers themselves also did not base on the 

specified bases at a proper level. Table 4.23 illustrated that they based on the 

experience in ESP teaching of the curriculum developers at the level with the mean of 

2.87, the students’ entrance and outcome standard levels that are specified in the 

curriculum framework with the mean of 2.69, the leaners’ needs with the mean of 2.60, 

the language needs with the mean of 2.60, learning needs with the mean of 2.58, the 

situation needs with the mean of 2.23, Vietnam’s 6-level foreign language proficiency 

framework with the mean of 1.86.  
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Table 4.23: The bases for goals or objectives specification by the teachers 

 

The interview data was in conformity with the questionnaire data in that the 

teachers admitted that the specification of goals and objectives were basically in 

general terms and based on the curriculum developers’ experience rather than on the 

data and information collected from a scientific and systematic ESP needs analysis. 

Teacher 9, the vice dean and the ESP curriculum developers at University Two, 

stated that:  

“In fact, we chose the coursebook first, then we used the coursebook contents 

as the contents of the course. And we also based on this coursebook to write the goals 

or objectives of the ESP course in terms of knowledge and skills. It is very difficult to 

base on the Vietnam’s 6-level foreign language proficiency framework to write the 

ESP goals or objectives because its descriptors do not focus on ESP, but it focuses 

basically on General English…” 

In the syllabi collected at the four universities, the goals of the ESP course were 

presented quite generally in terms of knowledge, skills, and attitudes. In University 

One’s ESP syllabus of English for Construction 1, for instance, the goals were 

specified as follows:  
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Equip students with specialist terminology in English, as well as the knowledge 

related to the construction industry necessary for their future work. Students can 

develop skills in listening, speaking and reading comprehension of English documents 

related to knowledge of construction, practice of translation and interpretation, and 

reinforcement of basic English grammar points. Students will reach the equivalent 

level of A1 to A2 according to European standards after completing this module. 

4.2.3. Step Three: Selecting and sequencing the contents  

Table 4.24: The types of ESP syllabus framework developed at the university/faculty 

 

In the attempt to explore the process of selecting of sequencing the contents, 

step three in developing ESP curriculum, question 12B in the questionnaire asked the 

teachers to order the type of syllabus framework from 1 to 8 according to their current 

syllabus. Table 4.24 showed that the syllabus framework that were being used the most 

was the topical of content-baseed syllabus with the mean of 1.40. The syllabus 

frameworks that were used as the next layers in the syllabus were skills syllabus with 

the mean of 3.54, lexical syllabus with the mean of 3.97, task-based syllabus with the 

mean of 4.04, functional syllabus with the mean of 4.13, and situational syllabus with 

the mean of 4.62. The two syllabus types that were least recognized as being applied in 

the current syllabuses were text-based syllabus with the mean of 6.15 and no syllabus 
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type indicated with the mean of of 7.94. In the interviews with the teachers who 

participated in the ESP curriculum development process, they expressed that becausse 

ESP was related to specific fields of knowledge, it should be topical or content-based 

so that the students could be equipped with specific language used for those specific 

fields.  

The interviews about the process of selecting and sequencing the contents for 

the ESP courses showed that there was a difference between the specialties that had 

many types of coursebooks available on the market and the specialties that did not have 

coursebooks available on the market or on the Internet. For the former one, the 

faculties held professional meetings where teachers contributed their ideas about which 

coursebooks and other supplementary materials were to be selected for the ESP course 

or even which chapters or units to be selected in the specific coursebooks. Teacher 11 

at University Three who was assigned to write the ESP curriculum put it that:  

“After the faculty has selected a coursebook on the market and the chapters or 

units to include in the curriculum, we would technically list them as specific contents 

in the curriculum. The contents themselves then were based on to to write the goals 

and objectives of the course…” 

As for the specialties that did not have many coursebooks or other extra 

materials on the market, the faculties had to organize the development of coursebooks 

or compilation of teaching materials. The faculty deputy dean who was also an ESP 

teacher at University Two explained that:  

“We assigned the teachers who were in charge of developing the ESP 

coursebook for a specific type of students. There were in fact some ESP contents that 

we often discussed informally or formally in the faculty’s meetings, which were 

identified by basing on the key specialist terms that were virally discussed in the 

university, for example, immigration, investigation, cyber security, etc. The 

coursebook writers would select certain contents to include in the coursebooks. The 
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order of these contents was also sequenced quite relatively, mainly according to the 

coursebook writers’ will because it was difficult to determine which contents to come 

first or which would follow in the coursebooks…” 

The actual ESP syllabuses also illustrates that the contents of the ESP course 

were selected and sequenced from the specified contents in the compulsory 

coursebooks included in the syllabuses. The coursebooks can be selected from the 

world-recognized publishers such as Oxford Publishing House or Cambridge 

Publishing House or written by the very teachers in the faculties. 

4.2.4. Step Four: Methodology and support for effective teaching  

Step four in the ESP curriculum process, determining teaching and learning 

methodology, is of great importance in achieving the goals or objectives of the ESP 

course. A number of questions in the questionnaire were used to ask about the 

mechanisms or elements to ensure the quality of the teaching and learning process. 

Questions 13B and 13C focused on the elements, activities or mechanisms that ensured 

the effectiveness of the ESP curriculum while questions 14B and 14C addressed the 

activities that supported the ESP curriculum implementation. 

Table 4.25 manifested that the specified elements, activities or mechanisms that 

ensured the effectiveness of the ESP curriculum were undertaken at a below average 

level by the faculties or universities. In the decreasing order of implementation, the 

figures illustrated the establishment of mechanisms to support students in learning and 

self-study with the mean of 2.88, the establishment of mechanisms for students to get 

feedback on teaching and learning process through many channels with the mean of 

2.83, the development of different learning options for better and weaker students with 

the mean of 2.46, the organization of orientation sessions and seminars to better raise 

students’ awareness of the course goals or objectives and the methods of teaching, 

learning, and self-study with the mean of 2.38, the organization of the investigations 
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with questionnaires and other tools to find out students’ needs on motivation, learning 

styles, teaching and learning activities, etc. with the mean of 2.27.  

Table 4.25: The elements or mechanisms implemented by the university/faculty to 
ensure the effectiveness of the ESP curriculum 

 

As for the individual ESP teachers, Table 4.26 also manifested that their 

implementation of establishing the elements, activities or mechanisms that ensured the 

effectiveness of the ESP curriculum was also at a below average level. In the decreasing 

order of implementation, Table 4.26 indicated the ESP teachers’ implementation of 

establishing mechanisms to support students in learning and self-study with the mean of 

2.88, establishing mechanisms for students to get feedback on teaching and learning process 

through many channels with the mean of 2.83, developing different learning options for 

better and weaker students with the mean of 2.46, organizing orientation sessions and 

seminars to better raise students’ awareness of the course goals or objectives and the 

methods of teaching, learning, and self-study with the mean of 2.38, organizing the 
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investigations with questionnaires and other tools to find out students’ needs on motivation, 

learning styles, teaching and learning activities, etc. with the mean of 2.27.  

Table 4.26: The elements or mechanisms implemented by the teachers to ensure the 
effectiveness of the ESP curriculum 

 

In the interviews with the teachers, teachers from only one out of the four 

universities stated that their faculty did organize the orientation sessions to raise 

students’ awareness of the course goals or objectives and the methods of teaching, 

learning, self-study and other related issues. At other universities, most of the teachers 

said they carried out the teaching as indicated in the syllabus, they sometimes did talk 

to the students about the specified issues but this did not always take place and 

depended on the time they might have. One of the universities did present the 

questionnaire they used to collect students’ opinions at the end of the course, which 
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actually included both general English and ESP modules, on the coursebooks, the 

teachers’ methodology, and the very students’ learning preferences.  

Table 4.27: The university/faculty’s activities to support the ESP curriculum 
implementation 

 

Whereas questions 13B and 13C investigated the elements, activities or 
mechanisms that ensured the effectiveness of the ESP curriculum, questions 14B and 
14C examined the activities that supported the ESP curriculum implementation. Table 
4.27 demonstrated that the activities that the universities or faculties had carried out to 
support the teachers and the ESP curriculum implementation process were mostly 
below the average. In detail, among the aspects specified in question 14B, only the 
activity of compiling test banks and evaluation profiles for the teachers’ convenient use 
was implemented at the average level with the mean of 3.03. The other activities 
otherwise were performed at a below average level, including organizing orientation 
sessions and discussions with teachers before, during and after the ESP course with the 
mean of 2.73, compiling a system of reference materials for teaching with the mean of 
2.72. Some activities were carried out even at a very low level, that is, developing 
survey tools for students and teachers with the mean of 2.46, developing a set of tools 
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to manage students’ self-study, eg. tests of self-study, marking schemes, etc. with the 
mean of 2.38, training teachers in the specalist subjects with the mean of 2.29, training 
teachers in ESP teaching with the mean of 2.12.  

Table 4.28: The teachers’ participation in the supportive activities for the ESP 
curriculum implementation 

 

In the interviews, the teachers at only one university expressed that the 

university did cooperate with another university in Ho Chi Minh City to organize a 

one-week training on ESP teaching for the teachers but this activity was more 

appreciating than effective. Most of the ESP teachers interviewed stated that they based 

on the assigned coursebooks to look for related knowledge and materials from the 

Internet or the specialist teachers on their individual relationships. They did not, 

therefore, have a systematic knowledge of the subject or applying a communicative 

approach to help students use the language needed for their future jobs. Instead, they 

tried to convey what they understood about the specific contents to the students in 

English and helped students with the language with traditional English teaching 
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methods. However, they pointed out that they were supported with test banks and some 

unit tests which were compiled by the teachers and then shared among them.  

The documents obtained from data collection included ESP syllabuses, 

conference proceedings, classroom questionnaires, training materials, which 

demonstrated that the faculties concerned ESP teaching in many ways. The concern, 

however, was manifested in the documents as if it was at discrete points or in a 

controversial process and had not come to a clear common conclusion as a guide for 

implementation. University Two used to organize a conference on ESP teaching with 

the articles focusing on discrete points of ESP teaching such as vocabulary, reading, 

listening, but not speaking or writing. There were also writings on ESP curriculum or 

coursebooks but they focused on more on theoretical frameworks than on the 

university’s situation. These articles, however, can be seen as a start for further 

research on ESP teaching in general and on ESP curriculum in particular. Another 

conference was at University One, which focused more on general English than on 

ESP teaching with an article on teaching reading in ESP.  

