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Introduction

How to use this book

In this book, I hope to provide you with a contemporary and comprehen-
sive view of English for Specific Purposes (ESP). In simple terms, ESP can be
defined as follows:

English for Specific Purposes (ESP) is an approach to language teaching
that targets the current and/or future academic or occupational needs of
learners, focuses on the necessary language, genres, and skills to address
these needs, and assists learners in meeting these needs through the use
of general and/or discipline-specific teaching materials and methods.

Of course, at this point, you may not understand all of these concepts. For
example, how might academic needs differ from occupational needs? What
are the differences between language, genres, and skills? In what ways might
general teaching materials and methods differ from those used in specific field?
This book sets out to not only provide you with answers to these questions,
but also help you apply that knowledge in your own studies and teaching.

Target readers

If you are currently studying a course in applied linguistics or Teaching
English to Speakers of Other Languages (TESOL), this book should pro-
vide you with useful information about ESP that will help you later in
your career when you will need to decide on course designs, select teaching
materials and methods, and evaluate learners in the classroom. If you have
already stepped out into the world of language teaching and are currently in
pre-service training, the book will not only provide you with a framework
for your teaching, but also give you immediate and practical advice as you
get ready for your first classes. On the other hand, if you are already a
practicing teacher, this book can serve as a useful in-service training guide
that introduces you to some innovative materials and methods, and explains
how ESP principles can improve your effectiveness both inside and outside
the classroom.
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Assumptions

When writing this book, I made the following assumptions about the back-
ground and experience you might have. If you match these assumptions,
you should find the contents are closely aligned with your needs and inter-
ests. But, if you don’t quite match my intended audience, I think you will
still find plenty of useful information that can help you.

First, I assumed that you prefer reading a book that is written in clear,
direct, friendly, and accessible language. By writing the book in this way, I
hope that it can cater to a mixed audience of native, second language, and
foreign language speakers. Second, I assumed that you have little or no prior
experience of teaching English, although I suspect that you might have some
basic knowledge of language and teaching theory. As a result, I will always
try to clarify how the points made in the book relate directly to real learners
and classroom settings. If you have had some teaching experience, the mate-
rial in this book will allow you to reflect on that experience and improve on
what you already do well. Third, I assumed that you are likely to use the
book either as a part of a course (e.g. Master of Arts in Teaching English as
a Foreign Language [MA TEFL]) or for self-study professional development.
If you are using the book as a course book, you should probably proceed
through it in a linear fashion. But, if you are reading it for professional devel-
opment, you are welcome to pick and choose the most relevant chapters for
your current needs and return to other chapters later. Each chapter has been
written to logically follow on from the preceding chapter but is also written
to be completely self-contained. Finally, I assumed that you might not neces-
sarily have access to a good university library or a fast Internet connection.
As a result, even though some of the tasks and resources in the book might
refer to library or online materials, they should be considered optional.

Overview of the contents

In Section 1 of the book, I’ll explain the background to ESP. First, Ill
describe the history of ESP and discuss how it is situated within English Lan-
guage Teaching (ELT). Next, I’ll describe how ESP addresses many of the
challenges that language learners face in our increasingly globalized world.
Then, Tll introduce the four key ‘pillars’ of ESP: needs analysis, learning
objectives, materials and methods, and evaluation.

In Section 2 of the book, I’ll explain the theories and practices that form
the basis of the four key “pillars’ of ESP. First, I’ll discuss the importance of
needs analysis and explain some of the different ways that a needs analysis
can be conducted. Next, I’ll show how learning objectives can be expressed
through effective course and program design. Then, I'll discuss the design
of useful materials and methods for the ESP classroom. Finally, I’ll explain
the importance of evaluation in ESP. Here, I'll offer some effective ways to
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evaluate learners, and also discuss how administrators might evaluate the
performance of teachers and the ESP course or program as a whole.

In Section 3 of the book, 'll explain how ESP can be applied in real-world
settings. First, I’ll explain some of the different ways in which ESP can be
implemented in different settings frequently encountered by ESP instructors.
Next, I'll discuss some of the main challenges that instructors face when
teaching ESP in isolation or within an ESP program, and explain how you
might address these challenges through actions that lead to change. Finally,
P’ll conclude the book by giving my thoughts on the future direction of ESP.

Features of the chapters

Each chapter of the book opens with a brief statement describing the impor-
tance of the topic, a short review of what will be covered in the chapter, and
an explanation of what you should have learned by the end of the chapter.
Then, in the body of the chapter, the main topic is discussed with reference
to past and present theories and best practices in the field.

Reflections

Each chapter contains an opening and closing “Reflection” task. The open-
ing “Reflection” task is designed to help you relate your current knowledge
and/or experience of language teaching to the topic at hand. The closing
“Reflection” task, on the other hand, is designed to help you reflect on
what you have learned in the chapter and consider how you might apply the
material in your current and/or future teaching.

Tasks

In the main body of each chapter, one or more optional tasks are presented
that are designed to help you contextualize the material. Sometimes the
tasks ask you to apply the ideas in a familiar context, or imagine what you
would do in a new teaching situation. Other tasks ask you to carry out a
small pilot project based on the material in the chapter, or reflect on how the
ideas in the chapter might influence your teaching of learners.

Contentious issues

Researchers in the field of ESP hold many different views that sometimes
lead to misunderstandings and controversies. This section looks at a conten-
tious issue related to the topic of the chapter that has caused much discus-
sion in ESP. After considering the different perspectives, you should be in
a good position to form your own opinion about the issue and be able to
present that to others.
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Research ideas

Students are often looking for ideas for mini-projects and final thesis topics.
This section presents some suggestions for small- and/or large-scale research
projects related to the topic that are likely to be of interest to research schol-
ars, learners, teachers, and ESP program administrators.

Further reading and resources

Each chapter finishes with a list of useful readings, websites, and other
resources that can help you expand your understanding of the chapter
material.

How best to use the book

Students

I suggest that you read each chapter of the book in a linear fashion, pausing
at the reflection boxes, and coming up with answers (perhaps in your head)
before proceeding to the next section. These reflections will help you under-
stand and remember the material far better than if you just read the chapters
in a passive way. As you study each chapter, try to relate the points to your
own target teaching context, thinking what the challenges might be and
how you would overcome them. Also, if you have the available resources
and if time permits, try to complete some of the optional tasks as they will
certainly help you deepen your understanding of the material.

Teachers

If you plan to use the book as an in-class core textbook, I recommend that
you use the opening reflection box for initial class or group discussions to
help orient the learners to the topic. The “Contentious Issues” section might
also serve as a useful platform for discussion, but I suggest this is introduced
toward the end of a session or perhaps assigned as a homework activity. The
tasks presented throughout the chapters are narrowly scoped and have been
designed so that they can be completed either through individual, indepen-
dent work or as pair/group activities. As a result, they can serve as useful
in-class activities or be assigned as homework. The suggestions presented in
the “Research Ideas” section, on the other hand, are quite broad in scope
and may serve as possible topics for end-of-course assignments or even
starting points for thesis projects.

If you plan to use the book as a reference resource, I recommend that you
encourage learners to consult the additional resources at the end of each
chapter to deepen their knowledge of the material. I would also suggest that



Introduction 5

you remind learners to not simply skip past the reflections and tasks. You
may also consider utilizing the reflections and tasks as in-class activities and
leave learners to study the topic in more depth outside of class.

Final notes

Throughout the book, I will attempt to present a balanced view of ESP
showing how it is implemented in both academic and workplace contexts.
I also hope to show how the principles of ESP can be applied not only by
individual teachers in isolated courses, but also by teams of teachers at the
program level. In view of these quite different settings, I will use the follow-
ing generic terms to avoid confusion:

“Course™: a set of integrated sessions (each maybe 45, 60, or 90
minutes in length) focusing on a particular subject of
study (e.g. “Testing 101”)

“Program™: a set of integrated courses leading to a broader under-
standing of a subject area (e.g. “MA Program in TEFL”)

“Institution”: a place where ESP might be conducted
(e.g.school,university, office, factory, airport, call-center,
workplace)

“Learner”: somebody studying ESP

(e.g. student, office worker, factory worker, client,
nurse, pilot)

“Instructor™: somebody teaching ESP
(e.g. teacher, lecturer, practitioner, coach, advisor,
consultant)

“Administrator”: somebody managing a course or program but not neces-
sarily involved in day-to-day teaching
(e.g. director, head of department, chief, manager,
owner, boss)

“You”: you — the reader of this book!

“They”: a gender-neutral third person form to replace s/be, he/
she, he or she or similar expressions

I hope you enjoy reading this book and find it useful in your learning, teach-
ing, and professional development.
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Chapter |

Situating ESP in English
language teaching and learning

English for Specific Purposes (ESP) is one of the most established teaching
approaches in English Language Teaching (ELT). It has been informed
by over 50 years of research and practice and is perhaps the most influ-
ential of all language teaching approaches in academic settings (Charles,
2013) and the workplace (Marra, 2013). ESP is an eclectic approach
that takes the most useful, successful, and valid ideas from other theories
and practices, combining them into a consistent whole. It incorporates
elements from Communicative Language Teaching (CLT), Task-Based
Language Teaching (TBLT), Project-Based Learning (PBL) (Richards &
Rodgers, 2014), and many other teaching approaches, but also has its
own unique features, including a commitment to learner-centeredness, a
close connection with specialist subjects, and a focus on collaboration
in both planning and teaching. In many countries, experts in ESP can be
the most highly regarded and sought-after members of staff, serving as
coordinators for entire academic English programs and playing key roles
in companies that are developing their international strategies.

In this chapter, I’ll first present a short, contemporary definition of ESP
and introduce the two major branches of ESP that will feature through-
out the rest of the book. Next, I’ll describe the characteristic features
of ESP before comparing and contrasting ESP with other well-known
ELT approaches to highlight their similarities and differences. Then, I’ll
review and critique two well-known and commonly cited definitions
of ESP in an attempt to resolve some of the confusion surrounding the
approach.

By the end of the chapter, you should be able to define ESP, explain its
key characteristics, and point out similarities and differences with other
ELT approaches. But, most of all, you should get a sense of why ESP is
useful in many ELT contexts where learners have particular needs for
English that cannot be satisfied through traditional approaches to lan-
guage teaching.
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Opening reflection

In this chapter, you will learn that ESP is aimed at providing language
support for learners so that they can successfully address their specific
academic or occupational needs. But, what exactly are those needs?

Think of some of the things you do in academia or work that might
have some kind of language component. Now, imagine you were a
doctor. What are some of the things a doctor does that might require
language knowledge or skills?

Commentary

If you are a student in a tertiary education setting, you might have noted
that you use English when you write essays, listen to lectures, discuss top-
ics, or even order lunch, make an appointment, or send a message to a
friend on social media. If you are currently teaching at a tertiary institution
(e.g. college or university), you might have noted that you use English when
you explain points to students, attend meetings, or write research funding
applications. Doctors around the world also use English in their work; for
example, when they read a research study on a new medicine, meet with a
patient to discuss their symptoms, write prescriptions, or attend conferences
to present on their work. ESP is about offering language support so that
people can successfully accomplish current and perhaps future tasks in their
studies or work that have a language component.

But, you should note that not all language needs are ESP needs, even
though they might be important to achieve a particular language goal. For
example, most ESP experts wouldn’t consider ‘mastering the past tense’,
‘learning the top 100 most frequent words of English’, or ‘speaking with
good pronunciation’ to be ESP needs. ESP needs are in a sense non-linguistic
needs that have a linguistic component. In order for a student to write a
good essay, they probably need to know how to use the past tense, but it
is the need to write an essay that governs what is taught in the ESP class.
When a teacher starts explaining the past tense to students because it might
be useful for some unspecified later goal in their lives, we are in the realm of
a traditional general English (GE) class.

A definition of ESP

So, what is ESP? Here is the definition that I used in the introduction to this
book:

English for Specific Purposes (ESP) is an approach to language teaching
that targets the current and/or future academic or occupational needs of
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learners, focuses on the necessary language, genres, and skills to address
these needs, and assists learners in meeting these needs through the use
of general and/or discipline-specific teaching materials and methods.

In this definition, a few of the words and phrases might be new to you. Aca-
demic needs refers to the needs of learners in a school, university, or other
setting where the primary goal is learning. To illustrate what these might
be, we need only look at some of the common settings where ESP teaching
commonly takes place. In Japanese universities, for example, you can find
ESP courses that help science students learn how to listen to and under-
stand content lectures given in English through a process of note taking
and discussion. In US universities, there are numerous ESP courses offered
to overseas students to help them with their academic writing. Around the
world, there is an increasing demand for ESP courses that help non-native
speakers of English to improve their communication skills as part of Master
of Business Administration (MBA) programs.

Occupational needs, on the other hand, refer to the needs of learners in
a workplace setting, such as a factory, restaurant, or hospital. In the manu-
facturing industry, for example, many companies organize special intensive
ESP courses to help sales staff improve their presentation skills. In the avia-
tion industry, pilots receive specialized language training so they can com-
municate effectively with flight controllers, avoiding communication errors
that could lead to injury or death. We can also find ESP courses offered
as part of vocational training, such as in the Philippines and India, where
workers at call-centers are guided on how to respond appropriately to con-
fused or irate customers.

In many cases, though, things are not so simple. What if you are a teacher
at a university? Do your needs count as academic or occupational? Or, what
if you are in an industrial research center and part of your job is writing
research articles? Does that part of your job count as an academic need or
an occupational need? Later in this chapter, you will learn that the divisions
in ESP are actually quite fuzzy and need to be treated with care. But, let’s
stay with these two categories of needs for now.

You may also be unsure how language differs from genre and skills. Here,
language is used in a quite broad sense to refer to lexis (words and multi-
word units), morphology (lexical derivation), syntax (sentence grammar),
semantics (lexis and grammar meaning), pragmatics (lexis and grammar
use), and phonology (sound systems). Genre, on the other hand, refers to
a spoken or written product of language, for example, a research presen-
tation, business letter, or prescription, while also capturing the processes,
agents, and contexts that govern how that product is created, interpreted,
and acted on (Swales, 1990). Skills refer not only to traditional abilities like
reading, writing, listening, and speaking, but also metacognitive skills such
as planning, noticing, problem solving, evaluating, and correcting. Again,
don’t be too concerned about the different divisions here. Instead, focus
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more on the fact that ESP addresses many different facets of the communi-
cation process that are needed to achieve a particular goal.

Finally, you may be intrigued by the idea that ESP uses both general and/
or specialist-field materials and methods to meet the needs of learners. This
means that in some cases, the materials and methods used in an ESP class-
room will be identical to those used in traditional GE classes. For example,
an ESP instructor may ask learners to translate a sentence or passage into
their first language, which is a classic grammar-translation method (Larsen-
Freeman & Anderson, 2013). They may even drill learners on the pronun-
ciation of a particular vocabulary item, which is one of the core principles of
the audio-lingual method (Larsen-Freeman & Anderson, 2013). But, these
methods should only be used if they serve the needs of the learners. Clearly,
the grammar-translation method would be appropriate if the learners were
hoping to become second language (L2) to first language (L1) translators
and needed to develop accuracy in their sentence level translation skills.
Similarly, drilling learners on the pronunciation of a key vocabulary item
might be important if they were hoping to give research presentations at
an international conference, where the item had particular importance and
needed to be conveyed clearly to the audience. It might also be important if
the learners were training to become airline pilots, as comprehensible pro-
nunciation is a crucial factor for maintaining in-flight safety.

On the other hand, ESP instructors will often adopt materials and meth-
ods that are quite removed from traditional English classes and more closely
match those used in the discipline of the learners. In a business English class,
for example, learners may be asked to carry out a case study on the language
that they need, following the same principles by which they might conduct
a case study of a successful company in their specialist courses. Similarly, in
a STEM (Science, Technology, Engineering, and Mathematics) English class,
learners may be encouraged to collect word frequency data and analyze it
using computers in a similar way to how they might collect and analyze
temperature or pressure data in lab experiments.

Branches of ESP

You have now learned that ESP is a broad field that focuses on addressing the
specific needs of learners in various academic and occupational contexts. If you
want to learn more about the broader issues of ESP that span these two contexts,
a good place to start is with one of the many journals devoted to ESP, including
the oldest, and perhaps most well-known journal, English for Specific Purposes,
and newer journals such as the Asian ESP Journal, ESP Today, English for
Specific Purposes World (ESP World), and the Taiwan International Journal
on English for Specific Purposes. Not surprisingly, though, many discussions
on ESP are focused on issues related to more narrowly defined branches of ESP,
which sometimes even have their own special acronyms.
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Perhaps the most influential branch of ESP is English for Academic Pur-
poses (EAP), which focuses on ESP in academic settings. Many ESP jour-
nals, such as English for Specific Purposes, are heavily weighted in favor
of EAP topics, and there is even a dedicated journal devoted to EAP work
called the Journal of English for Academic Purposes. The huge attention
that EAP receives in the field of ESP is not surprising when you consider
that many ESP researchers are based in academic institutions and many
second and foreign language learners have a strong need for EAP skills in
order to complete their school and university studies. However, this atten-
tion does sometimes lead to confusion, especially when ESP and EAP are
presented as a kind of dichotomy through phrasing such as “ESP and EAP”
and “ESP/EAP”, as we see in many of the works in the field (e.g. Boulton,
Carter-Thomas, & Rowley-Jolivet, 2012; Ding & Campion, 2016; Forta-
net-Gomez & Raiisinen, 2008; Holme, 1996).

The other major branch of ESP is English for Occupational Purposes
(EOP). Although there is no major journal dedicated to EOP research, you
will find papers related to EOP in a broad range of journals, from English
for Specific Purposes to the IEEE Transactions on Professional Communi-
cation. You will also find that many foreign language textbooks marketed as
following an ESP approach are in the area of EOP; for example, Cambridge
English for Nursing (McGerr & Allum, 2010), Aviation English (Emery &
Roberts, 2008), and English for International Tourism (Strutt, 2015). As
you will learn in Chapter 2, some of the earliest and most important devel-
opments in ESP have emerged out of work in EOP settings. Unfortunately,
this has led to some researchers (and publishers) using the term ESP as a
synonym for EOP, which again leads to a confusing dichotomy between ESP
(= EOP) and EAP (# ESP).

The two major branches of ESP can be divided further. EAP can be divided
into English for General Academic Purposes (EGAP) and English for Specific
Academic Purposes (ESAP), and EOP can be divided into English for Profes-
sional Purposes (EPP) and English for Vocational Purposes (EVP). Of course,
these sub-branches can be divided even further leading to an increasingly
narrow set of sub-sub-branches, including English for Research Publication
Purposes (ERPP) (]J. Flowerdew, 2013), English for Business Purposes (EBP)
(Bargiela-Chiappini & Zhang, 2013), English for Medical Purposes (EMP)
(Ferguson, 2013), Nursing English (Bosher, 2013), and Aviation English
(Moder, 2013).

Figure 1.1 shows how the branches of ESP might expand out almost
indefinitely, with English for Atomic and Nuclear Physics (with a possi-
ble acronym of EANP) at one extreme of EAP, and English for Emergency
Room Nursing (with a possible acronym of EERN) at one extreme of EOP.

You will notice that none of the neatly boxed categories in Figure 1.1
are really independent of the others. For example, within the EAP catego-
ries, students studying atomic and nuclear physics are likely to need general
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academic listening comprehension skills to help them understand lectures,
as well as specific language skills from a range of disciplines to explain math-
ematical theories (English for Mathematics), nuclear reactions (English for
Chemistry), and reactor properties (English for Mechanical Engineering).
Similarly, within the EOP categories, learners of emergency room nursing
are likely to have overlapping needs with ambulance nurses, and they may
even need some of the skills of biologists and phone operators, as well as
pre-vocational teamwork skills.

It is also clear that even EAP and EOP cannot be separated so easily. In
Figure 1.1, we have the EAP category of Physics on the left and the EOP
category of Physicist on the right. How different are the two? Clearly, study-
ing physics is not the same as being a physicist, but the language needs are
clearly going to be similar in many ways.

What is important to remember is that all categories are abstractions;
they are simplifications of reality that help us to explain and communicate
complex ideas. In reality, there is no EAP or EOP. Instead, we have a con-
tinuum of needs that are weighted more strongly in one area or setting than
another, or relate to one group more strongly than another. Similarly, we
have language features that appear more prominent or frequently in one
context than another, and genres and skills that are more important for one
person or group than another.

In practical terms, this blurring of boundaries means that most, if not all,
presentations of ESP will be overly simplistic. We know, for example, that
mathematics research articles are written in a very different way to mechani-
cal engineering papers, even though they are both STEM subjects (Anthony &
Bowen, 2013). This point raises questions about how an EAP instructor can
and should talk about the features of research articles in an academic writing
class, without ignoring the huge amount of variation that exists within and
between academic disciplines. Similarly, we know that different branches of
nursing will each have their own specialized vocabulary. If an EOP instructor
wants to introduce learners to ‘important’ nursing vocabulary, they might
attempt to focus on the vocabulary used in a particular branch of nursing,
but this would naturally lead to vocabulary in other branches being ignored.
Alternatively, they might attempt to identify vocabulary that is used fre-
quently across a broad range of nursing disciplines, but this runs the risk of
introducing gaps in vocabulary in the branches of interest to learners.

You may be left wondering at this point what teachers can do to better
describe the complexities of ESP to learners. Should they present ESP in neat
boxes as in Figure 1.1? Or, should they admit that ESP is messy? I’ll return
to these issues in later chapters, but my recommendation here is that you
explain the reality of fuzzy categories in ESP from the outset. Once learners
know that they are dealing with continuums and probabilities rather than
absolutes, they will be in a much better position to evaluate what they learn
and relate it to their own experiences and target goals.
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TASK I.1 Plotting a path to ESP

Pick an academic discipline or career profession that interests you.
Try to extend the branches and sub-branches of ESP presented in Fig-
ure 1.1 to include the discipline or profession that you chose. What
difficulties do you have?

Characteristic features of ESP

Now that you have a good idea about the meaning of ESP, let’s look at some
of the characteristics of ESP that distinguish it from other approaches to
language teaching and learning.

A learner-centered approach

You can see from the definition of ESP that one of its most important
characteristics is learner-centeredness. This is an important point that was
highlighted by Hutchinson and Waters (1987) in their seminal work on the
subject. Many approaches to language teaching and learning claim to be
learner-centered in some way, but the priority given to learner-centeredness
in ESP means that the course or program administrator, the instructor in the
classroom, and even the learners themselves should always be considering
how language items, activities, and explanations will ultimately help the
learners meet their current and/or future ‘non-linguistic’ target needs.

A multidisciplinary approach

Dudley-Evans and St. John (1998) describe ESP slightly differently than
Hutchinson and Waters (1987) in the title of their seminal work on ESP.
Although they recognize the importance of learner-centeredness in ESP, they
characterize it instead as a multidisciplinary approach, in which the ESP
‘practitioner’ can draw on insights of researchers in other disciplines and
may also engage with researchers in other disciplines through teaching.

In many ESP contexts, specialists in the target areas of the learners are
often important stakeholders that can influence policies and funding, and
may even serve as judges on the success of the program. Therefore, it
is vital that ESP administrators and instructors draw on the insights of
target specialists not only within their own institutions, but also through
published research on specialist language. On this latter point, you may
be surprised how often specialists in a target discipline publish research
and opinion pieces on language and communication in their fields. It is
quite common (see, for example, Gregory Dawes (2001) and Choi (2005)
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in nursing). In fact, some fields actively encourage discussions about lan-
guage and communication through journals dedicated to the topic (see, for
example, the IEEE Transactions on Professional Communication, which
focuses on language and communication in a broad range of engineer-
ing fields). Of course, the learners themselves can also provide valuable
insights into the language and skills that they need to learn if they are
aware of them.

Specialists can support ESP teaching in other ways, too. In the role of a
specialist informant, they can directly contribute to the creation and run-
ning of a course. For example, they can provide suitable texts that can form
the basis for descriptions of target language, genres, and skills. They may
also help to analyze and interpret those texts and provide suggestions for
course goals. Evaluating success on an ESP course or program can also be
a challenge, so having specialist informants provide input on the design
of performance tests and interpret the results can be a great help. Finally,
Dudley-Evans and St. John (1998) and others suggest that specialist infor-
mants may have a role to play inside the classroom, where ESP courses are
taught through team-teaching. In an academic setting, this is often difficult
to achieve because of timetable clashes and the physical distances between
faculty offices that limit interactions. It is also a sad fact that many faculty
members have little interest in the goings-on in other research labs, let alone
other departments on campus. The situation in EOP settings, on the other
hand, is often more suitable for team-teaching. In companies, for example,
an ‘outsider’ ESP expert might be explicitly hired to work with company
‘insiders’ to develop and teach an ESP course, which is then evaluated by the
company and the participants themselves.

An attention to theory and practice

A third characteristic of ESP that leads from the other two is an attention to
theory and practice. ESP experts are likely to have to deal with a wide range
of different genres in their work. In order to identify the stable characteris-
tics of these genres, find features that are likely to vary the most, and create
teaching points of maximum use to the learners, they need to have a strong
set of theoretical language and learning principles with which to work. But
theory is not always enough when an ESP instructor may face a large group
of learners with widely different needs and interests on one day, and a small
group of learners with very similar needs on another. To deal with these
situations, ESP instructors also need to develop strong pedagogic practices
that ‘work’ in real-world settings. Of course, strong theoretical language
and learning principles can facilitate the development of good pedagogic
practices, but in ESP, sometimes the direction has been the other way, with
pedagogic practices leading to novel innovations in language and learning
theory (Swales, 1985).
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TASK 1.2 Understanding the characteristic features of ESP

Imagine you are an ESP instructor in an EAP or EOP setting and you
are devising a class to teach a particular target goal (e.g. writing a
compare/contrast essay). What actions could you take from a learner-
centered perspective to help you devise an effective classroom teaching
plan? List some of your ideas below (the first is given as an example).

1 Ask students about their experiences writing this type of essay.

How could you improve your teaching plan from a multidisciplinary
perspective? List some of your ideas below (the first is given as an
example).

1 Ask department faculty members what topics might be suitable
to discuss in a compare/contrast format.

In terms of theory and practice, how else could you improve your teach-
ing? List some of your ideas below (the first is given as an example).

1 Read the literature on how to write a good paragraph.

Complementing and competing approaches to ESP

In recent years, many new approaches to language teaching have been pro-
posed that in some cases complement an ESP approach and in other cases
compete with it. Let’s look at a few of these complementary and competing
approaches to gain a clearer understanding of what ESP is and isn’t.
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One example of the former case is Task-Based Language Teaching (TBLT).
This is a learning approach that was popularized in the 1980s by researchers
such as Prabhu (1987) and later by researchers such as Willis (1996) and
Ellis (2003). As an extension of communicative language teaching, TBLT
attempts to connect the language practiced in the classroom with real-life
situations in which the learners may find themselves. It achieves this through
the use of tasks, which Ellis (2003) describes as being primarily meaning-
focused, and containing some kind of information, reasoning or opinion
gap that must be negotiated by the learners. Tasks should also be designed
to have a clearly defined, non-linguistic outcome.

It is clear that TBLT overlaps with ESP in some ways, particularly with
its focus on learner-centeredness and connecting what happens in the class-
room with what learners might actually experience later in the real world.
As a result, it is not surprising that TBLT activities clearly have their place
in the ESP classroom. ESP instructors might consider devising TBLT activi-
ties that target learner needs, develop the necessary language skills for a
particular academic or occupational setting, and help learners to practice
these language skills in authentic or near-authentic situations. In workplace
ESP settings, TBLT activities are particularly appropriate because the learn-
ers will have recognizable tasks that they must complete to be successful in
their jobs.

One variation on the concept of TBLT is Problem-Based Learning (PBL),
which is a learner-centered approach in which learners work actively and col-
laboratively in small, often multidisciplinary, groups to solve specific problems
(Wilkinson, 2008). TBLT activities can also be linked together and structured
into the form of a larger project, which is sometimes termed Project-Based
Learning, unfortunately with the same acronym of PBL. Of course, both PBL
approaches can be used successfully to compliment an ESP approach.

Two learning approaches that are often seen as direct competitors to ESP
are Content-Based Instruction (CBI), which is sometimes termed Content-
Based Learning (CBL), and English-Medium Instruction (EMI).

CBI is an approach to language teaching that was derived from Commu-
nicative Language Teaching (CLT) and has gained popularity in recent years,
especially in Asia. It is based on the idea that learners will acquire language
when they are exposed to highly motivating topics that they themselves may
choose, and engage in those topics through interactive task- and project-based
activities (see Brinton, Snow, & Wesche, 2003). Some teachers of CBI choose
topics for classes that target the specialist subject areas of the learners. These
cases, unfortunately, have given rise to confusion that CBI is a kind of variant
of ESP. CBI courses do not, however, have to be discipline-centered. In fact,
topics such as the learners’ favorite movies or pop stars are equally valid.

So, why do we need ESP when the CBI approach is available? One of
the main problems with CBI is that language, in principle, is not explicitly
taught, leading learners to question how well they are improving their
language skills. In reality, many CBI teachers do teach language, but,
there is still a tendency for CBI teachers in many EFL settings to use the
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The Language-Content Continuum

language <

Figure 1.2 The language-content continuum.

> content

GTM CLT CBI EMI

L1 excessively in class (Peachey, 2004). Another criticism of CBI is the
lack of suitable materials. Finding good CBI materials is often difficult
as the topics of choice may emerge suddenly from in-class discussion,
making the time-consuming process of writing materials impossible. In a
worst-case scenario, the only available authentic materials on the topic
may also be too difficult for the level of the learners. One further criticism
is that CBI places emphasis on topics that are motivating to the learners,
even when in some cases they may not match the learners’ present or
future needs.

To understand where English-Medium Instruction (EMI) fits into the pic-
ture, it is worth considering the language-content continuum shown in Fig-
ure 1.2. In this figure, the Grammar-Translation Method (GTM) is placed
on the left side of the continuum, and CLT and CBI are placed toward the
middle. This leaves EMI on the far right of the scale.

In the purest form of EMI, teachers simply teach traditional content
courses using English as the language of instruction. Content is primary.
From an educational and administrative standpoint, EMI courses offer many
advantages over traditional English courses. The first is that only the tar-
get language is used in class, maximizing a learner’s exposure. EMI courses,
by definition, also target the immediate needs and often the future needs of
learners because they are essentially equivalent to specialist subject courses
that the learners would traditionally take in the first language. The materials
and even the learning context of an EMI course are, by definition, authentic.
This leads to relevant, useful, and hopefully motivationally rich content.

Again, we need to consider why ESP is needed when an approach like
EMI is available. In theory, EMI courses do not target the language prob-
lems traditionally associated with second and foreign language learners,
such as lexical, syntactic, and rhetorical issues. It is on this point that there
is a clear divide between EMI and ESP. Whereas EMI is primarily focused on
the content needs of learners (i.e. content instruction through the medium
of English), ESP is focused on the language used to achieve these content-
related goals). In practice, many EMI teachers target ESL/EFL language
issues if they are observed in class, but in this case we could argue that they
are entering the realm of ESP.

When viewed in its purest form, it is easy to see why there are also many
problems associated with EMI. First and foremost, learners who are not
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already proficient in English will obviously struggle to cope in an EMI
course. To consider EMI courses as a way to teach language might be con-
sidered equivalent to throwing somebody who cannot swim into the deep
end of a pool and hoping they will survive. Some will, but many won’t. A
second problem is that EMI relies on an institution having a faculty body
that is willing and able to teach content courses in English. It is still a sad
fact that in many countries this is simply not the case. A third problem,
which is related to the second, is that some institutions mistakenly believe
that English language faculty can teach EMI courses. This is clearly not the
case, unless the English faculty is retrained in some specialist field. Quite
surprisingly, in some regions, such as Taiwan, this is exactly what has hap-
pened; English faculty members have been encouraged to acquire special
certificates and in some cases even Master’s degrees in subjects such as
tourism and hospitality in order to teach EMI courses. This example shows
that EMI is often seen as an alternative to ESP even though it is clear that
the two approaches have quite fundamentally different goals. Perhaps a
better way to view ESP, and particularly EAP, is as a useful bridge to EMI.

It is important to note that despite the many difficulties associated with
EMI, there is a clear move toward EMI courses in many institutions around
the world. What’s more, the trend is increasing. One of the reasons for this
is that universities are hoping that the introduction of EMI courses will
encourage a new influx of overseas students. Another reason is to increase
the job opportunities of local students, even though in many cases this
will appear as wishful thinking. I will return to these issues in Chapter 2,
where I will show that a growth in EMI is likely to lead to an even greater
importance of ESP.

One final teaching approach that has gained popularity in continental
Europe and is sometimes viewed as a rival approach to ESP is Content
and Language Integrated Learning (CLIL). Within CLIL, language teach-
ers are encouraged to become more involved with content, and content
teachers are encouraged to become more involved with language. In
their Universitat Jaume I CLIL program, for example, Ruiz-Garrido and
Palmer-Silveira (2008) describe how English language instructors work
as language coaches for content teachers, enabling them to gain confi-
dence in teaching content courses in English. Clearly, again, there are
overlaps with some of the principles and characteristics of ESP, especially
in terms of the multidisciplinary nature of CLIL. However, CLIL should
probably be considered more as a language teaching policy than a lan-
guage teaching and learning approach (Arn6-Macia & Mancho-Barés,
2015). Viewed in this way, again, there is no competition between ESP
and CLIL. On the contrary, one might consider that the English teach-
ers in Ruiz-Garrido and Palmer-Silveira’s CLIL program are practicing a
new form of ESP that addresses the needs of content teachers instead of
a traditional student body.
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TASK 1.3 Placing courses on the language/content
continuum

Review a set of language courses offered at the institution where you
study or work or one that you are familiar with. Try to place the
courses somewhere on the language/content continuum presented in
Figure 1.2. Now, try to place any ESP courses that you are familiar
with on the same continuum. Which courses do you find easy to place,
and which courses do you find more difficult to place? Why?

Contentious issues in ESP: absolute and
variable characteristics

If you look at the definition provided earlier in this chapter, I hope you will
agree that ESP is not an impossible concept to understand. Unfortunately, there
has been a great deal of confusion surrounding the ESP approach, particularly
in regard to its defining characteristics and choices of teaching methodologies.
For example, you will often hear supporters of ESP talk about how it differs
from general English and how it motivates learners because it is focused on the
content of their specialized discipline. You will hear opponents of ESP, on the
other hand, claim that ESP is narrowly focused on adult learners in workplace
settings, and that you can’t be an ESP instructor unless you are an expert in
a specialized discipline. You may even hear people say that ESP is just about
teaching technical terminology. In this section, let’s look at two commonly
cited definitions of ESP and see if they explain some of this confusion.