4.2.5. Step Five: Selecting or compiling coursebooks or teaching materials   

After determining the content framework and methodology during the ESP 

curriculum development process, the next step or step five is to select or compile the 

coursebooks and teaching materials for the ESP course. Questions 15B and 15C in the 

questionnaire respectively explored the level of sufficiency of these materials at the 

university and the level of ESP teachers’ participation in selecting or compiling these 

materials. In the meanwhile, questions 16B and 16C examined the faculties’ and the 

teachers’ level of applying the specified bases in selecting or compiling the 

coursebooks and teaching materials in the process of ESP curriculum development.  
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Table 4.29: The sufficiency of the ESP coursebooks and materials at the 
university/faculty 

 

Table 4.29 showed that four of the specified materials had the mean above the 

average, including coursebooks or students’ books with the mean of 3.60, workbooks 

with the mean of 3.17, books or materials on reading skills with the mean of 3.13, 

books or materials on vocabulary with the mean of 3.08. These figures manifested that 

the sufficiency of these books or materials was at an above average level. However, the 

sufficiency or availability of other kinds of materials was displayed in Table 4.29 as at 

a below average level, that is, books or materials on the specialty with the mean of 

2.96, books or materials on writing skills with the mean of 2.96, teacher's books with 

the mean of 2.95, books or materials on grammar with the mean of 2.82, books or 

materials on listening with the mean of 2.71, books or materials on speaking skills with 

the mean of 2.69, CDs, DVDs, or softwares with the mean of 2.67, and books or 

materials on pronunciation with the mean of 2.60.  
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Table 4.30: Teachers’ participation in selecting or compiling the ESP coursebooks 
and materials 

 

As for the level of ESP teachers’ participation in selecting or compiling the specified 

ESP coursebooks or materials, Table 4.30 showed that only the coursebooks or students’ 

books received the mean of 3.23, indicating that the teachers’ participation in the selection or 

compilation of ESP coursebooks or students’ books was at an above average level. In the 

meantime, they involved in selecting or compiling other kinds of ESP materials just at a 

below average level, including workbooks with the mean of 2.96, books or materials on 

reading skills with the mean of 2.94, books or materials on vocabulary with the mean of 

2.78, books or materials on the specialty with the mean of 2.71, books or materials on 

writing skills with the mean of 2.69, teacher's books with the mean of 2.67, books or 

materials on grammar with the mean of 2.49, books or materials on listening with the mean 

of 2.47, books or materials on speaking skills with the mean of 2.45, CDs, DVDs, or 

softwares with the mean of 2.40, books or materials on pronunciation with the mean of 2.33.  
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4.2.6. Step Six: Determining methods and contents of assessment   

To examine the next step in the ESP curriculum development process, that is, step 
six - determining methods and contents of assessment, questions 17B and 17C in the 
questionnaire focused on the faculties’ practice of specifying the assessment methods and 
contents and the ESP teachers’ participation in designing the specified assessment tools 
when developing the ESP curriculum. In addition, questions 18B and 18C also examined 
the bases or principles to determine the requirements for testing and evaluation which were 
applied by the faculties and the ESP teachers during the curriculum development process. 

Table 4.31: Assessment methods and contents specified by the university/faculty 

 

Table 4.31 manifested that the faculties developed the final achievement test as 
main test of the ESP course with the mean of 4.18. Other kinds of tests were developed 
by the faculties at an above average level, including progress test after each lesson or 
group of lessons with the mean of 3.83, the mid-term achievement test with the mean 
of 3.65, proficiency test at the end of the course with the mean of 3.50, proficiency test 
at the beginning of the course with the mean of 3.08, placement test with the mean of 
3.04. The tests for students’ self-assessment with the mean of 2.86, however, was 
indicated to be least implemented for the ESP course.  
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Table 4.32: Assessment methods and contents specified by the teachers 

 

As for the ESP teachers’ participation in developing the specified assessment 

tools during the curriculum development process, Table 4.32 illustrated that they 

practiced developing the final achievement test and the progress test after each lesson 

or group of lessons the most with the mean of 3.97 and 3.94 respectively. Other tests 

that were also developed by the ESP teachers at an above average level consisted of the 

mid-term achievement test witht the mean of 3.59 and the proficiency test at the end of 

the course with the mean of 3.37. Some other kinds of tests were developed by the ESP 

teachers at a below average level, including the proficiency test at the beginning of the 

course with the mean of 2.91, tests for students’ self-assessment with the mean of 2.78, 

and placement test with the mean of 2.72.  

Regarding the bases or principles to determine the requirements for testing and 

evaluation, Table 4.33 showed that the faculties applied three of the mentioned bases or 

principles at an above average level, including being able to be developed into exam 

question banks with the mean of 3.32, being able to provide information that helps 

adjust the next teaching and learning process with the mean of 3.10, and having a good 

washback effect on the next teaching and learning process with the mean of 3.08. Two 

others were applied at a below average level, that is, being compatible with the 
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contents and learning methods with the mean of 2.90 and being able to measure the 

learning outcomes compared with the goals and specified learning outcomes with the 

mean of 2.74.  

Table 4.33: The university/faculty’s reference to the bases for selecting or compiling 
ESP coursebooks and materials 

 

Table 4.34 also manifested the ESP teachers’ level of applying the specified bases 

or principles in developing the assessment tools. Accordingly, they applied three of the 

specified bases or principles at an above average level, including being able to provide 

information that helped adjust the next teaching and learning process with the mean of 

3.24, being able to be developed into exam question banks with the mean of 3.21, having a 

good washback effect on the next teaching and learning process with the mean of 3.14. 

The other two bases or principles were applied by the ESP teachers in developing the 

assessment tools included being compatible with the contents and learning methods with 

the mean of 2.79 and being able to measure the learning outcomes compared with the 

goals and specified learning outcomes with the mean of 2.37.  
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Table 4.34: Teachers’ reference to the bases for selecting or compiling ESP 
coursebooks and materials 

 

4.2.7. Step Seven: Evaluating the performed curriculum through different 
channels or tools  

The last step or step seven in the ESP curriculum development is evaluating the 
performed curriculum through different channels or tools. Question 19B in the 
questionnaire explored the faculties’ practice of applying or referring to the specified 
contents to be evaluated in the curriculum evaluation process whereas question 19C 
examined the ESP teachers’ practice of applying or referring to these contents.  

Table 4.35 demonstrated that the practice of ESP curriculum evaluation at the 
four universities were at a quite low level. Among the contents specified in question 
19B, three contents were applied or referred to by the faculties at a below average 
level, including teachers’ teaching process with the mean of 2.71, students’ progress 
with the mean of 2.41, and the training and development of the teaching staff with the 
mean of 2.40. The other contents were manifested to be implemented by the faculties at 
a low level, including teaching materials with the mean of 2.23, facilities and learning 
environment with the mean of 2.14, the development of the curriculum contents with 
the mean of 2.14, students’ motivation with the mean of 2.01, the development of the 
curriculum with the mean of 1.96, and decision making with the mean of 1.92.  
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Table 4.35: The university/faculty’s practice of evaluating ESP curriculum 

 

Table 4.36: Teachers’ practice of evaluating ESP curriculum 

 

Similar to the faculties’ practice of evaluating ESP curriculum, that of ESP 

teachers was also manifested in Table 4.36 to be at a low level. Among the contents 
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specified in question 19C, two contents were applied or referred to by the ESP teachers 

at a below average level, that is, teachers’ teaching process with the mean of 2.74 and 

students’ progress with the mean of 2.68. Other contents specified in question 19C 

were applied or referred to by the ESP teachers at a low level, including the 

development of the curriculum contents with the mean of 2.49, teaching materials with 

the mean of 2.47, facilities and learning environment with the mean of 2.38, students’ 

motivation with the mean of 2.19, the training and development of the teaching staff 

with the mean of 2.18, the development of the curriculum with the mean of 1.96, and 

decision making with the mean of 1.90. 

4.3. Advantages and difficulties in the ESP curriculum development process 

To answer the third question of the study, that is, what advantages and 

difficulties, if any, do the ESP teachers have when they are involved in the curriculum 

development process and what are their suggestions for improvement, if any, in 

curriculum development at their universities, nine open questions in the questionnaire 

were asked along with the interview questions. This section presents the findings to 

this question with the qualitative data collected through the interviews and the open 

questions in the questionnaire. 

4.3.1. Step One: Analyzing ESP needs 

The data collected showed some advantages in needs analysis such as the 

teacher could conduct the needs analysis within their classes at the beginning and the 

end of the ESP course. The needs analysis data could also be updated with survey or 

discussion for each class in each semester. Especially, at one of the universities 

investigated where ESP teachers were specialist teachers, they had no difficulties in 

understanding learners’ needs because they understood the specialty well and had 

frequent discussion students, alumni, and even businesses.  
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The difficulties in conducting ESP needs analysis involved lack of time for 

discussion with students while the classes were often large. In investigating learners’ 

needs through questionnaires, the students were often not willing to give meaningful 

answer. Their answers were often mechanical and superficial and did not clearly 

demonstrate their needs. Another problem was that the students’ level of English varied 

significantly, causing lack of homogeneity in the class and many students lacked basic 

language skills for learning ESP.  

In the interviews with the head of the faculties and with the teachers, they 

expressed the difficulties of approaching the target situations with people directly 

working in the field including managers, employers, professionals, alumni or staff 

working in this field. Many of them did not even think of the involvement of these 

people. Instead, they relied on their own experience, on informal talks with students, 

specialist teachers in the university, and other ESP teachers in the department.   

Some recommendations were made by the ESP teachers in regard with the 

needs analysis step in the ESP curriculum development process. They proposed that the 

number of classes and the class hours should be reduced for the ESP teachers so that 

they had more time for ESP research including ESP needs analysis. Another 

recommendation mentioned was ESP teachers should nurture a sense of open-

mindedness in teaching and discussing with the learners about their needs so that they 

were able to express their ESP needs more easily. Furthermore, because ESP teachers, 

especially those who were EFL teachers, were not clear about the target needs of the 

students, universities or faculties should organize for the ESP teachers to go to some 

future workplaces of the learners to help them have hands-on experience of the target 

tasks that the students needed to perform using English. 
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4.3.2. Step Two: Specifying the course goals or objectives 

The data collected revealed that the ESP teachers did not often participate in the 

ESP course goals or objectives specification. They were often specified by the faculty 

dean or the assigned experienced ESP teachers. Some advantages were stated by the 

respondents regarding the course goals and objectives, including the university has had 

the overall curriculum developed with clear learning outcomes, thus most of the 

subjects including ESP had their goals specified in accordance with the general aims of 

the curriculum, giving advantages to ESP teachers in understanding and using them as 

signposts in ESP teaching and learning.  

The remark stated above, however, was in small number compared to concerns 

about the difficulties related to the ESP course goals or objectives. Most of the 

respondents remarked that the course goals and learning outcomes were in too general 

terms and not specific enough for ESP courses. The entrance level and the learning 

outcomes were not identified clearly. One of the most important learning outcomes was 

speaking skill, but ESP was too difficult for students to practice speaking, resulting in 

ineffectiveness in ESP learning. Another problem was that the students’ level of 

English was generally quite low for learning ESP, causing the specification of goals 

and objectives hardly to match the students’ level and target needs, thus many of the 

ESP course goals and objectives were almost unachievable. Furthermore, the lack of 

information on target needs resulted in the lack of a scientific base for specifying ESP 

goals and objectives and the teachers themselves cannot access the market and the 

students’ future working environment to orientate and modify the ESP curriculum 

accordingly. 

With the expectation of improving the specification of the ESP course goals or 

objectives, the ESP teachers recommended that the university and faculty should 

support teachers in specifying ESP course goals, objectives and learning outcomes to 

be clearer and more specific. The university and faculty should create a connection 
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between the university and the businesses or the workplaces. They could also organize 

conferences and invite specialists in the field to discuss the specific requirements of 

using English at the workplace, for example, ESP of Maritime needs to train students 

in oral communication more than other specialties.  

4.3.3. Step Three: Selecting and sequencing the contents 

The advantages and difficulties in selecting and sequencing the contents 

depended greatly on the availability of the ESP coursebooks and materials on the 

market of the specific specialty. With regard to specialties that ESP coursebooks and 

supplementary materials were available on the market or on the Internet, the selecting 

and sequencing of the course contents were not too difficult because the faculty often 

selected the coursebooks and materials available and derived the course contents from 

them. The sequencing of the contents were often done by the professional materials 

developers, even from such notorious publishers as Oxford, Career Path, Pearson, 

Longman, etc. This was, in fact, a great advantage for ESP curriculum developers for 

these specialties. 

 Although the selection and sequencing of contents had certain advantages as for 

the specialties whose materials were abundant, there were still several difficulties in 

this process, including the constraint of time allotment for ESP courses or lack of target 

needs information as a base for selecting the contents that served directly the actual 

ESP needs at the students’ future workplaces. As for the specialties that did not have 

many materials available, the difficulties were abundant. Because there were not much 

to choose from, some faculties had to select contents that were not aligned with the 

learners’ needs and the goals specified. There were even specialties that had almost no 

ESP materials on the market or on the Internet and the faculties had to organize the 

materials writing, which was a great difficulty for the ESP teachers who wrote the 

materials. The selection and sequencing of contents in ESP materials development 

were based on the teachers’ experience rather than scientific foundations.  



	
 
 

130	

4.3.4. Step Four: Methodology and support for effective teaching 

As regards teaching and providing for effective teaching, the universities and 

faculties have provided support to ESP teachers in many ways. The facilities were 

quite sufficiently equipped. Conferences and professional meetings were organized at 

the faculty level and once in a while at the university level when various stakeholders 

were invited including the Management Board and specialist teachers. Banks of testing 

items were compiled for convenient use. The training for ESP teachers was organized 

once at one of the universities. At another, ESP teachers was organized in groups of 

five to seven to be in charge of one specialist subject in the university, which made the 

ESP teaching to many specialist faculties in the university manageable and feasible.  

Besides the advantages, the data collected also revealed several difficulties 

concerning teaching and planning for teaching. ESP teachers who are EFL teachers 

were not trained in the specialty they were in charge of, thus they had to research the 

specialist subjects by themselves mostly on the Internet or occasionally with informal 

help from the specialist teachers in the university. Consequently, they acquired the 

specialist knowledge little by little but not systematically or sufficiently for ESP 

teaching, which caused them difficulties in explaining pieces of knowledge or 

translating specialist terms to the students. Some ESP teachers had to teach many 

specialties at the same time due to lack of teachers, resulting in the quality of ESP 

teaching not able meet the specified requirements.  

4.3.5. Step Five: Selecting or compiling coursebooks or teaching materials 

Regarding selecting or compiling ESP coursebooks or teaching materials, there 

were many advantages as for the specialties with abundant coursebooks or materials 

available on the market or on the Internet. The faculty just selected the coursebooks or 

materials available basing on the specified criteria. They even derived the contents 

from them to write the ESP syllabus as stated above.  
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As for most of the other specialties, however, ESP coursebooks and materials 

that met the specific needs were not sufficiently available or even not available. The 

ESP teachers, therefore, had to compile the coursebooks or the teaching materials for 

their classes. At this phase, however, they faced the difficulties concerning the 

specialist knowledge and ESP target needs not properly identified. As to ESP teachers 

who were specialist teachers, the difficulties lied mostly on the lack of sufficient 

knowledge of second language acquisition and language teaching methodology so that 

they could present the materials in a way that the students were able to learn or acquire 

them.  

4.4. Summary of the chapter 

This chapter has presented and discussed the findings of the research. The 

qualitative and quantitative data was collected according to the seven steps of the ESP 

curriculum development process with different aspects specified in each step. The data 

has been presented and analyzed to answer the research questions. Generally speaking, 

the data indicated that the ESP teachers’ perceptions of most of the aspects in each of 

the seven steps of the ESP curriculum development process were quite high and clear. 

The ESP teachers perceived the steps of ESP curriculum development process as 

important and should be carried out properly and carefully. The practice of these steps, 

however, both by the faculties and the ESP teachers was generally implemented at the 

average level or at a low level except for some aspects in each step. This situation 

resulted from the fact that the first step of the process, that is ESP needs analysis, was 

not carried out properly and comprehensively, leading to the following steps not 

informed with and based on a sound scientific foundation for the ESP curriculum 

development process.  
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CHAPTER FIVE:         CONCLUSIONS AND RECOMMENDATIONS 

 

Chapter Five sets forth to give the summary of the study’s key findings 

concerning the ESP teachers’ perceptions and practice of developing curriculum 

development for non-English majors, the advantages and disadvantages they 

encountered in that process, and the recommendations they proposed to improve the 

ESP curriculum development process at their universities. In the next sections of the 

chapter, the researcher also presents her recommendations for improving this process, 

followed by the limitations of the study and suggestions for further research.  

5.1. Summary of key findings 

In the present study, ESP teachers’ perceptions of the curriculum development 

steps have been explored. When the issue of ESP curriculum development steps was 

raised explicitly, the ESP teachers perceived them as important or very important to 

carry out the steps in a logically ordered and reflective way. They perceived that all the 

seven steps were essential and indispensable, including analyzing ESP needs, 

specifying course goals or objectives, selecting and sequencing content, determining 

teaching methodology, selecting or compiling coursebooks and materials, determining 

testing and assessment contents and methods, and evaluating the ESP curriculum to 

inform each step as well as the whole procedures of ESP curriculum development.  

The ESP teachers were aware that many of the controversial and problematic 

issues concerning ESP teaching result from the fact that the first step of ESP needs 

analysis had not been carried out scientifically and comprehensively. They perceived 

that the four aspects of ESP needs analysis had not been approached systematically, 

including target situation analysis, present situation analysis, learning situation 

analysis, and means analysis (Robinson, 1991; Dudley-Evans & St. John, 1998), which 

led to problematic issues in later steps of the ESP curriculum development process, 

especially the steps of specifying course goals or objectives, selecting and sequencing 
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content, determining teaching methodology, and evaluating ESP curriculum. The 

remedial work, therefore, could start with conducting a systematic and comprehensive 

analysis of the four aspects of ESP needs as a base for adjusting the later steps of the 

ESP curriculum development process.  

ESP teachers’ practice of each step in the ESP curriculum development process 

has also been investigated. The qualitative and quantitative data was collected 

according to the seven steps with different aspects specified in each step of the ESP 

curriculum development process, including analyzing ESP needs, specifying course 

goals or objectives, selecting and sequencing the contents, determining teaching and 

learning methodology, selecting or compiling coursebooks and materials, determining 

testing and assessment contents and methods, and evaluating the ESP curriculum to 

inform each step as well as the whole process of ESP curriculum development. The 

data has been analyzed to answer the research questions. The findings of the study 

revealed that the practice of these steps by the ESP teachers was generally 

implemented at an average level or at a low level except for some aspects in each step. 

The steps that the ESP teachers participated in most were determining the teaching 

methodology and support for effective teaching, and determining the assessment 

contents and methods; and the steps they were involved in least were needs analysis, 

course goals or objectives specification, and curriculum evaluation. This situation 

resulted from the fact that the first step of the process, that is ESP needs analysis, was 

not carried out properly and comprehensively, leading to the following steps not 

informed with or based on a sound scientific foundation for the ESP curriculum 

development process.  

The advantages and difficulties that the ESP teachers encountered in the 

curriculum development process varied from the first step of needs analysis to the final 

step of curriculum evaluation. The advantages for the ESP teachers in this process can 

be counted of existing knowledge and skills in teaching and planning lessons in 
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General English, availability of coursebooks and teaching materials for certain 

specialties, support and encouragement from their faculties and universities, and 

individual help from specialist teachers in the same universities.  

The difficulties ESP teachers often encountered in the curriculum development 

process, first of all, were inadequately defined workplaces’ target needs and unclear 

course goals and objectives. This resulted from the fact that little had been done about 

analyzing ESP target needs, causing ESP teachers difficulties in focusing on achieving 

practical and sensible goals and objectives. Furthermore, ESP teachers who were often 

in charge of a large number of classes and other professional duties almost did not have 

much time for ESP research in general and ESP curriculum improvement in particular. 

Among other difficulties were the lack of relevant and appropriate ESP coursebooks 

and materials, lack of specialist knowledge, insufficient support from the university 

and faculties concerning ESP teaching and ESP curriculum development skills, and the 

lack of effective tools for analyzing needs, assessing learning outcomes, or evaluating 

the performed ESP curriculum.  