One of most widely cited early definitions of ESP is that of Strevens (1988).
He proposed that ESP consisted of both absolute and variable characteristics:

I. Absolute characteristics

ESP consists of English language teaching which is:

e designed to meet specified needs of the learner;

e related in content (i.e. in its themes and topics) to particular dis-
ciplines, occupations and activities;

e centered on the language appropriate to those activities in syntax,
lexis, discourse, semantics, etc., and analysis of this discourse;

® in contrast with general English.

II. Variable characteristics

ESP may be, but is not necessarily:

e restricted as to the language skills to be learned (e.g. reading only);
* not taught according to any pre-ordained methodology.
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Following the earlier discussion, it is clear that the first three of Strevens’s
absolute characteristics listed in Part I are non-controversial. As for the first
point, it could be said that any language course is designed to meet the
needs of the learners. In ESP contexts, however, we have seen that these
needs are essentially ‘non-linguistic’ in nature. The second point follows
naturally from the first when you consider that ESP contents are situated in
either academic or occupational settings. The unique feature of ESP is that
it targets the precise needs that these academic and/or occupational settings
impress on learners. Similarly, the third point follows naturally from the
second. ESP teaching is language teaching, and so the focus of classes will
be on the language needed to achieve a particular goal. In the case of ESP,
it just so happens that these language needs are often discipline-specific due
to the nature of the needs.

The fourth absolute characteristic in Strevens’ definition is more prob-
lematic. In this case, Strevens is attempting to define something in terms of
what it is not, and so without a complete definition of general English to go
alongside this, the point has little meaning. It should be remembered, how-
ever, that at the time Strevens formulated his definition, ESP was a fledgling
teaching approach that was striving to distinguish itself from those around
it. Announcing that it was uniquely different from the dominant approach at
the time, i.e. general English, allowed ESP to gain a platform from which ESP
today has emerged.

From the point of view of a definition, the variable characteristics listed in
Part IT are also problematic. For example, stating that ESP may be restricted
to a specific language skill suggests that it also may not have such restric-
tions. In addition, stating that ESP “may not necessary be taught accordingly
to any pre-ordained methodology” is a rather convoluted way of stating
that any methodology can be used. As such, these variable characteristics
provide us with few additional insights into the approach. However, they
do plant a seed in some people’s minds that ESP is in some way narrowly
focused on a particular set of language skills and utilizes a unique method
of teaching, which is not the case.

Building on the work of Strevens, Dudley-Evans and St. John (1998) cre-
ated a more elaborate definition of ESP, which is still used by many research-
ers in the field today. Like Strevens, they divided ESP into absolute and
variable characteristics:

Absolute characteristics

e ESP is defined to meet specific needs of the learners;

e ESP makes use of the underlying methodology and activities of the dis-
cipline it serves;

e ESP is centered on the language appropriate to these activities in terms
of grammar, lexis, register, study skills, discourse, and genre.



24 Contextualizing ESP

Variable characteristics

e ESP may be related to or designed for specific disciplines;

e ESP may use, in specific teaching situations, a different methodology
from that of general English;

e ESP is likely to be designed for adult learners, either at a tertiary-level
institution or in a professional work situation. It could, however, be for
learners at secondary school level;

e ESP is generally designed for intermediate or advanced students;

®  Most ESP courses assume some basic knowledge of the language systems.

You will notice that the first and third absolute characteristics are almost
identical to those of Strevens, although Dudley-Evans and St. John have
added ‘genre’, which was not such a commonly used term in Strevens’s
time. The second absolute characteristic, in contrast, is subtly different hav-
ing been transformed into one that highlights the connection between ESP
methodology and the target disciplines it serves, rather than simply a con-
tent connection. Another difference is that Strevens’s fourth absolute char-
acteristic has been completely removed.

More striking differences can be found when you look at Dudley-Evans
and St. John’s variable characteristics. Here, the number of characteristics
has been increased from two to five. They are also different in nature, with
the first emphasizing the importance of discipline specificity, the second
repeating the idea that ESP might be different from general English (inter-
estingly hinting that the methodology used might also be different), the third
targeting the ages of learners, and the fourth and fifth characteristics target-
ing the expected proficiency level of learners.

It is striking that many of the concerns voiced by opponents of ESP reflect
characteristics that are presented as variable components in Dudley-Evans
and St. John’s (1998) definition. Clearly, some scholars have read these char-
acteristics and mistakenly considered them to be defining features — a con-
fusion that is perhaps understandable when considering they are presented
under the banner of a definition. However, as we found with the variable
characteristics in Strevens’ definition, describing characteristics using terms
like ‘may be related’, ‘may use’, ‘is likely to’, ‘is generally’, and ‘most’ provide
readers with few insights unless they are already familiar with the subject
matter. Indeed, ESP can sometimes be related to or designed for specific disci-
plines (or professions) but other times not. ESP can also use a different meth-
odology from that of general English, but then again, sometimes it doesn’t.
ESP may also be used successfully with adult learners with an advanced pro-
ficiency. But, this doesn’t mean that ESP will be unsuccessful with children
and less proficient learners. On the other hand, if we only consider the abso-
lute characteristics in this definition, we find ourselves returning to the con-
cepts captured in the definition of ESP presented at the start of this chapter.
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Research ideas

Here are some possible ideas for small-scale or large-scale research projects
that stem from the topics discussed in this chapter.

Defining ESP

Review all the major definitions of ESP that have been published. Compare
and contrast the definitions to find areas of agreement and disagreement.
Based on this analysis, do you see any evolution in the concept of ESP?
What aspects have remained fixed over time? What aspects have changed?

Understanding ESP

If you are studying in a language-related department or work with English
teachers, ask them what they think ESP means. Now, try contacting teach-
ers in a different institution (possibly in a different country). Ask them what
they think ESP means. Do the opinions you hear match the description of
ESP presented in this chapter? If there are differences, what factors might
account for them (e.g. experience, culture, training)?

Classifying ESP

Review the research articles published in a major ESP-focused journal and
try to classify them as having either an EAP, EOP, or mixed focus. What do
you notice about the balance between EAP and EOP focused papers? What
areas of EAP and disciplines in EOP receive the most attention? What fac-
tors might explain these tendencies?

Closing reflection

Now that you have come to the end of the chapter, you should be in a

good position to define ESP, explain its key characteristics, and point

out some of the similarities and differences with other ELT methods.
Here are a few more questions to consider:

1 Which of the points covered in the chapter were new to you? Did
you find them interesting and relevant in terms of your own learn-
ing goals? Were there any points that you found confusing or that
you disagreed with?

2 What points from the chapter do you think you can immediately
put to use in your own learning or teaching context?
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3 Ifyou were asked to introduce the concept of ESP to a student who
was thinking of taking an ESP class, or explain ESP to a General
English teacher who was thinking of adopting an ESP approach
in their teaching, which of the points would you feel most confi-
dent explaining? What examples would you use to expand on the
points you explained?

Further resources

Relevant journals

Asian ESP Journal. Retrieved from: http://asian-esp-journal.com/editorial-board/

English for Specific Purposes. Retrieved from: www.journals.elsevier.com/english-for-
specific-purposes

English for Specific Purposes World (ESP World). Retrieved from: http://www.esp-
world.info/

ESP Today. Retrieved from: www.esptodayjournal.org/

IEEE Transactions on Professional Communication. Retrieved from: http://ieeexplore.
ieee.org/xpl/Recentlssue.jsp?reload=true& punumber=47

Journal of English for Academic Purposes. Retrieved from: www.journals.elsevier.
com/journal-of-english-for-academic-purposes

Taiwan International ESP Journal. Retrieved from http://tespaj.tespa.org.tw/index.
php/TESP]J/index
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Chapter 2

Situating ESP in the
world at large

In Chapter 1, you learned that ESP is a well-established English Language
Teaching (ELT) approach that addresses the needs of learners in academic
or occupational settings. What we did not consider, though, is why learners
around the world need a strong English language ability to succeed in aca-
demia or the workplace. If you know the answer to this question, you’ll be
better able to understand your own role in an ESP course or program and
be more ready to meet the expectations that administrators have of you.
Also, in the ESP classroom, you’ll be able to communicate the reasons why
English is needed in academia and the workplace to learners. This will help
them to contextualize the material you give them, provide them with both
intrinsic and extrinsic motivation to achieve the goals of the course, and
suggest possible directions for their studies and careers paths.

In this chapter, I'll begin by describing the current position and status of
English in the world. I’ll then explain how changing conditions in industry
and academia have led to English becoming the de facto language of many
company workplaces and in academia as a whole. Next, I’ll describe how
ESP courses and programs are usually positioned within industry and aca-
demia. Finally, I’ll discuss some of the issues surrounding the globalization
of English and consider if this trend is really a good thing.

By the end of the chapter, you should be able to understand and explain
the importance of English in our increasingly globalized world, the contexts
in which ESP instructors often have to work, and the advantages and chal-
lenges that these contexts introduce. But, most of all, you should start to
see how ESP addresses some of the many challenges that people face in a
globalized world where English is often the de facto language of academia
and the workplace.

Opening reflection

Do you think English is an important language throughout the world?
If so, in what areas do you think it exerts the most influence? If not,
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what other languages do you think hold positions of dominance in the
world? In what contexts might they be used?

In the future, do you think that English will grow in importance?
Or, do you think another language, such as Mandarin Chinese or
Spanish, will become dominant throughout the world? What reasons
can you give for your answer?

Commentary

In all likelihood, you will have answered ‘yes’ to the question of English being
an important language throughout the world. English can be seen in popular
culture, in literature, on the Internet, in social media interactions, in advertis-
ing, in politics, in the news, and of course in many academic and workplace
settings. But, English is not the only language in the world, and depending on
where you live, English might have only a minor impact on your daily life.
For example, if you live in a country where English is a foreign language, you
may only interact with English in your academic studies. Learners of English
will also experience the impact of English in different ways in their lives. This
will have an enormous impact on their motivations to study and succeed in
English classes, regardless of whether or not those classes have an ESP focus.

One interesting thing to consider is if and how the impact of English in
the world might change in the future. Today, many countries are commit-
ted to a globalized economy where English is the de facto language of trade
and industry. Also, academic institutions around the world are encouraging
increasing numbers of learners from overseas countries to apply, offering
them courses and programs taught in English rather than the L1 of the
country. It seems that the importance of English is ever increasing. But,
this trend presents workers, teachers, administrators, institutions, and even
governments with huge challenges and pressures that cannot always be
addressed. What is clear is that many stakeholders in industry and academia
are thinking about these issues and considering the best solutions.

The growth of English as a world-wide
lingua franca

If we ranked the languages of the world by the number of their native speak-
ers today, English would be third in the list. It is spoken by around 375
million native speakers, which is far below the number of native speakers
of Mandarin Chinese at 982 million, and Spanish at 420 million (Statista,
2017). However, English is by far the most used language in the world when
we consider not only native speakers but also those who use it as a second or
foreign language. One estimate puts the number of English users at almost
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1.5 billion, dwarfing the number of speakers of all other languages (Statista,
2017). English is the one true global lingua franca in the world today (see
Nickerson, 2013, for further discussion of this).

One of the main reasons why English has developed into a global lin-
gua franca is due to its strong connection with growth in trade and com-
merce. The link between English and the business world can be traced
back to the 16th Century and the use of English to facilitate connec-
tions with refugees who had arrived in England at the time. These were
artisans, craftsmen, and professionals who had an interest in English for
commerce (Starfield, 2013b).

The link between English and business flourished in the 1940s after
World War II, which was a time when many countries involved in the fight-
ing had been destroyed both economically and in terms of infrastructure.
Immediately after the war, the economies and infrastructure of the USA,
Canada, and to a lesser extent the UK, were largely intact. As a result, these
countries became central to the rebuilding effort and business opportunities
began to emerge, including the export of technology and technical expertise
to Europe, Africa, and Asia. New technical manuals and reports began to
be published in English to support this new exportation of goods and ser-
vices. Around the same time, research journals began to publish findings in
English, spurred by a growing trend to carry out research in a collaborative,
sometimes international, manner, and the growing need for research to be
disseminated to the largest possible audience.

Another factor that led to English becoming a dominant language was
the growth of the computer industry. As with much of the other technol-
ogy that emerged after WWII, most of the early work on the creation
and use of computers was carried out in the USA (Cromer, 1992). These
developments led to the creation of new programming languages based
on English, new communications standards written in English, and the
use of English as the primary language for radio communications, avia-
tion, and later the Internet. It is currently estimated that at least 80% of
the world’s information is stored in English (Invernizzi, 2010), and of
course, everybody knows that most of the world’s largest computer firms
are based in English-speaking countries, including Microsoft, Apple,
IBM, Intel, and Google.

Today, the position of English as a global lingua franca is largely uncon-
tested. Even as far back as the mid-1990s, we find English described in the
following way:

English is the main language of books, newspapers, airports and air-
traffic control, international business and academic conferences, sci-
ence, technology, diplomacy, sport, international competitions, pop
music and advertising.

(Graddol, 1997, p. 181)
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Indeed, looking at China today, for example, estimates suggest there are
around 400 million learners of English, and this number is increasing
(Bolton & Graddol, 2012).

TASK 2.1 Recognizing the growth of English

List any changes in the English language policy at the institution
where you study or work. Have these changes given English a greater
or lesser importance at the institution? What reasons do you think the
management of the institution had for making these changes?

What changes in the English language policy at your institution would
you like to see introduced? Why? List some of your ideas.

ESP in today’s globalized economy

As you learned in Chapter 1, ESP operates within two realms, one of them
being English for Occupational Purposes (EOP). Here, let’s consider the
place of English in industry as a way to evaluate the relevance and impor-
tance of EOP and ESP in general.

English has become one of the key factors in the global success of a com-
pany. Friedman (2005) described ten “flatteners’ that led to a leveling of the
global industry playing field, including the rise of personal computers, the
development of better communications protocols, the growth of the Inter-
net, the increased ability and use of online collaborative projects, the growth
of insourcing, outsourcing and offshoring businesses, and the growth of
search engines, wireless technologies, and mobile devices. As you learned
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in the previous section, English has had a central role in all these develop-
ments, and companies are now increasingly demanding that their workforce
can understand this global lingua franca and operate smoothly with it. As
a result, there is a strong need for language instructors who can understand
and implement ESP programs in companies.

To illustrate the importance of English in industry, we need only look
at the policies of some of the major companies in non-English speaking
countries, namely Japan, Korea, and China. In Japan, the car manufacturer
Nissan has used English as its official company language since 1999. In the
years leading up to 1999, Nissan almost went bankrupt and so to strengthen
the company after its collapse, Carlos Ghosn, the Executive Vice President
of the French company Renault, was hired as Chief Operating Officer
(COO). On his appointment, Ghosn quickly introduced this radical English-
only policy and the turnaround for the company was dramatic. Similarly,
an English-only policy was introduced in 2010 at the Japanese IT com-
pany Rakuten by its founder and CEO, Hiroshi Mikitani, who wanted to
grow the company into a global presence. Sony, in contrast, has not changed
their official language, although they did for some time have a non-Japanese
Chief Executive Officer (CEO). On the other hand, they have in recent years
decided to throw away their traditional recruitment procedures and now
actively recruit non-Japanese workers into their Tokyo-based head office.

The trend to recruit global talent has been accelerating rapidly in Korea
and China, too. Today, Samsung, the largest electronics manufacturer in
Korea, encourages non-Korean graduates to apply for positions by stating
on their recruitment page that English is the only required language needed
to work in the company. Similarly, two of the biggest companies in China,
Haier and China National Petroleum Corporation (CNPC), aggressively
recruit overseas workers with the globalization of the company becoming
part of the company’s mission statement.

Not only are Asian companies recruiting more English-speaking workers,
they are also increasingly sending their workers overseas to work in subsidiary
companies where wages and product manufacturing costs will be lower. Two
prime locations for such a subsidiary company are India and Vietnam. Of
course, local workers in Vietnam and India cannot be expected to know Japa-
nese, Chinese, or Korean. As a result, English has become the lingua franca of
the workplace. Interestingly, many Japanese, Chinese, and Korean employees
are reluctant to work overseas due their lack of confidence in English (see, for
example, Koike, Takada, Matsui, & Terauchi, 2010). It is no surprise, there-
fore, that companies in Asia are willing to pay high prices for ESP experts to
train their workers before they depart to these foreign destinations.

The situation in Europe is much more complicated. To date, the Euro-
pean Union has operated using 24 official languages, with English, French,
and German serving as ‘core’ languages. In reality, however, much business is
conducted only in English, especially when it involves non-European clients
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(see, for example, Louhiala-Salminen, Charles, & Kankaanranta, 2005). This
is reflected in the fact that the Swedish car manufacturer Volvo has English as
the primary language of senior management, and that the European aircraft
manufacturer Airbus has had English as the workplace lingua franca since its
creation in 1969.

Perhaps the best example of an industry in which English plays a central
role is the call-center industry. This industry perhaps reflects all the positive
and negative aspects of the ‘flattening’ world of Friedman (2005). In the
Philippines and India, the call-center industry has grown at a phenomenal
rate since the early 2000s, as a result of cheaper Internet telephony sys-
tems, improved wireless networks, and a greater desire by companies in
the West to outsource their services. The growth has been so great that the
president of the Call Center Association of the Philippines, Benedict Her-
nandez, described it as ‘hypergrowth’ (Magkilat, 2014). Call-center work-
ers can expect to receive some of the highest wages in the country provided
they have good enough English skills to respond appropriately to the callers
routed through to them from places like the UK and USA. The need to train
call-center workers has also led to a new industry of ESP training centers
in these countries. But, we should not forget that ‘hypergrowth’ also has its
downside. For example, the result of outsourcing jobs to the Philippines and
India has led to the loss of many jobs in the home country and a dramatic
change in the lifestyles of people in the target countries. Also, callers may
now have to explain problems to people working thousands of miles away,
who have little understanding of the customer’s local situation or dilemma.
And, both parties may need to work extra hard to clarify their meanings as
a result of their widely different accents.

One final example of an industry that has dramatically changed as a result
of globalization and the increased mobility of people is the tourism industry.
Today, non-English speaking countries have seen steady rises in the number
of English-speaking tourists due to cheaper airline tickets and the increased
abundance of English-based information about destination sites via the
Internet. This is particularly true of countries in Asia, such as Japan, Korea,
and China, but a similar trend is being seen in South-East Asia, North
Africa, and Central and Eastern Europe. In response to these changes, many
countries have seen rapid growth in the numbers of new ESP courses in
tourism and hospitality. These are appearing in both vocational schools and
universities and aim to train would-be tourist guides, hotel staff, and other
people connected with the industry.

As you can see, the EOP branch of ESP plays a very important role in the
society of many countries and has led to many people seeking to develop
strong EOP skills before or after they start work. The is especially true in
the case of business, which has led to a huge market for English for Busi-
ness Purposes (EBP), a topic which is fully explored in Introducing Business
English (Nickerson & Planken, 2016).
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ESP in today’s globalized world of academia

The other realm in which ESP operates is English for Academic Purposes
(EAP). Following a similar trend to that in industry, Friedman’s ten ‘flatten-
ers’ have had a profound effect on academia across the world, and again,
this has led to a rapid growth in the importance of EAP.

Since the early 2000s, universities across the world have had to come to
terms with a smaller body of local students and an ever-increasing popula-
tion of overseas students. When the global market share of overseas stu-
dents is viewed, two features become apparent. The first is that countries
that have traditionally attracted the most overseas students, namely the UK
and USA, continue to attract the majority of overseas students. In fact, the
number of students going to the UK and USA is increasing (OECD, 2014).
These students are not, however, native English speakers. Asian students
alone account for 53% of all students studying abroad (OECD, 2014), and
when you look at individual disciplines the numbers can be even higher. In
fact, in 2014, it was estimated that overseas students accounted for 69%
of the global population of students studying for Masters in Marketing
and Communications degrees and 82% of students studying for Master
of Finance degrees (Estrada & Bruggeman, 2014). The majority of these
students are coming from Asia. This means that educational institutions
increasingly need to provide language instruction to this body of students in
the form of pre-sessional courses, writing center guidance, academic writing
and presentation courses, graduate thesis support, and so on. Clearly, the
development of such courses, programs, and the instruction within them is
in the realm of the ESP expert.

Perhaps counterintuitively, the second feature the data reveals is that the
market share of overseas students in popular destinations like the UK and
USA is actually dropping (OECD, 2014). What this means is that other non-
English speaking countries around the world are increasing their share of
overseas students. In continental Europe, for example, over 6,500 university
Masters programs were taught in English in 2013 (Brenn-White & Faethe,
2013, p. 4). In fact, the number of international students in Europe increased
by 114% from 2000-2010 (Maslen, 2014). Part of this growth has been
spurred by an expansion of the Erasmus program, which has the specific goal
of increasing student mobility among neighboring European countries, but
another part is due to the increased number of non-European students going
to continental Europe to study postgraduate degrees in English. Brenn-White
and Faethe (2013) report that the number of Master’s degrees offered in
English in continental Europe has increased by 42% since 2011.

In Latin America and Africa, an increasing number of universities are also
introducing English courses and programs, but here the goal is to improve
the job opportunities of their graduates. In Ecuador, for example, students
at the Universidad San Francisco de Quito in the capital city of Quito can
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only graduate if they reach an advanced level of English. In the East African
country of Rwanda, university instruction was traditionally carried out in
French, but the country switched to English in 2008 so that it could cooper-
ate better with surrounding countries, the majority of which are English-
speaking (Green, Fangqing, Cochrane, Dyson, & Paun, 2012).

In Asia, Hong Kong is rapidly becoming the main hub for regional English-
based education. The International Consultants for Education and Fairs
(ICEF) report that this is the result of two factors. The first is the increased
desire of Asian students to seek overseas degrees within their own locality.
The second is the result of government initiatives to attract foreign students
through improved scholarships, relaxed visa regulations, and a redesign of
courses. Since 2007, Hong Kong universities have seen a steady growth in
the number of overseas students, but in recent years this trend has accelerated
dramatically. For example, in 2012-2013, the University of Hong Kong saw a
42% increase in overseas students over the previous year, the Chinese Univer-
sity of Hong Kong saw a 50% rise, and the Hong Kong University of Science
and Technology reported an even larger 55% rise (ICEF Monitor, 2014). This
trend can be captured by the fact that 38% of the student body of the Univer-
sity of Hong Kong in 2013 was international students (ICEF Monitor, 2013).

This is not to say that universities in Japan, Korea, and China are unable to
attract foreign students, as well. On the contrary, all these countries are seeing
strong growths in the number of foreign students. In Korea, for example, the
Korean Advanced Institute of Science and Technology (KAIST) has aimed to
conduct all classes in English since 2010. This is partially to attract foreign
students but also to improve the job prospects of its local graduates, many
of whom will end up working in the English environment at Samsung (as
previously discussed) (Kang, 2012). In Japan, the Ministry of Education, Cul-
ture, Sports, Science and Technology (MEXT) has initiated the “Global 30”
program, with the aim of creating all-English programs for overseas students
at the country’s top institutions. And in China, the government has required
universities to offer bilingual lectures to students since 2007, a move that was
initially inspired to improve the overall quality of the Chinese students but
has subsequently led to a rapid increase in overseas students (Maslen, 2014).

Globalization has also had an impact on academia from the point of view
of research. One of the most dramatic effects of globalization on research has
been the proliferation of high-impact English-based journals and journal arti-
cles, particularly in the areas of science and technology. For example, between
1980 and 2000, the proportion of English publications listed in the Science
Citation Index Expanded (SCI Expanded) index of high-impact journals rose
from approximately 85% to almost 96% (Bordons & Gomez, 2004). A simi-
lar percentage of 96% was given in 2007 for the number of English publi-
cations related to public health listed in the Social-Sciences Citation Index
(SSCI) of high-impact journals (Larsen & von Ins, 2010). It should be men-
tioned, though, that counting publications in SCI and SSCI journals can lead
to English journals being over-represented. A more conservative estimate of
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80% has been given for the proportion of English journals in the Scopus
database of high-impact journals (Weijen, 2012). Still, regardless of which
estimate is most accurate, the impact on non-English science researchers is
clear; they need to publish in English if they hope for a global audience.

An interesting byproduct of globalization has been the introduction of
various policies by journal publishers to deal with a growing number of
submissions from non-native speakers of English. In order to publish in
the Institute of Electrical and Electronics Engineers (IEEE), for example,
authors are advised to have their manuscripts checked by a colleague who
is fluent in English prior to submission. Similar policies have been adopted
both by the American Chemical Society (ACS) and the American Physi-
cal Society (APS). In practice, these policies have forced non-native speaker
researchers to turn to local ESP experts in their faculties or alternatively
send their manuscripts to editing agencies which charge high fees due to
the technical nature of the material. In fact, the ACS even provides its own
(paid) editing service. The policy of the open-access science and medicine
journal PLOS ONE is even more explicit: potential authors must have their
manuscripts proofread by a native English speaker or a scientific editing
service prior to submission. This situation is unfortunate, of course, because
it results in some excellent research ideas never becoming widely known
simply due to the language barrier. Indeed, there has been much criticism of
the dominance of English in scholarly publication, but it is difficult to see
how the trend can be reversed (Lillis & Curry, 2010).

The growing impact of English in the world of academia cannot be over-
stated. In view of the previously mentioned trends, academic institutions in
non-English speaking countries now have a responsibility to not only provide
their students with a solid understanding of their chosen discipline, but also
the skills needed to take that knowledge, apply it in new and exciting areas of
research that involve interdisciplinary, multinational groups of researchers,
and eventually publish it in high-ranked journals. This last point is especially
important when we remember that journal publications are one of the most
important criteria for determining a university’s global ranking.

Institutions also need to provide this same quality of education to a
growing number of international students whose first language may not be
English or even that of the target country. And, to compound the problem
further, these same institutions face the challenge of recruiting English faculty
and staff that not only understand how to help students develop these skills,
but can also train the non-native faculty in different disciplines to deliver
English-medium courses that may have both native and non-native students
in the classroom. In this environment, it is clear that an instructor with an
understanding of ESP becomes an extremely valuable asset to the institution.

As a final example of the impact of English on academia, consider the
discovery of the Higgs boson, which was announced on July 4, 2014. The
Higgs boson is a high-energy particle that was predicted by Peter Higgs
and others in 1964 and formed the central tenet of the Standard Model, a
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theory that explained electromagnetic, weak, and strong forces in nature.
To detect the existence of the particle, scientists had to build a machine
that could recreate the environment in the very first microseconds after the
formation of the universe. No one person could build such a machine, and
so it ended up being created at the European Organization for Nuclear
Research (CERN) through the cooperation of 21 European member states,
seven observer states, and the collaborative work of over 2500 scientists
and engineers. With such a mix of researchers there was obviously a need
for a common language of communication and the chosen ones were French
and English. However the actual situation at CERN is quite different. As
one of the researchers there describes: “all scientists and engineers at CERN
communicate professionally only in English. This is the language spoken
in all meetings, conferences, seminars and so on, and obviously, the lan-
guage in which all scientific papers are published” (Shoshany, 2014, n.p.).
This comment is revealing in itself, but it is also interesting to note that the
actual announcement of the Higgs boson was through a live feed around
the world . . . in English.

Positioning of ESP in occupational and
academic settings

Now that we have looked at the importance of English in the workplace and
academia, let’s see how the positioning of ESP in these two areas impacts on
the way it is delivered.

Positioning of ESP in occupational settings

In occupational settings, most companies will offer their workers training
opportunities that are not specifically limited to language training. In engi-
neering and manufacturing companies, for example, workers will usually
undergo training when they first enter the company and learn about the
key parts of the company structure, the knowledge and skills needed to
complete particular jobs and tasks, and the handling and operation of spe-
cialized hardware and software tools. As part of this training, workers may
receive a few tens of hours of language skills instruction, the results of which
might determine which division or type of work they are assigned. Then,
throughout the time that the worker is contracted to the company, they are
likely to receive further opportunities to continue their professional devel-
opment as they move up the career ladder.

Of course, things are different in industries where effective language skills
are the primary factors that determine the success of a worker’s perfor-
mance. Returning to the call-center industry, workers are usually required
to complete an intensive and sometimes lengthy program of language train-
ing before starting work, and their success in transferring what they learn in
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training to actual practice may be a significant factor in their ability to keep
the job (Friginal, 2007; Lockwood, 2012).

ESP courses and programs in workplace settings are often run by in-house
training centers. These might be small-scale units organized by individual
sites that hire just a few full-time or contract instructors. Or, they may be
very-large scale units positioned centrally within the company structure and
staffed by tens or even hundreds of training specialists. Depending on the
industry, these training centers might be responsible for organizing all train-
ing programs within the company and subsequently have carefully prepared
course designs, materials, in-class activities, and evaluation procedures. This
is an important point to remember because it means that the responsibilities
of a successful ESP program do not always fall on a single individual. On
the contrary, in many settings, the complex tasks of designing, implement-
ing, and evaluating an ESP course or program will be shared among the
members of a team, each person making a contribution based on their own
area of ESP expertise.

If a company does not have the resources to run a training center, it may
still offer centralized training through the use of in-house training materi-
als made available to workers in the form of handbooks, workflow plans,
guidelines, memos, and online learning packages. Workers are free to con-
sult these resources as and when necessary. Alternatively, or in addition to
in-house materials, a company may offer workers the opportunity to take
off-site courses and programs and may even hire specialist consultants to
provide focused training for small groups of its workers. A company may
even hire consultants to help it develop a company-wide strategic training
program, including all course designs, materials, and teaching plans. Again,
this setting is important to understand from an ESP perspective because it
means that experts in ESP can have vital roles to play in the success of a
company, and subsequently can demand some of the highest salaries in the
teaching profession.

Positioning of ESP in academic settings

ESP courses and programs in academia are usually positioned in one of
three locations (Charles & Pecorari, 2016). The first is an academic unit
such as a department of English, TEFL/TESL, or Applied Linguistics. In
this location, the ESP staff may be hired as fully fledged department mem-
bers, but they might also be hired as part-time or contract workers with-
out the privileges offered to their co-workers, such as their own offices,
research grants, and access to the complete range of university facilities
and resources. The advantage of positioning ESP in an academic unit is
that the department itself can provide the ESP courses and programs with
a certain level of respectability and stability within the institution, leaving
them less susceptible to sudden changes from the outside; for example,
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as a result of budget or staff cuts. The disadvantage is that the ESP staff
might end up having to do all the tasks associated with designing and
running particular courses on their own. Also, they can easily become
isolated from the other members of the department as a result of physical
distance, differences in academic interests, and even differences in profes-
sional and career interests. Clearly, in this setting there is an important
role for administrators to provide the ESP staff with opportunities to meet
with the other department members and provide them with resources and
support for their courses.

As an alternative to positioning ESP courses and programs in academic
units, Charles and Pecorari (2016) explain that some institutions position
them in independent support centers, or as part of the institution’s general
support service framework. In this model, the ESP staff are less likely to be
isolated from their colleagues, allowing them to work in teams to develop
courses and programs. Also, the independence may help the staff to escape
from the lengthy meetings and tedious politics that are often associated with
working in an academic department. On the other hand, again, the ESP staff
may not be afforded the privileges given to full faculty members and may
be offered fewer career and promotion opportunities. Independent support
centers are also more easily affected by changes in institution policies, such
as budget changes, leading to less stability. Again, administrators have an
important role to play to ensure that the ESP courses and programs are
properly reviewed and supported, and that the ESP staff are provided with
a stable and secure place of work with plenty of opportunities for profes-
sional development.

The third case that Charles and Pecorari (2016) describe is for ESP to be
positioned within a specialist department. This situation may arise when the
specialist department identifies particular language needs of their students
that are not provided by the general English program offered within the
institution. Rather like some companies in occupational settings, the depart-
ment may seek out specialist ESP experts in the target area and hire them
in a position similar to a consultant (although usually with a far lower sal-
ary). In this position, the consultant is likely to be given the task of design-
ing custom courses and teaching these to their students in isolation, with
administrators of the program playing only a minor role in its development
and implementation.

TASK 2.2 Working in EAP and EOP settings

Using the boxes on the next page, summarize the potential benefits
and challenges of working as an instructor in different EAP and EOP
settings. Suggestions for the first setting are included. Next, add some
other benefits and challenges that were not mentioned earlier.
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EAP (in an academic department)

Benefits: good admin support

Challenges: isolated from colleagues

EAP (in a learner support center)

Benefits:

Challenges:

EAP (in a specialist department)

Benefits:

Challenges:

EOP (in a training center)

Benefits:

Challenges:

Based on your responses above, if you had a free choice on where to
teach ESP, which setting would you choose?

TASK 2.3 Making a case for ESP

Imagine that you are an ESP instructor in a university support center
or a workplace training center. The institution regrettably offers no
opportunities for professional development or research opportunities
to its staff members.

What arguments could you make to the administrators for intro-
ducing a professional development scheme?

What arguments could you present to the administrators for allow-
ing ESP instructors some time to carry out research?
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Contentious issues in ESP: is the
globalization of English a good thing?

Challenges in the workplace

As you have now learned, there are many historical, economical, and political
reasons why English has become the leading language of the globalized work-
place. The common language of English allows workers from different coun-
tries and cultures to communicate with each other to achieve a common goal,
be it the safe take-off and landing of an airplane in the aviation industry, or the
successful design and manufacture of cars in the automobile industry. It also
allows workers to communicate with senior staff, co-workers, and customers,
who may only speak English. The common language of English also reduces
the need for potentially misleading translations of documentation, such as
safety manuals and user guides, preventing accidents and potential litigation.
However, the adoption of English as a globalized language affects work-
place practices in ways that are not always so positive. Companies may choose
to cut costs by hiring overseas workers who are used to widely different sala-
ries and standards of living than those of local residents. Or, they may simply
outsource jobs completely. As an example of this latter policy, in recent years
a call to a local bank, smartphone operator, or insurance company in the UK
is often rerouted to a call-center operator in the Philippines or India. Such
decisions can have a drastic effect on the job opportunities of local people.
English-only policies in the workplace can potentially be discriminatory
against some worker groups. For example, in 2012, a medical center in the
USA settled a case with the Equal Employment Opportunity Commission
(EEOC) after it was found to be using an English-only policy with Filipino-
American workers, but not Spanish-speaking workers (Tuschman, 2012).
The requirement to use English for workplace activities can also lead to a
decrease in work efficiency and high costs related to the language training
of staff. Non-native English-speaking workers may also suffer from a loss
of self-confidence, regardless of their level of fluency. This can result in them
communicating less with their co-workers, and can cause them to simplify or
even avoid documenting tasks. They may even resist the need to use English.
As Neeley (2012, n.p.) reports, “Using English as a business language can
damage employee morale, create unhealthy divides between native and non-
native speakers, and decrease the overall productivity of team members.”

Challenges in academia

The globalization of English in academia has given rise to many new learn-
ing opportunities for students around the world. It has also democratized
teaching and research, allowing people from different countries and cultures
to work at the world’s most prestigious universities and research centers.
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On the other hand, similar problems to those found in industry are asso-
ciated with this dramatic shift. In a non-English speaking country, courses
taught within an English-only framework are likely to be discriminatory
toward local students, who can be expected to require longer times than
their native-speaker counterparts to read the course materials, process the
taught information, and produce the required reports. Local students may
also suffer from a loss of self-confidence and their weaker language skills
may prevent them interacting fully in class with their teachers and cohort.
The same might also be said for local teachers.

At the institutional level, there is evidence that English-only courses cover
less material and at a shallower level than courses delivered in the students’
native language. The courses can also be more expensive as they require
either specially hired native English instructors or an English language train-
ing scheme for local instructors. An influx of specially hired instructors can
also lead to instability in human resource management, which can then
affect the quality of courses and teaching in general.

Finally, it should not be forgotten that the growth of English at a com-
pany or academic institution almost always goes together with a decrease
in the importance of the local language. Local languages are usually learned
during childhood, but the mastery of academic language, specialized termi-
nology, industry jargon, business politeness forms, and other idiosyncratic
language can only be gained through formal education and use in real-world
settings. By adopting English-only policies in study and work, there is a high
risk that these more advanced forms of local language use will be lost.

Many of the negative issues associated with the globalization of English
can be mitigated to some extent through careful planning, implementation,
and monitoring of newly introduced English language policies. Govern-
ments can also play a role in deciding to what extent English policies will be
advanced, supported, and controlled. Of course, this topic is often beyond
the realm of most ESP instructors. But, if you are or hope to be involved in
any way with ESP course planning and administration, it is certainly useful
to be aware of these important issues.

Research ideas

Here are some possible ideas for small-scale or large-scale research projects
that stem from the topics discussed in this chapter.

Understanding the status of ESP

Select a sample of job postings for English teaching positions at academic
institutions in an L1 speaking country. What qualifications, experience, and
job expectations are described? From this analysis, how many positions
have a clear ESP focus? If you find any, are the conditions of the job better,
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worse, or the same as those for other teaching positions? Now repeat the
experiment for English teaching positions in workplace settings. Do you
notice any differences? Finally, repeat both the above analyses for a country
where English is a second or foreign language. Again, do you notice any dif-
ferences? What does your analysis of job postings reveal about the status of
ESP in the countries you investigated?

Investigating an English-only language policy

Find or carry out a case study on the implementation of an English-only lan-
guage policy at a company or academic institution that interests you. What
were the reasons for the policy change? How was it implemented? How suc-
cessful was it? What positive and negative effects did the policy have on the
people at the institution and the institution as a whole? How might some of
the negative effects be mitigated?

Closing reflection

Now that you have come to the end of the chapter, you should be able
to summarize events and conditions that have led to English becoming
an important factor in the success of academic and industrial institu-
tions around the world. You should also be able to describe some of
the different positions that ESP courses and programs have in these
institutions, and explain how the growing importance of English in
academia and industry can have negative effects on the people and
institutions where new language policies are implemented.
Here are a few more questions to consider:

1 Which of the points covered in the chapter were new to you? Did
you find them interesting and relevant in terms of your own learn-
ing goals? Were there any points that you found confusing or that
you disagreed with?

2 What points from the chapter do you think you can immediately
put to use in your own learning or teaching context?

3 Based on what you have learned, which stakeholders in ESP do
you think would be most interested in hearing about the history
and growth of English?

4 In what ways do you think instructors could use the information
in this chapter in the classroom when faced with learners who had
little motivation to study?

5 If you were asked to make a case for introducing ESP into an
already established general English program, what points would
you include?
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Further resources

Newspaper articles

Anthony, L., (2009). Japan Times Forum on English Education: Engineers must have
English skills to succeed. Japan Times Newspaper (in English). Published October 5,
2009, pp. 8-9. Retrieved from www.laurenceanthony.net/research/japan_times/
japan_times_disc_20091005.pdf

Trends in globalization

OECD Directorate for Education and Skills. Retrieved from www.oecd.org/edu/

General statistics

Statista — The Portal for Statistics. Retrieved from www.statista.com/
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Chapter 3

Introducing the four
pillars of ESP

In Chapter 2, you learned that globalization has led to English playing
an increasingly important role in academia and workplaces around the
world. Although globalization presents many challenges, providing learn-
ers with the necessary language, genres, and skills of their target academic
or workplace settings can help empower them as they navigate through
this complex world. So, how do ESP administrators work with ESP
instructors to create an effective environment for the learner? This is the
focus of Chapter 3.

In this chapter, T’ll first introduce the four “pillars’ of the ESP approach:
needs analysis, learning objectives, materials and methods, and evaluation.
Next, I'll discuss how these pillars support a learning environment in which
learners, instructors, and administrators interact and collaborate in some-
times unique ways to meet the aims of ESP courses and programs. Then, I’ll
discuss the contentious issue of who can and should teach ESP within this
framework.

By the end of the chapter, you should be able to describe the main compo-
nents of an ESP course or program, and understand how these components
fit together. You should also start to understand some of the challenges fac-
ing instructors in an ESP program, and be able to present a case why English
language experts rather than target subject specialists are in the best posi-
tion to become ESP instructors.

Opening reflection

Imagine that you have been hired by a global banking company that
routes its customer inquiries to a call-center in the Philippines. The
company management team has asked you to provide a three-day
intensive English course to help the call-center staff improve their
responses to customer inquiries. You have been given one day to dis-
cuss the course with the management team and one week to prepare
the course and create a teaching strategy.
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Prior to the start of the course, what kind of information would
you try to gather about the call-center staff? How might you go about
obtaining a description of call-center English? What materials and
teaching strategies might you employ to help the staff improve their
language skills? On completion of the course, how would you measure
success?

Commentary

As you attempted to answer the reflection questions, you will have prob-
ably found that none of them was straightforward. Each question could
be answered in multiple ways, and it would it be difficult to evaluate the
correctness of the answers without actually meeting the management team
and staff, running the course, and looking at the outcomes. But, that does
not mean that the exercise was futile. Each question was designed to help
you think about one of the four ‘pillars’ of ESP teaching. The first ques-
tion relates to the needs of the call-center staff: what can they already do
in English? What new language skills will they require? What do they see
as strengths and weaknesses in their English ability? The second question
relates to learning objectives: what language skills are used in the call-center
industry? What are reasonable goals for a three-day course? What sequence
should be used to introduce the target language skills? The third question
relates to materials and methods in the classroom: is there a readily avail-
able textbook that you can use? Will you need to prepare handouts? What
individual, pair work, and group activities should you employ? Finally, the
last question relates to evaluation: how will you know if the learners have
achieved the goals of the course? How can you assess your own perfor-
mance and the course as a whole?

The four pillars of ESP

Figure 3.1 shows the four pillars of ESP. These four pillars will be con-
sidered in depth in later chapters of this book. Here, let us consider them
briefly in the context of the call-center example.

Needs analysis

If you look back at the definition of ESP given in Chapter 1, you’ll remember
that the starting point of any ESP course is an understanding of the learners’
needs. In the opening reflection, the needs of the call-center staff were in
some sense given to you by the management team when they explained that
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Figure 3.1 The four pillars of ESP.

the call-center staff needed to improve their responses to customer inquiries.
However, this stated need is not only implicit but also vague. In answer to
the first question, therefore, you would want to establish exactly why the
management believes that the staff needed to improve their English.

First, you could ask the management team about their expectations
of call-center staff in terms of performance measures. For example, you
could ask them how long staff should take to understand a call, decide an
action plan, or transfer the call to a senior staff member. You could also
ask them about the kinds of questions that staff usually receive, and the
ways in which customers evaluate staff; for example, in terms of politeness,
ease of understanding, or willingness to listen. These questions would allow
you to more exactly specify the necessities that determine the success in a
customer-call situation. Next, you could ask the management team about
the educational background of the staff, their previous exposure to English,
their ages and experience, and their general English proficiency. This infor-
mation would help you to understand the potential lacks that the staff might
have, and also help you predict the likelihood of the course being a success.
Finally, you could also ask about the desires of the staff themselves to help
you understand their wants at the company. For example, you could ask if
the staff actually wanted to take a training course, or if they believed that
their English needed improving. If these wants diverged greatly from the
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necessities and lacks, you may have to consider how to motivate the staff to
actively participate in the course.

In addition to these questions, you would probably also want to know
about the precise environment in which the course would be conducted.
How many staff members would attend? How long would the training ses-
sions be? Would there be facilities to play audio materials? Would the room
be large enough to allow the participants to move around and form pairs or
groups? The answers to all these questions would have an impact on what
you could and couldn’t do in the classroom.

All ESP courses start out with questions about the necessities, lacks, and
wants of the target learners, as well as questions about the environment in
which the learning will take place. Sometimes, the answers may only be
available after carrying out lengthy and extensive surveys of the learners
through collaborative efforts of administrative staff and colleagues. Other
times, the answers may only become known on the first day that you walk
into class. Nevertheless, it is important to at least consider these questions
and attempt to conduct a needs analysis as best you can (see Brown, 2016;
L. Flowerdew, 2013 for further discussions of needs analysis).

Learning objectives

When beginning to prepare for a new course or seminar, an ESP instructor
will often not be familiar with the specific field of the target learners. It is
therefore important that they can learn to quickly establish what language,
genres, and skills the learners might be expected to use in a target situation
and form a set of learning objectives for the class.

In the opening reflection, there are many resources that you could use to
obtain a description of call-center English. Your first resource might be your
own experience of calling a company and being routed to a call-center. What
sorts of questions did you ask, and what sorts of reply did you receive? What
level of politeness would you expect from the call-center staff, and how
native-like would you want their pronunciation to be? Another resource is
the company itself. If you ask the company management, they may be able to
provide you with sample call interactions and assessment guidelines. In this
role, the management is serving as specialist informants, filling in the gaps
in your knowledge of the target genre. You might also read up on the skills
needed by call-centers operators in specialized ESP journals such as English
for Specific Purposes. If you are lucky, you may also find textbooks on call-
center English that could serve as a useful resource. Finally, you may be able
to search the Internet and download actual audio samples or transcripts of
call-center interactions to read. With these electronic sample texts available
to you, a further possibility is to analyze them using freeware text analysis
tools, such as AntConc (Anthony, 2017a), that can instantly count all the
words and phrases in the data and rank them by frequency of occurrence.
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However, learning objectives should not be framed only in terms of lan-
guage, genres, and skills. It is also important to establish a set of learning
strategy objectives for the class. For example, many learners believe that
rote memorization of long lists of ‘difficult’ vocabulary words is an effective
way to improve their English skills, despite mountains of counter evidence
(see Nation, 2001). In class, you may want to introduce more effective
vocabulary learning approaches, such as the focused learning of high fre-
quency words using word cards.

Once you have decided on a set of learning objectives, you then need to
consider how to sequence these in a way that is not only clear and logi-
cal, but also interesting and enjoyable. The sequencing should also allow
for flexibility and provide learners with opportunities for practice and
reinforcement.

Materials and methods

As you learned in Chapter 1, ESP instructors are usually not committed to a
single learning theory or teaching methodology. They are often much more
eclectic in their approaches to classroom teaching. What works for one set
of learners with a particular set of needs may prove to be unsuccessful with
another group of learners with similar needs, simply due to the group’s dif-
ferent ages and experiences. For this reason, the needs analysis discussed ear-
lier can be helpful not only in establishing what to teach the learners, but also
which teaching methodologies are likely to be successful with them. In the
case of a call-center English course, a needs analysis would hopefully estab-
lish how many learners are coming and what sort of people they are. Based
on this knowledge, you might be able to determine if pair work, group work,
or class work would be most suitable. Some learners may find role-plays to
be engaging, whereas others may prefer to practice simulated calls on a com-
puter, with their responses recorded for you to analyze later. If you determine
that politeness strategies may be needed, a more traditional teacher-fronted
approach may be useful so you can explain the different strategies in the
most time-efficient manner, before allowing the participants to practice these
strategies in pairs. If you identify pronunciation problems, you may believe
that the time is too limited to give the problem the proper attention in class.
In this case, you may believe it is worth helping the participants identify and
correct their own weaknesses through the use of online audio analysis and
playback tools as one example of developing learner autonomy.

The choice of teaching methodology may be determined by or lead to the
use of a particular set of teaching materials. If a textbook is readily avail-
able for the course, you might decide to use this or adapt it as necessary
for the target learners. Unfortunately, in many situations, a textbook is not
available and so provisions must be made. One possible source of useful
materials may emerge from your analysis of the target language discussed
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earlier. If you were able to establish the key language features of call-center
interactions based on the materials you found, perhaps those same materi-
als could serve as useful ‘authentic’ teaching materials in the classroom.
Another example might be audio samples or transcripts of call-center inter-
actions. Showing these in the classroom and critiquing them may highlight
important language points. One danger with this source of material, how-
ever, is its level of complexity. Authentic samples may include noises, fillers,
pauses, complex language, insults, and threats. You might believe that these
features would overwhelm the target learners, especially if they are only just
beginners with little experience of the target setting. In this case, it might be
necessary to adapt or simplify the materials allowing you to focus on target
language points. On the other hand, if the learners are more advanced, these
noises, fillers, pauses, and so on may be exactly the types of phenomenon
that you should be helping them to deal with.

Evaluation

The final pillar of any ESP course is evaluation. You may immediately asso-
ciate evaluation with the measurement of learner performance gains on a
test: how much have the learners improved as a result of the course? This is
clearly an important question. However, in an ESP setting, it is also impor-
tant to evaluate the success of the ESP course itself, and also the quality of
instruction. In the case of a call-center English course, therefore, you might
first want to measure how much the call-center staff had overcome the lacks
that were identified at the needs analysis stage. In other words, you would
need to establish to what degree the learners had successfully achieved the
goals of the course. One way to do this would be to ask the learners to carry
out a real-world task (or a simulation of a real-world task) and evaluate
their performance on it. One challenge in doing this, however, is your own
ability to judge the success of the learner. This can be particularly problem-
atic when you are asked to teach an ESP course that is very much outside of
your experience. In such cases, again, the use of specialist informants can be
particularly useful. For example, you could ask a member of the company
management team to come in and evaluate the performances of staff mem-
bers while they answer a real or simulated call.

In order to evaluate the success of the course, you would want to deter-
mine how many participants started the course, how many completed it, and
what the success rate was. This quantitative data is usually relatively easy
to obtain and can be very persuasive for the management. But you should
be careful, because companies are often overly interested in these numbers.
To prevent any misunderstandings with the management team, it would be
advisable to establish from the outset some reasonable attendance rates,
completion rates, and success rates. You might also want to obtain qualita-
tive data about the success of the course. For example, you should probably
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find out how the learners perceived the course: did they find it useful? Did
they enjoy the activities and feel motivated to learn more? Did they believe
that the course was too short or long? Did they think some important lan-
guage skills were missing from the course? This kind of information is often
more difficult to obtain, but a well-designed survey completed anonymously
by the learners can be very revealing.

Finally, you should try to evaluate your own success in leading the course.
One way to partially answer this question is by analyzing test results. If the
majority of participants made large gains in their language performance and
successfully completed the course, part of this success must be attributed to
the instructor. However, again, a qualitative survey of learners’ impressions
of a course can provide important information on an instructor’s effective-
ness. For example, learners may report that they appreciated the gains that
they made but found the teaching method dull and the amount of home-
work excessive.

TASK 3.1 Understanding the four pillars of ESP

Imagine that you have been assigned to teach a one-semester univer-
sity first-year course in academic lecture comprehension. The course
is held in the faculty of liberal arts and humanities, and is targeted at
a wide range of international students who have English as a second
or foreign language.

In a one-hour meeting with the course management team prior to
the start of the course, what questions would you ask? List your ques-
tions and categorize them in terms of needs, learning objectives, mate-
rials and methods, and evaluation procedures.

The roles of learners, instructors, and
administrators in ESP

So far, we have looked at the four pillars of ESP in isolation. In practice, if
we want a successful ESP course or program, we also need to consider how
the building of these pillars will be influenced by the experiences and percep-
tions of learners, instructors, and administrators. In the opening reflection
exercise, the discussion focused on how an individual ESP instructor might
prepare for a course. Certainly, instructors play an important role in deter-
mining the success of ESP through pre-course planning, in-class teaching,
and post-course evaluations. However, it should not be forgotten that ESP
is essentially a learner-centered approach. Learners also play a very impor-
tant role in determining the success of an ESP course. Perhaps even more
important is the role of administrators. In many ESP contexts, it is the job of
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the course and program management team to define the learning and teach-
ing goals, choose materials, and decide on how courses are evaluated. With
these points in mind, let us now look at the roles of learners, instructors, and
administrators in different ESP contexts.

Learners

The role that learners will see themselves having in an ESP course or program
will largely depend on their perceptions of the status of that course or pro-
gram, the perceptions they have of instructors, and the ways they perceive
English in their lives. Working backwards, if a learner perceives English to
be an important factor that will determine their current and future success,
they are likely to play an active role in their own ESP learning. As a result,
they are more likely to select English courses that closely match their needs
and choose courses regardless of whether or not the courses are required or
elective. They are also likely to be more aware of their needs and lacks, and
have stronger views on what they want from their courses. During study
periods, they are likely to work hard to understand and master the content,
and work toward completing their studies with the highest grades and per-
formance. As a result, they are also likely to be more objective and critical
in their evaluation of their courses. On the other hand, if learners perceive
English to have little impact on their current or future lives, they are likely
to have a poorer understanding of their needs, have a lower motivation to
study hard in class, and be less inclined to express their opinions on course
surveys.

These tendencies can be exaggerated depending on how the learners per-
ceive their instructors. If they perceive their instructors to be ill-qualified to
teach the target material, they may quickly begin to lose interest in study,
which will adversely affect the quality of learning, their desire to continue
studying, and their success in mastering the target English language skills.
This can be a common problem in ESP settings, where learners may believe
that they are more knowledgeable about the subject content matter than
their instructors.

In all cultures, learners are heavily influenced by their perception of the
importance of a particular course or program. In many academic settings,
program entry and pre-course requirements are stated in terms of general pro-
ficiency scores, such as those determined by IELTS, TOEFL, and TOEIC. As a
result, EAP courses that are designed to help learners reach the required entry
scores on these tests are likely to be treated very seriously by learners, lead-
ing them to play active roles in their own learning. On the other hand, many
post-entry EAP courses offered at institutions around the world have only an
elective status with a minimal reward structure in terms of credit allocation
or tuition-fee reduction. These EAP courses are being positioned at the fringes
of regular programs, and so it is no surprise that learners are more likely to



52 Contextualizing ESP

dismiss them as having little relevance (Anthony, 2009). The snowball effect
from this is that the courses themselves may receive poor enrolments, creating
an impression at the institutional level that the courses and their associated
instructors and organizational units are ineffective in some way.

A similar situation can occur in an EOP setting when a company creates
language materials, resources, and courses that are then positioned at the
fringes of a worker’s job activities. For example, a company will find little
success if they place a new set of EOP materials in its online repository but
then provide no incentive or time for workers to access those materials. In
reality, however, the opposite is often the case. Companies are generally
very strategic in their allocation and use of funds, and pay close attention
to the management of both human and learning resources. As a result, it is
not uncommon to find companies introducing language programs in a com-
bined package with stringent requirements (e.g. all staff under the age of
25 must participate in the course), strong incentives to learn (e.g. increased
salaries and promotion opportunities based on performance scores), and
more general educational/promotional packages that introduce workers to
the importance of English within the company and the ways in which they
are likely to use it (see, for example, Neeley, 2011).

Instructors

In academic settings, ESP instructors play an important role for learners,
who may look to the instructors for support not only in their current
studies, but also in providing them with guidance for their postgraduate
studies and careers. ESP instructors in academia may also be given the
role of designing and managing the entire English support program, espe-
cially if the institution has a strong focus in a particular discipline that
requires English. This means that ESP instructors might be responsible
for establishing the four pillars of ESP for multiple courses, affecting how
English is taught across a whole faculty or the institution as a whole.
They may also be the first points of contact for major publishers wanting
to develop general materials and courses. In this case, they can play an
important role in changing the way English is taught in the broader scope
of society.

In occupational settings, ESP instructors are likely to play a vital sup-
port role for workers, helping them manage their daily tasks and providing
them with opportunities for career advancement. They are also likely to
be in a unique bridging position between workers and management. As a
result, they can play a vital role in developing new professional development
schemes and may even advise the company on how it can better manage
its human resources. Again, these roles can have a surprisingly large effect
in the broader scope of society, as we saw in the examples of Nissan and
Rakuten in Japan, which were discussed in Chapter 2.



Introducing the four pillars of ESP 53

In much of the literature, ESP instructors have often been referred to as
practitioners to reflect the wide range of work that they can be involved
in, including examining the needs of learners, researching target language
skills, designing courses and materials, collaborating with specialist infor-
mants, instructing learners, and evaluating learner performance and the suc-
cess the course or program itself (Dudley-Evans & St. John, 1998; Swales,
1985). As we observed previously, this picture of ESP instructors matches a
particular type of ESP setting where they are working in isolation, perhaps
as a contract ESP instructor in a university department or as an ESP consul-
tant for a company. This is a common setup, but not the only one possible.

In many settings, ESP instructors are working as part of a team, with
the responsibilities for establishing the four pillars of ESP courses shared
among the members, each with their own strengths and weaknesses. So,
where might these strengths and weaknesses lie?

ESP instructors usually come from one of two backgrounds. Perhaps the
most common type of ESP instructors have backgrounds in the humanities,
where they are likely to have gained undergraduate and graduate degrees in
literature, education, linguistics, applied linguistics, TEFL/TESL, or one of
many related subjects. On completing their studies, they may have joined a
school or university department where they taught general English courses
and perhaps only later became interested in ESP on exposure to ideas such
as those presented in this book. With a strong background in teaching meth-
odology, these instructors are often best positioned to determine the types
of materials and activities that will ‘work’ with learners. They are also in a
good position to judge many of the immediate general language needs of the
learners. On the other hand, they may not have a clear understanding of the
specific target needs of the learners, especially if the learners are in a highly
specialized discipline, such as a STEM subject, medicine, or nursing, with
which the instructor has little experience.

The second most common type of ESP instructors have backgrounds in
specialized disciplines such as STEM fields or medicine. These instructors
are likely to have gained undergraduate and perhaps graduate degrees in
one of these subjects and perhaps gone on to work in the field for some
years. Some will have moved into ESP later in their careers, perhaps due
to the job market, their changing interests, or after retirement in industry.
Others may have decided after their studies that their value to society was in
another area and landed in English language teaching almost by accident. It
is a surprising fact that many ESP instructors started their teaching careers
in small English conversation schools and gained experience from teaching
learners of many different ages and interests. Clearly, ESP instructors in this
category have much to offer from the point of view of identifying the needs
of learners. If they were graduates of specialist degrees, they can be well
placed to determine the specific needs of learners in EAP settings. Similarly,
if they have experience working in industry, the can be uniquely positioned
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to provide insights on the occupational needs of learners. On the other
hand, some ESP instructors coming from a specialist discipline background
will have little or no experience in teaching. They may also be unaware of
the language difficulties faced by target learners. As a result, they might
resort to teaching ESP courses in a similar way to how they learned the tar-
get discipline themselves, focusing extensively on word forms, encouraging
translations into the L1, and providing lengthy explanations of language
phenomenon over practice in language use.

In view of these strengths and weaknesses, there is a clear advantage
in adopting a team approach to ESP course and program design where a
mixed group of instructors is involved. But, of course, this is not always
possible. Ultimately, instructors need to be able to identify their weak-
nesses and seek support where it is needed. This brings us to the role of
administrators.

Administrators

Administrators play a key role in determining the success of ESP courses
and programs. First, administrators usually decide if and when ESP
courses will run, and will often determine the overall aims of courses. In
EAP settings, they may decide to run courses to address language learn-
ing problems identified by particular specialist departments. For example,
a department may identify that its cohort of overseas learners is strug-
gling to complete essays and assignments and recommend EAP support
courses for them. Other times, administrators may be encouraged to run
EAP courses to attract overseas students, or increase revenue for the insti-
tution. In EOP settings, the decision to run courses may result from the
identification of specific language problems that affect customer satisfac-
tion, or a new strategy to attract foreign customers, or perhaps to increase
revenue through improved training of the salesforce. As you can see, the
factors that administrators have to consider in EAP and EOP settings are
not so different.

Administrators are also the people who usually decide how the ESP
courses will be run and the importance attached to them. For example, will
the courses be given an elective or required status? What will the rewards
be for learners who successfully complete the courses? Will the ESP courses
be given in isolation or will they be integrated together to form an ESP
program?

Finally, administrators have important roles to play in the general man-
agement of ESP courses and programs. The first task they may face is the
management of funding and the longevity of a program. In EAP settings,
administrators need to decide if the budget for ESP will come from learner
tuition fees, institution special funding, or perhaps external funding schemes
and government initiatives. Student tuition fees are usually a guaranteed
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source of income, but may vary considerably from year to year. Special
internal and external funding, on the other hand, might be more stable,
but there is no guarantee that it will arrive each year and usually it has a
fixed term of use. If funding is not stable, the administrators may have to
increase learner numbers or reduce instructor numbers. Alternatively, they
might offer fewer course hours for learners, or ask instructors to teach lon-
ger. These decisions will impact directly on the possibly teaching materials
and methods available to instructors.

Funding may also determine the acceptable quality of both learners and
instructors on a program. For example, to maintain or increase the numbers
of learners in a tuition-based system, it might be necessary to accept lower
entry requirements. Similarly, to cut personnel costs, administrators may
choose to accept instructors with fewer qualifications and less experience,
or offer fewer opportunities for later professional development. Again, these
decisions will affect how the ESP courses are designed in terms of the teach-
ing and learning objectives, and the expectations of instructors teaching the
courses.

In EOP settings, funding will almost always be provided by higher man-
agement, but it may be a fixed amount each year, or vary depending on the
learner outcomes. This leads to questions about the best uses for funds.
Should they be spent on general learning programs for the entire workforce,
or should the funds be strategically targeted at the workers most likely to
get benefit from the training? Similarly, should the funds be spent on hir-
ing one or two very knowledgeable and experienced consultants, or should
they be spent on hiring many less knowledgeable and experienced general
instructors?

Another important role for administrators is the management of oppor-
tunity in the program. For learners, this means providing them with an
opportunity to learn the necessary language and skills to meet their tar-
get needs. To achieve this, administrators need to provide courses that are
founded on well-established language and learning theories, are delivered
using effective teaching methods and materials, and are evaluated fairly and
accurately. They also need to hire good instructors with the right balance
of teaching experience and knowledge of the target setting. For instructors,
administrators must provide opportunities for them to interact with oth-
ers in the development and teaching of courses so that they are not forced
to undertake all the work on their own. In addition, they need to provide
opportunities for instructors to take part in professional development and
career development initiatives, especially if they are positioned in centers
where such chances are normally limited.

As you can see, it is not enough to simply construct four well-designed
pillars of ESP. A critical factor in the success of an ESP course or program is
an understanding of the roles played by learners, instructors, and adminis-
trators, and how each group interacts with the others.
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TASK 3.2 Positioning yourself in ESP

Think about your own educational background and teaching experiences.

What strengths and weaknesses do you have when it comes to teach-
ing an EAP or EOP course in a subject area that you are not fully
familiar with?

If you could work with others to design an effective ESP course, what
strengths and experiences would you want them to have?

If you were an administrator of an ESP course or program, who would
you hire: a person knowledgeable about English language teaching but
with little specialist subject knowledge, or a subject specialist who has
never taught in a classroom? Give reasons for your answer.

Contentious issues in ESP: who should teach ESP?

In the field of ESP, there has been long-running debate about if and to what
degree an ESP instructor needs discipline-specific knowledge of the target set-
ting. Should a teacher of an EOP course in English for Nursing, for example,
have experience of patient care? If you ask subject specialists in the target
field, they will inevitably answer “yes” and support their answer by explain-
ing that without a background and experience in the field, the instructor
would be unable to explain to the learners what language is appropriate,
how it is used, and — perhaps most importantly — why it is used in this way.

Interestingly, many ESP scholars appear to agree, at least partially, with
this view. As a result, they often present an argument for team-teaching in
ESP, where a regular English teacher (with possible experience in ESP) works
together with a field specialist (see Dudley-Evans & St. John, 1998). In this
setup, the specialist informant would provide input on course goals and suit-
able materials, and perhaps even teach together with the ESP instructor in
the classroom. But, this introduces a potentially dangerous power difference
between the two parties. If the course is being run within a specialist depart-
ment, the specialist informant may consider themselves to be the expert in
the equation and start monopolizing decisions, despite their limited or non-
existent knowledge of and experience with language teaching. This danger
can increase if the ESP instructor starts believing everything that the specialist
informant says (Swales, 1990). What’s more, team-teaching in most cases is
impractical due to time constraints, scheduling problems, institutional policies
and politics, and different expectation of the individual parties (Barron, 1992).

So, can a case be made for a subject specialist to ‘go it alone’ in an ESP
class? In other words, do we really need ESP instructors at all? One argu-
ment against subject specialists teaching ESP alone is that they do not have
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sufficient English skills to lead a class. Certainly, this is the case in many
countries, where the poor language skills of subject specialists serve as the
main reason for introducing ESP into the curriculum in the first place (Mad-
eleine, 2007). Second, subject specialists are often too busy with their own
teaching and research to care much about ESP. Third, they may simply be
unwilling to teach ESP classes; for example, if the courses are considered
low in status within the institution or offer few financial rewards. Fourth,
even if a subject specialist has sufficient English skills and is willing to teach
the course, they are still not experienced language experts. In other words,
they will probably have rarely considered what language skills they and
others use in the target field, have little understanding about which of these
may cause difficulties to learners, and have only very limited experience in
presenting language concepts to learners, beyond providing them with defi-
nitions and L2-L1 translations. What’s more, they are likely to have little or
no experience in getting learners to practice using language in a controlled
or free environment.

If subject specialists will find it difficult to ‘go it alone’ in an ESP class, what
about ESP instructors? Can they be trusted to teach ESP effectively? Clearly,
you would expect an ESP instructor to have sufficient English skills to lead
a class, be interested in their learners enough to care about what they are
teaching, be willing to teach in the classroom, and have a strong background
in language pedagogy. But, what exactly would they introduce to learners
if they don’t know the ‘what’, ‘why’, and ‘how’ of the target setting? The
regrettable reality is that ESP instructors around the world struggle greatly
with this problem. Sometimes, they might be lucky and find that a commer-
cial publisher has created a textbook that at least partially meets their learn-
ers’ needs. Hence, we see many ESP-focused books with titles like English
for Nursing, English for Science and Engineering, and Business English. But,
what happens when no such textbooks exist? Should the instructor choose
to use a more general textbook and effectively move away from the basic
premises of ESP? Or, should they begin the time-consuming task of learning
about the target setting as a step toward creating their own materials?

I will return to all these questions in later chapters of this book, but per-
haps the simple answer is to not consider ESP as an endeavor that should
be carried out by individuals at all. Rather, as we saw in some of the ESP
settings earlier, it should be considered as a team project, where each indi-
vidual’s expertise is respected and utilized. Some members of the team with
a strong understanding and connection with the target setting can establish
the basic needs of the learners. Then, members of the team with a strong
background in language theory and learning can devise an appropriate set
of teaching and learning objectives for the classroom. Other members may
have strengths in materials design and others again may be exceptional at
presenting material and motivating learners in the classroom. Combining
the strengths of team members in this way can result in a stable and effective
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ESP program. This does not mean, however, that ESP courses created by
individuals working alone are doomed to failure. On the contrary, many
successful ESP instructors work in such environments. We will look at what
they do in later chapters of this book.

Research ideas

Here are some possible ideas for small-scale or large-scale research projects
that stem from the topics discussed in this chapter.

Finding the four pillars

Review the course description or syllabus for an English course given in
an EAP or EOP setting (for examples, see Woodrow, 2018). Discuss if and
how the four pillars of ESP are detailed in the description. What additional
information would you want added to the description if you were taking on
the course for the first time?

Crossing the boundaries

If you study or work in an academic context where language support classes
are offered to second and foreign language learners of specialist subjects, ask
the specialist subject teachers about their impressions of the language support
teachers and the courses they manage. Do they believe that the teachers are effec-
tive? Do they think the courses are useful? Do they see areas for improvement?
Are they interested in working with English teachers to improve the English
education of their students? What reasons do they give for their opinions?

If you study or work in an EOP setting that includes some kind of language
support program, ask the administrators and learners of that program on their
opinions of the instructors, the courses, and the effectiveness of the program.

What conclusions can you draw about the views of ESP instructors from
these observations?

Closing reflection

Now that you have come to the end of the chapter, you should have
a basic understanding of the four main ‘pillars’ of ESP. Each of these
will be expanded on in subsequent chapters, but even now, you should
understand how they stand together and some of the ways in which you
can get information about them. You should understand how the roles
and perceptions of learners, instructors, and administrators affect the
ways in which ESP courses and programs are run, and be able to argue
why subject specialists are not always the best people to teach ESP.
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Here are a few more questions to consider:

1 Which of the points covered in the chapter were new to you? Did
you find them interesting and relevant in terms of your own learn-
ing goals? Were there any points that you found confusing or that
you disagreed with?

2 What points from the chapter do you think you can immediately
put to use in your own learning or teaching context?

3 If you had to make a case for hiring an ESP instructor with no
specialist subject knowledge, what points would you make?

4 If you were a learner in an ESP program, would you want the
instructor to reveal to you the extent of their specialist subject
knowledge? Why/Why not?

Further resources

Research articles on call-center English

Friginal, E. (2007). Outsourced call centers and English in the Philippines. World
Englishes, 26(3), 331-345.

Lockwood, J. (2012). Developing an English for specific purpose curriculum for
Asian call centres: How theory can inform practice. English for Specific Purposes,
31(1), 14-24.