In an endeavor to contribute to enhancing the ESP curriculum development 

process, ESP teachers proposed various recommendations concerning conducting a 

comprehensive needs analysis as a scientific base for later stages of the curriculum 

development process, specifying clear goals and objectives basing on the needs 

analysis information, selecting and sequencing contents basing on needs analysis and 

the course goals and objectives, which in turns serves as the scientific base for the 

selection or compilation of coursebooks and teaching materials. They also 

recommended supporting teachers with specialist knowledge training, supportive 

teaching and learning environment and assessment tools, and effective tools for 

ongoing needs analysis and curriculum evaluation.  
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5.2. Recommendations  

With the expectation of enhancing the quality of ESP teaching, this section 

proposes a number of recommendations for improving the ESP curriculum 

development process. As ESP curriculum development is a cyclical process (Brown, 

1995; Nations & Macalister, 2010), the universities or faculties could re-evaluate the 

effectiveness of the current ESP curriculum as to what extent it meets the ESP needs 

including situation needs, learning needs and learners’ needs with reference to the ESP 

teachers’ opinions. The remedial work, therefore, could start with conducting a 

systematic and comprehensive analysis of the four aspects of ESP needs as a base for 

adjusting the later steps of the ESP curriculum development process. As ESP teacher is 

not only a teacher but also a collaborator, a course designer and material provider, a 

researcher, and an evaluator (Dudley-Evans & St. John, 1998), the faculties or 

universities should have cautious and feasible plans to involve teachers in every step of 

the ESP curriculum process to better ensure its effectiveness.  

In step one, analyzing ESP needs, universities or faculties should organize 

conferences that invite not only the ESP teachers, specialist teachers and other related 

stake-holders in the universities but also other professionals outside the universities 

such as specialists in the specific field, leaders, managers or future employers of the 

students, and alumni or employees who are currently working in the field. These types 

of conferences can be useful in discussing the ESP needs, the course goals or 

objectives that base on the ESP needs, the key contents that need covering in the 

course, and so on.  

To better address ESP needs, another thing the universities and faculties could 

do is to create a connection between the universities and the businesses or the 

workplaces. Universities and faculties should then organize or encourage ESP teachers 

to go on field trips to the students’ current or future workplaces to have hands-on 

experiences of the target tasks and more practical ideas of the duties the students are 
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performing or will perform in the future so that they can have better ideas of what to 

include in their ESP courses, and thus participate more actively in the ESP curriculum 

development process. Besides, ESP teachers should also nurture a sense of open-

mindedness in teaching and discussing with the learners about their needs so that they 

are able to express their ESP needs more easily.  

In step two, specifying the ESP course goals and objectives, universities and 

faculties should have ESP teachers involved in discussing and specifying the course 

goals or objectives basing on the ESP needs they have been aware of and collected 

themselves. These bases consist of not only the language needs but also the situations 

needs, learners’ needs, learning needs as well as other bases such as the Vietnam’s 6-

level foreign language proficiency framework, the students’ entrance and outcome 

standard levels that are specified in the curriculum framework, ESP teaching 

experience, and so on. The specification of ESP course goals or objectives should be 

closely conformed to the ESP needs that have been analyzed as well as other principles 

of specifying goals or objectives. The goals and objectives specified thus must be well-

defined and adequately meet the standards to be relevant, specific, measurable and 

achievable, which can be the reliable and proper bases for the whole teaching and 

learning process. 

Similarly, the selection and sequencing of the course contents in step three 

should also be discussed and decided with reference to the ESP teachers’ opinions who 

have a clear picture of the ESP needs and the course goals or objectives that have been 

specified. The course contents should be appropriate and closely relevant to the four 

aspects of ESP needs, including target needs, learners’ needs, learning needs, and 

means analysis (Dudley-Evans and St John, 1998; Hutchinson & Waters, 1987), which 

in turns serve as the plan of contents for the selection or compilation of coursebooks 

and teaching materials. 
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In determining the teaching and learning methodology in step four, ESP 

teachers should be involved more on discussing and establishing mechanisms to 

support the curriculum implementation such as organizing orientation sessions and 

seminars to better raise students’ awareness of the course goals or objectives and the 

methods of teaching, learning, and self-study, or organizing the investigations with 

questionnaires and other tools to find out students’ needs on motivation, learning 

styles, teaching and learning activities, etc. During ESP curriculum development, 

universities and faculties should also plan various activities to support ESP teachers 

including training them in the specialist subjects and in ESP teaching, developing 

ready-for-use tools such as different survey tools, tools sets for managing students’ 

self-study, marking schemes, etc. 

In selecting or compiling coursebooks or teaching and learning materials in step 

five, universities or faculties as well as individual ESP teachers should base 

conformably on various bases, especially the ESP needs that have been collected and 

analyzed, and the course goals or objectives that have been specified. Similarly, in 

selecting or compiling methods and contents of assessment in step six, the faculties as 

well as the ESP teachers should also take into account various premises, especially 

being able to measure the learning outcomes compared with the goals and specified 

learning outcomes, having a good backward effect on the next teaching and learning 

process, and others. 

Besides steps one and two, step seven is also one of the steps in the ESP 

curriculum development process that needs improving the most. Universities and 

faculties should have plans to continuously and cyclically evaluate each step of the 

ESP curriculum development process as well as the effectiveness of the whole 

curriculum. Comprehensive checklists of criteria should be developed for evaluation of 

each step as well as the whole process of curriculum development. Specific tools 

should be developed including questionnaires, interviews, feedback forms, observation 
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forms, among others. Evaluation activities should also be conducted including 

organizing various related conferences, organizing field trips to students’ current or 

future workplaces, orienting and encouraging research on curriculum development, and 

so on. 

Last but not least, to better advantage the ESP teachers in participating in 

developing curriculum, the number of classes and the class hours should be reduced to 

give them more time for ESP research including ESP needs analysis. In General 

English, the teachers’ main duties are implementing the curriculum while in ESP 

teaching, they need to involve in the whole ESP curriculum development process. 

Reducing the ESP teachers’ workload, therefore, is an essensial and prerequisite 

condition for them to make time for the involvement in the curriculum development 

process.  

5.3. Contributions of the study 

The present doctoral dissertation makes both theoretical and empirical 

contributions. Theoretically, it based on the concepts and theories of curriculum 

development (Brown, 1995; Nation & Macalister, 2010; Richards, 2001), English for 

Specific Purposes (ESP) (Dudley-Evans & St John, 1998; Hutchinson & Waters, 1987) 

and relevant research and studies on ESP curriculum development and ESP teachers’ 

involvement in this process to form a conceptual framework for the study, involving the 

seven steps of ESP needs analysis, course goals or objectives specification, selection and 

sequencing of contents, methodology and support for effective teaching, selecting or 

compiling ESP materials, determining assessment contents and methods, and curriculum 

evaluation.  

Empirically, the present study contributes to the improvements of the ESP 

curriculum development process by clarifying the ESP teachers’ involvement level in 

developing curriculum for non-English majors at some universities in Ho Chi Minh 
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City. The research findings implies that ESP teachers should be more involved in each 

step of the curriculum development process, especially conducting a comprehensive 

ESP needs analysis as a scientific base for later stages of the curriculum development 

process, specifying clear goals and objectives, and selecting and sequencing contents 

based on the needs analysis information, which in turns serves as the scientific base for 

the selection or compilation of coursebooks and teaching materials, supporting teachers 

with specialist training, supportive teaching and learning environment and assessment 

tools, as well as effective tools for ongoing needs analysis and curriculum evaluation. 

5.4. Limitations of the study 

Limitations of this study is quite obvious. Until the research process that the 

researcher recognized that at one of the four universities, the ESP teachers were not 

EFL teachers but specialist teachers. Although this fact revealed some interesting 

findings on their differences in the ESP curriculum development process, it affected the 

homogeneity of the participants and thus, caused some difficulties in presenting the 

research findings more clearly. The generalization of the study was thus also affected. 

Another limitation is the design of the research instruments which was in a way that 

affected a clear distinction of the ESP teachers who have and have not actually written 

the ESP syllabus, resulting in the findings not having been presented in a more obvious 

and sufficient way for the readers. The instrument of documentation was limited in that 

many of the activities the teachers claimed to carry out during the ESP curriculum 

development process were not collected properly due to objective and subjective 

reasons, which also partly affected the presentation of the findings in a more sufficient 

and convincing way.  

5.5. Suggestions for further studies  

Regarding the limitations of the study and the research line, this study is 

suggested to be taken as a preliminary effort in describing the ESP teachers’ 
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involvement in the curriculum development process at some universities at Ho Chi 

Minh City. Further research is recommended in two ways. Firstly, further research 

could be done at other tertiary institutions as case studies or as integrative studies to 

reinforce this study’s findings and suggest more evidence-based recommendations that 

can be more confidently generalized. Secondly, further research could go in-depth in 

every step of the ESP curriculum development process to shed more light into 

conducting each step of the curriculum development more effectively.  

5.6. Summary of the chapter 

This final chapter has presented the key findings of the present study and 

proposed a number of recommendations to improve the ESP curriculum development 

process at some universities in Ho Chi Minh City. Limitations of the study and 

suggestion for further studies are also pointed out to benefit readers who are interested 

in reaseach in this field of ESP curriculum development.  
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APPENDICES 

Appendix 1: The questionnaire (English version) 

QUESTIONNAIRE 
 

Dear Teachers, 
I am doing a thesis on the process of ESP (English for Specific Purposes) curriculum 

development for non-English majors and the ESP teachers’ level of participation in this 
process. I do hope you take some time to share information related to the ESP curriculum 
development in practice. I pledge that all information is treated anonymously, confidentially 
and for research purposes only. I am sincerely thankful for your sharing opinions. 
 