Software for text analysis

Anthony, L. (2017). AntConc (Version 3.5.0) [Computer Software]. Tokyo, Japan:
Waseda University. Retrieved from www.laurenceanthony.net/software/antconc
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Chapter 4

Identifying needs in the design
of ESP courses and programs

In Chapter 3, you learned that ESP is founded on the four pillars of needs
analysis, learning objectives, materials and methods, and evaluation. Of
course, it is necessary to understand not only what these pillars are, but also
how to construct them, and where to look for possible cracks and problems.
So, over the next four chapters, we will focus on the specifics of these four
pillars of ESP.

In this chapter, you’ll learn all about needs analysis. First, I'll explain
the different ways to view needs and the insights that these perspectives
can give you. Next, I'll introduce some of the data collection methods that
you can use as part of a large-scale, detailed needs analysis that you might
conduct before starting to teach a completely new ESP course or when
developing an ESP program. Then, I’ll discuss how you might conduct a
smaller-scale needs analysis that is carried out ‘just in time’ for the first
lesson or maybe even after a course has started. At the end of the chapter,
I’ll briefly touch on ways that you can evaluate a needs analysis, before
discussing a common misunderstanding about needs analysis that is cen-
tered on the belief that needs can be identified using just a survey or an
interview of learners.

By the end of the chapter, you should be able to work in a team or on your
own to design and run a needs analysis that is appropriate for your target
ESP setting. You should also be in a position to critique previously conducted
needs analyses and be able to make positive suggestions for improving them.

Opening reflection

If you have taught an ESP class before, did you make an attempt to
establish the needs of the learners attending the course? What strate-
gies did you employ? What other strategies might you have used to
gain a better understanding about what the learners needed to learn,
wanted to learn, and had already learned about the topic?




64 Understanding the four pillars of ESP

If you have not taught an ESP class before, what strategies do you
think you could easily and quickly employ to gain an understanding
of the learners’ needs? What other strategies might be effective but
require more preparation time?

Commentary

There are many possible ways to get an insight into learner needs. One
option you may have considered is talking to other instructors of the
course about their experiences. You might have also considered observing
some classes and taking notes on what teaching points were made and the
learners’ reactions to them. In addition, you might have thought of con-
ducting some kind of diagnostic test of the learners’ proficiency levels. You
may have also considered carrying out an in-class survey asking learners
about what they believed they needed to study. These are just some of the
many ways that instructors can attempt to establish needs in an ESP class.

However, you may be surprised to hear that many experienced ESP
instructors spend little time conducting needs analyses before a course
starts. Rather, they rely on established ‘assumptions’ about their learners
that have been developed and tweaked over time. ESP instructors in a well-
established program can be confident that the courses they teach have been
constructed based on an extensive analysis of learner needs carried out at
the section, department, or institutional level over many years. These needs
analyses are likely to have been based on most — if not all — the methods
mentioned previously. They will also have been informed by not only the
learners and other instructors of the course, but also by other stakeholders,
such as people in management and external informants, including work-
place human resources managers and discipline experts. In this environ-
ment, course outlines, syllabuses, materials, and evaluation procedures are
likely to have been tailored to the specific needs of learners. It should be
noted, though, that instructors in these contexts are still likely to carry out
in-class observations and short pre- and post-course surveys of learners to
confirm if things are going to plan. When they do notice that adjustments
are necessary they can either apply them immediately, or perhaps take their
notes to a meeting where program-wide adjustments are considered.

Experienced ESP instructors operating independently of others are also
likely to have developed over time an implicit understanding of the types
of learners who come to class and their inherent strengths, weaknesses, and
desires. Again, they may begin a course with a quick exercise to confirm that
their assumptions are accurate for the particular learner group in front of
them, but it is unlikely that they need to radically alter the bank of materials
and activities they have used successfully in the past.
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But, what about the times when you are working with others to carry out
a large-scale needs analysis that is to be used to inform the creation of a new
ESP program? Or, what if you have to teach learners in a completely new
and unfamiliar course? In these cases, it is important to understand the basic
concepts of needs analyses and know how to conduct and evaluate them.

Basic concepts in needs analysis

As you learned back in Chapter 1, the starting point of ESP is an understand-
ing of the current and/or future academic or occupational needs of learn-
ers. It is the defining of clear and specific needs that perhaps distinguishes
ESP most strongly from general English language teaching (Flowerdew &
Peacock, 2001). Unfortunately, needs analysis is an often confused concept
within the ESP community and the ELT field in general. This is because
scholars like to give the principle different names in order to highlight a
particular aspect. So, you will read about objective needs analysis, subjec-
tive needs analysis, target situation analysis, learning situation analysis, and
means analysis among many other similar concepts (Hutchinson & Waters,
1987; Munby, 1978; Richards, 2001; West, 1997).

Brown (2016, p. 4) attempts to resolve the confusion by defining needs
analysis as “the systematic collection and analysis of all information used
for defining and validating a defensible curriculum”. Here, a ‘defensible’
curriculum means one that can be successfully explained to and accepted
by all stakeholders, including learners, instructors, and administrators, and
even present and future employers. But, what exactly is the information
that is used in this defense? To answer this question, we need to consider the
sorts of needs that ESP experts consider useful when designing and teaching
an ESP course or program.

The meaning of ‘needs’

The word needs takes on different meanings depending on the stakeholder
and the context they are in. For example, learners in an EAP class may
consider that they need to improve their academic listening skills, whereas
the instructor may consider that the learners need to improve their reading
strategies. Administrators of the course, on the other hand, may consider
that the most important need for the learners is to improve their general
English proficiency scores so that they can find a job after graduating and
provide quantitative evidence for stakeholders who fund the course that
it is successful. Viewed in this way, we can see why the term needs can
serve as a synonym for wants, desires, necessities, lacks, gaps, expectations,
motivations, deficiencies, requirements, requests, prerequisites, essentials,
next step, and ‘x + 1°, where x is the current state and + 1 is the next step,
depending on who you ask (Brown, 2016).
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A diagnostic view of needs

Brown (2016) explains that there are at least four different views of needs.
The first one discussed here is a ‘diagnostic’ view, where needs correspond to
language, genres, and skills that are considered necessities, essentials, or pre-
requisites for success in the target setting. You may have noticed that I have
used Hutchinson and Waters’ (1987) term necessities to refer to this concept
in the chapters up to this point. All stakeholders can provide valuable input on
what is necessary, but more weight should probably be given to those stake-
holders who have direct knowledge and experience of the target setting. In
EAP contexts, these can include experienced ESP instructors, course coordina-
tors, heads of department, and subject specialists, as well as future employers
and graduate alumni now working in the target field. In EOP contexts, again,
experienced ESP instructors can provide valuable input, but the learners them-
selves are also likely to be very knowledgeable about their own target settings.

A “diagnostic’ view of needs naturally leads to a ranking of learning objec-
tives with those that must be achieved at the top, those that are desirable
but less important in the middle, and those that are irrelevant and can be
ignored at the bottom. In short-term, intensive ESP courses, such a rank-
ing allows ESP instructors to quickly prioritize objectives. The ranking can
also serve as a general guide for the sequencing of classroom materials and
the creation of syllabuses and curricula (Nation & Macalister, 2010). For
example, in an EAP course on academic presentation skills for researchers
about to attend an overseas conference, you might want to prioritize flu-
ency and pronunciation development. Similarly, in an EOP course for hotel
staff about to transfer to the reception desk, you might want to prioritize
telephone listening skills and politeness strategies.

A discrepancy view of needs

The second view discussed here is a ‘discrepancy’ view, where needs cor-
respond to the lacks, discrepancies, or gaps between what the learners can
currently do in the language and what they will need to do in the target set-
ting. In previous chapters, I have used Hutchinson and Waters’ (1987) term
lacks for this concept. Again, all stakeholders need to be consulted but those
with direct knowledge and experience of the target learners and the ways
in which they are likely to progress in their language learning will probably
offer the most useful insights. In EAP settings, experienced ESP instructors
are almost certainly the most useful stakeholders to consult in this case. In
EOP settings, on the other hand, line managers and senior staff may have
the most accurate understanding of this aspect. Importantly, in both EAP
and EOP settings, a discrepancy view of needs often leads to the introduc-
tion of placement tests that can be used to determine the current levels of
learners and assign them to different streams or ability groupings, and in the
case of EOP settings, even different work sections.
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A democratic view of needs

The third view discussed here is a ‘democratic’ view, where needs corre-
spond to what the different stakeholders want, desire, expect, or request
from the ESP course. In previous chapters, I have used Hutchinson and
Waters’ (1987) term wants to describe this concept. The most important
stakeholders here, of course, are the learners themselves. Learners almost
universally want their courses to be interesting, enjoyable, manageable, and
relevant to their future goals. If a course does not satisfy these basic needs,
the learners are likely to have poor motivation and will devote little time
to meeting the goals. But, you need to remember that learners often lack
the knowledge and/or experience needed to accurately judge what, where,
when, and how they will use English in the target academic or occupational
setting. So, other stakeholders also need to be consulted. In an EAP setting,
these stakeholders will include experienced ESP instructors and administra-
tors, and also members of the learner’s specialist departments. In EOP set-
tings, again, ESP instructors and administrators need to be consulted, but
also floor and office managers, training department teams, and perhaps even
the head of human resources.

It is also important to remember that the wants of other stakeholders
must also be taken into consideration when designing an ESP course or
program. Instructors will often want to teach small classes with talented,
highly motivated learners. If a course does not match this description, they
may ignore the course goals and teaching materials and start ‘doing their
own thing’. Institution administrators, on the other hand, might want
classes to be large and cater for a wide range of ability levels. They may
also want the classes to be taught in traditional classrooms, with standard
teaching equipment, at fixed dates in the academic or work calendar. Again,
if a course does not match this description, it may end up being too costly,
impractical, or poorly fitting within the wider perspective of education at
the institution. Unfortunately, it is usually impossible to design a course or
program that meets all the wants of different stakeholders. What you can
do, though, is attempt to gain an understanding of these different prefer-
ences and institutional constraints and then negotiate with all stakeholders
to align their needs and hopefully find a working solution (Anthony, 2009).
We will return to this topic later in the book.

An analytic view of needs

The fourth view discussed here is an ‘analytic’ view, where needs corre-
spond to elements that Second Language Acquisition (SLA) theory and ELT
research and practice have shown to be the necessary next step in the learn-
ing process (see, for example, Pienemann & Kessler, 2012). To follow this
view of needs, ESP course designers need to review the literature on SLA and
ELT and consult with teachers who are familiar with learning theory and
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practice. Brown (2016) considers an analytic view of needs to be problem-
atic as we are still a long way from having a comprehensive understanding
of these learning steps. However, it is clear that many instructors adopt some
aspects of this view, for example, when they pre-teach isolated vocabulary
items before presenting them in the context of a reading passage. This view
of needs also leads to the idea of course prerequisites and can help guide the
development of a linked set of courses that make up an ESP program.

Clearly, all four views of needs analysis provide insights that can guide
ESP experts in the design and teaching of a course or program. On the other
hand, you should remember that capturing a comprehensive list of needs
from different stakeholders using even one of these perspectives is a difficult
if not impossible task. So, if you are going to conduct a needs analysis, you
should perhaps aim for what Brown (2016) calls a Current Best Shot (CBS).
That is one that captures the most useful information for planning a course
but makes no claim of being the complete picture.

TASK 4.1 ldentifying necessities, lacks, and wants

1 If you have experience teaching, list the procedures that you have
used to assess the necessities, lacks, and wants of the different
stakeholders in a course you have taught. If you have no expe-
rience of teaching yet, ask one of your course instructors what
procedures they use to determine needs.

2 Based on your answer to Question 1, what other procedures could
easily be employed to more accurately determine the necessities,
lacks, and wants of the different stakeholders.

3 What are some of the common mismatches that you have expe-
rienced between the wants of instructors and administrators and
those of learners? How could these differences have been resolved?

Conducting a large-scale, detailed needs analysis

What you are trying to do in a need analysis is establish the diagnostic,
discrepancy, democratic, and analytic views on needs from as many of the
different stakeholders as possible. Some of these needs will be objective
(e.g. necessities determined from observations of target writing) and oth-
ers subjective (e.g. wants determined from a survey of learners in the first
class). Some needs will be related to the target situation (e.g. lacks deter-
mined from an analysis of customer complaints about hotel receptionists)
and others related to the learners’ current situation (e.g. lacks determined
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from a pre-workshop English proficiency test.). Other needs will be related
to learning processes and the products of learning (e.g. vocabulary learning
techniques in order to master the English names of menu items at a restau-
rant). Finally, some needs will be related to the ways or means of learning
(e.g. the class size, number of hours of study, and so on).

A full-scale, detailed needs analysis is usually very broad in scope and
involves many different data collection methods and resources. Some of the
most common include:

e reviews of research literature and best practices

e reviews of current learning materials and textbooks

® questionnaires/surveys of learners, instructors, administrators, special-
ists, and employers

e (structured) interviews/discussions with learners, instructors, adminis-
trators, specialists, and employers

® observations of learners and professionals in the target context

e storage and analysis of learner language and target language

e testing of learner performance before, during, and after the course

Using these procedures, you should be able to get answers to most of the
questions that will help you design a successful course or program. Some of
these questions are listed in Table 4.1 (based on Dubin & Olshtain, 1986,
pp. 6-18; Dudley-Evans & St. John, 1998, pp. 145-154; Hutchinson &
Waters, 1987, pp. 59-63; Nation & Macalister, 2010, pp. 14-18). You
should notice that Table 4.1 lists not only the necessities, lacks, and wants of

Table 4.1 Questions to be answered in a needs analysis

Learners What is their first language?
What is their age, gender, nationality?
What is their level of English?
How do they prefer to study?
Why are they taking the course?
What do they want from the course?
What is necessary for them to be successful?
What knowledge and skills do they currently lack?

Instructors How confident are they in English?
How much training do they have?
How much time do they have to prepare and grade!
How many (different) classes do they have to teach?
What are their preferred teaching methods?
What do they want from the course?!
What is necessary for them to be successful?
What knowledge and skills do they currently lack?

(Continued)
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Table 4.1 (Continued)

Administrators What is the organizational structure?
Who is in charge?
What are their general views of English?
What are their views on current instructors, materials, and
courses!?
What are their views of ESP?
How enthusiastic are they for change (if change is necessary)?
What do they want from the course?!
What do they consider necessary for the course to be
successful?
What knowledge about the course do they currently lack?

Setting What is the target setting?
How will language be used in the target setting?
How long do learners have to study to reach the goals of the
course!?
What kind of course will be offered (intensive vs. extensive)?
How important is the course (credited vs. non-credited)?
When is the course run (before, parallel to, or after specialist
courses)?
Where will the classes be held (e.g. in class, online)?
What facilities are available to run the course?

learners, but also those of instructors and administrators. You should also
note that questions related to the educational setting and the target language
setting are also included.

If you want further information on how to conduct a needs analysis, Brown
(2016) provides a refreshingly clear and detailed account. In addition to
explaining how to use the various data collection methods listed previously,
he shows how the results obtained from these methods can be analyzed, inter-
preted, and used to inform course syllabus and curriculum design decisions.

Conducting a small-scale ‘just in time’
needs analysis

Sometimes, you might be put in a situation where you need to teach a course
for completely new and unfamiliar learners with only a few days or even
hours to prepare and carry out a needs analysis. In these ‘just-in-time’ cases,
the following actions can help you quickly establish the necessities, lacks,
and wants of the learners, and perhaps equally importantly, the expecta-
tions or wants of the administrative team:

® On agreeing to teach the course, discuss briefly with the course coor-
dinators their views of learners and what they expect learners to study
in class. Use these views as an initial guide for understanding learner
necessities and lacks, as well as administrative wants.
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e If the course is already established but has a vague or generic title (e.g.
English I), work with administrators to reach a consensus on the goals
of the course and your freedom to interpret these after meeting the
learners. Use these discussions to improve your understanding of the
different stakeholders’ necessities, lacks, and wants.

® Briefly review any provided materials for the course. Again, use these
as an initial guide to the different stakeholders’ necessities, lacks, and
wants.

e Before entering the classroom, make every effort to obtain samples of
learners’ outputs from previous iterations of the class. Analyze these
samples with the aim of establishing a more detailed and accurate set
of necessities and lacks of learners. If there is an obvious mismatch
between the wants of the administrators and the necessities and lacks of
previous learners, raise the issue with the management team and reach
a consensus on how the course should proceed.

e At the start of the first class, provide learners with a brief overview of
what you see as their necessities, lacks, and wants and explain how you
arrived at your decision. Monitor their reactions to see if they agree
with your opinions. If they appear to disagree with you, give them an
opportunity to express what their needs are.

e If you are unsure that the course correctly addresses the learners’ neces-
sities, lacks, and wants, in the first class, ask the learners to complete
a short survey on what they hope to learn in class. Alternatively, or in
addition to a survey, ask them to produce a sample of their intended
language output and quickly diagnose to what extent they can already
achieve this goal.

e In each class, continue to monitor the learners’ performances and
expressions of motivation. If a new necessity, lack, or want becomes
apparent, be willing and flexible to adjust your teaching accordingly.

Evaluating a needs analysis

Nation and Macalister (2010) make the point that a needs analysis must
ultimately be useful in terms of the insights it provides on curriculum design.
If the results from a needs analysis have no application, the endeavor is
effectively worthless. To ensure the value of a needs analysis, it should be
designed in a similar way to a test, making sure that it is reliable, valid, and
practical (Brown, 1989).

For a needs analysis to be reliable, it should produce the same results
if repeated (adjusting, of course, for time). To be valid, the needs analysis
should reveal the individuals’ different perspectives on needs, and not some
unrelated other factor. In contrast, to be practical, a needs analysis should
be designed in a way that allows it to be carried out within a reasonable
time and cost.



72 Understanding the four pillars of ESP

Full-scale needs analyses that include all the data collection methods
listed earlier are likely to be both reliable and valid. However, there is a
danger that they can become overly complex and time-consuming, reducing
their practical value. Short, just-in-time’ needs analyses, on the other hand,
are likely to be less reliable and valid, but certainly more practical. What
type of needs analysis should you use then? Perhaps a good way to answer
this question is by matching the characteristics of the needs analysis with
those of the ESP course itself. For example, if the course is a short, inten-
sive, one-off course, the needs analysis can probably also be conducted in a
short, intensive, one-off manner. On the other hand, if the course is a long,
extensive, repeated course, you are likely to have more time to conduct a
longer, detailed needs analysis. In this case, you can consult with more of
the stakeholders, and you will also have opportunities to repeat the analysis
offering even more detailed insights.

TASK 4.2 Evaluating data collection methods and
resources in needs analysis

Consider the following data collection methods and resources. What
are the advantages and disadvantages of each in terms of the quality
of information they provide about needs? One suggested answer is
included for the first procedure.

Reviews of research literature

advantages disadvantages

Insights can be gained from
specialist informants about a
potentially unfamiliar subject.

The context of the study might
be quite different to that of
target learners.

Learner surveys and questionnaires

advantages

disadvantages
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Interviews with subject specialists

advantages disadvantages

Observations of people in the target context

advantages disadvantages

Analysis of target language samples

advantages disadvantages

Testing of learner performance

advantages disadvantages
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Contentious issues in ESP:
isn’t a learner survey enough?

Many novice ESP instructors and even some experienced ESP administrators
appear to believe that the goals of an ESP course can be formulated based sim-
ply on the results of a learner survey. In the literature on ESP course design, for
example, you can find numerous studies where learners have been asked what
they think they need to study and the ESP course was created accordingly.

In some cases, this rather simplistic understanding of needs analysis emerges
from a poor understanding of what ESP means. Instructors and administra-
tors read that ESP is a learner-centered approach, they learn that it is charac-
terized by needs analyses, and they naturally conclude that ESP courses can be
solely informed by learner surveys. The problem is compounded by the belief
among some instructors and administrators that when we talk about needs
in ESP, it refers only to the current needs of learners and not those that will
be relevant later in their lives. Again, this misunderstanding naturally leads to
the idea that asking learners what they need is a good basis for an ESP course.

In other cases, the problem relates to the instructors’ working environ-
ment and their resulting lack of knowledge and experience of the target
field. As discussed in Chapter 2, many ESP instructors work in isolated set-
tings within traditional university departments. These settings offer them
little opportunity to interact with experienced ESP instructors and admin-
istrators or subject specialists in a target discipline. Their chances to meet
with industry employers and discuss the language needs of workers are even
more remote. It is not surprising, therefore, that these ESP instructors rely
heavily on the learners to help guide them in their course planning.

Learner surveys are certainly an important component of any needs
analysis. They will help inform an instructor about the learners’ necessities,
lacks, and particularly their wants. But, as discussed earlier, novice learners
in an EAP environment might have a poor understanding of what their cur-
rent needs are, and they certainly cannot be expected to know what their
future language needs will be. Even workers in an EOP setting can misun-
derstand what their language weaknesses are. In an aviation English course,
for example, learners may think that they need to know a greater number of
technical terms, whereas in reality it might be their poor pronunciation of
already known technical terms that needs attention.

An effective needs analysis will inevitably extend beyond learner surveys to
cover the diagnostic, discrepancy, democratic, and analytic views of a wide
range of stakeholders. This point holds true not only for large-scale, detailed
analyses but also for those carried out ‘just-in-time’ for the first class.

Research ideas

Here are some possible ideas for small-scale or large-scale research projects
that stem from the topics discussed in this chapter.
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Visualizing the terminology of needs analysis

As with many other aspects of ESP, the terminology used to describe the dif-
ferent facets of needs analysis can be confusing. Review the different terms
used by ESP experts and try to summarize your findings in a clear and sim-
ple diagram or other visualization.

Reviewing a needs analysis

Review a published account of needs analysis in a journal such as English
for Specific Purposes, ESP Today, or the Journal of English for Academic
Purposes. Evaluate its strengths and weaknesses in terms of the information
it is able to obtain on the necessities, lacks, and wants of different stakehold-
ers and its reliability, validity, and practicality.

Conducting a needs analysis

Brown (2016, p. 33) provides a detailed table of published needs analysis
studies carried out in various EAP and EOP settings. However, it is a sur-
prising fact that there are still many EAP and EOP settings where the needs
of learners and other stakeholders are largely undocumented.

Review the literature on needs analysis, target an important EAP or EOP
setting that is still undocumented, and carry out a preliminary analysis of
the necessities, lacks, and wants of the different stakeholders.

Closing reflection

Now that you have come to the end of the chapter, you should have a
good understanding of the different types of needs that ESP instructors
and administrators need to know. You should also understand how you
might conduct a needs analysis as part of a long-term, team-based proj-
ect or just before the start of your own classes. Finally, you should now
have some ideas on what makes a good needs analysis and be able to
critique those that you see in published reports or in real-world settings.
Here are a few more questions to consider:

1 Which of the points covered in the chapter were new to you? Did
you find them interesting and relevant in terms of your own learn-
ing goals? Were there any points that you found confusing or that
you disagreed with?

2 What points from the chapter do you think you can immediately
put to use in your own learning or teaching context?
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3 Which of the different views of needs was the simplest to under-
stand? Were any of them confusing or less clearly defined?

4 If you had to rank the necessities, lacks, and wants of learners in
order of importance, which would you place first and last? Why?

5 If you were hired to teach on an ESP program that appeared to
be based on weak assumptions about the necessities, lacks, and
wants of learners, what could you do to mitigate the potential
problems you might face in class?

6 If you were an administrator of an ESP program, whose wants
would you give priority to: those of learners or those of instruc-
tors? Explain your answer.

Further resources

Books and chapters

Brown, J. D. (2016). Introducing needs analysis and English specific purposes.
Abingdon, UK: Routledge.

Flowerdew, L. (2013). Needs analysis and curriculum development in ESP. In B.
Paltridge & S. Starfield (Eds.), The handbook of English for specific purposes
(pp. 325-346). Walden, MA: Wiley Blackwell.

Research articles

Serafini, E. J., Lake, J. B., & Long, M. H. (2015). Needs analysis for specialized
learner populations: Essential methodological improvements. English for Specific
Purposes, 40, 11-26.

Spence, P., & Liu, G. Z. (2013). Engineering English and the high-tech industry:
A case study of an English needs analysis of process integration engineers at a
semiconductor manufacturing company in Taiwan. English for Specific Purposes,
32(2), 97-109.

Wozniak, S. (2010). Language needs analysis from a perspective of international
professional mobility: The case of French mountain guides. English for Specific
Purposes, 29(4), 243-252.



Chapter 5

Deciding learning objectives
for ESP courses and programs

In Chapter 4, you learned about the many different facets of needs analysis
that form the first pillar of ESP. Once you know these needs, you are in a
position to start translating the necessities, lacks, and wants of different
stakeholders into specific learning objectives for the classroom. These form
the second pillar of ESP.

In many real-world settings, learning objectives are decided at the
administrative level by ESP course and program designers. But, in other
settings, ESP administrators might only give instructors a very general or
vague course title and expect them to formulate their own class objec-
tives based on a small-scale, ‘just-in-time’ needs analysis. Either way,
once the learning objectives of a course or program are decided, the ESP
administrators or instructors will need to sequence them in some way
and explain that ordering to learners. Normally, this is done in the form
of a syllabus.

In this chapter, all the different aspects of deciding and sequencing learn-
ing objectives will be discussed. First, I’ll introduce some important fea-
tures of language that characterize different types of spoken and written ESP
texts. Next, I’ll discuss some aspects of learning theory you might also want
to target in the classroom. Then, I’ll explain some course design approaches
that are commonly used to sequence learning objectives. Finally, I’ll look
at the subject knowledge problem that exists in many ESP classrooms and
show you how it might be overcome.

By the end of the chapter, you should be able to turn the results of an
ESP needs analysis into a clear and well-structured syllabus that explains
the learning objectives to learners and other stakeholders. You should also
be in a position to evaluate and give constructive feedback on course sylla-
buses and even program designs given to you by ESP administrators. Most
importantly, by the end of this chapter, you should be ready to start thinking
about the actual teaching of your classes.
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Opening reflection

Imagine you had to teach an EAP course in scientific reading and
writing. In one of the classes, you were scheduled to teach learners
how to read and write a research article abstract using the following
abstract (taken from applied chemistry) as an example. What lan-
guage (e.g. vocabulary, grammar, organizational patterns) and skills
(e.g. how to read for gist, how to write concisely) might you tar-
get in the class? Where would you position the lesson in the course
as a whole (e.g. early in the course, at the end of the course)? Are
there any aspects of the text that you would struggle explaining to
learners?

Synthesis and Surface Modification of Highly Monodispersed, Spheri-
cal Gold Nanoparticles of 50-200 nm

Steven D. Perrault and Warren C. W. Chan*

Institute of Biomaterials and Biomedical Engineering, Terrence Donnelly
Centre for Cellular and Biomolecular Research, University of Toronto,
160 College Street, Toronto, Ontario, Canada MSS 3E1

J. Am. Chem. Soc., 2009, 131 (47), pp 17042-17043

DOI: 10.1021/ja90706%u

Publication Date (Web): November 5, 2009

Copyright © 2009 American Chemical Society
hitp:/lpubs.acs.org/doilabs/10.1021/ja907069u

Elucidating the impact of nanoparticle size and shape on biological
systems is of fundamental importance to nanotoxicology and biomed-
icine. Currently, the ability to determine this is limited by the lack of
a model nanoparticle system having a narrow size and shape distri-
bution over the relevant size range (2-200 nm). Hydroquinone can
be used to produce 50-200 nm gold nanoparticles that are relatively
monodispersed in size with nearly spherical shapes.

Commentary

The model abstract here is a fairly typical abstract in applied chemistry:
it uses a situation-problem-response organization, linked together with the
logical connector currently; it makes use of both active and passive voices;
it is written solely in the present tense; and it contains technical terms, sci-
entific abbreviations, and long noun phrases. If a learner hoped to read
and write similar texts quickly and accurately, they would need to know
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about the different types of vocabulary that scientists use, the grammar
forms and organizational patterns that appear frequently in scientific texts,
various reading and writing strategies, and a host of other language and
learning points. Clearly, as an ESP instructor, you may not be familiar with
everything that an experienced and well-published chemist knows about the
language of applied chemistry. But, as you’ll see in this chapter, you don’t
need to worry. Your knowledge of ESP will allow you to assist learners in
achieving important learning objectives that will ultimately allow them to
meet their needs.

Foundations for deciding learning objectives

In many general English (GE) programs, learning objectives are expressed in
terms of the traditional categories of grammar and vocabulary. Lesson and
course goals are built on concepts such as mastering the past, present, and
future tenses; using main, modal, and auxiliary verbs correctly; construct-
ing simple, complex, and compound sentence patterns; expressing ideas in
the active and passive voice; learning the rules of article usage; linking ideas
with logical connectors; forming nominalizations; and asking questions.
Learners in a GE classroom are often encouraged to explain and practice
the rules of grammar, and learn longs lists of vocabulary items that appear
in the reading and speaking passages of their textbooks. Of course, much of
this might have little to do with the language that they need in real-world
target settings.

ESP courses and programs, in contrast, are rarely built on grammar rules
and vocabulary lists in this abstract way. Instead, the learning objectives of
ESP are expressed in ways that are directly linked with the results of a needs
analysis and are built on a number of important, theoretical-grounded prin-
ciples. Let’s look at each of these in turn.

Register analysis

Registers are a characteristic set of language elements, including grammar
forms and vocabulary items that people will associate with a particular situ-
ation, purpose, or social context (see Halliday, 1978, 1989). Registers are
often referred to as ‘styles,’ so you might hear about formal, academic, and
public styles contrasted with informal, casual, conversational, private and
neutral styles, among others.

Since the early days of ESP in the 1960s, the study of registers has played
an important role in determining what should be taught to learners in the
ESP classroom. In fact, early ESP research was almost solely dedicated to
identifying the characteristic features of grammar and vocabulary in partic-
ular settings. For example, the first major work on ESP according to Swales
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(1985) was Barber’s (1962) study of sentence structure, verb forms, and
vocabulary in a university textbook on engineering electronics, an extract
from a university textbook on astronomy, and a research article in the field
of biochemistry. Without access to a computer, Barber painstakingly ana-
lyzed these three texts to establish sentence lengths, the number of clauses
per text, the frequency of clause types, the ratio of passive to non-passive
verbs, tense patterns, word frequency patterns, and a whole range of other
linguistic features. While Barber’s findings might have limited applicability
today, being based on only three niche texts, the ‘bottom-up’ approach that
he adopted is still very influential in the field of ESP.

Register analysis provides ESP course designers and instructors with
a solid foundation for targeting and teaching ESP-focused grammar. In
an EAP setting, for example, it allows them to identify and teach lan-
guage features that characterize the formal academic writing style. These
include complex, compound, and complex/compound sentence structures;
the conversion of phrasal verb forms into single verb forms; the use of
long, complex noun, verb, and prepositional phrases; the nominalization
of verb forms; the frequent occurrence of logical connections; the using
of hedging and stance expressions; and various other features that are
discussed in the ESP literature. In an EOP setting, register analysis can
highlight less common grammar forms that are uniquely characteristic of
particular target language settings, such as hotel service encounters (Blue
& Harun, 2003), airline flight controller directions (Farris, Trofimovich,
Segalowitz, & Gatbonton, 2008), and nurse-patient interactions (Finch,
2014; Staples, 2015).

Register analysis also provides ESP course designers and instructors with
an understanding of how vocabulary is distributed in and across texts. One
result of this work is the now common practice of targeting vocabulary that
belongs to general, semi-technical, and technical categories (Nation, 2001).
Many EAP courses present vocabulary to learners in this way, with the Aca-
demic Word List of Coxhead (2000) used in textbooks around the world.
If you suddenly find yourself teaching an unfamiliar discipline, this body of
work can be an excellent source of information at the planning stages.

Interestingly, register analysis has seen a renaissance in recent years under
the banner of corpus analysis. Today, the availability of large bodies of text
data (corpora) and easy-to-use software tools such as AntConc (Anthony,
2017a) allows ESP experts to complete detailed studies on the grammar
and vocabulary of target texts in a matter of seconds. What we get from
such analyses is a more accurate description of language in both narrow
disciplines and broad fields of work, leading to greater confidence in what
should or should not be taught in the classroom. In fact, the ability to per-
form a corpus analysis can itself become a goal for learners in the ESP class-
room. Instructors can guide learners on how to find or collect language
data and then show them how to use software to analyze that data to find
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characteristic grammar and vocabulary features of their target language.
This Data-Driven Learning (DDL) approach has proved successful in many
ESP settings (Anthony, 2016). We will return to the topic of DDL in the next
chapter of this book.

Rhetorical (discourse) analysis

Rhetorical analysis (or discourse analysis) is another area of research that
has greatly informed ESP course and program design. Pioneering work by
Lackstrom, Selinker, and Trimble (1973) led many researchers to move
beyond the ‘bottom-up’ study of registers to start looking at why particu-
larly language features were more or less frequent than others, and how
language users combined sentences and paragraphs to construct complete
spoken or written texts. This ‘top-down’ perspective links language form to
language use and provides ESP course designers and instructors with a more
informed basis for deciding what to include and highlight in ESP courses and
programs. In an EAP classroom, for example, instructors can use insights
from rhetorical analyses of academic texts to focus on and explain why
certain logical connectors appear more commonly than others. Similarly,
EOP instructors can use rhetorical analyses to focus on and explain why an
increased use of modal verbs appear in the language of telephone operators
that need to respond to customer inquiries in a polite and respectful way.
What is important is that learners not only understand why the target lan-
guage is used as it is, but that they begin to develop their own ‘rhetorical
awareness’ that they can apply later in the understanding and creation of as
yet unseen spoken and written texts.

Genre analysis

Genre analysis emerged from the work in register and rhetorical studies to
become one of most important principles used in ESP today. In his seminal
work on the subject, John Swales (1990, p. 58) describes a genre in the fol-
lowing way:

A genre comprises a class of communicative events, the members of
which share some set of communicative purposes. These purposes are
recognized by the expert members of the parent discourse community,
and thereby constitute a rationale for the genre. This rationale shapes
the schematic structure of the discourse and influences and constrains
the choice of content and style.

You can see that the ‘bottom-up’ and ‘top-down’ perspectives provided by
register and rhetorical analyses are included in Swales’ definition of genre.
He also introduces the important concept of discourse community, which
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positions the people involved in the target communication as a network of
interrelated individuals with a shared set of goals, purposes, and under-
standings of the way in which language works.

Genre analysis is an extremely powerful analytical approach in ESP that
allows course designers and instructors to identify the communicative purpose,
structure, style, content, and intended audience of target texts. Using this knowl-
edge, they can then formulate course and program objectives that will ensure
that learners will be able to recognize genre features and use them in their own
language output, helping the learners conform to the practices of their discourse
community (see Paltridge, 2013, for a discussion of genre and ESP).

Learners in workplace contexts can immediately put knowledge of genre
to use in the creation of successful business letters, reports, speeches, and
other language outputs that they need to produce in their jobs. Learners in
academic contexts, on the other hand, can use a genre analysis of written
and spoken texts to improve their reading and writing of research articles
and grant proposals, as well as their understanding and delivery of academic
presentations. They can also use knowledge of genre to understand and
eventually produce the language outputs of their target discourse commu-
nity, even though they may not yet be fully fledged members.

It is important to remember that the scope of genre analysis goes beyond
just the analysis of static written and spoken texts. Some ESP researchers are
interested in how the texts of a genre evolve over time and become blended
with those of other genres (see, for example, Bhatia, 2008). Another group
of genre analysts, often called the rhetorical genre studies group (see Arte-
meva & Freedman, 2008; Bawarshi & Reiff, 2010; Miller, 1984) focus their
work on the context and community in which texts exist, providing us with
more detailed insights on why genres are created and how they facilitate
communication (see, for example, Freedman & Medway, 1994).

Learning and metacognitive skills

Beyond language itself, many ESP practices have been influenced by research
on learning theory and metacognitive skills development (e.g. planning,
selecting appropriate learning strategies, self-correcting). Research on learn-
ing theory dates back to the early behaviorist models of Pavlov (1897),
Thorndike (1898), Watson (1913), and Skinner (1957), the rule-governed
mentalist models of Chomsky (1957), the cognitivist models of Ausubel
(1968), and others that focus on thinking, problem solving, and concept-
forming, and more recent constructivist models of learning, which empha-
size meaning creation over meaning acquisition (e.g. Ertmer & Newby,
1993). There is also the work of Hutchinson and Waters (1987) and more
recently Henter (2014) and others that reminds us that learning is an affec-
tive process, where the learners’ feelings will have a dramatic impact on the
success or failure of learning. The main features of these different models
are shown in Figure 5.1.
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Most ESP instructors have an eclectic view of language learning and aim
to develop and apply different learning approaches depending on the needs
of different stakeholders, the learning objectives of the course or program,
the backgrounds and expectations of the learners, and the time constraints
they are given. In an EAP presentation course, for example, instructors
might use a behaviorist approach to help learners improve their pronuncia-
tion and signal transitions between slides using a few memorized phrases,
such as “Here is the outline” and “Let me now give you the conclusion.”
But, they are more likely to use a cognitive approach to help learners create
the language in the presentation slides, explaining, for example, how bul-
let points are usually listed as a set of noun or verb phrases starting with
the same part of speech. On the other hand, the instructors might focus on
affective factors to help learners deliver a successful presentation, giving
them motivation to stand up in front of others, helping them to develop and
project a positive attitude, and showing them ways to reduce their anxiety
about making mistakes so they can perform at their highest level.

Even though each ESP setting will necessitate the use of different learning
principles, there are some general principles that apply in almost all set-
tings. These are listed in Table 5.1 (see also Hutchinson & Waters, 1987,
pp. 128-130):

Learning theory in ESP addresses not only behavior, cognition, and affect,
but also specific sub-skills that will facilitate reading, writing, speaking and
listening. Some of these are listed in Table 5.2.

Table 5.1 General principles of language learning

* learning is a decision-making process
o learners ultimately decide for themselves what, why, how, when, and where to learn
* learning is a building process

© learners apply what they already know about the world and their experience of
learning their first language to the task at hand

* learning is an active process

© learners use biological and cognitive processes in the understanding, creation, and
application of new knowledge

* learning is a monitoring process

© learners perform better if they notice their strengths and weaknesses, recognize
their progress and improvement, and seek help and advice when they are struggling

* learning is an emotional process

© learners perform better when they see the value of the learning, enjoy the learning,
feel relaxed, and have a positive attitude toward the material, the instructor, and the
class in general

* learning is often an incidental process

o learners learn much more than what is presented to them explicitly if they are given
opportunities to reflect on and use that material in their own unique ways




Table 5.2 Sub-skills of reading, writing, listening, and speaking

Sub-skills of reading

.

building a receptive knowledge of written general, academic, and technical vocabulary
identifying and understanding cohesive and discourse markers
identifying main ideas, supporting ideas, and examples

identifying rhetorical patterns

identifying the writer’s assumptions

predicting, inferring, and guessing from context

processing and evaluating information

scanning for specific information

selecting what information is relevant

skimming for content and meaning

transferring or using the information obtained while or after reading
understand relations within and between sentences

utilizing surface-levels features (e.g. layout, color, font types, font styles)

Sub-skills of writing

.

.

adopting and adapting commonly used written genres

building a productive knowledge of written general,academic, and technical vocabulary
citing and paraphrasing information obtained from external sources

crafting surface-levels features (e.g. layout, color, font types, font styles)

deciding the target reader

deciding what information is relevant

employing hedging and persuasive devices

organizing ideas using rhetorical patterns

planning the message through brainstorming and outlining

presenting main ideas, supporting ideas, and examples

refining the message through drafting and revising

signaling relations within and between sentences, paragraphs, and sections using
cohesive and discourse markers

understanding the target discourse community

using models and templates

utilizing machine translation

Sub-skills of listening

.

.

building a receptive knowledge of spoken general, academic, and technical vocabulary
deducing the speaker’s attitude (e.g. via politeness strategies, volume, and stress)
identifying and understanding cohesive and discourse markers

identifying main ideas, supporting ideas, and examples

identifying redundancy in speech

identifying rhetorical patterns

identifying the speaker’s assumptions

identifying unit boundaries

identifying what information is relevant

listening for specific information

participating through active listening (e.g. giving non-verbal and verbal
encouragements, making gestures, providing back channels and feedback)
predicting, inferring, and guessing from context

processing and evaluating information

recognizing phonological signals of main points and digressions (e.g. asides, jokes)
recognizing the communicative functions of volume, speed, stress and intonation

(Continued)
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Table 5.2 (Continued)

» transferring or using the information obtained while or after listening (e.g. through
note taking)

* understanding relations within and between utterances

* using models and templates

* utilizing machine translation

Sub-skills of speaking

* adjusting the message through volume, speed, stress, intonation, and silence

* adopting and adapting commonly used spoken genres

» asking questions to get information, clarify points, and manage interactions

* building a productive knowledge of spoken general, academic, and technical
vocabulary

* deciding what information is relevant

* developing a good pronunciation

* developing fluency

* employing hedging and persuasive devices

* explaining main ideas, supporting ideas, and examples

» finding ways to enter into a conversation

* organizing ideas using rhetorical patterns

* planning and refining the delivery through mental rehearsal

* recognizing the stance and attitude of the audience

* reporting and summarizing information

* signaling relations using cohesive and discourse markers

* understanding and utilizing turn-taking strategies

* understanding the target audience

In order to develop effective learning objectives for the classroom, ESP course
designers and instructors can analyze the learners’ target language context
and identify specific skills and sub-skills that members of the discourse com-
munity use. These can then be introduced and developed in class through
direct instruction, in-class activities, and learner-centered tasks. At a more
general level, an understanding of learning and metacognitive skills can also
help an ESP instructor identify and help learners who might find it difficult to
interact with others in the class, or who are struggling with the class materi-
als. We will return to this point in the next chapter that looks at classroom
materials and methods.

TASK 5.1 Formulating learning objectives in EAP and
EOP settings

1 Look again at the abstract that appeared in the reflection exercise
at the beginning of this chapter. Using ideas from register analysis,
rhetorical analysis, genre analysis, and learning and metacogni-
tive skills, what learning objectives would you include in an EAP
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lesson that was designed to help learners be able to write abstracts
that summarize their own research findings? List your thoughts.

2 Now, imagine that you are an instructor in an EOP program for
air traffic controllers. Again, using ideas from register analysis,
rhetorical analysis, genre analysis, and learning and metacognitive
skills, list the learning objectives you would include in a lesson on
pilot directives. Use the following examples as a guide on what
pilot directives are like.

Northwest eleven seventy-eight, turn left heading three six zero
Continental twelve thirty-four, turn right heading one niner zero
Three twenty-nine, reduce and maintain a hundred and seventy knots
U S Air fifteen eighty-eight, descend and maintain three thousand

Extract from: Air Traffic Control Complete Corpus (Godfrey, 1994)

Sequencing of learning objectives

Deciding the learning objectives of an ESP lesson, course, or program is
clearly important. However, it is also necessary to consider what steps will
be taken to achieve these goals, how long each step will be, and what order
the steps will follow. These decisions are usually stated in the form of les-
son plans, course syllabuses, and overall program curriculums. Here, let’s
focus on how you might sequence the learning objectives of an ESP course
and turn that into a course syllabus. Then, let’s briefly look at the topic of
curriculum design.

General principles of sequencing

Ideally, the sequencing of learning objectives should be based on some kind
of theoretical principles or objective measures. But, it is also important that
the lesson plans and the overall course structure motivate learners to study,
help them develop a positive attitude about the course content, and reduce
their anxiety about meeting the goals and passing the course.

Nation and Macalister (2010: 38) suggest several general principles that
can guide you in the sequencing of learning objectives.

e progressively cover useful language items, skills, and strategies rather
than attempt to teach everything at once

®  sequence items to give learners increasingly spaced, repeated opportuni-
ties to retrieve and give attention to target items in a variety of contexts
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e if items are learned together, ensure that the combination contributes to
the learning process and interference effects are avoided

e help learners make the most effective use of previous knowledge

® train learners how to monitor their learning gains so that they can
become independent language learners

They go on to explain that learners should be exposed to an equal balance
(amount of time) of four strands of learning: meaning-focused input (MFI),
meaning-focused output (MFO), language-focused learning (LFL), and flu-
ency development (FD) (Nation & Macalister, 2010). In practice, not all
needs in ESP are equally balanced in terms of receptive (MFI) and produc-
tive (MFO) skills. But, the point here is that you should not be designing
courses and programs in which the bulk of the time is spent teaching learn-
ers what they should be doing in the target setting (LFL). Rather, you need
to give them opportunities to actually try for themselves the task at hand.
Also, it is important that sufficient time is spent on letting learners develop
fluency in the language skills that they have already met (FD).

Sequencing in syllabus and curriculum specifications

Syllabus design

A syllabus specifies the content and sequencing of language, genres, and
skills for an individual course (in addition to information about materials
and evaluation procedures). Table 5.3 shows six traditional English syllabus
types that have been popular for ESP courses at some point in time, and
Table 5.4 lists various sequencing patterns that could be used to order the
individual items in one of these syllabuses.

Table 5.3 Syllabus types used in ESP course designs

Syllabus type Description

Content-based focuses on the content of a specific
subject and sequenced according to
discipline traditions of theory and practice

Genre-based focuses on the construction of written
and spoken texts through building
knowledge of the field, analyzing target
texts, and constructing target texts
either collaboratively or individually, with
sequencing determined by the relative
importance of the target genres or the
logical timing of the text creation process
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Syllabus type Description

Notional-functional focuses on notions (e.g. shopping)
and functions (e.g. asking for prices,
negotiating a price reduction) and are
usually sequenced based on importance
or learner interest

Situational focuses on situations in which the learner
might find themselves (e.g. doctor/patient
interaction, meeting with an international
businessperson) and are usually
sequenced based on importance, learner
interest, or timing of need

Skill-based focuses on target skills (e.g. giving a
presentation, taking notes, arguing a point)
that are usually sequenced based on
importance or timing of need

Structural focuses on grammar and vocabulary items
that are usually sequenced according to a
difficulty measure

Task-based focuses on using (any) language to achieve
specific, meaningful, real-world objectives
that are usually sequenced based on
importance, learner interest, or a difficulty
measure

Table 5.4 Sequencing patterns used in ESP course designs

Sequencing pattern Visual representation

Linear AB=2C=>D=E=F

Linear + revision units A®B=>C=> ABC>D=2E=>F=
(D,E,F)

Spiral A =B A 2B >C 9D E A,
=B, >C,>D,>E >F

Matrix A>B>C =D =E=>F>A =B,
2 C,2D,2E2F,2A =B, =C,
D,>E=F

Thread AG)=®B(G)=>C(G)=>D(G)=>E

(Gy)= F(G)

Letters indicate language item types and subscript numbers indicate the nth time the item type
features in the syllabus
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Many early ESP courses of the 1960s and 1970s followed a structural syl-
labus, but these were later replaced with courses that followed a notional-
functional syllabus. If you look at some of the ESP textbooks of the 1980s
and 1990s, you should find many examples of these. Around the mid-1980s,
however, the communication language approach began to grow in popular-
ity around the world, and this resulted in a new wave of general English and
ESP courses that followed a situational syllabus. In fact, still today, we can
find a huge number of conversational textbooks and a few EOP textbooks
that follow this structure.

Today, most ESP courses follow a genre-based, skill-based, or task-based
syllabus. All of these syllabus types allow for flexibility in presentation and
practice of material, and they all place importance on needs over explicit
knowledge of language items. However, as mentioned in the opening chap-
ter of this book, in some EAP contexts there has been a recent trend toward
English-mediated instruction (EMI) and this has led to a growing use of
content-based syllabuses. In some way, a content-based syllabus can be con-
sidered to be a unique type of task-based syllabus, where the objective is to
master a particular content-oriented goal. But, in practice, you’ll find that
the ordering of a content-based syllabus often has more in common with
structural and notional-functional syllabuses.

Curriculum design

A curriculum specifies the goals for an entire language program and the gen-
eral sequencing, timing, and duration of courses created to meet those goals.
In both EAP and EOP settings, overall program goals can be formulated in
terms of learner needs as well as the institution’s vision or mission state-
ment. For example, in the ESP program at the Faculty of Science and Engi-
neering, Waseda University, Japan, the goals of the program are expressed
as follows (Anthony, 2009):

e develop world-class, international researchers with an ability to study,
discuss, and present specialist subject knowledge in English

e develop responsible citizens who can discuss and resolve global issues

e develop valuable members of a dynamically changing and evolving
workforce

The overall design of an EAP program often ensures some kind of baseline
level competency in target English for all learners in the system. Individ-
ual courses within a program are usually sequenced so that they progress
from general/basic courses to more specific/advanced courses. General/basic
courses are likely to have a required status (with exemptions) and be sched-
uled in the freshman and sophomore years. The length of these courses can
vary from a few weeks to an entire year. Later courses, on the other hand,
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will commonly have an elective status and be scheduled in junior and senior
years, or perhaps even at the graduate school level. The length of these
courses can also vary considerably, but you are more likely to find short,
intensive three-day and one-week courses at this level than you will earlier
in a program.

In EOP settings, programs are usually aimed at specific workers and
there is less need to achieve a baseline level of competency. In these set-
tings, courses at all levels may have an elective or required status depending
on the position and role of the employee and the company’s overall global
strategy. Often, new recruits are required to take short, intensive, basic lan-
guage courses that last from a few days to a few weeks. But, later, they will
be expected to continue their language learning through the elective use of
additional training programs and online courses that offer some kind of
career-long learning possibilities. Employees that have been recently pro-
moted to new positions that require specialized English will also be expected
to attend short, intensive courses that focus on more advanced aspects of the
language. It should be mentioned that many companies around the world
have policies that require workers to have a minimum general English pro-
ficiency and they will need to reach a higher level of general English profi-
ciency before they can be promoted to senior levels of management.

TASK 5.2 Sequencing learning objectives in EAP and EOP

Find a description of an EAP or EOP course on the Internet or using
the table of contents of a published textbook. Based on information
presented, answer the following questions:

1 How would you describe the sequencing of language skills covered
in the course using the names given to syllabus types in Table 5.3?

2 Using the descriptions given in Table 5.4, what pattern of sequenc-
ing does the course use?

3 If you were to design a similar course, in what ways would you
sequence the language skills differently (if any)? Give reasons for
your answers.

Contentious issues in ESP: addressing
the subject knowledge problem

In this section, I will return to an issue raised in Chapter 3 concerning
the role of an ESP instructor in the classroom. If we consider that many
ESP instructors lack specialist knowledge about the target disciplines their
courses cover, how can they confidently define learning objectives for the



92 Understanding the four pillars of ESP

classroom and explain to learners the what, why, and how of the target
language setting?

The challenges facing ESP instructors when it comes to subject knowledge
can be mitigated to some extent through careful planning. In the simplest case,
they might be able to find a published ESP textbook that covers the target field
and design their classes around that. However, as Anthony (1997) argues, this
strategy is not really in line with the defining principles of ESP, as few published
textbooks will exactly match the needs of the different stakeholders. Of course,
the instructor might be able to modify or adjust the content of a published text-
book to better match the different needs, but this returns us back to the original
question: what, why, and how should the published material be modified?

An alternative solution to this problem is for ESP instructors to work in
a team together with more experienced ESP administrators and subject spe-
cialists. Course syllabuses, lesson plans, classroom materials, and teaching
methods can emerge out of this team effort, and any challenging language
and concepts can be discussed within the team before the ESP instructor
has to face learners. But, even in this case, ESP instructors are still likely to
face subject-related questions from learners in the classroom that they are
unable to answer. This topic was investigated by Wu and Badger (2009),
who looked at the strategies that ESP instructors adopted when faced with
such in-class subject knowledge dilemmas (ISKDs). What they found was
that most instructors in their study adopted avoidance strategies rather than
admit their ignorance of subject knowledge.

For ESP instructors working in isolation and those that face tough sub-
ject knowledge questions in the classroom, one effective way to address
the problem is for them to embrace their own ignorance and use it to their
advantage. If you want to follow this path, it is important to be honest
with learners. In the first class, you should introduce yourself to learners by
explaining your background, teaching experiences, and research interests.
You can also say that you specialize in ESP and explain what that means.
At this point, you can introduce the idea that the language of specialist sub-
jects varies widely and that even subject specialists are often unaware of its
characteristic features. You can then explain that rather than guessing the
what, why, and how of target language settings, it is better to observe and
analyze target language and then think about and discuss how and why it
takes this form. You can also explain that not all the answers will emerge
in the classroom, and that learners will need to take some questions back to
their own departments, sections, supervisors, and managers. One important
point to stress is that, as an ESP instructor, you have a vast knowledge about
the ways in which language can vary across disciplines, and that one of your
aims is to help learners to begin seeing language in the same way you do.

As a non-specialist working in a specialist field, you should also follow the
advice you give to learners. Rather than making potentially incorrect state-
ments about the target language setting based on your faulty assumptions
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and ignorance of the field, you should instead obtain target language exam-
ples, and then find out how and why the language takes this form. One way
to do this is through reviews of specialist literature, Internet-based searches,
and possibly discussions with subject specialists. However, you may find
more useful and revealing information by actually conducting a text analysis
yourself. As mentioned already in this book, free and easy-to-use text analy-
sis tools such as AntConc (Anthony, 2017a) allow you to immediately iden-
tify the most frequent words and multi-word expressions that occur in target
texts. As an example, Figure 5.2 shows an AntConc display of the most
frequent keywords (characteristic words) appearing in the sample transcripts
of the Air Traffic Control Complete Corpus (Godfrey, 1994).

Text analysis tools also allow you to see how words and multi-word
expressions are used in context and the grammar constructions in which
they are usually found. These tools can even reveal the location where par-
ticular words and expressions appear in texts, giving you insights into lan-
guage use at the discourse level.

File  Global Settings  Tool Preferences Help

Corpus Fles - iCul:t:m\i.mcél Concordance Pleti File \ﬁwICIustusJN-Grml-Collucates.}Wo:d List| Keyword List
|sample_transcripts.bat wa‘“'!'lﬂ 16 K 1 Tokens: 4440 Search Hits 0
.Ranl Freq Keyness IEﬂect Keyword - |
1 181 |+ 168118 00586 heading L
149 |+ 124403 (00482 |heavy (4
3 131 + 741.72 i0.0401 ileft
4 116 |+ 739.68 50.036}' iturn
5 101 + 912.84 i0.0332 \ah
6 103 |+ 73016 |0.0332 \approach
7 101 |+ 82545 ;0.033 ibcrston
8 103 |+ 65045 i0.032? |air
9 90 |+ 92771 iu.nzgs Ininer
10 i8‘3 + 83175 50.0294 idelta
11 195 + 454.96 i0.0289 ju
12 75 + 589.74 0.0246 |maintain
13 74 |+ 66863 00245 northwest
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Figure 5.2 AntConc display of the most frequent keywords in the Air Traffic Control Complete
Corpus.

The keywords here are generated by comparing word frequencies in the sample text against the
AmE06 Corpus comprising one million words of general American English words (Potts & Baker,
2012). Note that all spoken numbers were removed from the transcript prior to the analysis.
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Beyond language itself, you should also attempt to obtain objective data
about the more general target language setting. For example, you can find
out how many people in the target field use English, what their general
English proficiency levels are expected to be, where and when they use the
language, and what language issues they commonly experience. Again, this
data might come from Internet searches and discussions with subject spe-
cialists, but you can also find relevant information from TV shows, news-
paper reports, magazine articles, and other mainstream media sources. In
short, the more you take an interest in the field, the more valuable your
input will be to learners in the classroom.

Experience has shown that subject knowledge problems and in-class sub-
ject knowledge dilemmas (ISKDs) are rare when an ESP instructor explains
from the outset what their role is in the classroom and how they can assist
learners in meeting learning needs. The important thing to remember is that
ESP instructors possess their own subject specialist knowledge, and this
knowledge is extremely valuable to learners.

Research ideas

Here are some possible ideas for small-scale or large-scale research projects
that stem from the topics discussed in this chapter.

Determining learning objectives for a new genre

Choose a genre that you might expect to teach in an ESP course or program.
For the genre, obtain one or more samples of target language produced by
members of the discourse community (e.g. research articles produced by chem-
ists; executive reports produced by business managers). For each genre sample,
identify characteristic features of vocabulary and grammar using a ‘bottom-
up’ approach. Next, consider the text at a ‘top-down’ level, and attempt to
understand its rhetorical structure and the reasons why it is constructed in this
way for the target discourse community. Finally, consider what learning and
metacognitive skills would be useful to master this genre. Report your findings.

Analyzing language outputs using corpus methods

Find a sample of target language that you might consider introducing to
learners in an ESP course, making sure that the sample is in an electronic
form (e.g. a web page, a Portable Document Format [PDF] file, or Micro-
soft Word document). If you can only find a paper-based sample, you will
need to transcribe it or use optical character recognition (OCR) software
to convert it into a digital form. Next, save the sample to a plain text (.txt)
format using one of the options in the save menu of the software you use
to view the file. Then, open the file in the AntConc text analysis software
(Anthony, 2017a) and produce a list of all the words in the sample ordered



Objectives for ESP courses and programs 95

by frequency using the word list tool option. Look through the word list and
consider what it reveals about the vocabulary used in the sample. Report
your findings. Finally, discuss how you might scale-up the study to gain a
more complete understanding of vocabulary used in a target area of interest.

Critiquing syllabus and program design in ESP

Locate a description of an ESP course or program that you are involved in or
would like to know more about. The description might appear as an inter-
nal document at an institution, on an Internet web page, or perhaps in a
published journal article. Analyze the ESP course or program in terms of its
stated learning objectives and its sequencing of those objectives. Summarize
your findings and suggest how the ESP course or program might be improved.

Closing reflection

Now that you have come to the end of the chapter, you should have
a good idea how to formulate learning objectives from the perspec-
tives of register, rhetorical (discourse), genre, and metacognitive skills.
You should also understand the different ways those objectives can
be sequenced in an ESP course, and how ESP courses might combine
together to form an entire program. Finally, you should have some
ideas on how to deal with the subject knowledge problem that many
ESP instructors experience.
Here are a few more questions to consider:

1 Which of the points covered in the chapter were new to you? Did
you find them interesting and relevant in terms of your own learn-
ing goals? Were there any points that you found confusing or that
you disagreed with?

2 What points from the chapter do you think you can immediately
put to use in your own learning or teaching context?

3 Which of the different perspectives (register, rhetorical, genre,
metacognitive) do you think are the most helpful in determining
learning objectives for an ESP course? Why?

4 If you were free to choose how you sequenced the learning objec-
tives for an ESP course, which syllabus type and sequencing pat-
tern would you adopt? Give reasons.

5 If you were a learner in an ESP classroom and your instructor
admitted to you that they were not an expert in your target disci-
pline, how would you feel? What would they need to do to gain
your trust and help you satisfy your learning requirements?
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Chapter 6

Deciding materials and
methods in ESP

In Chapter 3, you learned how to formulate and sequence learning objec-
tives for an ESP course or program, which form the second pillar of ESP.
Ultimately, though, the success of any ESP course or program is determined
by the classroom materials and methods that are chosen to operationalize
these objectives. The decisions made here form the third pillar of ESP.

In some ESP settings, classroom materials are decided at the administra-
tive level by ESP course and program designers. These might be adopted or
adapted from existing sources, such as published textbooks, or they may be
newly created based on authentic samples of language from the target setting.
In other settings, the ESP instructor will have complete freedom to adopt,
adapt, or create materials for their course. Each option has advantages and
disadvantages, so it is important that you understand what these are. The
choice of materials also directly impacts on the types of teaching and learn-
ing methods that can be used in class. So, as an ESP instructor, you need to
understand how one impacts on the other and be able to adjust the materials
and methods to your preferred teaching style and the needs of the learners.

In this chapter, Ill first discuss the role of materials in ESP and how best
to evaluate them. Next, I'll explain how to adopt, adapt, or create effective
materials for the ESP classroom based on the needs of different stakeholders
and the limitations in terms of the resources and time available. Then, I’ll
explain how technologies such as corpus software tools can help to prepare
suitable materials, even in highly subject-specific target settings. After that,
I’ll discuss how materials affect teaching methods. Here, I’ll review a range
of traditional and novel teaching methods that are particularly well-suited
to EAP and EOP contexts where learner cohorts might be extremely homog-
enous groups with a narrow and clearly defined goal, or wide, extremely
heterogeneous groups with broad, less well-defined goals. I’ll also discuss
how corpus software tools can facilitate teaching and learning in the ESP
classroom. Finally, Tll discuss the topic of authenticity in materials and
methods design. Here, I’ll explain why authentic materials are often pre-
ferred but also how they can sometimes cause problems for both instructors
and learners.
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By the end of the chapter, you should be able to evaluate, adapt, and
utilize published materials, create your own custom materials, and mesh
published and custom-made materials together in a coherent fashion. You
should also be able to use different teaching and learning methods to orga-
nize and present target materials, and help learners to engage with them.
Most importantly, you should be in a good position to start teaching ESP
classes.

Opening reflection

Think back to the different courses that you have taken as a student. Did
the instructors use published textbooks, or did they use custom-made
materials adapted from published sources and/or created uniquely?
Which type of materials did you prefer? If you have experience of teach-
ing, what types of materials do you prefer to use as an instructor? Why?
In the different courses that you have studied, could you predict
what activities the instructor would use? Did they follow a set order
(e.g. presentation — practice — discussion)? How did the activities help
you engage with the materials? If you have experience of teaching,
what activities do you tend to use in class? What purpose do they
have? How do you decide the order in which they are presented?

Commentary

Many learners prefer instructors that adopt a published textbook and follow
a consistent set of teaching and learning methods in their classes. Textbooks
provide learners with a clear set of goals and a clear sequencing of materi-
als designed to reach those goals. They also provide learners with a familiar
reference source that they can use to prepare and review for the class. In
addition, published textbooks are usually colorful and professional looking,
sending a message to the learners that the course is also professionally devel-
oped and meaningful. What’s more, if instructors use a well-constructed text-
book in the classroom, their own class preparation time can be dramatically
reduced, allowing them more time to perfect their delivery of the material
and address individual learner issues. This final reason is no doubt one of the
driving forces behind the very common practice of using textbooks in Asian
EAP contexts, where contract and part-time instructors can be expected to
teach 10 or more classes per week, with learners numbering 30 or more.
Custom materials, on the other hand, usually present only a fragmented
picture of course goals. Also, as the materials are most commonly deliv-
ered on an as-need basis, the sequencing of goals will be less transparent.
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Another disadvantage of custom materials is that they usually serve as a
poor reference source, getting mixed up or lost between classes. They are
also usually less professional looking, being printed in black and white on
A4 paper, with occasional typos and misprints. Instructors can also be less
predictable in the way they use custom materials, making it difficult for
learners to know when or how the materials will be introduced, used, or
referred to in class. They also take longer to prepare, reducing the instruc-
tor’s time to focus on other aspects of class management. Of course, if the
materials can be stored on a learning management system (LMS), they can
be better organized and used again if the course is repeated. But, these sys-
tems also require time to learn and may not always be available.

I have presented the arguments here in a way that suggests all ESP instruc-
tors should be using published textbooks and teaching from them in a pre-
dictable way. But, this is not the case. As you will find in the following
sections, textbooks have severe limitations in ESP contexts, making them
sometimes the least preferable option. Also, ESP courses and programs are
often set up in ways that make them highly unpredictable from the outset.
The ability of an experienced ESP instructor to adapt to such an environ-
ment by quickly creating custom materials and using innovative teaching
and learning methods sets them apart from other language instructors. You
will see why and how they can do this later in this chapter.

Basic principles in ESP materials design

The roles of materials in ESP

One of the most difficult challenges that ESP administrators and instructors
have is deciding what materials should be used in the classroom. Should
they adopt a published textbook? Should they attempt to modify or adapt a
published textbook in a way that reflects the nature of the target setting and
is suited to the level, needs, and interests of the learners? Or, should they
spend time to create a custom set of materials based on or adapted from
real-world, authentic materials selected from the target setting?

To answer these questions, it is first important to understand the vari-
ous roles that materials serve in the ESP classroom. Referring back to the
learning objectives introduced in Chapter 5, we can list these in main and
sub-category levels as follows:

e help learners to understand the what, why, and how of the target lan-
guage setting

o introduce and explain target language skills
o expose learners to target language skills as used in real-world settings
o provide relevant individual, pair, and group exercises
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o be complete and self-explanatory so as to serve as both an in-class
or self-study learning resource

® help learners to build their language skills

o present new language skills in clearly ordered steps and lessons
o sequence steps and lessons to maximize learning
o stretch learners with challenging but achievable exercises

e assist learners to use language skills actively

o encourage learners to interact with others through pair and group
exercises

o encourage learners to reflect on the value and use of the target
material in target language settings

o encourage learners to monitor their progress

o provide overviews, summaries, reviews, and evaluations of the tar-
get language skills

o give clear indications of milestones reached

® encourage the incidental learning of target language skills

o provide additional exercises, tasks, and readings
o include a table of contents, an index, and a list of references

® help learners develop a positive emotional response to the target lan-
guage skills

o provide background information on the importance and usefulness
of the language skills

introduce interesting and useful examples

use fun and humor where appropriate

match the materials to the target settings and interests of the learners
present the target language skills in a clear and professional way

O O O O

e support non-specialist instructors
pp p

o provide contextual information about the target setting
o include supporting audio/video with transcripts
o include an exercise answer key

Evaluating materials in ESP

Once you understand the role of materials in ESP, you are in a position to
evaluate existing materials to determine if they can be used as is, or if they
can be used after some modifications. At this point, if you find that existing
materials cannot be used or adapted to fulfill the different roles required
of ESP materials, you must then consider if it is possible to create custom
materials that better fulfill the different roles.
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Many researchers have presented lists of criteria on which to evaluate
language materials. A useful summary of some of the early models of the
1980s and 1990s is provided by Jordan (1997), who notes that a two-
stage process is often recommended. Charles and Pecoari (2016) follow
this idea in their EAP materials evaluation, which is reminiscent of the
more general model given by McDonough and Shaw (2013). In the first
stage, they suggest quickly checking the introduction, table of contents,
and publisher’s description of the existing materials, with the aim of elimi-
nating the least likely materials. Then, at the second stage, they suggest
a more in-depth evaluation of at least two units of the materials before a
final decision is made.

Following a similar two-stage approach here, if you want to assess the suit-
ability of existing ESP materials in fulfilling the roles described previously, you
could start by asking the initial review questions listed in Table 6.1.

Next, for any materials that score a high number of ‘yes’ answers at the
initial review stage, you could proceed to ask the questions listed in Table 6.2
to probe candidate materials in more depth before making a final decision.

Table 6.1 Materials evaluation: stage one review questions

Role of materials Questions to consider

help learners to * Are the materials relevant for the target
understand the what, language setting and learner group?

why, and how of the * Are the materials up-to-date!

target language setting * Can the materials be used with the

target number of learners?
* Do the materials provide a variety of
exercises that address learner needs?
* Is the cost of the materials acceptable
to the learners and the institution?

help learners to build * Does the level of the materials match
their language skills that of the learners?
* Are the units and exercises clearly and
logically ordered?
* Can the materials be covered within the
timeframe of the course?

assist learners to use * Do the materials provide pair and group
language skills actively exercises (in addition to instructor-

centered and individual exercises)?
encourage the incidental * Do the materials provide overviews,
learning of target summaries, reviews, and additional
language skills exercises, tasks, and readings?

* Do the materials include a table
of contents, an index, and a list of
references?

(Continued)



Table 6.1 (Continued)

Role of materials

Questions to consider

help learners develop
a positive emotional
response to the target
language skills

support (non-specialist)
instructors

* Do the materials introduce interesting
and useful examples?

* Are the materials presented in a clear
and professional way?

* Do the materials include a teachers’
book?

* Do the materials including supporting
audio/video, transcripts, and/or an
answer key?

* Do the materials require specialist
knowledge?

* Do the materials require space or
resources that are unavailable?

Table 6.2 Materials evaluation: stage two in-depth review questions

Role of materials

Questions to consider

help learners to understand
the what, why, and how of
the target language setting

help learners to build their
language skills

assist learners to use
language skills actively

encourage the incidental
learning of target language
skills

* Do the materials provide full coverage
of target language skills?

* Are authentic examples used?

* Do exercises meet target language
and learning objectives?

* Can the materials be used in class
and also outside of class as a learning
resource?

* Can the materials be used with
learners at a range of different levels?

* Can the materials be conveniently
divided up and presented within the
designated lesson hours and the
course timeframe?

* Does the ordering of materials match
instructor and learner preferences?

* Do the materials provide a suitable
balance between different exercise
types?