University’s name: ………………………………………………… 
Teacher’s name: …………………………………………………… (optional) 
 
I. GENERAL INFORMATION 
 
1. Age:  

a. Below 25   b. From 25 to 30  c. From 31 to 35 
d. From 36 to 40  e. From 41 to 50  f. Over 50 

 
2. Gender:    a. Male   b. Female 
 
3. Qualification: 

a. Bachelor   b. Master   c. Doctoral student  
d. Doctor   e. Professor/ Associate professor 

 
4. Years of ESP teaching to non-English majors: 

a. 1-3 years  b. 4-7 years  c. 8-12 years  e. Over 12 years 
 
5. Are there many ESP materials related to your specialty published in Vietnam and in 
the world? 

a. A great many   b. Many  
c. An average amount  d. Few   e. Almost none 

 
6. What kind of ESP coursebooks does your University/ Faculty use? 
    a. Coursebooks on the market  b. Self-compiled coursebooks 
   c. Combining market coursebooks and self-compiled coursebooks/ materials 
 
 
II. TEACHERS’ VIEWPOINTS AND THE ACTUAL PRACTICE IN THE ESP 
CURRICULUM DEVELOPMENT PROCESS 
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v PROCEDURES OF ESP CURRICULUM DEVELOPMENT 
  

 7. Please give your viewpoint/ 
opinion (column 7A) and actual 
practice (columns 7B, 7C) of the 
following steps of ESP curriculum 
development: 

7A. Importance 7B. The 
University/ 
Faculty’s level of 
implementation 
when developing 
the ESP curriculum 

7C. ESP teachers’ 
level of 
participation in the 
steps of developing 
curriculum 
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a.  Analyzing ESP needs                
b.  Specifying the course goals/ objectives                
c.  Selecting and sequencing the contents                
d.  Selecting/ Compiling coursebooks/ 

teaching materials 
               

e.  Determining teaching and learning 
methodology 

               

f.  Determining methods and contents of 
assessment 

               

g.  Evaluating the performed curriculum 
through different channels/ tools 

               

h.  Others: ………………………………                
 
v ANALYSIS OF NEEDS FOR ESP CURRICULUM DEVELOPMENT 
 

 8. Teachers’ viewpoints/ opinions on 
the following tools in ESP needs 
analysis and the actual practice in 
ESP curriculum development: 

8A. Importance 8B. The University/ 
Faculty’s level of 
using these tools 
when developing 
the ESP curriculum 

8C. ESP teachers’ 
level of using these 
tools when 
developing the 
ESP curriculum 
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a.  Exam/ test results                
b.  Existing documents and materials                
c.  Observations                
d.  Interviews                
e.  Seminars                
f.  Questionnaires                
g.  Others: …………………………                
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 9. Teachers’ viewpoints/ opinions on the 
following contents in ESP needs analysis 
and the actual practice in the ESP 
curriculum development: 

9A. Importance 9B. The University/ 
Faculty’s level of 
implementation 
when developing 
the ESP curriculum 

9C. ESP teachers’ 
level of 
participation in 
conducting these 
contents when 
developing the 
ESP curriculum 
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a.  Situations of using English at the 
students’ future workplace 

               

b.  Situations of difficulty in using English 
at the students’ future workplace  

               

c.  Frequency of different channels of 
communication in English at the 
students’ future workplace 

               

d.  Frequency of linguistic elements                 
e.  Students’ current ability of English                
f.  Students’ preferences on different 

teaching and learning activities 
               

g.  Frequency of common errors                
h.  Recommendations to difficult aspects in 

using English 
               

i.  Organizational and environmental 
conditions for good teaching and 
learning 

               

j.  Others: …………………………………                
 

 10. Teachers’ viewpoints/ opinions on the 
stake-holders that need to be 
surveyed in ESP needs analysis and 
the actual practice in the ESP 
curriculum development: 

10A. Importance 10B. The 
University/ 
Faculty’s level of 
implementation 
when developing the 
ESP curriculum 

10C. ESP 
teachers’ level of 
participation in 
conducting the 
surveys to these 
subjects 
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a.  Students                
b.  ESP teachers                
c.  Specialist teachers                 
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d.  Managers/ Employers/ Professionals                
e.  Alumni/ Staff working in this specialty                
f.  Others: ………………………………                

 
 

v   SPECIFICATION OF THE COURSE GOALS/ OBJECTIVES IN 
THE ESP CURRICULUM DEVELOPMENT PROCESS 
 

 11. Teachers’ viewpoints/ opinions on 
the following bases when specifying 
the course goals/ objectives and the 
practice actually deployed: 

11A. Importance 11B. The 
University/ 
Faculty’s level of 
implementation 
when developing 
the ESP curriculum 

11C. ESP teachers’ 
level of 
participation in 
identifying the 
curriculum goals 
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a.  Experience in ESP teaching of the 
curriculum developers 

               

b.  Situation needs                
c.  Learners’ needs                
d.  Learning needs                
e.  Language needs                
f.  Students’ entrance and outcome 

standard levels that are specified in the 
curriculum framework  

               

g.  Vietnam’s 6-level foreign language 
proficiency framework  

               

h.  Others: ………………………………                
 
 
v SELECTION AND SEQUENCING OF THE COURSE CONTENTS IN THE 

ESP CURRICULUM DEVELOPMENT 
 

 12. Teachers’ viewpoints/ opinions on 
the type of ESP syllabus framework 
and the practice actually deployed: 

12A. In your opinion, what 
type of syllabus framework is 
the most important? (Number 
the items from most important 
to least important (1: most 
important)) 

12B. What type of syllabus 
framework has been 
selected at your university? 
(Number the items from 
primary to secondary (1: 
most primary)) 

a.  Topical or Content-based syllabus   
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b.  Functional syllabus   
c.  Task-based syllabus   
d.  Skills syllabus   
e.  Situational syllabus   
f.  Lexical syllabus   
g.  Text-based syllabus   
h.  No syllabus type indicated   
i.  Others: ……………………………   

 
 

v METHODOLOGY AND SUPPORT FOR EFFECTIVE TEACHING  
 

 13. Teachers’ viewpoints/ opinions on the 
elements/ activities/ mechanisms that 
ensure the effectiveness of the ESP 
curriculum and the actual practice in 
curriculum development: 
 

13A. Importance 13B. The 
University/ 
Faculty’s level of 
implementation 
when developing 
the ESP curriculum 

13C. ESP teachers’ 
level of 
participation in 
these activities 
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a.  Organizing orientation sessions and 
seminars to better raise students’ 
awareness of the course goals/ 
objectives and the methods of teaching, 
learning, and self-study 

               

b.  Organizing the investigations with 
questionnaires and other tools to find 
out students’ needs on motivation, 
learning styles, teaching and learning 
activities, etc. 

               

c.  Establishing mechanisms to support 
students in learning and self-study 

               

d.  Establishing mechanisms for students to 
get feedback on teaching and learning 
process through many channels 

               

e.  Developing different learning options 
for better and weaker students 

               

f.  Others: ……………………………                
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 14. Teachers’ viewpoints/ opinions on the 
activities that support the ESP curriculum 
implementation and the actual practice in 
curriculum development 

14A. Importance 14B. The University/ 
Faculty’s level of 
implementation 
when developing the 
ESP curriculum 

14C. ESP teachers’ 
level of 
participation in 
these activities 
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a.  Training teachers in ESP teaching                
b.  Training teachers in the specalist 

subjects 
               

c.  Organizing orientation sessions and 
discussions with teachers before, during 
and after the ESP course 

               

d.  Compiling a system of reference 
materials for teaching 

               

e.  Compiling test banks and evaluation 
profiles 

               

f.  Developing a set of tools to manage 
students’ self-study, eg. tests of self-
study, marking schemes, etc.  

               

g.  Developing survey tools for students 
and teachers  

               

h.  Others: ……………………………                
 
 
v SELECTION/ COMPILATION OF COURSEBOOKS/ TEACHING 

MATERIALS IN ESP CURRICULUM DEVELOPMENT 
 

 15. Teachers’ viewpoints/ opinions on 
selecting/ compiling the following 
coursebooks and teaching materials in 
ESP curriculum development and the 
practice actually deployed: 
 

15A. Importance 15B. Level of 
development/ 
completion/ 
sufficiency of these 
materials at the 
University/ Faculty 

15C. ESP teachers’ 
level of participation 
in selecting/ 
compiling the 
coursebooks/ 
materials 
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a.  Coursebooks/ Students’ books                
b.  Teacher's books                
c.  Workbooks                
d.  CDs/ DVDs/ Softwares                
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e.  Books/ Materials on grammar                 
f.  Books/ Materials on vocabulary                 
g.  Books/ Materials on pronunciation                 
h.  Books/ Materials on listening                 
i.  Books/ Materials on speaking skills                
j.  Books/ Materials on reading skills                
k.  Books/ Materials on writing skills                
l.  Books/ Materials on the specialty                
m.  Others:……………………………                

 
 

 16. Teachers’ viewpoints/ opinions on 
the following bases in selecting/ 
compiling the coursebooks and 
materials and the level of applying 
them in the process of ESP 
curriculum development 

16A. Importance 16B. The 
University/ 
Faculty’s level of 
analysing/ applying 
these bases when 
developing the ESP 
curriculum 

16C. ESP teachers’ 
level of analyzing/ 
applying these bases 
when selecting/ 
compiling the 
coursebooks/ 
materials 
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a.  The viewpoints on language                
b.  The viewpoints on language teaching 

and learning 
               

c.  The curriculum goals/ objectives                
d.  The content determined                
e.  The ESP needs analyzed                
f.  The time alloted                
g.  The unit structure determined                
h.  The methods of testing and assessment 

developed 
               

i.  Teacher experience                
j.  Others: ……………………………                

 
 
v SPECIFICATION OF ASSESSMENT METHODS AND CONTENTS IN 

THE ESP CURRICULUM DEVELOPMENT  
 

 17. Teachers’ viewpoints/ opinions on 
the specification of assessment methods 
and contents and the actual practice in 
the process of ESP curriculum 

17A. Importance 17B. The University/ 
Faculty’s level of 
implementation 
when developing the 

17C. ESP teachers’ 
level of participation 
in designing these 
assessment tools 
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development 
 

ESP curriculum when developing 
curriculum 
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a.  Proficiency test at the beginning of the 
course 

               

b.  Proficiency test at the end of the 
course 

               

c.  Placement test                
d.  Progress test after each lesson or 

group of lessons 
               

e.  The mid-term achievement test                 
f.  The final achievement test                
g.  Tests for students’ self-assessment                
h.  Others: ……………………………                

 
 
 

 18. Teachers’ viewpoints/ opinions 
on the bases/ principles to 
determine the requirements for 
testing and evaluations and the 
actual practice in the process of 
ESP curriculum development 

18A. Importance 18B. The University/ 
Faculty’s level of 
analyzing/ applying 
these bases/ 
principles when 
developing the ESP 
curriculum 

18C. ESP teachers’ 
level of analyzing/ 
applying these bases/ 
principles 
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a.  Compatible with the contents and 
learning methods 

               

b.  Able to measure the learning 
outcomes compared with the goals 
and specified learning outcomes 

               

c.  Able to be developed into exam 
question banks 

               

d.  Has a good washback effect on the 
next teaching and learning process 

               

e.  Able to provide information that 
helps adjust the next teaching and 
learning process 

               

f.  Others: …………………………                
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v CURRICULUM EVALUATION AS A STEP OF THE ESP CURRICULUM 

DEVELOPMENT PROCESS 
 

 19. Teachers’ viewpoints/ opinions 
on the contents to be evaluated 
in curriculum development and 
the actual practice 

19A. Importance 19B. The 
University/ 
Faculty’s level of 
applying/ referring 
to these contents 
when evaluating 
the ESP 
curriculum 

19C. ESP teachers’ 
level of applying/ 
referring to these 
contents when 
evaluating the ESP 
curriculum 
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a.  The development of the 
curriculum 

               

b.  The development of the 
curriculum contents 

               

c.  Teaching materials                
d.  Teachers’ teaching process                
e.  The training and development of 

the teaching staff 
               

f.  Students’ progress                
g.  Students’ motivation                 
h.  Facilities and learning 

environment 
               

i.  Decision making                
j.  Others: ………………………                

 
 
 
III. DIFFICULTIES AND RECOMMENDATIONS ON ESP CURRICULUM 
DEVELOPMENT  
20. In the steps of developing the ESP curriculum, what steps did your University/ Faculty do 
well? Which steps have still not been done well yet? Why (not)? What are some 
recommendations, in your opinion? ............................................................................................  

............................................................................................................................................................ 

............................................................................................................................................................ 
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................................................................................................................................................ 

................................................................................................................................................ 

21. What difficulties do you face in the study of student needs? What are some 
recommendations, in your opinion? ................................................................................................... 

............................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

22. What difficulties did you face in the process of determining the goals and outcome 
standards of the ESP program? What are some recommendations, in your opinion? ....................... 

............................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

23. What difficulties did you face in the process of selecting and sequencing the content of the 
ESP curriculum? What are some recommendations, in your opinion? ............................................. 

............................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

24. What difficulties did you face in the process of selecting or compiling ESP coursebooks and 
teaching materials? What are some recommendations, in your opinion? .............................................. 

............................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

25. What activities and measures did the University/ Faculty have to ensure the teaching and 
learning quality? What are the difficulties and what are some recommendations, in your 
opinion? .............................................................................................................................................. 
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............................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

26. What difficulties did you face in the teaching of the ESP program? What are some 
recommendations, in your opinion?  .................................................................................................. 

............................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

27. What difficulties did you face in the process of testing and assessing students? What are 
some recommendations, in your opinion? ......................................................................................... 

............................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

28. What difficulties did you face in the evaluation of the ESP program? What are some 
recommendations, in your opinion? ................................................................................................... 

............................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

................................................................................................................................................ 

Sincerely thank you, Teachers! 
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Appendix 2: The questionnaire (Vietnamese version) 

BẢNG CÂU HỎI 
 
Kính thưa Quý Thầy/ Cô, 
Tôi đang nghiên cứu về quá trình xây dựng chương trình Tiếng Anh chuyên ngành cho 

sinh viên không chuyên và mức độ Thầy/ Cô tham gia vào quá trình này. Rất mong Quý Thầy/ 
Cô dành chút thời gian chia sẻ thông tin liên quan đến thực tế xây dựng chương trình Tiếng 
Anh chuyên ngành mà thầy cô đang giảng dạy. Tôi cam kết tất cả các thông tin được xử lý ẩn 
danh, bảo mật và chỉ phục vụ mục đích nghiên cứu. Xin chân thành cảm ơn Quý Thầy/ Cô đã 
đồng ý chia sẻ ý kiến của mình. 
 
Viết tắt: TACN (Tiếng Anh chuyên ngành); CT (chương trình); GV (giáo viên); HV (học viên) 
 
Trường: ……………………………………………. 
Tên giáo viên: ……………………………………… (không bắt buộc) 
 
I. THÔNG TIN CHUNG 
 
Xin Thầy/ Cô vui lòng cho biết các thông tin dưới đây: 
 
1. Tuổi:   a. Dưới 25   b. Từ 25 đến 30 c. Từ 31 đến 35  

d. Từ 36 đến 40 e. Từ 41 đến 50 f. Trên 50 
 

2. Giới tính:   a. Nam  b. Nữ 
 
3. Trình độ chuyên môn:  

a. Cử nhân b. Thạc sỹ  c. NCS        d. Tiến sỹ       e. GS/PGS.TS 
 

4. Số năm giảng dạy Tiếng Anh chuyên ngành (TACN) cho HV không chuyên ngữ: 
a. 1-3 năm  b. 4-7 năm  c. 8-12 năm e. Trên 12 năm 
 

5. Chuyên ngành của Thầy/ Cô có nhiều tài liệu TACN được xuất bản ở Việt Nam và trên 
thế giới không? 

a. Có rất nhiều b. Có nhiều  c. Có ít d. Có rất ít e. Hầu như không có 
 

6. Trường/ Khoa của Thầy/ Cô sử dụng loại giáo trình TACN gì? 
   a. Giáo trình trên thị trường  b. Giáo trình tự biên soạn  
   c. Kết hợp giáo trình trên thị trường và giáo trình/ tài liệu tự biên soạn  
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II. QUAN ĐIỂM CỦA THẦY/ CÔ VÀ THỰC TẾ QUÁ TRÌNH XÂY DỰNG CHƯƠNG 
TRÌNH TIẾNG ANH CHUYÊN NGÀNH  (TACN) 
 
v QUI TRÌNH XÂY DỰNG CHƯƠNG TRÌNH TACN 
 

 7. Quý Thầy/ Cô vui lòng cho biết 
quan  điểm/ ý kiến (cột 7A) và thực tế 
triển khai (cột 7B, 7C) các bước xây 
dựng CT TACN sau đây: 

7A. Tầm quan 
trọng 

7B. Mức độ thực 
hiện của Trường/ 
Khoa khi xây dựng 
CT TACN 

7C. Mức độ tham 
gia vào các bước 
xây dựng CT này 
của Thầy/ Cô 
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a.  Nghiên cứu nhu cầu TACN                
b.  Xác định mục tiêu chương trình                
c.  Xây dựng và sắp xếp nội dung chương 

trình 
               

d.  Biên soạn giáo trình/ tài liệu dạy học                 
e.  Xác định phương pháp dạy và học trong 

CT TACN 
               

f.  Xây dựng phương án kiểm tra, đánh giá                
g.  Đánh giá chương trình đã thực hiện thông 

qua các kênh/ công cụ khác nhau 
               

h.  Khác: ………………………………….                
 
v KHẢO SÁT NHU CẦU ĐỂ XÂY DỰNG CHƯƠNG TRÌNH TACN 
 

 8. Quan điểm/ ý kiến của quý Thầy/ Cô 
về các công cụ sau đây khi nghiên cứu 
nhu cầu TACN và thực tế đã triển khai: 

8A. Tầm quan trọng 8B. Mức độ sử 
dụng các công cụ 
này của Trường/ 
Khoa khi xây 
dựng CT TACN 

8C. Mức độ sử 
dụng các công cụ 
này của Thầy/ Cô 
khi xây dựng CT 
TACN 

  

1 
kh

ôn
g 

qu
an

 
trọ

ng
 

2 
ít 

qu
an

 tr
ọn

g 

3 
bì

nh
 th
ườ

ng
 

4 
qu

an
 tr
ọn

g 

5 
rấ

t q
ua

n 
trọ

ng
 

1 
ho

àn
 to

àn
 

kh
ôn

g 
th
ực

 h
iệ

n 
2 

th
ực

 h
iệ

n 
ở 

m
ức

 
rấ

t t
hấ

p 
3 

th
ực

 h
iệ

n 
ở 

m
ức

 
tru

ng
 b

ìn
h 

4 
th
ực

 h
iệ

n 
ở 

m
ức

 
kh

á 
tố

t 
5 

th
ực

 h
iệ

n 
tố

t 

1 
ho

àn
 to

àn
 

kh
ôn

g 
th
ực

 h
iệ

n 
2 

ít 

3 
tru

ng
 b

ìn
h 

4 
nh

iề
u 

5 
rấ

t n
hi
ều

 
a.  Kết quả thi/ kiểm tra                
b.  Các văn bản, tài liệu hiện có                
c.  Quan sát                
d.  Phỏng vấn                
e.  Hội thảo                
f.  Bảng hỏi                
g.  Khác: ………………………                
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 9. Quan điểm/ ý kiến của quý Thầy/ Cô về 
các nội dung cần nghiên cứu sau đây khi 
khảo sát nhu cầu cho quá trình xây dựng CT 
TACN và thực tế đã triển khai: 

9A. Tầm quan 
trọng 

9B. Mức độ thực hiện 
của Trường/ Khoa 
khi xây dựng CT 
TACN 

9C. Mức độ tham 
gia thực hiện các 
nội dung này của 
Thầy/ Cô khi xây 
dựng CT TACN 
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a.  Các tình huống thường sử dụng tiếng Anh 
tại nơi HV đang hoặc sẽ làm việc 

               

b.  Các tình huống thường gặp khó khăn trong 
sử dụng tiếng Anh tại nơi HV đang hoặc sẽ 
làm việc 

               

c.  Tần suất của các phương thức giao tiếp 
khác nhau bằng tiếng Anh tại nơi HV đang 
hoặc sẽ làm việc  

               

d.  Tần suất các yếu tố ngôn ngữ xuất hiện 
trong các văn bản hoặc tình huống giao tiếp 

               

e.  Khả năng tiếng Anh hiện tại của HV                
f.  Sở thích của HV về các hoạt động dạy và 

học khác nhau 
               

g.  Tần suất các lỗi thường gặp                 
h.  Các đề xuất mang tính giải pháp đối với 

các mặt khó khăn khác nhau của HV 
               

i.  Các điều kiện đáp ứng yêu cầu tổ chức tốt 
dạy và học 

               

j.  Khác: …………………………………… 
…………………………………………… 

               

 
 10. Quan điểm/ ý kiến của quý Thầy/ Cô 

về các nhóm đối tượng cần khảo sát khi 
nghiên cứu nhu cầu để xây dựng CT 
TACN và thực tế đã triển khai: 

10A. Tầm quan 
trọng 

10B. Mức độ thực 
hiện của Trường/ 
Khoa khi xây dựng 
CT TACN 

10C. Mức độ tham 
gia khảo sát các 
nhóm đối tượng 
này của Thầy/ Cô 
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a.  Học viên                
b.  GV dạy TACN                
c.  GV dạy môn chuyên ngành                
d.  Nhà quản lý/ Nhà tuyển dụng/ Chuyên gia                
e.  Cựu sinh viên/ Nhân viên đang làm về 

chuyên ngành này 
               

f.  Khác: …………………………………….                
 