* Do the materials include sample texts
and model answers?

* Do the materials provide clear and
comprehensive overviews, summaries,
reviews, and additional exercises,
tasks, and readings that stretch the
learners?

¢ Does the table of contents, index, and
list of references accurately reflect
the content of the materials?
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Role of materials

Questions to consider

help learners develop a
positive emotional response
to the target language skills

Are the examples culturally or socially
appropriate!

Are the examples timely?

Are the exercises sufficiently varied to

avoid becoming repetitive!

* Are the materials void of any major
typos or production issues?

* Is the layout clear and attractive?!

* Do the visuals help the explanations?

support (non-specialist) * |s the teacher’s book suitably detailed?
instructors * Does the teacher’s book match the

quality of the main materials?

* Are supporting materials of a high
quality?

* Are supporting materials correctly
indexed and referenced in the main
materials?

* Are LI explanations available (if
necessary)?

TASK 6.1 Evaluating a published ESP textbook

Visit a local academic bookstore and quickly find several ESP-
focused textbooks in a target discipline that interests you (e.g. aca-
demic writing, business, nursing). Now, imagine that you are an
ESP instructor who has to select a textbook for a new course in
this target area. The class is composed of 30 non-native speakers
of English from a variety of countries with a beginner-level English
ability. None of the students have experience of the target language
setting.

Using the stage one review questions presented in Table 6.1, try to
find a candidate textbook that scores a high number of ‘yes’ answers.
If you are successful, proceed to the stage two in-depth review ques-
tions in Table 6.2 and decide if this textbook would work well in your
imagined class.

If you already teach ESP courses, repeat the above for one of your
courses and learner groups. If you already use a textbook in this
course, would it pass the two review stages?
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Adopting, adapting, and creating
materials in ESP

Adopting published materials

In the “Commentary” section earlier in the chapter, I discussed various rea-
sons why both learners and instructors might prefer to adopt published text-
books instead of using custom-made handouts and other materials. There is
no doubt that textbooks are a convenience for both instructors and learners.
They provide an overall structure for classes, reducing the instructor’s need
to plan for classes, and helping learners prepare for classes. They include
explanations of activities and target language examples, which the instruc-
tor can use in place of explanations presented on the board, and learners
can use as a permanent reference source. They also provide instructors with
new ideas for introducing and explaining concepts, serving as an in-service
training resource. And, they can help learners through familiar designs and
sometimes novel explanations and activities. Assuming that a textbook can
be found that fulfills some or most of the roles discussed earlier, the value of
the textbook in terms of achieving learning objectives is also strengthened.
This is especially true if the textbook has been created by an experienced
ESP materials developer with a good knowledge of real-world teaching and
a track record of producing quality ESP research.

In an ESP program setting, adopting a textbook also makes huge practi-
cal sense from an administrative standpoint. Textbooks are almost always
the cheapest way to distribute materials because the cost of the materials is
paid for directly by the learners. (In the case of custom materials in the form
of printed handouts, the costs will almost always be paid for by the insti-
tution.) The tasks of managing the program, monitoring learner progress,
diagnosing problems, and evaluating instructor performance are also much
easier to do if instructors are using the same materials. If the ESP program
is large enough, there is also the possibility to turn custom-made materials
into a published textbook just for the target learners. In this case, many of
the weaknesses of commercially created published textbooks can be mini-
mized, including the need to market the materials to a broad audience to
guarantee sales, and the need to follow a fixed format to reduce production
costs and editorial work.

If you are an ESP instructor with the freedom to choose your course mate-
rials, the first step in materials design is certainly to consider the possibil-
ity of adopting a published textbook, especially if you lack experience in
the target area. Using the evaluation criteria presented in Tables 6.1 and
6.2, you can review the possibilities, and even if you find no materials that
completely fulfill the required roles, you can consider where and how those
published materials might be adapted to more closely match the needs of the
different stakeholders.
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The reality for many ESP instructors, however, is that they actually have
no choice in terms of the primary classroom materials they can use. ESP
program administrators will decide on a published textbook or some in-
house created materials (hopefully using a similar evaluation to that in
Tables 6.1 and 6.2) and require instructors (and learners) to adopt them.
If you find yourself in such a setting, it is important that you understand
the administrators’ rationale for choosing the materials and report back
to them on how the materials are working in class. You should also feel
able to suggest changes or improvements to the materials based on your in-
class experiences. Administrators may have made the choice to use particu-
lar materials based on their perceived needs of the institution and those of
learners and instructors. But, these perceived needs will almost always need
adjustments after the materials are used ‘in the wild’ of real classrooms. You
should also remember that instructors almost always have some flexibility
in how adopted materials are used in class. For example, you might believe
that some explanations and activities should be shortened, lengthened, or
skipped altogether. Others might need to be replaced with your own custom
explanations and activities. We will consider the topic of materials adapta-
tion in the next section.

Adapting published materials

There are many reasons why published materials might need to be adapted
before they can be used successfully in the ESP classroom. At the level of
target learning objectives, the materials might present incorrect or outdated
descriptions. In EAP settings, for example, citation formats might need to
be updated to reflect the most recent specifications. Similarly, in EOP set-
tings, new laws and treaties can require changes to the way information is
presented in reports. The author of the materials may be unaware of these
developments or the materials may have been published before the changes
were initiated. Insights from corpus linguistics have also overturned some
of the assumptions presented in both old and new materials (for examples,
see Harwood, 2005). However, author and publisher circumstances may
prevent published materials from being updated accordingly. The materials
might also ignore important points or include irrelevant ones. Or, they may
present points in an overly simplistic or overly complicated manner. They
might even sequence the points in a confusing manner.

At the level of exercises, published materials will need to be adapted if
they are aimed at a learner level that is too high or low for the in-class group.
For example, reading passages may contain too many unknown words or
be written in an overly restricted vocabulary set that does not challenge the
learners in any way. Similarly, comprehension questions may be too easy
or difficult. Another problem might be that the exercises do not provide
enough practice of a particular learning skill (e.g. speaking or reading) or
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be suitably balanced to provide a range of meaning-focused input, meaning-
focused output, target language, and fluency activities, following the four-
strands concept of Nation and Macalister (2010) mentioned in Chapter 5.

The ‘carrier content’ in published materials might also need adapting.
Dudley-Evans and St. John (1998) describe this as the content used to pres-
ent the target language skills in a suitable context. For example, in an EAP
academic listening course, the carrier content might be a recorded lecture
on the birth of the Internet, or the discovery of the structure of the atom. In
an EOP course on nursing, the carrier content might be a role-play involv-
ing a patient suffering from dementia. Sometimes, the carrier content will
need updating to reflect contemporary practices. Or, it might need changing
if it becomes socially or culturally inappropriate. This latter case happened
in one academic listening course, where a model lecture in the textbook
focused on the triumphs of the cyclist Lance Armstrong who won the Tour
de France a record seven times. Later, he admitted to illegally doping and
was stripped of all the titles (Beaubien, 2013).

Finally, there are often rather mundane reasons why published materials
might need adapting. For example, they may require the use of audio and
visual playback systems that are not available in the classroom. They might
include activities that require learners to move around, even though the
classroom prevents this. Or, they might include too few or too many units
than the time allows.

To address those issues, you may need to simplify, expand, delete, replace,
or reorder the materials and/or add new ones. For example, with a low-level
class, you might want to simplify an explanation so that learners can grasp
the main point. On the other hand, in a high-level class, you might want
to expand the explanation, replace it with a more in-depth discussion, or
perhaps simply add an interesting anecdote or example to deepen the learn-
ers’ understanding of the concept. In other situations, you might want to
delete certain exercises if you believe that the learners have already mastered
the concept, expand a short exercise into a series of longer exercises if you
believe that the learners need more scaffolding, or reorder the exercises to
better fit the flow of the lesson. Finally, in the case of published materials
containing too few or too many units, you might reorder the existing units,
and then add or delete extra units as necessary.

Creating custom materials

Just as there are many ESP contexts where you will have to use published
materials, there are others where creating materials will be the only option
available. Perhaps the course is aimed at a niche target language setting
where publishing companies see no market to produce a textbook. Or, per-
haps the institution demands that all materials are created in-house in order
to reduce the impact of outside influences on the overall management of
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the program and the running costs involved. This is particularly common
in EOP settings. In other cases, you may believe that creating materials is
preferable; for example, if existing materials contain critical flaws that pre-
vent them from being adapted. Or, you may calculate that the time needed
to evaluate a range of published materials and then adapt candidate materi-
als for your own setting would be better spent creating uniquely tailored
materials from the outset.

Five-step approach to custom materials creation

In cases where you are able to carefully plan for materials creation (e.g.
when you are working in a team or if the course does not start for several
months), you might consider using the following five-step approach.

STEP |: REVIEW PREVIOUS WORK

There is no need to ‘reinvent the wheel” when it comes to materials design.
Many materials designers have proposed useful designs and exercise types
that you can incorporate into your custom materials. First, you should make
a list of useful ideas that have been reported in research articles and Internet
articles, discussed at academic conferences, or said to you in face-to-face
discussions. Also, you should review published materials in the same general
area to see how they introduce, explain, and develop language skills.

STEP 2: CREATE A GENERAL PLAN

Once you have a strong knowledge base, you can create a general plan for
what to target in the materials and how to sequence the items. The decisions
regarding what to include should be based on the learning objectives of the
course. It is important, here, to return to the concepts of register analysis,
rhetorical (discourse) analysis, genre analysis, and learning and metacogni-
tive skills development discussed in Chapter 5. To help you decide how the
materials should be sequenced, again, you can return to the ideas about
sequencing of learning objectives presented in Chapter 3.

STEP 3: SELECT ‘CARRIER CONTENT’

Once a general plan has been formulated, the next step is to choose suit-
able ‘carrier content’ that will form the basis for explaining, exemplifying,
and practicing different learning points. One option is to write this content
yourself based on intuition or with reference to content already presented
in published works. However, this is a risky proposition. The intuitions of
experienced teachers (as well as administrators and researchers) have been
proven incorrect numerous times (see, for example, Harwood, 2005). Also,
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if you are assigned to teach an ESP course for learners of an unfamiliar disci-
pline, the chance of being wrong dramatically increases. Copying or adapt-
ing content presented in published works is also risky as it leads to questions
concerning the originality and copyright of the materials.

In both EAP and EOP settings, perhaps a better option is to use ‘authentic’
language samples produced by members of the target discourse community
or perhaps by colleagues who are experienced in the target field and who
can serve as specialist informants. Authentic samples can be intrinsically
interesting to the learners and help motivate them to reach a level where
they can understand and generate similar samples themselves. On the other
hand, these authentic samples may be at a level far beyond that of the learn-
ers, causing the learners to question their ability to reach the required level
and demotivate them. If this is a worry, you might consider how the samples
can be simplified for use early in the course, and gradually presented in their
raw form later in the course. You also need to be careful that the samples
you use are relevant in the immediate contexts of the learners or presented
in a way that allows the learners to get insights on the target context and
discourse community in which they were created. We will return to the topic
of authenticity in materials design later in the chapter.

STEP 4: CREATE EXPLANATIONS AND EXERCISES

With useful, relevant, and hopefully interesting carrier content decided, you
are now in a position to create explanations and exercises that allow learn-
ers to reach their learning objectives in the most efficient and effective way.

Explanations of learning points as well as exercise instructions should
be written in a restricted (simplified) language to ensure that all learners,
regardless of their level, can understand the main points and what they
are supposed to do. In the next section, I will introduce several online and
offline software tools that can help you identify which words or phrases in
explanations and instructions might be problematic, but a general aware-
ness of vocabulary levels will help you greatly (for an in-depth discussion,
see Nation, 2001).

Exercises should be designed with a view to providing learners with a
variety of learning opportunities. Nation and Macalister (2010) argue that
exercises should be designed to allow for a balanced four-strands presen-
tation of meaning-focused input, meaning-focused output, target language,
and fluency development. You also need to ensure that they allow learners to
interact with other members of the class in various ways. Some exercises may
require learners to work independently of others, both inside and outside
the classroom. These can include fact-finding missions, home experiments,
vocabulary learning exercises, and various independent writing tasks. Other
exercises may require learners to interact directly with the instructor or work
with other learners in pairs or groups. There is a huge range of activities
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that you can adopt here, including reading comprehension exercises using
true/false, multiple-choice, short, and long form questions, listening com-
prehension exercises followed by summary writing tasks, speaking fluency
exercises utilizing rapid picture description tasks, and writing tasks to pro-
duce summaries, essays, and research reports. For all these exercises, you can
encourage greater interaction between learners using various task designs,
including information transfer, information gap, and jigsaw designs. You can
also increase the variety of learning opportunities through the use of online
and office resources that allow for the easy introduction of audio, video,
images, graphics, and animation into the classroom.

When it comes to sequencing the exercises you design, you should first
introduce simple, easy exercises that are largely supported by the instruc-
tor. Then, you can gradually introduce exercises that require more time,
higher levels of proficiency and experience, and less instructor support. This
design will allow you to more easily use the materials with a broad range
of learners. With beginner and inexperienced learners, you can focus on
the early exercises. With more advanced and experienced learners, you can
quickly cover or skip the early exercises and allow them to focus on the
more demanding ones.

Finally, you should pay careful attention to how the materials will be
delivered to learners and what format you will use. For offline materials,
you need to consider if they will be distributed as an electronic file, loose
handouts, or perhaps stapled together in the form of a handbook. You may
even consider binding them in a more professional way to appear like a
published textbook. You also need to decide if the materials will be printed
in black and white, or color. For online materials, you need to decide if
they will be distributed within an institution’s learning management system
(LMS) or on a specially created website. And, for both offline and online
materials, will you need to pay attention to the overall design and ‘feel’ of
the materials, which will depend on the typefaces, styles, spacing, and visu-
als that you decide.

STEP 5: EVALUATE AND REVISE THE MATERIALS

The final step in the materials creation process takes us back to where we
started. Here, you need to evaluate the created materials in terms of how well
they fulfill the roles of materials described earlier in the chapter and decide if
and where they might need to be revised (adapted) to better match the needs of
the learners and other stakeholders. One effective way to do this is by piloting
the materials with a small group of target learners. As the class proceeds, you
can take mental notes on what ‘carrier content’ worked well, which instruc-
tions were easy for learners to follow, and which exercises seemed to generate
the desired outcomes. You can also ask learners to complete after-class sur-
veys on their impressions of the materials and where they think improvements
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can be made. For example, you can ask if they felt the materials were coherent
and contained no missing gaps in terms of explanation and instructions. You
can ask if the materials provided enough variety in terms medium of delivery,
exercises types, and interactive learning opportunities. At a more basic level,
you can also ask if the learners found the ‘carrier content’ interesting, and if
they ‘liked’ or ‘enjoyed’ using the materials in general.

If you are in an administrative position, it is also important that you pilot
new materials with a small group of target instructors. Again, you can use a
survey or perhaps an interview to find out what they thought worked well
in class and how the materials could be improved. You can also ask them
to compare the materials to other materials they have used in the past. By
asking these questions, you allow an important stakeholder group to have
a more direct involvement in the creation of the materials. It also increases
the likelihood that the instructors will form a positive attitude toward the
materials once they are finalized.

‘ust-in-time’ custom materials creation

In some ESP contexts, you will not always have the time or resources to care-
fully plan and prepare materials using the five-stage process just described.
For example, if you are working as a company consultant, you may sud-
denly receive a call to organize a workshop with just a few days’ time to pre-
pare. Or worse, you may need to create materials on the day of the course,
after you have first met the learners, determined their needs, and established
their immediate learning objectives. In these cases, the following ‘just-in-
time’ materials creation process is worth knowing.

STEP |: COLLECT TARGET LANGUAGE SAMPLES

For this step, ideally, you would already have a stock of target language
samples in the form of written texts, audio files, transcripts, videos, and
so on. If not, you could ask the course administrators to provide some, or
you could instruct the learners to bring to the class some samples that they
have encountered in the past. Another possibility is to ask the learners to
produce their own target language samples in the first session of the course;
for example, in a writing task or a role-play.

STEP 2: ANALYZE AND GROUP TARGET LANGUAGE SAMPLES

Once you have a set of target language samples, you can quickly analyze
them and identify general areas to address and perhaps specific issues asso-
ciated with individual learners. Then, you are in a position to group the
samples into different focus areas, and pick prototypical examples that best
model the language features you want to focus on in class.
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STEP 3: PRESENT AND DISCUSS TARGET LANGUAGE SAMPLES

In the ESP classes, you can present the prototypical examples and then ini-
tiate a discussion with learners about why the particular examples were
selected, what strengths and weaknesses they display, and how they can be
improved. At this stage, if you are using learner-generated materials, you
need to be careful to make sure that the examples are anonymized to avoid
embarrassing individuals in the class.

TASK 6.2 Creating materials for ESP

Choose a set of language or learning objectives to meet a particu-
lar EAP or EOP learner need that you have some experience of (e.g.
academic writing, conference presentation, hotel service encounter,
doctor-patient interaction). Next, follow the five-step approach to cus-
tom materials creation discussed in this chapter and attempt to create
one or more complete activities to meet these objectives. When you
reach step 5, show the materials to another person you are studying
or working with and get their opinions. Also, if possible, try out the
materials with a group of learners.

How long did the task take to complete? If you followed the ‘just-
in-time’ approach to materials creation, how would the materials dif-
fer? Do you think you could adopt or adapt published materials that
would perform similarly, or even better?

Utilizing technology in the adaption and
creation of ESP materials

In the earlier section on creating custom materials for ESP, I suggested that
authentic language samples produced by members of the target discourse
community can serve as useful carrier content for the classroom. The tech-
nology of the Internet now gives us access to a huge range of authentic
samples of text, image, audio, and video that can be used in class, from
academic journal papers written by top researchers in the field to video
recordings of sales presentations given by world-leading business execu-
tives. If you want to find a sample of language from the target setting, the
most productive first step is almost always to simply search for it on the
Internet. It is important to note, also, that not only are these samples easy
to find but they are usually released with information that allows you to
judge their relevance and value. For example, journal papers will be listed
with the number of times they have been cited and the impact factor of the
journal. Newspaper articles, blogs, and videos will include information on
the number of views, comments, and ‘likes’ they receive.
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Corpus tools can also help you choose suitable samples for the classroom by
identifying candidate samples that exhibit the characteristic features of language
that you need to focus on in class. Tools like AntConc (Anthony, 2017a), for
example, can be used to generate keywords from a target corpus of target texts
that can then be used to identify good candidate texts for use as carrier content.
The ProtAnt tool (Anthony & Baker, 2017) takes this idea one step further and
automatically compares a set of candidate texts against a reference corpus of
target language, ranking the texts in terms of their prototypicality. The highest
ranked texts should serve not only as good carrier content samples, but also as
useful samples to analyze when deciding the learning objectives for a course.

Earlier in this chapter, I reccommended that target explanations and instruc-
tions in custom materials are written in a restricted (simplified) language. An
easy way to do this is with an online lexical profile tool such as the one in
AntQuickTools (Anthony, 2017¢) or the one in the Compleat Lexical Tutor
(Cobb, 2017). The text profiler in AntQuickTools, for example, allows you
to copy and paste an explanation or instruction directly into a browser win-
dow, and the tool will immediately highlight words that are outside of the
most frequent bands of English. This display gives you direct feedback on
which words might be problematic for your learners. You might also consider
using the tool to highlight problematic language in your carrier content and
simplify it accordingly. There are also offline tools, such as AntWordProfiler
(Anthony, 2014) that can be used to profile tens, hundreds, or even thousands
of individual texts in one batch. The advantage of using an offline profiler is
that it can be used with sensitive data, such as the content of examinations in
an EAP setting or technical documentation in an EOP setting.

You should not forget that there are also many technologies that help you
to easily distribute materials and allow learners to engage with the materials
and other learners in an interactive way. These include webpages, email, mes-
saging systems, blogs, and podcasts, as well as survey creation web tools and
content management systems (CMSs). There are also a growing number of
social media network platforms including Facebook, Twitter, and Instagram
that allow learners to interact with each other and the instructor. In recent
years, elements of all these technologies have come together in the form of
massive open online courses (MOQCs), offered on for-profit platforms such
as Coursera and Futurelearn, as well as a growing number of open platforms.

TASK 6.3 Embracing technology in language learning

Profiling vocabulary

Look at one of the explanations or instructions that you created for
the materials you created in Task 6.2. Try to identify which words
might cause problems for learners. Now, type or paste the text into an
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online text profiling tool (e.g. AntQuickTools) and note down which
words are flagged as being potentially difficult. Do these words match
what you predicted would cause the learners difficulties?

Joining a MOOC

Visit one of the popular for-profit or open platforms offering massive
open online courses (MOOCs). Join a course that interests you which
is offered freely or that you can join on a free trial. After completing
the first few lessons or units, reflect on the experience by answering
the following questions:

1 How successful was the MOOC in presenting an interactive learn-
ing environment?

2 What strategies did the MOOC developers employ to overcome
the limitations of an online delivery system?

3 What strategies from the MOOC could you employ in your own
classes to effectively meet target learning objectives and engage
learners?

Basic principles in ESP methods selection

Using traditional teaching and learning methods

Many teaching and learning methods have been promoted in the field of
English language teaching (ELT). These include the audio-lingual method,
the grammar-translation method, the communicative language teaching
(CLT) approach, task-based language teaching (TBLT), and more esoteric
methods such as Suggestopedia, Total Physical Response (TPR), The Silent
Way, The Natural Approach, and The Lexical Approach. For a review of
these different methods, see Richards and Rodgers (2014).

Although all of these methods have value in some contexts, you will
find that in an ESP classroom, the most successful teaching and learning
methods are usually those that closely align with the materials that you
adopt, adapt, or create, and the learning environment that you have to
work in. As a result, it is not recommended that you try to force everything
that happens in a classroom into a single, popular theory. Rather, you will
find that an eclectic approach to ESP teaching and learning is usually more
effective.

As an example, the audio-lingual method, which was popular in the
1960s, focuses on the drilling of learners in the separate skills of reading,
writing, listening, and speaking using short dialogues and language items. In
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an ESP context, this behaviorist approach might prove to be very effective
in the teaching and learning of opening statements and transition phrases in
oral presentations. On the other hand, it will be of little use when helping
learners manage the language required to understand and respond to ques-
tions in the Q&A session after a presentation. In this case, a communica-
tive language approach is likely to prove more successful. Then again, the
value of the communicative language approach is questionable if it is being
applied in an intensive, one-day EOP course for restaurant waiters that have
to master the language needed to explain the menu and take orders. In this
context, perhaps the audio-lingual method will again prove effective.

Adjusting to the knowledge, experiences, and
expectations of the target learners

In ESP, learners often bring specialist knowledge and experiences of the tar-
get language setting to the classroom that might not be available to the
instructor. This unique situation can change the dynamics of the classroom
and affect which teaching and learning methods are likely to be effective.

With beginners and intermediate-level learners, traditional teacher-cen-
tered approaches that follow a presentation-practice-perform (PPP) format
might work well. But, they are likely to be problematic when dealing with
advanced learners, as the instructor will be less confident about presenting
the ‘correct’ way to use the target language. In these cases, a learner-cen-
tered approach can work well. For example, the learners might first produce
examples of target language which are then critiqued and commented on
by the instructor. Then, the learners can try producing the target language
again, hopefully with improvements. This learner-centered approach works
well in regularly scheduled courses, but it is particularly effective in short,
intensive courses, where the instructor serves in the role of a language coach.

Teaching and learning methods that closely match those used in the tar-
get discipline are also more likely to be successful. As a result, in a business
or law context, a case study approach to learning can work well, whereas
in a scientific or engineering context, a more experimental, data-centric
approach is likely to be successful. On the other hand, in medical fields
and the hospitality industry, role-plays can be used as a useful teaching and
learning method. In other fields, such as architecture, a task-based approach
or a project-based approach is likely to prove successful.

Another factor that can affect the success of a teaching or learning method
is the level of familiarly that learners have of it. Learners in an EAP setting in
Asia, for example, will be very familiar with presentation-practice-perform
(PPP) methods that are geared toward classes of 30, 50, or even 100 or more
students. As a result, they are likely to respond more favorably to passive,
teacher-centered approaches than learners in Europe or the USA who have
generally studied in smaller classes and been exposed to task-based learning,
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problem solving, and other active learning methods from a young age.
Of course, this is not to say that Asian students will respond poorly to
active learning methods, or that learners in Europe or the USA will reject
presentation-practice-perform (PPP) methods. What it does mean is that
you need to be sensitive to these issues. If you are working in an Asian con-
text and hope or need to introduce an active learning approach built around
pair- and group work activities, you will probably first need to work with
course and program administrators to reduce class sizes. Then, in the class-
room, you will need to work with the learners, carefully explaining to them
the advantages of an active learning approach and demonstrating ways in
which they can interact to maximize their learning opportunities.

TASK 6.4 Selecting appropriate teaching and learning
methods

A common problem found in non-native speaker English writing is the
absence or misuse of articles (a, an, the). The following are samples of
learner writing that reflect article-use issues.

Example 1: Osteoclasts play critical role in bone destruction.

Example 2: Microalgae are best candidate in biodiesel production
systems.

Example 3: In this study, we propose the novel mechanism for genetic
exchange.

Using these samples (and others) as ‘carrier content’, what teaching
and learning methods would you use to help learners improve their
writing in terms of article use.

Data-Driven Learning (DDL) in ESP

Earlier in the chapter, I discussed various ways in which corpus tools can
support the development of effective ESP materials. You might have noticed
that these tools can empower the instructor by providing them with insights
into an unfamiliar target language setting. Following this line of argument,
many corpus researchers have suggested that corpora and corpus tools
should also be introduced to learners, empowering them to identify char-
acteristic features of the target language (Flowerdew, 2002; Johns, 1991;
Leech, 1997; Romer, 2010). This novel approach is usually referred to as
Data-Driven Learning (DDL).

In the most popular form of DDL, learners will interact directly with a
corpus of target language samples through inductive, self-directed exercises



116 Understanding the four pillars of ESP

using an online tool such as BNCweb (Hoffmann & Evert, 2006) or an
offline tool such as AntConc (Anthony, 2017a). Instructors play an impor-
tant role in guiding learners through this inductive process, offering hints
on ways to search the corpus effectively, demonstrating how to interpret the
different results, and helping the learners to transfer the knowledge gained
from a corpus analysis into their own language development.

Anthony (2016) discusses the many strengths of DDL including its use
in EAP writing classes, where instructors may face a heterogeneous group
of learners from a variety of highly specialized disciplines. Through DDL,
each learner can address their unique discipline-specific language needs, and
through discussion and collaboration with others working with different
corpora, gain valuable knowledge of how language varies between disci-
plines. Anthony also discusses some of the challenges of DDL, the most
commonly cited one being the difficulty faced by learners in obtaining a
suitable corpus. Even here, though, progress has been made, and now there
are tools such as AntCorGen (Anthony, 2017b) that allow learners to col-
lect hundreds or thousands of specialist subject research articles for use in
EAP writing classes at the click of a button.

To illustrate the DDL approach, Figure 6.1 shows a screenshot of AntConc
during a search for phrases that include inflections of the verb clear in the
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Figure 6.1 AntConc Key-Word-In-Context (KWIC) display showing phrases including the
word “cleared” in the Air Traffic Control Complete Sample Corpus.
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Air Traffic Control Complete Sample Corpus (Godfrey, 1994). The display
immediately reveals to learners that clear can be used in the phrase ‘cleared
approach’ or ‘cleared for the approach’, the difference in meaning of which
can be rather subtle (U.S. Department of Transportation, 2011).

TASK 6.5 Experiencing Data-Driven Learning (DDL)

Download AntConc (Anthony, 2017a) and use the file menu options
to load in a sample of your own writing (e.g. emails, essays, reports)
saved in a plain text (.txt) format. Using the Concordancer tool of
AntConc, search for common verbs or adjectives and try to identify
common patterns of usage. Are the results what you would expect?

Next, load into AntConc a set of language samples produced in
a language setting that you are not very familiar with (e.g. science
lab reports, academic research articles, business executive reports,
transcripts of service encounters). Again, search for common verbs or
adjectives and try to identify frequent patterns. Are any of the patterns
surprising to you?

Do you think learners could use this software to analyze language
samples in their own fields? What could you do as an instructor to
facilitate this type of learning?

Contentious issues in ESP: authenticity

The topic of ‘authenticity’ appears frequently in discussions on ESP materi-
als and methods design. Strictly speaking, authentic materials refer to lan-
guage samples that are created by members of a discourse community for
use by other members of that community in order to achieve a recogniz-
able communicative purpose. Many ESP administrators and instructors see
authentic materials as an essential component of their courses and go to
great lengths to identify and include language samples from the target lan-
guage setting through research, field-work, and collaborations with special-
ist informants. Others, however, see authentic materials as just one option
among many. Depending on the learning objectives of the course, they may
also use completely artificial language samples or pseudo-authentic samples
that are created artificially but are designed to reflect features in authentic
texts. They may also use semi-authentic samples that are derived directly
from authentic texts, but are simplified or adjusted in some way.

In reality, no target language sample can be truly ‘authentic’ if it is taken
out of the context of the discourse community and used in a language learn-
ing classroom. It is perhaps useful, then, to consider different gradations or
degrees of authenticity, as suggested by Jordan (1997). Some combinations
of factors that will affect the degree of authenticity of materials are shown
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Figure 6.2 Factors affecting the degree of authenticity of materials.

in Figure 6.2. In the figure, you will see that materials created by a non-spe-
cialist ESP instructor will necessarily have a weak degree of authenticity. But,
this can be strengthened if those materials are aimed at learners hoping to
enter the target discourse community and used to develop the language skills
needed to achieve a particular communicative purpose in the field. An even
stronger degree of authenticity can be gained if those materials are created
not by the instructor but by full members of the target discourse community.

There are many sound arguments for using materials with a high degree
of authenticity in an ESP classroom. First, they are more likely to reflect
the linguistic, pragmatic, and discoursal features that characterize the target
language setting (Charles & Pecorari, 2016). Artificially created materials,
on the other hand, might over- and under-represent features, misguiding
both the instructor and learners. Second, the materials used in an ESP course
might be the only sources of input that learners receive before they enter
the target discourse community. If they don’t get access to materials that
closely match what they will encounter in a target language setting, they are
likely to not succeed when it really matters. The same can be said for ESP
instructors, whose exposure to the target language setting may derive solely
from the materials available to them in the course. Without access to highly
authentic materials, they are less likely to be able to help learners target their
specific needs. Third, highly authentic materials can often be motivating to
learners. They see not only how actual members of the discourse commu-
nities they hope to join communicate with each other, but also what they
communicate about, and sometimes the impacts of those communications.

On the other hand, authentic materials can sometimes cause problems.
One of the greatest challenges with using highly authentic materials is that
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they are often too difficult for learners at the level of language and concepts.
To address this problem, you might choose to gradually introduce learn-
ers to such materials using artificial or simplified materials as a scaffold.
Another problem with highly authentic materials is that they can sometimes
be quite dry and boring. Rather than motivate learners, they can lead to
learner apathy. A related issue is the fact that authentic materials may be
taken from the target language context that is quite removed the context
of the learners. If the learners were fully fledged members of the target dis-
course community, they might understand the importance and relevance of
the materials. Without this contextual knowledge, the materials may simply
baffle or confuse the learners unless the instructor works hard to provide
the necessary background information. One further serious concern with
using highly authentic materials is that by definition they are not created
for the purpose of language learning. Although you may find ways to adapt
and simplify these materials for use in the classroom, there will always be
cases when materials designed specifically for the purpose of language learn-
ing will be more effective. The skill of an ESP instructor is to know when
to use artificial materials and when to use materials at different degrees of
authenticity.

Research ideas

Here are some possible ideas for small-scale or large-scale research projects
that stem from the topics discussed in this chapter.

What do instructors do in the classroom?

If you are learning about ESP, analyze the materials and methods used by
one of your instructors. Does the instructor adopt or adapt published mate-
rials, or do they use custom materials? What theories of language learning
does the instructor incorporate in their classes? How do they integrate the
materials into classroom activities? What degree of authenticity is reflected
in the materials used in the class?

If you already teach an ESP course, reflect on your own choices of materi-
als and methods using the questions above as a guide.

Which textbook should ESP instructors use (if any)?

In this chapter, it was mentioned that many researchers have proposed
lists of criteria to evaluate published textbooks. Review the different
models proposed in the literature, identify their strengths and weak-
nesses, and create a novel evaluation model that ESP instructors can use.
If possible, test your model in a real learning context and report your
findings.
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How authentic are inauthentic materials?

Many English language textbooks contain samples of language that have a
very low degree of authenticity in the sense that they have been written by
instructors for use by learners in order to learn language. Collect samples
of inauthentic language supposedly representing the language used in a par-
ticular target setting. Then, try to find authentic language samples from the
same setting. Compare the two in terms of their grammar, vocabulary, and
discourse features, perhaps using one or more of the corpus tools mentioned
in the chapter. Investigate how authentic the inauthentic language is, and
what the author might do to more closely represent the language features
you discover in the authentic texts.

Closing reflection

Now that you have come to the end of the chapter, you should be
confident in choosing effective materials and methods for use in an
ESP classroom. You should also know the steps to take when cre-
ating custom materials in contexts where you have plenty of time
to plan and others where the class might be starting in the next
day. In addition, you should now understand how corpus tools and
other technologies can assist you in preparing materials and help-
ing learners achieve their learning objectives. Finally, you should
be able to present a case for using materials at varying degrees of
authenticity.
Here are a few more questions to consider:

1 Which of the points covered in the chapter were new to you? Did
you find them interesting and relevant in terms of your own learn-
ing goals? Were there any points that you found confusing or that
you disagreed with?

2 What points from the chapter do you think you can immediately
put to use in your own learning or teaching context?

3 In view of all the arguments for and against adopting, adapting,
and creating materials, which approach do you see yourself using
most often? Why?

4 If you were required to use a Data-Driven Learning (DDL) approach
as an ESP instructor, what would be your greatest worry? What
could you do to address this?