	
 
 

162	

XÁC ĐỊNH MỤC TIÊU CHƯƠNG TRÌNH TRONG QUÁ TRÌNH XÂY DỰNG CHƯƠNG 
TRÌNH TACN 
 

 11. Quan điểm/ ý kiến của quý Thầy/ Cô về 
các cơ sở sau đây khi xác định mục tiêu 
chương trình TACN và thực tế đã triển 
khai: 

11A. Tầm quan 
trọng 

11B. Mức độ thực 
hiện của Trường/ 
Khoa khi xây dựng 
CT TACN 

11C. Mức độ tham 
gia xác định mục 
tiêu chương trình 
của Thầy/ Cô 
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a.  Kinh nghiệm giảng dạy TACN của người xây 
dựng chương trình 

               

b.  Nhu cầu xã hội (situation needs)                
c.  Nhu cầu người học (learners’ needs)                
d.  Nhu cầu về quá trình học (learning needs)                
e.  Nhu cầu ngôn ngữ (language needs)                
f.  Chuẩn đầu vào và chuẩn đầu ra đã được quy 

định trong chương trình khung 
               

g.  Khung năng lực ngoại ngữ 6 bậc Việt Nam                
h.  Khác: …………………………………                

 
v XÂY DỰNG VÀ SẮP XẾP NỘI DUNG CHƯƠNG TRÌNH TRONG QUÁ TRÌNH 

XÂY DỰNG CT TACN 
 

 12. Quan điểm/ ý kiến của quý Thầy/ 
Cô về loại khung nội dung chương 
trình (syllabus framework) TACN và 
thực tế đã triển khai: 

12A. Loại khung nội dung 
chương trình nào theo Thầy/ 
Cô là quan trọng nhất? (Đánh 
số thứ tự từ quan trọng nhất 
đến ít quan trọng hơn (1: quan 
trọng nhất)) 

12B. Loại khung nội dung 
chương trình nào đã được 
lựa chọn tại trường của các 
Thầy/ Cô? (Đánh số thứ tự 
từ chính đến phụ (1: chính 
yếu nhất)) 

a.  Theo chủ đề hay nội dung (Topical or 
Content-based syllabus) 

  

b.  Theo chức năng ngôn ngữ (Functional 
syllabus) 

  

c.  Theo tác vụ (Task-based syllabus)   
d.  Theo kỹ năng (Skills syllabus)   
e.  Theo tình huống (Situational syllabus)   
f.  Theo từ vựng (Lexical syllabus)   
g.  Theo thể loại văn bản (Text-based syllabus)   
h.  Không xác định (No syllabus type 

indicated) 
  

i.  Khác: ………………………………   
 
 
 



	
 
 

163	

v XÁC ĐỊNH PHƯƠNG PHÁP DẠY HỌC VÀ HỖ TRỢ CHO QUÁ TRÌNH DẠY 
HỌC  

 
 13. Quan điểm/ ý kiến của quý Thầy/ Cô và 

thực tế triển khai các yếu tố/ hoạt động/ cơ 
chế đảm bảo hiệu quả của việc áp dụng CT 
TACN: 

13A. Tầm quan 
trọng (theo quan 
điểm của Thầy/ 
Cô) 

13B. Mức độ thực 
hiện của Trường/ 
Khoa khi triển khai 
CT TACN 

13C. Mức độ tham 
gia vào các hoạt 
động này của 
Thầy/ Cô 
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a.  Tổ chức các buổi định hướng, hội thảo, trao 
đổi nhằm giúp HV hiểu rõ mục tiêu chương 
trình và phương pháp dạy, học, và tự học 

               

b.  Tổ chức điều tra bằng bảng hỏi và các công 
cụ khác để tìm hiểu nhu cầu HV về động cơ 
học tập, phong cách học, hoạt động dạy và 
học, v.v.  

               

c.  Thiết lập cơ chế hỗ trợ HV học và tự học                 
d.  Thiết lập cơ chế cho HV được phản hồi về 

quá trình dạy và học thông qua nhiều kênh 
               

e.  Thiết kế các lựa chọn khác nhau cho HV giỏi 
và yếu 

               

f.  Khác: ……………………………………                
 
 

 14. Quan điểm/ ý kiến của quý Thầy/ Cô và 
thực tế triển khai hoạt động hỗ trợ triển 
khai chương trình TACN. 

14A. Tầm quan 
trọng 

14B. Mức độ thực hiện 
của Trường/ Khoa 

14C. Mức độ tham 
gia của Thầy/ Cô vào 
các hoạt động này 
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a.  Đào tạo GV về giảng dạy TACN                
b.  Đào tạo GV về chuyên ngành                 
c.  Tổ chức hội thảo định hướng, trao đổi với GV 

trước, trong và sau khi thực hiện chương trình 
TACN 

               

d.  Xây dựng bộ tài liệu tham khảo phục vụ giảng 
dạy 

               

e.  Xây dựng bộ tài liệu kiểm tra, đánh giá                 
f.  Xây dựng bộ công cụ quản lý quá trình tự học 

của HV 
               

g.  Xây dựng bộ công cụ khảo sát HV và GV                 
h.  Khác: …………………………………….                
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v LỰA CHỌN/ BIÊN SOẠN GIÁO TRÌNH VÀ TÀI LIỆU DẠY HỌC TRONG QUÁ 
TRÌNH XÂY DỰNG CT TACN 

 15. Quan điểm/ ý kiến của quý Thầy/ Cô 
về lựa chọn/ biên soạn giáo trình và các 
tài liệu dạy học sau đây trong quá trình 
xây dựng CT TACN và thực tế đã triển 
khai: 

15A. Tầm quan 
trọng 

15B. Mức độ phát 
triển/ hoàn thiện/ 
đầy đủ của các tài 
liệu này tại Trường/ 
Khoa 

15C. Mức độ tham 
gia biên soạn/ lựa 
chọn các tài liệu 
dạy học này của 
Thầy/ Cô 
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a.  Giáo trình/ Sách học viên                
b.  Sách giáo viên                 
c.  Sách bài tập                
d.  CD/ DVD/ Phần mềm                
e.  Sách/ Tài liệu tham khảo về ngữ pháp                
f.  Sách/ Tài liệu tham khảo về từ vựng                
g.  Sách/ Tài liệu tham khảo về ngữ âm                 
h.  Sách/ Tài liệu tham khảo về kỹ năng nghe                
i.  Sách/ Tài liệu tham khảo về kỹ năng nói                
j.  Sách/ Tài liệu tham khảo về kỹ năng đọc                
k.  Sách/ Tài liệu tham khảo về kỹ năng viết                
l.  Sách/ Tài liệu tham khảo về chuyên ngành                 
m.  Khác:…………………………………                

 
 16. Quan điểm/ ý kiến của quý Thầy/ Cô 

và mức độ áp dụng các cơ sở sau đây để 
lựa chọn/ biên soạn giáo trình và tài liệu 
dạy học trong quá trình xây dựng chương 
trình TACN. 

16A. Tầm quan 
trọng của các cơ sở 
này (theo quan 
điểm của Thầy/ Cô) 

16B. Mức độ phân 
tích/ áp dụng các cơ 
sở này của Trường/ 
Khoa khi xây dựng 
CT TACN 

16C. Mức độ phân 
tích/ áp dụng các 
cơ sở này khi lựa 
chọn/ biên soạn tài 
liệu dạy học của 
Thầy/ Cô 
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a.  Quan điểm về ngôn ngữ                
b.  Quan điểm về dạy và học ngoại ngữ                
c.  Mục tiêu chương trình                
d.  Nội dung chương trình đã được xác định                
e.  Các nhu cầu đã được phân tích                
f.  Thời gian chương trình đã được xác định                
g.  Cấu trúc bài đã được xác định                 
h.  Phương pháp kiểm tra, đánh giá đã được xác 

định 
               

i.  Kinh nghiệm của giáo viên                
j.  Khác: ……………………………………                

 



	
 
 

165	

 
v XÁC ĐỊNH PHƯƠNG THỨC, NỘI DUNG KIỂM TRA, ĐÁNH GIÁ TRONG QUÁ 

TRÌNH  XÂY DỰNG CHƯƠNG TRÌNH TACN 
 

 17. Quan điểm/ ý kiến của quý Thầy/ Cô 
và thực tế quá trình xác định nội dung, 
hình thức kiểm tra đánh giá khi xây 
dựng CT TACN 

17A. Tầm quan 
trọng 

17B. Mức độ thực hiện 
của Trường/ Khoa khi 
xây dựng CT TACN 

17C. Mức độ tham gia 
thiết kế các nội dung 
này khi xây dựng CT 
TACN của Thầy/Cô 
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a.  Bài kiểm tra trình độ (proficiency test) đầu 
khoá học 

               

b.  Bài kiểm tra trình độ (proficiency test) cuối 
khoá học 

               

c.  Bài kiểm tra xếp lớp (placement test)                
d.  Bài kiểm tra thường xuyên sau mỗi bài 

hoặc nhóm bài (progress test) 
               

e.  Bài kiểm tra giữa kỳ (mid-term 
achievement test) 

               

f.  Bài kiểm tra cuối kỳ (final achievement 
test) 

               

g.  Bài kiểm tra cho HV tự đánh giá                
h.  Khác: …………………………………                

 
 18. Quan điểm/ ý kiến của quý Thầy/ Cô 

và thực tế áp dụng các cơ sở/ nguyên tắc 
để xác định các yêu cầu về kiểm tra, 
đánh giá kết quả học tập trong quá trình 
xây dựng CT TACN 

18A. Tầm quan 
trọng 

18B. Mức độ phân 
tích/ áp dụng các cơ 
sở/ nguyên tắc này của 
Trường/ Khoa 

18C. Mức độ phân 
tích/ áp dụng các cơ sở/ 
nguyên tắc này của 
Thầy/ Cô 
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a.  Tương thích với nội dung và phương pháp 
học 

               

b.  Đo lường được kết quả học tập so với mục 
tiêu và chuẩn đầu ra của môn học 

               

c.  Có thể xây dựng được thành bộ ngân hàng 
câu hỏi thi 

               

d.  Có hiệu ứng trở lại tốt đối với quá trình dạy 
và học tiếp theo 

               

e.  Có thể cung cấp thông tin giúp điều chỉnh 
quá trình dạy và học tiếp theo 

               

f.  Khác: …………………………………                
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v ĐÁNH GIÁ CHƯƠNG TRÌNH NHƯ MỘT BƯỚC CỦA QUÁ TRÌNH XÂY DỰNG 

CT TACN 
 

 19. Quan điểm/ ý kiến của quý 
Thầy/ Cô về các nội dung cần được 
đánh giá khi đánh giá chương trình 
TACN đã áp dụng và thực tế triển 
khai 

19A. Tầm quan 
trọng 

19B. Mức độ bám 
sát/ tham chiếu các 
nội dung này để 
đánh giá chương 
trình của Trường/ 
Khoa 

19C. Mức độ bám 
sát/ tham chiếu các 
nội dung này để 
đánh giá chương 
trình của Thầy/ Cô 
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a.  Xây dựng chương trình                
b.  Xây dựng nội dung chương trình                
c.  Tài liệu dạy học                 
d.  Quá trình giảng dạy của GV                 
e.  Đào tạo và phát triển đội ngũ GV                
f.  Sự tiến bộ của HV                
g.  Động cơ của HV                
h.  Cơ sở vật chất và môi trường học                 
i.  Việc ra quyết định                
j.  Khác: ……………………………..                

 
III. KHÓ KHĂN VÀ ĐỀ XUẤT VỀ XÂY DỰNG CHƯƠNG TRÌNH TIẾNG ANH CHUYÊN 
NGÀNH  

20. Trong các bước xây dựng chương trình TACN, Trường/ Khoa của Thầy/ Cô đã làm tốt các khâu nào? 
Còn khâu nào chưa làm tốt? Vì sao? Theo Thầy/ Cô nên có những giải pháp gì?  ..................................  

.....................................................................................................................................................................  

.....................................................................................................................................................................  

.....................................................................................................................................................................  

21. Thầy/ Cô gặp những khó khăn gì trong quá trình nghiên cứu nhu cầu người học? Theo Thầy/ Cô, 
nên có những giải pháp gì? ...............................................................................................................  

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 
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............................................................................................................................................................ 

22. Thầy/ Cô gặp những khó khăn gì trong quá trình xác định mục tiêu và chuẩn đầu ra chương trình 
TACN? Theo Thầy/ Cô, nên có những giải pháp gì? .......................................................................  

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

23. Thầy/ Cô gặp những khó khăn gì trong quá trình lựa chọn và sắp xếp nội dung chương trình 
TACN? Theo Thầy/ Cô, nên có những giải pháp gì? .......................................................................  

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

24. Thầy/ Cô gặp những khó khăn gì trong quá trình lựa chọn hoặc biên soạn giáo trình và tài liệu dạy 
học TACN? Theo Thầy/ Cô, nên có những giải pháp gì? ................................................................  

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

25. Trường/ Khoa đã có những hoạt động và biện pháp nào để bảo đảm chất lượng của quá trình dạy và 
học? Có những khó khăn gì và nên có những giải pháp gì? .............................................................  

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 
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26. Thầy/ Cô gặp những khó khăn gì trong quá trình giảng dạy chương trình TACN? Theo Thầy/ Cô, 
nên có những giải pháp gì? ...............................................................................................................  

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

................................................................................................................................................ 

27. Thầy/ Cô gặp những khó khăn gì trong quá trình kiểm tra, đánh giá HV? Theo Thầy/ Cô, nên có 
những giải pháp gì? ...........................................................................................................................  

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

................................................................................................................................................ 

28. Thầy/ Cô gặp những khó khăn gì trong hoạt động đánh giá chương trình TACN? Theo Thầy/ Cô, 
nên có những giải pháp gì? ...............................................................................................................  

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

............................................................................................................................................................ 

Trân trọng cảm ơn Quý Thầy/Cô!	
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Appendix 3: Interview questions (English) 

INTERVIEW QUESTIONS 
1. Have you been involved in the process of developing the feeder program? If not, who 

developed the current ESP curriculum that you are using now? How was it implemented? At what stage 
did you know it? If you have the opportunity to participate in the ESP curriculum development process, 
what steps do you want to participate in and to what extent? Why? 

2. How did you participate in the study of learner needs (target needs, learning needs, etc.)? 
What advantages are there? What are the difficulties and what solutions are needed? 

3. How did the University/Faculty specify the goals or objectives for the ESP modules? How 
did you participate in this process? What advantages are there? What are the difficulties and what 
solutions are needed? 

4. How did the University/Faculty select and sequence the contents for the ESP curriculum? 
How did you participate in this process? What advantages are there? What are the difficulties and what 
solutions are needed? 

5. What activities and measures has the University/Faculty had to ensure the quality of the 
process of organizing ESP teaching and learning? How did you participate in these activities? What 
advantages are there? What are the difficulties and what solutions are needed? 

6. How has the University/Faculty selected or compiled the coursebooks and teaching 
materials? How did you participate in this process? What advantages are there? What are the 
difficulties and what solutions are needed? 

7. How are ESP teachers supported in the process of ESP teaching and learning? What 
advantages are there? What are the difficulties and what solutions are needed? 

8. How are the students tested and assessed? How are the testing and assessment tools 
developed? How did you participate in this process? What advantages are there? What are the 
difficulties and what solutions are needed? 

9. What activities did the University/Faculty do to evaluate the ESP curriculum? How did you 
participate in this process? What advantages are there? What are the difficulties and what solutions are 
needed? 

10. According to you, which of the ESP curriculum developemnt steps has been well 
implemented at your University/Faculty? And which has not been implemented well? Why not? What 
should the university, faculty and teachers do to effectively develop and implement the ESP curriculum 
at your university? 
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Appendix 4: Interview questions (Vietnamese) 

CÂU HỎI PHỎNG VẤN 

1. Thầy/Cô đã từng tham gia vào quá trình xây dựng CT TACN chưa? Nếu chưa thì CT TACN 

hiện nay Thầy/Cô đang sử dụng là do ai xây dựng? Quá trình triển khai nó như thế nào? Thầy/Cô biết 

đến nó ở giai đoạn nào? Nếu Thầy/Cô có cơ hội tham gia vào quá trình xây dựng CT TACN thì 

Thầy/Cô mong muốn được tham gia vào bước nào, ở mức độ nào? Vì sao? 

2. Thầy/Cô tham gia vào quá trình nghiên cứu nhu cầu người học (nhu cầu thực tế, nhu cầu học 

tập, v.v.) như thế nào? Có thuận lợi gì? Có khó khăn gì và cần có giải pháp gì? 

3. Trường/Khoa xác định mục tiêu học TACN như thế nào? Thầy/Cô tham gia vào quá trình 

này như thế nào? Có thuận lợi gì? Có khó khăn gì và cần có giải pháp gì? 

4. Thầy/Cô cho biết Trường/Khoa lựa chọn và sắp xếp nội dung chương trình như thế nào? 

Thầy/Cô tham gia vào quá trình này như thế nào? Có thuận lợi gì? Có khó khăn gì và cần có giải pháp 

gì? 

5. Trường/Khoa đã có những hoạt động và biện pháp nào để bảo đảm chất lượng của quá trình 

tổ chức dạy và học TACN? Thầy/Cô tham gia vào các hoạt động này như thế nào? Có thuận lợi gì? Có 

khó khăn gì và cần có giải pháp gì? 

6. Trường/Khoa đã lựa chọn hoặc biên soạn giáo trình và tài liệu dạy học như thế nào? Thầy/Cô 

tham gia vào quá trình này như thế nào? Có thuận lợi gì? Có khó khăn gì và cần có giải pháp gì? 

7. Thầy/Cô được hỗ trợ thế nào trong quá trình tổ chức dạy và học TACN? Có thuận lợi gì? Có 

khó khăn gì và cần có giải pháp gì?  

8. Học viên được kiểm tra, đánh giá thế nào? Bộ công cụ kiểm tra, đánh giá được xây dựng thế 

nào? Thầy/Cô tham gia vào quá trình này thế nào? Có thuận lợi gì? Có khó khăn gì và cần có giải pháp 

gì? 

9. Trường/Khoa có các hoạt động đánh giá chương trình như thế nào? Thầy/Cô tham gia vào 

quá trình này thế nào? Có thuận lợi gì? Có khó khăn gì và cần có giải pháp gì? 

10. Theo Thầy/Cô, trong các bước xây dựng CT TACN, nhìn chung Trường/Khoa của Thầy/Cô 

đã làm tốt các khâu nào? Còn khâu nào chưa làm tốt? Vì sao? Để việc xây dựng và triển khai CT 

TACN ở trường Thầy/Cô có hiệu quả thì nhà trường, khoa và giáo viên cần làm gì? 
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Appendix 5: Table of Reliability (Cronbach’s Alpha) 

Questions Cronbach’s Alpha 
Q7A .833 
Q7B .859 
Q7C .879 
Q8A .757 
Q9A .815 
Q10A .676 
Q11A .756 
Q13A .857 
Q14A .853 
Q15A .838 
Q16A .798 
Q17A .765 
Q18A .837 
Q19A .862 

 

Questions Cronbach’s Alpha 
Q8B .766 
Q8C .815 
Q9B .886 
Q9C .923 
Q10B .773 
Q10C .873 
Q11B .861 
Q11C .933 
Q13B .870 
Q13C .902 
Q14B .859 
Q14C .919 
Q15B .934 
Q15C .961 
Q16B .926 
Q16C .936 
Q17B .824 
Q17C .818 
Q18B .876 
Q18C .888 
Q19B .977 
Q19C .923 

 
 
 
 