5 What other arguments can you think of for using or not using
authentic materials in the classroom?
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Chapter 7

Evaluating learners,
instructors, courses, and
programs in ESP

This chapter looks at the fourth ‘pillar’ of ESP, which is evaluation. Although
I present evaluation here as the final component of a successful ESP course
or program, in reality, it is often the first and most important concern for
many stakeholders. Learners in an EAP context might be taking an ESP
course for an elective or required credit that allows them to proceed to the
next stage of their studies, and ultimately graduation. Learners in an EOP
context might need to successfully complete an ESP course in order to get a
job, get an increase in salary, or get a promotion. Clearly, the results of the
evaluation can have an immediate and real impact on learners’ lives. The
same is true for EAP and EOP instructors. Evaluation of their instruction
can not only serve as a useful exercise in professional development, but it
can often determine if their contract will be renewed. Administrators of ESP
courses and programs are also concerned with evaluation because it allows
them to determine if the learners are making progress and if the instructors
are facilitating or hindering that progress. In the end, this evaluation might
determine if an ESP course or program should be reduced or expanded in
size, kept the same, or terminated altogether.

In the chapter, T'll first explain the close connection between evaluation
and the related concepts of assessment and testing. Next, I’ll describe four
characteristic features of an effective evaluation measure and discuss how
you can ensure that they are included in your own procedures. Then, T’ll
explain how you can apply these ideas in the evaluation of learners, instruc-
tors, courses, and programs, and discuss some of the challenges that are
often faced when doing an evaluation. Finally, Tll discuss the problem of
deception in evaluation, and how transparency, honesty, and trust between
learners, instructors, and administrators can minimize its effects.

By the end of the chapter, you should understand the meaning, impor-
tance, and impact of evaluation at the learner, instructor, course, and pro-
gram level. You should also be able to design effective evaluation procedures
for different purposes and adopt useful strategies to address issues of cheat-
ing, plagiarism, and other forms of deception. Most importantly, by the end
of the chapter you should know how to evaluate if your teaching is effective
and if your learners are making progress toward their target learning goals.
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Opening reflection

It is common for learners in both EAP and EOP settings to take some
kind of formalized test at the end of the course. From a learner’s
perspective, what do you think is the primary aim of such a test? If
you are a student, do you like such tests? Why or why not? From an
instructor’s perspective, what do you think is the primary aim of an
end-of-course test? If you have experience teaching, do you like con-
ducting these tests? Again, why or why not?

Based on your answers, how might the design of a test impact posi-
tively and/or negatively on the learners, instructors, and course as a
whole?

Commentary

It is generally accepted that most learners don’t like end-of-course tests. They
often see these tests as a final, important, stressful obstacle that must be over-
come before they can receive the awards of completing the course (e.g. a credit
toward graduation, a certificate showing competence in an area, a license to
carry out work) and move on to the next stage in their learning or career. The
test is there to judge them. As a result, they often worry about the obstacle
they face in terms of its nature, scope, and difficulty. They will also worry if
they can perform at a level necessary to overcome the obstacle. They might
also worry about if their performance will be evaluated accurately and fairly.

Most instructors don’t like end-of-course tests, either. However, the rea-
sons are quite different. Instructors are usually interested in knowing what
aspects of their course help learners master the target learning objectives
and what aspects of the course might hinder process. They are usually less
interested in judging learners and assigning them pass or fail grades. Unfor-
tunately, end-of-term tests provide instructors with little information about
what works or doesn’t work in class. They are more of an institutional bur-
den to the instructor. Tests are often time-consuming to create, time-con-
suming to grade, and stressful to manage, especially if the results can have
a dramatic impact on the learners’ lives. Of course, it is nice to find that a
learner has been able to pass a course. But, there is nothing worse than hav-
ing to explain to a learner why they have failed to graduate, for example,
due to a poor score on the final test of a one-credit course. So, testing can
present instructors with a conflict of interest. On the one hand, they prefer
tests that are quick and easy to create and grade. On the other hand, they
need tests that accurately measure the performance of the learners.

In view of these different perspectives, you can probably see that end-
of-course tests can have a huge impact on the way a course proceeds. They
can affect what material is covered and how it is taught and learned in
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the course. Tests also affect the motivation and intensity that learners and
instructors will devote to that material. Finally, the degree to which the tests
are aligned with the needs, learning objectives, and course materials and
methods will have a dramatic impact on the success of the learners, instruc-
tor, and the course as whole.

Understanding evaluation in ESP

Defining the terms test, assessment, and evaluation

In the literature on ESP and second language learning in general, you will
often run into the terms test, assessment, and evaluation. In the context of
language learning, a test can be defined simply as a performance measure.
So, we can have a multiple-choice test to measure listening comprehension,
a picture description test to measure speaking fluency, a timed reading test
to measure reading speed, or an essay test to measure writing accuracy.

Assessment, on the other hand, is a more general term referring to the
process of collecting, analyzing, and using data to gain an understanding
of current performance for various purposes. Clearly, testing is one form
of assessment, but there are others. For example, we might simply observe
learners in the classroom and note down what they say and how they inter-
act. We might also ask them to complete a survey or questionnaire.

Many test-based assessments are objective in that the results are not influ-
enced by the feelings or opinions of the assessment grader. These include
matching tests, true/false tests, correct/incorrect tests, multiple-choice tests,
and completion tests. Most other tests and methods of assessment, however,
are subjective in that the results depend on the feelings or opinions of the
assessment grader. Subjective assessments include short and long answer
comprehension tests, graded essay tests, interviews, questionnaires, surveys,
reports, project portfolios, and classroom observations (Douglas, 2000).

Regardless of the type of assessment we use, the main purposes of assess-
ment are:

e diagnostic: used to identify strengths, weaknesses, and gaps in the target
area

e formative: used to measure the degree of progress and identify changes
and/or improvements that can facilitate progress

e summative: used to judge the quality and/or adequacy of progress in the
target area

Diagnostic assessment of learners is often used at the beginning of a course
to determine learning objectives and assign learners to appropriate abil-
ity groups. It might involve learners taking a general English proficiency
test, or having them complete a simple questionnaire asking about their
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experiences using English in the target language discipline. Formative
assessment of learners is carried out throughout a course, perhaps using
short in-class quizzes, homework reports, and other testing methods. It also
involves instructors observing learners in class, seeing how they participate
with others, and asking them informal questions about the course material
and activities. Summative assessment, on the other hand, will often take the
form of mid-term and end-of-course tests and/or the assessment of a project
or portfolio of work. The results of this assessment usually determine if a
learner passes or fails a course, and the grade they will receive.

Importantly, the term assessment is almost always applied only to learn-
ers. This is perhaps due to its strong association with the concept of testing.
As a result, you will rarely see the term applied to instructors, administra-
tors, course, and/or programs.

Evaluation is a synonym for assessment which can apply to learners but is
also used more broadly, even in contexts where tests are not utilized. So, you
will find some authors writing about summative and formative assessment
of learners and others writing about summative and formative evaluation
of learners. On the other hand, when it comes to instructors, administra-
tors, courses, and/or programs, the usual practice is to talk about instructor/
administrator and course/program evaluation. In the following sections, I
will avoid confusion by using evaluation as an umbrella term that covers all
forms of assessment of all target groups. So, we can evaluate learners with a
formative assessment using a multiple-choice test, and also evaluate an ESP
program with a summative assessment based on a survey. The relationships
between the different terms is shown in Figure 7.1.

Interpreting results from evaluations

In both objective and subjective evaluations, one way to interpret the results
of individuals is by comparing them against those of others in the group
or those of some external normative group. This is usually done for the
purpose of categorizing the individuals into levels or grade categories. This
type of evaluation is called norm-referenced evaluation. As mentioned pre-
viously, you will often see norm-referenced evaluation used in ESP settings
as a diagnostic tool in order to group learners into different course levels.
Another way to interpret the results of individuals is by comparing them
against criterion standards and determining the degree to which the results
have reached those standards. This type of evaluation is called criterion-
referenced evaluation (see Brown and Hudson (2002) for a detailed discus-
sion on the topic). Again, you might use criterion-referenced evaluation in
ESP settings as a diagnostic tool in order to group learners. However, as
previously mentioned, you will also see it commonly used as a summative
tool to determine the pass/fail grade of a learner. It is also used in many
formal English proficiency examinations, such as the Test of English as a
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Figure 7.1 Relationships between test, assessment, and evaluation.

Foreign Language (TOEFL), the International English Language Testing
System (IELTS), and the Pearson Test of English (PTS). Note, however, that
a very popular English proficiency test used in the business world, the Test
of English for International Communication (TOEIC), is a norm-referenced
test (Wilson, 1989).

Understanding the three characteristics of
effective evaluation

For an evaluation procedure to be successful, it should exhibit the same
three characteristics that define a good needs analysis: reliability, validity,
and practicality (Brown, 1989).
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Reliability

As discussed in Chapter 4, an evaluation is reliable if it produces similar
results when repeated (taking account of the effect of practice and change
over time). There are many ways to increase the reliability of an evaluation,
including the following;:

e conduct equivalent evaluations under the same conditions (e.g. test
duration, and the room environment)

e use a clear and unambiguous assessment format and layout

e give clear and explicit instructions

e identify assessment takers by number instead of name to avoid familiar-
ity, gender, age, nationality, race, and other biases

e provide a clear and comprehensive grading rubric

e ensure that assessment takers are familiar with the assessment format,
the types of questions and responses, and the grading rubric

e include multiple items that independently measure different aspects of
the target area

e limit the freedom of assessment takers to interpret and respond to
assessment items

e ensure that assessment takers understand the importance and value of
the assessment and complete it in a serious manner

e process (mark, grade, evaluate) responses in a consistent way

As an example in an EAP setting, if you were evaluating the essay writing
ability of learners in different sections of a course using a graded essay test,
you would want to make sure that the test took place at the same point
in the course. You would also want to make sure learners were given the
same amount of time to complete the test, and the instructions were equiva-
lent. You may not be able to use the same essay prompt in each class, but
you would want to use prompts that produced writing of a similar level of
complexity and depth. You would also need to make sure that the learners
were familiar with the format, the types of questions asked, and the grading
rubric, perhaps by showing the learners previous examples of graded learner
essays at the different grade boundaries. In essence, you would want to
make sure that the learners were not surprised by the evaluation and could
perform to the best of their ability. After the test was run, ideally, the grad-
ing of each essay would be carried out by multiple graders using a double
marking system. You would want to allow enough time so that the graders
did not feel pressure to rapidly grade the essays in large blocks that could
give rise to grading ‘drift’ (Leckie & Baird, 2011).

It is often much easier to achieve a high reliability in an EAP setting
than it is in an EOP setting. EAP courses are usually repeated year after
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year with similar numbers of learners in similar or identical classrooms
within a fixed curriculum and with the same instructors. Banks of previous
tests grow over time and learners can easily check these and be prepared,
especially as grading rubrics may remain identical from year to year. In an
EOP setting, on the other hand, almost every aspect of the learning envi-
ronment can change dramatically from one iteration of the course to the
next. Changes might include the number, general proficiency, and needs
of learners, the classroom environment, the time available for evaluation,
and even the manner in which the evaluation can be conducted. Previous
evaluation examples might also be unavailable due to privacy issues, non-
disclosure agreements, or the simple fact that the evaluations were not
test-based. For example, in a business training seminar on negotiation, the
performance of a learner might be evaluated through observations of their
interactions during a role-play. Unless this was video recorded, it would be
impossible to use the evaluation as a model for later training sessions. In
other settings, company requirements might result in the evaluation being
comprised only of a participant survey asking them about their thoughts
about the course.

Although it is not easy to maintain reliability in EOP environments, one
thing you can do is work with the administration team to know ahead of
time what variations might be encountered and prepare accordingly. You
can also provide learners with as much information as possible about the
ways in which they will be evaluated so they can prepare. Unfortunately,
however well you and the learners prepare, wide variations in learner prog-
ress and evaluation performance are usually unavoidable. As a result, it is
also important that you try to manage the expectations of the course admin-
istrators in terms of the overall effects of the course and the performance
gains of learners.

Validity

An effective evaluation procedure must also be valid. This means the evalu-
ation accurately measures what it is designed to measure. In the testing lit-
erature, this is often termed as construct validity (see, for example, Hughes,
2007), and it can be measured using a wide range of evidence.

One type of evidence for the validity of an evaluation is a measure of
the extent to which the content of the evaluation sufficiently represents the
components of the target of investigation. So, if you were designing a read-
ing test, it would be more valid if the test included all the components of
reading, such as skimming, scanning, close reading, and so on. You can also
collect evidence of the degree to which the evaluation agrees with other
evaluation conducted around the same time, and the degree to which it
can predict future outcomes. So, in our reading test example, you might
question the validity of the test if the results differed widely from those
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of a vocabulary test carried out at the same time, as reading ability and
vocabulary knowledge are known to have a positive correlation (Ibrahim,
Sarudin, & Muhamad, 2016). On the other hand, you could judge the test
to have a stronger validity if previous iterations of the test were used to
assign learners to different reading levels which then proved to be appropri-
ate. Another type of evidence relates to the surface appearance of the evalu-
ation. In essence, the evaluation should look like it will measure what it is
designed for (especially from the perspective of those taking the evaluation).
So, in the reading test example, learners will expect that they need to do
some reading. You should note that in the testing literature, these different
categories of validity evidence are sometimes discussed, respectively, using
the terms content, concurrent, predictive, and face validity.

As we found in the discussion of reliability, it is often easier to design
evaluations with a strong validity in an EAP setting than it is in an EOP
setting. EAP knowledge and skills have been the focus of ESP research
for decades. The components of academic reading, writing, lecture com-
prehension, presentation, and other academic skills are well understood.
Also, identical courses and sections are often run in parallel and repeated
yearly, which allows different assessment measures to be compared con-
currently and reviewed in terms of their predictive power. What’s more,
it is relatively easy to design EAP evaluations that look like true EAP
tasks. This is because they are conducted in the same institutional envi-
ronment, and created and conducted by instructors who are academics
in their own right.

The same is not true in many EOP settings. First, there is a relative lack
of research on the needs of learners in many - if not most — EOP contexts.
As a result, even the initial design of an evaluation procedure becomes
problematic. Second, many EOP courses are run in isolation and each
iteration of the course can be quite different. This makes it difficult to
acquire evidence of how well the evaluation agrees with other evaluations.
Also, there might be few opportunities to meet the participants after the
course has finished, limiting the ability to gather evidence of the predictive
power of the evaluation. But, perhaps the greatest challenge is creating
an evaluation that looks valid. For example, if you are training pilots to
communicate clearly and effectively with flight controllers, how do you
create an environment for the evaluation that evenly closely matches the
real experience the pilots will face? Again, there are no simple answers to
this question. But, it is clearly important for non-specialist ESP instructors
to work closely with course administrators in the design and running of
evaluations. They also need to be constantly aware that learners might
silently or openly question the validity of the evaluations, and so they
should make efforts to explain the rationale, design, and limitations of the
evaluations they use. We will return to the topic of ‘authentic’ evaluation
in Chapter 8.
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Practicality

The final characteristic of a successful evaluation procedure is its practical-
ity. All evaluations need to be practical in terms of the space and financial
costs involved, the human resources needed, the time required to conduct,
analyze, and score the evaluation, and the training involved. This means
that automated administration and scoring of evaluations are preferable to
manual approaches. It also means that shorter, simpler evaluations are pref-
erable to longer, more complex ones.

Of course, it is important to balance design decisions made for practical rea-
sons against the impact they will have on the evaluation reliability and validity.
For example, short tests tend to be less reliable than longer ones, and automati-
cally graded tests are often less valid than tests that are subjectively graded by
humans. However, it is also important to note that when the practical con-
straints of an ESP setting are ignored, what often happens is that shortcuts are
taken that also affect the reliability and validity of the evaluation. For example,
in an EAP setting, a course may be taken by 50-100 learners, making it impos-
sible for instructors to follow a valid but highly elaborate evaluation method.
In this case, the instructors might simply ignore the defined evaluation proce-
dures and instead carry out their own intuitive evaluation, which lacks both
validity and reliability. Similarly, in an EOP setting, learners may be too busy
with their daily work to complete end-of-course evaluation surveys in a careful
and thoughtful manner. Again, this would mean that the evaluation procedure
had little reliability or validity, and perhaps should not be conducted at all.

TASK 7.1 Improving the reliability, validity, and
practicality of test items

The questions below appear as a part of a tertiary-level EAP test of
presentation English vocabulary. Read the instructions and attempt to
answer the three questions. If this were the complete test, how could you
redesign it in order to increase its reliability, validity, and practicality?

Instructions: circle the best options that fit in the
blanks in the following sentences

1 Today, I'd like to my research on the use of robots in
the health care industry.

a explain you
b tell you

¢ discuss about
d talk about
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2 In the slide here, the table the conditions that we used.
a lists
b writes
¢ demonstrates
d prepares
3 The results here that our theory was correct.
a may present
b might find
¢ describe
d suggest

Evaluating learners in ESP

To ensure that an ESP course or program is successful, learners need to be
evaluated at various stages of their learning experience. By considering what
information needs to be collected at each stage, we see that five different
types of evaluation tools are needed:

proficiency assessment
placement assessment
diagnostic assessment
progress assessment
achievement assessment

Let’s look briefly at each of these in turn.

Proficiency assessment

Scores on general English proficiency assessments, such as the TOEFL,
TOEIC, IELTS, and PVT tests mentioned earlier, are often used as an entry
requirement to a language course or program, or used to determine if a
learner can be exempted from a course. They are also used within a program
to assign learners to suitable courses or group learners according to their
ability levels. At the level of the institution, averaged proficiency scores of
learners are sometimes used to determine the overall ability of the learner
body when they enter and leave a course or program. These results then
serve as a measure of program success. Institutions might also use averaged
proficiency scores to compare their learner body with that of other institu-
tions, providing them with data to support new educational initiatives.
Proficiency assessments are often high-stakes tests. In EAP settings, for
example, the score on a general proficiency assessment may determine if
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somebody may enter the university of their choice. In EOP settings, the
score might be a deciding factor in somebody getting an interview, getting a
job, or getting a promotion. As a result, these assessments can exert a strong
‘washback’ effect on the motivations, efforts, and actions of different stake-
holders in the learning process.

For example, if learners know that they have already reached the pro-
ficiency level to enter a course or program, they may lose motivation and
make little effort to improve their ability any further. On the other hand, if
they have not reached the required level, they may become strongly moti-
vated and make every effort to succeed. Then again, this effort may mani-
fest itself in the learner attempting to artificially raise their score through
the study of test taking strategies to the detriment of other types of learn-
ing. Similarly, within a course, learners may feel strongly motivated if the
instructors directly address issues on a high-stakes test that they must take
later. However, if instructors know that they will be judged by both learn-
ers and the institution on their ability to raise the learners’ scores on exter-
nal proficiency tests, they are much more likely to teach to the test at the
expense of addressing other learning objectives in the course.

Placement assessment

Many institutions run courses comprised of a heterogeneous group of
learners of different ability levels and interests. For some, this is a design
choice based on the belief that it will provide an exciting and beneficial
environment for learners. For others, it is a design necessity resulting from
a limited number of classrooms, experienced instructors, or a balanced
number of learners. The alternative is for an institution to attempt to
assign learners to similar groups and levels based on the results of a place-
ment assessment.

From an institutional perspective, placement assessments are relatively
low-stakes endeavors. This is especially true if learners have an option to
move up or down or change their level based on their instructor’s recom-
mendation. However, placement assessments must be carried out before or
at the very start of courses. This leads to the type of assessment, the duration
of the assessment, and the time required to grade and analyze the results
becoming critical factors.

One option that is common in EAP settings is to place learners based on
their results on one or more previous assessments. These might comprise
a profile of previously taken general proficiency tests, or the results from
previously taken courses. Alternatively, an institution may run a custom-
designed placement test that the learners take as an online test or a tradi-
tional paper-based test during an orientation session. Another option is to
provide learners with a detailed description of the course levels and options
and allow them to self-select the group or level they want to join. This
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is surprisingly common in EOP contexts, where various offline and online
training programs and materials at different levels are offered to learners,
who are expected to formulate their own learning program. In these cases,
the institution may only be interested in the training time and the measur-
able outcomes of the training in terms of general proficiency score increases
and improvements in work performance.

Diagnostic assessment

Diagnostic assessment is used to identify learners’ strengths and weaknesses
and serves as an important component of needs analysis. The results from a
diagnostic assessment lead directly to the formulation of learning objectives
for a course or program.

The results from general proficiency assessments and placement assess-
ments are often used for diagnostic purposes, especially in EAP settings.
The instructor may also ask learners to complete a short introductory
task in the first lesson to assess their knowledge and skills in the target
area. However, in an EOP context, useful information can also be gained
through the design of a narrowly scoped assessment that reveals insights
about the learners’ language background, work context, and future aims.
As an example, Figure 7.2 shows part of a diagnostic survey given to
workers at a multinational company who are about to take a course on
research writing and presentation skills. By conducting this assessment
prior to the start of the course, the instructor can quickly establish the
degree to which the learners prioritize this learning goal and their general
experience and ability in the target areas.

1. Over the past week, what percentage of your work was in the fol-
lowing areas?

Product Manufacturing: __ % Research: %
Administration: % Other: %
2. Estimate your research outputs over the past three years.
Number of research papers 1st language: ___ English: ___
Number of research presentations 1st language: ___ English: ____
3. Do you feel that you have enough time to conduct research? Circle
your answer.

Strongly Agree Agree Neutral Disagree Strongly Disagree

Figure 7.2 Diagnostic survey given to learners at a multinational corporation.
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Progress assessment

Progress assessments aim to establish if learners are understanding the
course materials and methods and are making progress toward the learning
objectives of the course. They can also be used to identify areas for change
and improvement in the way the course is conducted.

Clearly, progress assessments are largely formative in nature, especially
from the perspective of the instructor. However, the results of these assess-
ments are often used also as part of a summative evaluation of the learners’
overall performance in a course. They can also serve as a source of extrinsic
motivation for the learners and provide them with useful feedback on their
own learning progress.

Progress assessments may take the form of weekly in-class quizzes, home-
work assignments and mid-term tests. They can also be based on instruc-
tor observations of the learners’ work, their interactions with others in the
class, and their responses to instructor questions and comments. Another
useful, albeit subjective, indication of learner progress and potential prob-
lems in class can be gained from an instructor’s informal interactions with
the learners before, during, and after lessons.

Regardless of which type of progress assessment is used, it is important
that the assessment establishes the following points:

® Do the learners show an understanding of the learning objectives tar-
geted by the particular materials and methods?

e Is there evidence that aspects of the materials and methods are redun-
dant or confusing to learners?

®  Does the performance of learners show evidence that the learning objec-
tives are being met?

e Is there evidence that the learning objectives are too easy or too difficult
to reach?

®  Does the learning environment appear to promote learning?

e Is there evidence that the learning environment restricts, hinders, or
prevents learning?

Achievement assessment

From an instructor’s perspective, achievement assessment is often an exten-
sion of progress assessment in that it provides them with useful information
about how well learners have made progress toward the learning objectives
of the course. Achievement assessments can also provide instructors (and
course administrators) with useful information about how well a course
addresses the needs of learners and where adjustments and improvements
can be made. Similarly, learners are likely to see achievement assessments
as an extensive of progress assessments, except with a greater importance.
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For them, the results of achievement assessment are summative in nature as
they will determine how well the learners are judged to have successfully
completed the course.

In most EAP settings, achievement assessments usually take the form of
mid-term tests, end-of-term tests, reports, and project portfolios. These
might comprise listening comprehension tests, response papers to reading
assignments, argumentative essays, research report writing, spoken presen-
tations, debates, and a host of other assessment types. It is also common to
use learner surveys as part of achievement assessments in order to gain infor-
mation about the effectiveness of the learning environment (classroom set-
ting, resources, materials), the ability of the instructor (energy, enthusiasm,
professionalism, organization skills, communication skills), and the value
and interest of the course content (level, novelty, usefulness, timeliness).

In EOP settings, we also find these same forms of assessment being used.
However, because the learners’ target needs are usually more directly related to
the learning objectives of the course, it is also common to use direct measures
of how well the target need has been reached. As an example, the target need
of a call-center operator might be to respond to a caller complaint in a quick,
polite, and effective manner. To meet this need, they will require effective lan-
guage skills. However, rather than assessing them using a fluency test and a test
of politeness vocabulary, administrators might simply assess them in terms of
how much more quickly on average they respond to learners and how many
fewer complaints they receive after completing the course. Similarly, a working
engineer who has taken an intensive course on report writing might be assessed
simply by how many more articles they get accepted for publication.

TASK 7.2 Assessing learners in an English for business
purposes setting

Imagine that you are assigned to teach a section of a course in English
for business purposes that targets the language and skills of com-
pany internal project meetings. The course comprises three sections
in total and 30 learners with non-English language backgrounds have
enrolled. Even if you have no knowledge of business English, try to
answer the following questions.

1 Would it be useful to know the general proficiency English scores
of the learners? Why or why not?

2 What are the advantages of dividing the learners into three ability
levels (based on a placement test) and assigning them to different
sections? What would be the disadvantages of placing learners in
different ability groups?
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3 How could you quickly establish a set of learning objectives for
your section of the course after meeting the learners for the first
time?

4 What assessment measures could you use to track the progress of
the learners?

5 What direct needs-related assessment measures could the admin-
istrators of the course use to evaluate individual learner progress?

Evaluating instructors in ESP

To ensure that an ESP course or program is successful, ESP administrators
have as important a role in evaluating instructors as instructors do evaluat-
ing learners. However, the nature of the relationship between administrators
and instructors necessitates a very different approach to that which occurs
in the classroom, even though the components are essentially the same.

Before instructors are hired, ESP administrators are almost always going
to review their resumes, interview them, and perhaps even review examples
of their teaching materials and teaching methods. By following these pro-
cedures, the administrators can learn about their background experiences,
assess their ability in English, and find out if they have any knowledge or an
interest in a specialist discipline. In effect, they are conducting a proficiency
assessment of the potential instructor. Also, if it is decided that the instruc-
tor will be hired, the administrators have valuable information that will help
with placement of the instructor in the program as a whole.

Once an instructor becomes a part of a program, the administrators can
work with them more closely to determine their strengths and weaknesses,
and perhaps advise them on what they need to do to prepare for a target
course. In effect, this serves as a diagnostic assessment of the instructor.
Then, once the course is in operation, the administrators may arrange to do
class observations or organize an informal meeting with the instructor to
discuss how the course is progressing and what they might do to improve
it. Again, this maps closely to the progress assessment that instructors nor-
mally carry out with learners.

Finally, at the end of the course, the ESP administrators are likely to
review the results of learner achievement assessments and their responses on
course surveys. If the results are surprisingly good and the survey responses
overwhelmingly positive, the information may lead to the instructors being
recommended for teaching awards and certainly a continuation of their con-
tracts. On the other hand, if the results are poor or the survey responses are
unusually negative, most administrators will feel the need to find out from
the instructor what the causes were and what they might do to address the
problems. You can see that these procedures are essentially an achievement
assessment directed at the instructor.
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TASK 7.3 Evaluating the suitability of instructors in an
ESP program

Imagine that you have applied for a position in an ESP program that
focuses mainly in the area of English for business purposes. What
aspects of your resume would support your application in the eyes
of the program administrators? What weaknesses might your resume
reveal? How would you present your case if asked to come for an
interview?

If you have experience teaching in an ESP program, in what ways
(if any) did the administrators assess your proficiency to handle the
course before you were hired? Do you believe that they made efforts to
assign you to a suitable course? In what ways (if any) did they support
your preparation and guide you as you taught the course for the first
time? Did you receive any feedback from administrators on how well
you addressed the learning objectives of the course?

Evaluating courses and programs in ESP

In order to conduct a successful course or program evaluation, it is essential
that all stakeholders in the evaluation process have answers to the following
two questions:

*  Who is the evaluation for?
®  Why is the evaluation being carried out?

Course evaluations may be carried out for use by individual instructors in
order to improve their teaching materials and methods in a formative way.
Or, they may be carried out for use by course administrators in a summative
way to determine which instructors should be assigned to different levels
and who should have their contracts renewed. Similarly, at the program
level, evaluations might be carried out for use by senior management in a
summative way to determine which courses should receive additional fund-
ing and resources, which courses should be expanded or reduced in size, and
where, when, and how changes should be introduced.

Clearly, the implications of a formative evaluation are very different from
those of a summative evaluation. So, a course or program-wide evaluation
will only have value if it is designed for people who are in a position to take
meaningful actions based on its results. However, the purpose of the evalu-
ation will also have an important impact on the degree to which the people
within the program support and contribute to the evaluation. Clearly, evalu-
ation creates a power difference that you need to be aware of, whichever
side of the evaluation you are on.
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Once the answers to the prior two questions are determined, it is then
necessary to consider the following three questions:

e Which stakeholders should be involved in the evaluation?

e  What information needs to be collected?

e What resources (e.g. time, human resources, funding, technical support)
are available?

Many simple course evaluations are designed by individual instructors
to help them improve their own teaching materials and methods. In this
case, the target learners might report on their views on the class through
instructor-administered class surveys. The surveys might ask about them
how well the instructor followed the syllabus, how well they explained
the course material, and what noticeable learning gains (if any) they made
during the course. These evaluations can be carried out very quickly at
the end of the course, and require few resources or technical support.
But, they might be unreliable, invalid, and prone to teacher and learner
bias unless they are formalized as part of an institution’s evaluation sys-
tem. When they are, the design of the surveys can be carefully checked
and the information collected anonymously through an Internet-based
submission form or the use of automatically graded assessment cards.
Then, the results can be relayed back to instructors through the institu-
tion’s content management system (CMS). Clearly, this system requires
more time and technical resources, but in theory would produce a more
reliable and valid assessment (assuming the response rate was high). An
example of an institutionally-administered learner survey is shown in
Figure 7.3.

When it comes to evaluating the overall success of a course involving
multiple instructors or the success of an entire ESP program, it is important
to consider the needs of all the different stakeholders and determine how
well they are addressed. A reliable, valid, and practical evaluation there-
fore requires input from not only from the target learners, but also instruc-
tors, administrators, institutional representatives, and perhaps even external
stakeholders, such as potential future thesis supervisors and future employ-
ees in an EAP context, or clients and customers in an EOP context. It also
follows that a triangulation of data collection methods should be employed
to gain both objective and subjective measures of success. These can include
the following:

scores on general proficiency tests

course grades

learner-focused course evaluations

data from interviews with learners

data from interviews with instructors
anonymous feedback reports from instructors
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observations of in-class learner behavior
observations of instructor class management and teaching methods
e financial reports and profit statements

Advanced Technical Writing

Overall impression

strongly disagree«—

—strongly agree

23. Was this a useful class?

[1 [2] [3]

[4] [5]

Other comments

Item Example response What was the best
M 2] 21 (= 15l ::T:?s:tzrfuatr:;;ing)?

Attendance record 4x 3x 2x 1x 0x
1. Number of absences from the course M [2] [31 41 51
Course design and content strongly disagree<—— —strongly agree
2. Did you take the course seriously? 11 [2] [3] [4] [5]
3. Was the syllabus clearly written? 11 [2] [3] [4] [5]
4. Did the instructor follow the syllabus? 11 [2] [3] [4] [5]
5. Was the course content well organized? M [2] [3] [4] [5]
6. Were the course materials used effectively? [11 [2] [3] [4] 5]
7. Was an appropriate amount of homework given? [11 [2] [3] [4] 5]
8. Were the classroom facilities in working order? 11 [2] [3] [4] [5]
9. Was the class size appropriate? 11 [2] [31 41 [5]
Course instruction strongly disagree« —strongly agree | If you could change
10. Was the instructor enthusiastic? [11 [2] [31 [4] [5] 223 rtsr::\?v:zto ;totl:z
11. Were the explanations easy to understand? 1] 2] [3] [4] [5] it be (if anything)?
12. Did the instructor respond appropriately 11 [2] [3] [4] [5]

to questions?
13. Were there plenty of opportunities for class 1 [2] [3] 41 [5]

interaction?
14. Did the instructor motivate the learners? [1] [2] [3] 4] [5]
Course effectiveness strongly disagree< —strongly agree
15. Did you develop your research article writing skill? | [1] [2] [3] [4] 5]
16. Did you improve your technical vocabulary? 11 [2] [3] [4] [5]
17. Did you improve your general reading skills? 11 [2] [3] 41 5]
18. Did you improve your general writing skills? 11 [2] [31 [4] [5]
19. Did you improve your general listening skills? 11 [2] [3] [4] [5]
20. Did you improve your general speaking skills? 11 [2] [3] [4] [5]
21. Did you gain an understanding of culture [1] [2] [3] [4] [5]

and society?
22. Was this an important class? [1] [2] 3] [4] [5]

Figure 7.3 Institutional learner-focused course survey for use in a technical writing course.
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Much of the data from all the different stakeholders can be collected by
people within the institution. However, it is also useful to invite external
evaluators to collect some of the data. For example, in EAP settings, poten-
tial thesis supervisors and prospective company employers can be invited
to review course materials, interview learners and instructors, and observe
classes. They can then be asked to create a formal written report on their
views of the course or program, which may then serve as a valuable aid
when defending the course or program to the senior management of an
institution. In EOP settings, it is usually difficult if not impossible to invite
potential clients and customers to evaluate the success of a course or pro-
gram directly. However, as mentioned earlier, their actions and opinions can
provide useful indirect data on success. For example, clients may agree to
new contracts and customers may purchase more products.

TASK 7.4 Taking steps to evaluate a language course

Nation and Macalister (2010, p. 123) list the following nine steps in
an effective course evaluation:

1  Find who the evaluation is for and what kind of information they
need.

Find what the results of the evaluation will be used for.

Decide if the evaluation is necessary or if the needed information
is already available.

Find out how much time and money are available to do the evaluation.
Decide what kind of information will be gathered.

Try to gain the support of the people involved in the evaluation
Decide how to gather the information and who will be involved in
the gathering of information.

Decide how to present the findings.

Decide if a follow-up evaluation is planned to check the imple-
mentation of the findings.
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Imagine that you worked in an administrative team that was tasked
with evaluating an EAP program to see where costs might be reduced.
Imagine also that the program was taught mainly by contract and
part-time instructors.

What information (if any) would you want to obtain from instructors
in step 5?

How would you attempt to gain the support of the instructors in step 6?

How would you go about collecting the data in step 7?
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Contentious issues in ESP: addressing the
problem of deception

Learner deception

At every level of assessment, there is always a danger that a stakeholder may
resort to deception to achieve one or more of their aims. Deception is usually
discussed in the context of learners, but we find that instructors and admin-
istrators can resort to deception, too. In this section, I will review some of
the types of deception that different stakeholders may attempt to use, explain
their rationale for doing this, and suggest ways that the deception can be
identified and overcome — or better, prevented or reduced from the outset.

Learners may resort to deception at each stage of assessment. Here are a
few examples that many experienced instructors and administrators will be
familiar with:

e submitting an out-of-date general proficiency score or missing a place-
ment test in order to be assigned to an easier or more difficult section of
a course than their current ability would suggest

* not mentioning known language problems and learning difficulties dur-
ing a diagnostic assessment interview to present a more positive image
to the instructor

® missing a progress assessment or submitting it late to allow more time
to complete it at a satisfactory level

e generating a false excuse for missing a progress assessment or submit-
ting it late in order to avoid grade point reductions

® using machine translation in an end-of-term achievement assessment
report to save time and artificially boost the grade

e plagiarizing content in an end-of-term achievement assessment report
to save time and artificially boost the grade

e asking or paying somebody to write an end-of-term achievement assess-
ment to artificially boost the grade

e cheating in a progress assessment or final assessment to artificially boost
the grade

Instructors can prevent many of these types of deception through careful
classroom management, the clear and explicit communication of assessment
submission and grading guidelines to learners, and the use of institutional
tools and procedures.

In particular, research has shown that the institutional environment is one
of the most important factors that affect how learners perceive and resort to
deception (McCabe & Trevino, 1993). In response to this, many academic
institutions now have support tools and procedures to address these issues.
For example, an institution may record all learners’ scores and make these
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available to instructors. So, a review of previous results can provide instruc-
tors and administrators with useful information about learners that can be
used to place them in the correct class and support them in their learning.
Many academic institutions also use a content management system such
as Moodle, Drupal, or Blackboard that make it very clear to learners what
homework exercises, quizzes, and reports they need to submit and the dead-
lines for these. An increasing number of academic institutions have intro-
duced strict rules regarding plagiarism and will process all student work
through automated plagiarism detection systems, such as Turnitin. These
systems are becoming increasingly sophisticated and are now starting to
be able to detect uses of machine translations of plagiarized sources. Many
academic institutions will also now require learners to complete a declara-
tion of academic honesty that if broken can result in them being ejected
from the institution.

It is important to remember that learners do not always intentionally try
to deceive their instructors, despite it becoming increasingly easy to do as
a result of advances in data access, searching tools, and online services.
Erkaya (2009), Sutton and Taylor (2011), Yeo (2007) and many others, for
example, have shown that learners may be uncertain or unaware of what is
acceptable. Also, the research of McCabe, Butterfield, and Trevino (2006),
Comas-Forgas and Sureda-Negre (2010) and others has suggested that some
forms of deception such as plagiarism may be perceived differently depend-
ing on the target discipline of the learner. And, there is a large body or
research (e.g. Abasi, Akbari, & Graves, 2006; Currie, 1998; Pecorari, 2010)
that suggests that plagiarism can also result from learners simply not hav-
ing sufficient language skills to correctly synthesize source material through
paraphrasing, citation, quoting, and other methods. These results suggest
that an effective way to address plagiarism and other forms of potential
deception is to discuss them openly with learners and establish a level of
trust with learners so that they feel able to explain how and why their
actions might be perceived this way. Instructors are then in a good position
to give the learners useful linguistic tools that they can use to avoid being
perceived as deceptive. They can also introduce learners to various other
tools and resources, such as machine translation systems, automated writing
correction systems, and document services, and show them openly how to
use these in a way that is academically, socially, and ethically appropriate.

Instructor and administrator deception
Instructors may resort to deception when they are being evaluated by both

learners and administrators. Again, here are a few examples:

* limiting the time for learners to complete class evaluations in order to
reduce the possibility of negative comments being recorded
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e priming learners on the positive aspects of the course before they
complete class evaluations to increase the possibility of positive
comments

® removing negative student surveys from a collection before submitting
them to administrators

e preparing model classes that they can give during peer-observations

e  offering clues to learners about the content of upcoming assessments in
an attempt to boost the class average grades

e inflating learner assessment grades in order to boost the class average
grade and potentially improve class evaluations

Administrators, in contrast, may resort to deception in the following ways:

e indicating to instructors that course evaluations will not affect their
teaching loads or course allocations when they will

® presenting changes to courses and programs as coming from above
when they are actually initiated by the administrators themselves

e suggesting that a course has a stable future when known changes are
about to occur

Instructors might choose to engage in deception when they do not agree
with an institution’s grading criteria or policies or they find them too time-
consuming, complex, or confusing. In other cases, they may worry about
how the evaluations of learners and their own performance will affect their
future teaching opportunities. It is clear that the easiest and most effective
way to deal with such issues is for administrators to create a meaningful,
trusting, and open channel of communication with instructors. In this envi-
ronment, the instructors will hopefully feel more able to question decisions
related to grading criteria and policies, and also understand more clearly
how the results of evaluations will affect their teaching loads and courses.
On the other hand, if the instructors perceive or identify acts of deception
at the level of administration, they are far more likely to conceal their own
beliefs leading to an environment of fear and suspicion. Of course, it is
not always possible or even appropriate for administrators to reveal all
they know to instructors or for instructors to reveal all their true feelings
to administrators. But, if both parties can maintain a high degree of trust
and professionalism, it will allow them to navigate through the difficult
discussions that will always arise at some point in the evolution of a course
or program.

Research ideas

Here are some possible ideas for small-scale or large-scale research projects
that stem from the topics discussed in this chapter.
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How do commercial testing agencies ensure the reliability, validity,
and practicality of their tests?

Review the descriptions of one or more commercial tests, such as the TOEFL,
IELTS, PTS, TOEIC, or a commercial test that is used at your institution. Try
to establish how the testing agency measures and ensures the reliability, valid-
ity, and practicality of the tests. Suggest ways in which these practices might
inform and improve the quality of in-class quizzes created by instructors.

What tool can be used for the rapid
assessment of in-class learner participation?

Review the research on in-class observation methods. Propose a new tool
that can quickly and effectively measure the degree to which learners inter-
act with the instructor and other learners in the class. Suggest ways in which
the tool can be used as part of a professional development program.

Who to? What about? When?

Instructors often ask learners open and closed questions as part of class-
room instruction. Review the ways in which instructors can monitor who
they ask questions to, what they ask questions about, and when they ask
questions. Propose an efficient monitoring method to help instructors more
effectively use questioning in their classes.

What is discipline-specific plagiarism?

Earlier in the chapter it was mentioned that plagiarism is more common in
some disciplines than others. Investigate the reasons why this might be the
case, and suggest ways that the problem of discipline-specific plagiarism
might be addressed.

Closing reflection

Now that you have come to the end of the chapter, you should under-
stand how the concepts of tests, assessments, and evaluations are related
and why it is important to unsure that evaluation procedures are reli-
able, valid, and practical. You should also have a better idea of how
learners can be evaluated at different stages of a course, and also why
it is important to evaluate instructors, courses, and programs. Finally,
you should be able to understand why all stakeholders in an ESP pro-
gram may resort at times to deception and know some steps that can be
taken to create a more open and trusting learning environment.
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Here are a few more questions to consider:

1 Which of the points covered in the chapter were new to you? Did
you find them interesting and relevant in terms of your own learn-
ing goals? Were there any points that you found confusing or that
you disagreed with?

2 What points from the chapter do you think you can immediately
put to use in your own learning or teaching context?

3 If you were running a course for the first time, how would you pri-
oritize proficiency, placement, diagnostic, progress, and achieve-
ment assessment in terms of the time you spent on each? How do
you think your priorities would change if you were running the
course for a second time?

4 Do you think learners should be given access to the plagiarism
detection tools used by institutions to monitor their work? Why
or why not?
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Chapter 8

Implementing ESP in ideal,
opportunistic, and ‘just-in-
time’ settings

In any field, whether it is sport, entertainment, politics, business, or educa-
tion, careful thought and planning usually leads to the greatest chance that
target goals will be reached. This is also true of ESP course and program
design. In an ideal setting, administrators and instructors can work together
with other stakeholders to carefully build up the four pillars of ESP dis-
cussed in the previous four chapters. If they can do this, the likelihood of
success is high. But, in practice, many ESP courses and programs are already
in place, and unfortunately, they are built on more shaky foundations. In
these settings, new instructors must learn to work with what they have and
make improvements when the opportunity arises. There are also ESP set-
tings where an ESP instructor might have to suddenly jump in and prepare
materials ‘just-in-time’ for the first lesson, often without knowing the pre-
cise needs, learning objectives, or even target contexts of the learners.

In this chapter, Tll first discuss the characteristic features of ESP courses
and programs developed within these three different settings, describing the
strengths and weaknesses of each. Next, I'll explain how these settings can
greatly affect the responsibilities of ESP instructors and the work they need
to do. Then, I’ll discuss the contentious issue of scope within ESP. Should an
ESP course and/or program be set up to address the very specific, ‘narrow-
angled’ needs of individual learners, or should it be designed to address the
more general, shared, ‘wide-angled’ needs of a broad range of learners?

By the end of the chapter, you should understand how ESP administrators
and instructors can work together or independently to build the four pillars
of ESP. You should also understand how this work affects their roles in the
building process, and how the learner setting affects the possible scope of an
ESP course or program.

Opening reflection

If you were assigned to teach a new ESP course starting in a few
months' time, would you want to be part of the team that investigated
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the needs of different stakeholders, established the different learning
objectives, created a set of materials and methods for use in class, and
decided the evaluation procedures? Or, would you prefer to receive the
course description and materials after they were created by others, run
the course in your own way, and then make improvements as you felt
necessary? What reasons do you have for your preference? If you sud-
denly found that the new course was starting in just a few days’ time,
would your answer be different? Why?

Commentary

All three settings described in the opening reflection are seen in ESP. The first
one is often presented in the literature on ESP. It describes a setting where all
four pillars of ESP can be carefully designed and constructed before teaching
begins. It is neat and clear, but also not so common. Rarely, in fact, do we
have the opportunity to build a completely new ESP course from scratch,
within a team or individually. The second setting is far more common. Most
ESP instructors will be entering a program that is already running in some
form. And, almost without question, there will be some aspects of that pro-
gram that will need adjustments and others that cannot be changed, regard-
less of how negatively they affect the results. The third setting is one that
no instructor wants to find themselves in. But, it can happen, especially in
EOP settings. You may be assigned to a course or have to take over someone
else’s course with little or no time to prepare.

Let’s look at the each of these settings in detail and consider how they
affect the work of course administrators and instructors.

Implementing ESP in an ideal setting

Basic concept

An ideal setting for ESP is one in which a team of course administrators
and instructors can work together to create a carefully planned, tested, and
continually revised and updated set of ESP courses that integrate together to
form an ESP program. In this setting, the team would start by building the
first pillar of ESP through a careful needs analysis of the different stakehold-
ers, including learners, instructors, and the administrators themselves. Next,
they would build the second pillar of ESP through the creation of a set of
learning objectives that address the various target needs. Then, they could
work to build the third pillar of ESP by designing materials and in-class
teaching and learning methods that mesh with those preferred by instruc-
tors and the target learners. Finally, they could construct the fourth pillar of
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ESP through the design and implementation of placement tests, diagnostic
assessments, regular in-class quizzes, final tests and reports, and other meth-
ods to evaluate what was achieved.

In this ideal setting, the design process would begin at the program level,
with the long-term needs of learners (and other stakeholders) forming the
foundations for the design of individual courses. This means that members
of the design team would need to think carefully about how all the courses
linked together to form a consistent whole. They would also need to think
how the overall program could be evaluated and set up mechanisms to allow
for it to be revised and improved over time.

You will rarely see large, integrated, team-designed ESP programs described
in the ESP literature. But, there are exceptions such as Anthony’s (2009) descrip-
tion of a English for Science and Technology (EST) program designed for ter-
tiary learners in Japan, Bilici’s (2016) description of an EAP program in China,
and Tsou and Chen’s (2014) description of a EAP program in Taiwan. There
are also several reports of large-scale EAP and EOP programs described in
Orr’s (2002) edited collection of ESP case studies. On the other hand, you will
find numerous descriptions of carefully planned and administered ESP courses
described in the literature, sometimes under the title of an ESP ‘program’ (e.g.
Yogman & Kaylani, 1996; Ching-ning, Wei, & Li-hua, 2008). Often these are
developed by a team of ESP administrators and instructors, but you will also
see examples where a single ESP expert has done the bulk of the work.

Strengths and weaknesses

There are many strengths to a large, integrated, team-designed ESP program.
At the level of needs analysis, the team can make a coordinated effort to
understand the immediate and longer-term necessities, lacks, and wants of
different stakeholders both inside and outside the institution. This knowl-
edge naturally leads to the creation of a comprehensive set of learning
objectives, based ideally on the insights of not only ESP administrators and
instructors but also those of specialist informants. In some cases, the target
objectives might be addressed in a single, short-term ESP course. However,
when the objectives become more complex and involved, a program frame-
work allows more time to be given to the learning process. Also, when ESP
courses are designed by a team, some members with strengths in ESP theory
can work with others with strengths in ESP teaching and learning practices
to develop theoretically sound but also practical and effective materials. A
team-based approach to ESP design also allows for a wide range of evalu-
ation procedures to be employed, including the running of standardized,
institution-wide placement tests, end-of-course assessments and learner eval-
uation surveys, the use of instructor-based in-class quizzes, and the collection
of informal instructor feedback through a team member assigned to the role
of an instructor liaison. It should also be mentioned that large, integrated,
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team-designed ESP programs will more likely be sanctioned by the institu-
tion and be given the necessary funds and resources to make it a reality.

The major weaknesses of a large, integrated, team-designed ESP program
are centered on the fact that it requires a common understanding among all
the major stakeholders. At the institution level, funding, classrooms, time,
equipment, and human resources need to be made available. At the design
team level, the members need to have a good understanding of what ESP
is and how the foundations of ESP courses should be built. They also need
an ability to work together and with others in the institution, and dedicate
lots of time to the initiative. At the classroom level, instructors need to be
willing to learn to adapt to new materials and teaching methods, and be
able to communicate to learners what they are doing and why. There also
needs to be a level of trust between administrators and instructors so that
administrators don’t feel the need to micro-manage and constantly monitor
instructors, and instructors can report honestly and accurately to adminis-
trators when things are not going according to the plan.

If you have ever worked in an academic institution, you will perhaps rec-
ognize that these weaknesses make creating a fully integrated EAP program
extremely difficult. Institutions are often reluctant to introduce any sort of
change, and when change occurs, it is often extremely slow. Also, the lack
of interest by non-department institution officials and the stubbornness of
even a single department faculty member can jeopardize such a project.
In contrast, you will find many global companies integrate EOP programs
smoothly into their training systems. In workplace environments, immediate
changes can be initiated high up in the management chain, and as a result,
workers are obliged to comply or they risk losing bonuses and opportunities
for promotion. Also, much of the work that companies undertake is carried
out in the form of team-based projects. So, perhaps the culture of workplaces
is more suited to the development of a large-scale ESP program.

TASK 8.1 Forming an ESP course development team

Imagine that you have to design an EAP or EOP course targeting the
language of a discipline that you are not very familiar with (e.g. math-
ematics, sports science, nursing). If you had the authority to form a
team to create the course, what type of people would you include? What
knowledge and experiences would you want them to have? How would
you divide up the work? If you didn’t have the support of a team, what
could you do (on your own) to establish the needs, learning objectives,
materials/methods, and evaluation procedures for the course?

If you have any direct experience of this sort of setting, what did
you do and why? Were your actions successful? What would you do
differently now?
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Implementing ESP in an opportunistic setting

Basic concept

Most ESP instructors will find themselves working in a setting where they
are assigned to an ESP course that has already been set up by others in
the organization and run for several years. They may be given a short ori-
entation session, an overview of the program as a whole (if it exists), a
course syllabus, and perhaps a textbook and other materials used by previ-
ous instructors. They are then usually given flexibility to prepare in-class
explanations and activities as appropriate before entering the class to teach.

If you find yourself in this ‘do-what-you-can-when-you-can’ setting
(Nation & Macalister, 2010), it is essential that you start out by trying to
establish what decisions have already been made and why. For example, if
the course has a prescribed textbook, it implies that one or more adminis-
trators have considered the goals of the course and felt that this textbook
matches them. If so, what are those goals? And, what are the learners’ needs
on which these goals are based? You might find the answers by speaking to
the administrators directly, or you can perhaps extract the answers to these
questions from the teachers’ guide or the materials for the first lesson of the
course. You also need to establish what learning objectives are suggested by
the materials, and why those are deemed important in the field. This might
lead you to read up about the target language setting and the discourse com-
munity that the learners will enter. Then, you can think about what teaching
and learning methods you can employ in the classroom and what evaluation
procedures you must employ and what flexibility in assessment you have.

Once you have started teaching, you can then observe the learners’ reac-
tions to the materials and classroom activities, monitor their progress, and
make adjustments as necessary. Finally, you can report back to the admin-
istrators how the course progressed, describe how you improved on the
original course design, and perhaps offer suggestions for integrating your
changes into the course as a whole.

Strengths and weaknesses

The major strength of an opportunistic setting is that it invites a simple,
time-efficient, and often effective way to create successful courses. Courses
developed by a team over an extended time through multiple committee
meetings often overlook characteristics of learners and classroom settings
that individual instructors can immediately recognize and address. For
example, prescribed materials may become overly rich or complicated, mak-
ing it impossible to cover them in the time allocated. Individual instructors
can decide what materials to simplify or cut altogether. Administrators may
also underestimate the time needed to evaluate learners in class, proposing
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elaborate procedures that are impractical. Again, individual instructors
can recognize this problem and replace the procedures with simpler ones.
Changes that happen at the classroom level are also likely to be imple-
mented more quickly because they do not need to go through a committee
for approval. Also, one further strength of an opportunistic approach to
ESP is that its effectiveness increases if instructors are given a chance to
teach the course more than once. Problems that instructors might not notice
or ignore the first time they teach the course are more likely to be addressed
on the second iteration.

The major weakness of an opportunistic approach to implementing ESP
is that it can lack coordination. Individual instructors may decide to make
changes to a well-designed and carefully constructed course through a lack
of experience of working in an ESP environment, a lack of understanding
of stakeholder needs, a poor knowledge of the target learning objectives
and discourse community, or simply their own personal reasons, e.g. lack
of willingness to spend time preparing classes or evaluate learners. Another
weakness is that perceived improvements made at one level may adversely
affect the course or program at another level. For example, an instructor’s
choice to skip a textbook unit in the classroom may adversely affect the
learners’ performance on a standardized assessment carried out at the insti-
tutional level.

TASK 8.2 Teaching a ready-made ESP course

Imagine that you have joined the teaching staff in an EAP or EOP pro-
gram where the courses have already been developed. In the first few
classes, you find that things are not going well. Perhaps the learners
look bored, or you believe that the materials are too difficult for them.
What steps could you take to improve the situation?

If you have any direct experience of this setting, what did you do
and why? Were your actions successful? What would you do differ-
ently now?

Implementing ESP in a ‘just-in-time’ setting

Basic concept

In some rare cases, you might find yourself having to prepare for an ESP
course with only a few days to get ready. In EAP settings, another instructor
might suddenly be taken ill or quit and you have to take over, or a scheduled
course may suddenly become oversubscribed and require extra sections to
be managed. In EOP settings, an employee might suddenly receive a work
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assignment that requires a specialized English skill and you are there to sup-
port them, or you might be working as a company training consultant and
need to prepare a course but not know who will be on the course until just
a few days before it starts.

If you find yourself in this situation but you are working within a well-
established program, you can usually rely on the institution having a bank
of ready-made materials and administrative support staff to help you pre-
pare for the course. On the other hand, if you are on your own, one tried-
and-tested strategy used by many instructors in all areas of English language
teaching is simply to pick up a textbook and go. The assumption here is that
the author of the textbook has followed good course design principles and
written the book to match the learners’ needs. You would also hope that
the author has included a range of materials, activities, and assessment pro-
cedures that will ensure that learners meet their target learning objectives
while keeping them motivated to complete the course.

Unfortunately, as you found in Chapter 6, it is often the case that a suit-
able textbook for a narrowly defined area of ESP simply doesn’t exist (this
is one area where ESP differs greatly from general English language teach-
ing, which has an abundance of published materials). In this scenario, you
need to adopt an alternative strategy. In Chapter 4, you learned how to do a
‘just-in-time’ needs analysis of target learners through the use of a quick pre-
course or first-lesson survey. If you combine the results of this with a quick
analysis of actual outputs from the target language setting, you can start to
formulate learning objectives at the level of register rhetoric (discourse) and
genre. Then, as discussed in Chapter 6, you can think how to employ some
of the outputs from the target language setting as materials in a learner-
centered classroom.

Although a truly ‘just-in-time’ approach to ESP course implementation
is rare, it is important to remember that all classroom settings have a ‘just-
in-time’ element to them. For example, it is impossible for an instructor to
be fully prepared to explain all the materials they will cover. And, you may
need to quickly adapt what you’re doing if the learners suddenly reveal a
lack of knowledge in an area you assumed they knew, or ask you challeng-
ing questions about an aspect of the target discipline that you are unfamiliar
with. It is in these situations where a learner-centered, data-driven approach
can be particularly effective.

Strengths and weaknesses

There are few obvious strengths of a ‘just-in-time’ approach to ESP over
ideal and opportunistic approaches. As just mentioned, perhaps the only
one is that it forces the instructor to place the learners at the center of the
classroom experience. This, in turn, can create a more exciting, dynamic
learning environment with greater opportunities for learner interaction.
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On the other hand, the huge number of weaknesses means that you should
make every effort to avoid ‘just-in-time” ESP from happening. In particular,
it significantly limits any kind of coordination between courses. It also lim-
its the ability for good materials and practices to be utilized by others and
improved, unless there is a platform for instructors to share their experi-
ences. Perhaps the greatest weakness of this approach is that it assumes that
either the instructor or the learners have a high degree of familiarity with the
target language setting. If neither party has this, the chances of the learners
meeting their needs become extremely low.

TASK 8.3 Working ‘just-in-time’ for the start of an ESP
course

Imagine that you are working in an ESP program where another
instructor has suddenly taken ill and you have to take over their teach-
ing with just a few days to prepare. What would you do between now
and your first class of the course?

If you have any direct experience of this setting, what did you do
and why? Were your actions successful? What would you do differ-
ently now?

Responsibilities of ESP administrators and
instructors

I have been careful throughout this book to distinguish between ESP admin-
istrators and instructors. ESP administrators are the people who manage the
courses or program, whereas instructors are the people who actually teach
the courses. Let’s consider how the responsibilities of administrators and
instructors vary depending on the ESP setting in which they have to work.

In an ideal ESP setting, the responsibilities of administrators and instruc-
tors are fairly easy to separate. Administrators establish the needs of the
different stakeholders and determine the learning objectives for the courses.
They also decide what materials and methods can or should be used in the
classroom, and what procedures will be used to assess the learners, instruc-
tors, courses, and the program as a whole (the procedures used to evaluate
the administrators will usually be decided at a higher level in the institu-
tion). Instructors, on the other hand, are responsible for carrying out the
decisions made by the administrators and, ideally, contributing to the devel-
opment of the program through constructive feedback to the administrators
on the success and/or failure of those decisions.

This setup has distinct advantages over the other settings, because it
allows for ESP experts to work together with subject specialists in the design
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of effective courses even when both groups may lack knowledge essential to
the process. For example, the ESP experts may know little about the target
language setting of the learners, but this knowledge can be provided by the
subject specialists. Conversely, the subject specialists may know little about
effective ESP teaching and learning methods, but this can be provided by
the ESP experts. Unfortunately, as mentioned earlier, this ideal form of ESP
is quite rare in practice.

Although most ESP settings are ‘opportunistic’ in nature, you will find
that the degree of opportunity afforded to instructors varies considerably.
This has a dramatic impact on the responsibilities of both the administrators
and instructors. In very minimally opportunistic settings, administrators
may be in total control of what happens in the classroom, forcing instruc-
tors to follow fixed materials and procedures, and having little say in how
learners are evaluated. Naturally, in this setting, the motivation of instruc-
tors is likely to be low, and if the decisions made by the administrative staff
are poor, the entire program is likely to fail. Unfortunately, most ESP set-
tings are at the other end of the scale, being highly opportunistic in nature —
which brings with it a different set of problems. Here, administrators play a
very minimal role in determining what goes on in the classroom, providing
perhaps just the name of a course and some very loose guidelines for what
it should contain. They may not even have any detailed understanding of
the learners’ needs or how they should be evaluated. In this setting, you can
perhaps see that the instructor must take on many of the responsibilities
that an administrator would adopt in an ideal setting. This has led to ESP
instructors being frequently described as ESP ‘practitioners’ in the literature
(e.g. Charles & Pecorari, 2016; Dudley-Evans & St. John, 1998; Swales,
1985). In fact, as Dudley-Evans and St. John (1998, p. 13) describe, they
need to take on at least six different roles:

teacher

course designer
materials provider
collaborator
researcher
evaluator

The main problem with such a setting is that it places great demands on the
time, resources, and knowledge of instructors. If you are put into this set-
ting and you are not familiar with the target needs of the learners or have
experience of ESP teaching in general, creating a successful course can be a
daunting proposition. We will return to the challenges of working in such
an environment in Chapter 9.

In a 9ust-in-time’ ESP setting, administrators have a particularly impor-
tant responsibility to provide instructors with the information they require
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to prepare and teach the course. If an instructor is not familiar with the
target language setting or learner needs, ideally, the administrators would
take on most of the responsibilities associated with course design and pro-
vide the instructors with a detailed and complete set of materials, methods,
and evaluation procedures to run the course. Then, the instructor’s respon-
sibility would be minimized to implementing the course as best they could,
adopting or adapting what they were given as necessary, and perhaps creat-
ing new materials once they became more familiar with the learners and
the target setting. On the other hand, if the instructor is very familiar with the
target language setting and learner needs, it would be unreasonable for the
administrators to demand that they quickly master all the required materi-
als and procedures established in the program and follow these in class.
Rather, the administrators have a responsibility to step back a little and
leave instructors with the responsibility to slowly incorporate the prescribed
materials and procedures into their own existing approach.

TASK 8.4 Choosing a role in ESP

Dudley-Evans and St. John (1998) and others have described an
ESP practitioner as being able to fulfill the roles of a teacher, course
designer, materials provider, collaborator, researcher, and evaluator.

Q1 If you were to join an ESP course development team, what role (or
roles) do you think you could most suitably fill? What reasons do
you have?

Q2 If a subject specialist joined the team, what role or roles would
you want them to fill? Again, what reasons do you have?

Contentious issues in ESP: deciding between
narrow- and wide-angled ESP

Throughout the history of ESP, there have been several shifts toward and
away from a focus on the unique features of specific subjects in ESP course
teaching and learning. Now that you understand some of the different con-
texts in which ESP is conducted, let’s look at this ongoing debate and see if
some conclusions can be drawn.

In the early days of ESP in the 1960s and 1970s, many researchers focused
on identifying the ways in which registers and rhetorical structures of spe-
cific disciplines, such as electrical engineering, differed from those in other
disciplines, such as physics and biology, as well as general English. This
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work naturally led to a similar ‘narrow-angled’ focus on discipline-specific
language in the ESP classroom. However, as the field moved through the
1980s and into the 1990s, an increasing number of researchers including
Bloor and Bloor (1986), Blue (1988), Hutchinson and Waters (1987), Spack
(1988) and others began noting that different disciplines had many overlaps
and similarities and that the value of ESP was not in the discipline-specific
products that emerged from ESP instruction but the learning processes that
were involved. Again, this work started a new trend for ESP courses with
a ‘wide-angled’ focus on the common, shared features of language across
disciplines, as well as common, transferable skills and learning strategies.

As the field moved into the 2000s, the pendulum began to swing back
toward a narrow-angled approach with the publication of several key arti-
cles by some prominent ESP researchers including Hyland (2002, 2004,
2008), Hyland and Bondi (2006), and later, Paltridge (2009). One of the
main driving forces for this reassessment was the increased availability and
ease of use of corpus tools that were highly suited to register and rhetori-
cal analyses. Importantly, the results from these corpus-based ESP analyses
strengthened earlier observations that the language of specific disciplines
varied considerably, as illustrated in the works of Biber (1988, 1992).

Today, the debate over whether an ESP course or program should have
a narrow-angled or wide-angled focus is still ongoing. Hyland (2017) and
others continue to make a strong case for a narrow-angled approach, point-
ing to the fact that language features, discourse practices, and communi-
cative skills differ considerably across disciplines. Anthony (2011), on the
other hand, argues that this observation can be made not only across dis-
ciplines but also within them. As a result, it is more important for learners
to understand the degree to which core elements of a language vary in and
among disciplines rather than rules that distinguish one particular discipline
from others. He also agrees with Huckin (2003), who makes the point that
courses that target the language of narrowly defined disciplines are gener-
ally impractical. Dovey (2006) goes further, suggesting that the growing
view within companies is that the most valuable skill that learners can gain
in education is the ability to learn how to learn. This is a skill which they
can later apply in a rapidly evolving and changing workplace environment.
Again, the suggestion here is that a learner’s ability to identify patterns of
variation in core language concepts will be more useful than knowing and
using a narrow set of language features associated with a specialist disci-
pline. This point takes us back to the learning focus stressed by Hutchinson
and Waters (1987).

It is clear that a case can be made for both a narrow- and a wide- angled
approach to ESP. In fact, this is exactly what Basturkmen (2006) does when
reviewing the debate. However, if we consider the different contexts in which
ESP is usually implemented, it is also clear that a narrow-angled approach
can only be introduced in certain contexts, whereas a wide-angled approach
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has a more general applicability. Let’s look at which contexts match the dif-
ferent approaches.

In an ideal ESP setting where a team of course administrators can work
together to carefully design and implement an ESP course, there is the scope
to involve subject specialists at all levels of the creation process, allowing for
the possibility of a narrow-angled approach. On the other hand, if that same
team is required to develop an ESP program for a wide number of learn-
ers across a range of disciplines, the possibilities change. Now, the practical
limitations of time and resources, the institution’s usual preference to have
standardized materials and evaluation procedures, and the many other insti-
tutional restrictions in place will make a narrow-angled approach far more
difficult if not impossible to implement. Note, however, that both contexts
match the conditions that would allow for a wide-angled approach to be used.

The possibility for using a narrow-angled approach is far greater in a highly
opportunistic setting or a ‘just-in-time’ setting. In this case, an individual
instructor has the freedom to introduce their own materials and methods and
tailor these to exact needs of the learners in the classroom. However, even
here, the opportunity will only be available to course instructors who have an
extensive knowledge of a target discipline and a bank of materials that they
have built up over time. It is highly unlikely that a non-specialist instructor
would be able to develop an effective course on their own, especially if they
had only a few days to do it. On the other hand, they might be able to cope if
they were given the freedom to focus on the aspects of language and commu-
nication that are shared across disciplines as part of a wide-angled approach.

To conclude, it seems that there are some strong theoretical grounds for
adopting a narrow-angled approach. But, there are also strong theoretical
grounds for adopting a wide-angled approach, in addition to its broader,
more practical strengths. Choosing which approach to adopt will depend on
a range of factors, including the time constraints, the class size, the learners’
and instructors’ backgrounds and experiences, and of course, the needs of
the different stakeholders. But, when in doubt, perhaps it is best to initially
adopt a wide-angled approach and then narrow the focus as you learn more
about the learners’ needs.

Research ideas

Here are some possible ideas for small-scale or large-scale research projects
that stem from the topics discussed in this chapter.

Who should develop an ESP program?

Conduct a case study on the development of a large, integrated ESP pro-
gram focusing on who was part of the development team and what their
contributions were. Based on what you find, make suggestions for improv-
ing the makeup of an ESP development team.
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What are the perceived and desired responsibilities of subject
specialists and ESP experts in ESP course and program design?

The relationship between ESP experts and target subject specialists is a com-
plex one. In many institutions, subject specialists are in positions of power
and have a belief that they know best what learners require in ESP courses.
On the other hand, the design, implementation, and teaching of courses is
usually the sole responsibility of ESP experts. Conduct a survey of subject
specialists and ESP experts in different settings to find out what they per-
ceive their responsibilities are and what responsibilities they believe they
should take on during the development on an ESP course or program. What
lessons can we learn about ESP course and program implementation from
this study?

Which is better, a wide-angled or narrow-angled ESP approach?

Many arguments have been made to support or reject wide-angled and nar-
row-angled approaches to ESP. However, there are few empirical studies
that investigate the different opinions of administrators, instructors, and
learners on this topic. Choose one of these target groups and conduct a
survey to find out which approach they prefer and why.

Closing reflection

Now that you have come to the end of the chapter, you should have a
good understanding of the different settings in which the four pillars
of ESP might need to be constructed. You should also understand how
the setting in which ESP takes place directly affects the degree of plan-
ning possible, the responsibilities of administrators and instructors,
and even the scope of ESP that can be covered in the classroom.

Here are a few more questions to consider:

1 Which of the points covered in the chapter were new to you? Did
you find them interesting and relevant in terms of your own learn-
ing goals? Were there any points that you found confusing or that
you disagreed with?

2 What points from the chapter do you think you can immediately
put to use in your own learning or teaching context?

3 If you had complete control and unlimited resources to design and
implement an EAP program at the tertiary level, what required
and elective ESP courses would you include in your program?
How would you involve subject specialists in the design and
implementation of your program?
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4 If you were working in the human resources section of a company
and you were able to hire a new ESP expert to assist you in devel-
oping EOP courses and programs, would you prefer somebody
with a deep knowledge of the company business but who lacked
knowledge about ESP course and program design, or would you
prefer somebody with an extensive knowledge of ESP course and
program design but who had little experience of working in this
business area. What reasons do you have for your decision?

Further resources

Books

Basturkmen, H. (2014). Ideas and options in English for specific purposes. Abing-
don, UK: Routledge.

Belcher, D. D., Johns, A. M., & Paltridge, B. (Eds.). (2011). New directions in
English for specific purposes research. Ann Arbor: University of Michigan Press.

Research articles

Belcher, D. D. (2006). English for specific purposes: Teaching to perceived needs and
imagined futures in worlds of work, study, and everyday life. TESOL Quarterly,
40(1), 133-156.



Chapter 9

Dealing with challenges in ESP

Chapter 8 looked at implementing ESP in ideal, opportunistic, and ‘just-in-
time’ settings. Each of these settings presents an ESP instructor with pos-
sibilities for and challenges to maximizing the effectiveness of teaching and
learning practices. This chapter, in contrast, looks at some of the more gen-
eral challenges that ESP instructors face in EAP or EOP settings. Knowing
what these challenges are and how to address them will not only help you
to become a better ESP instructor, but also give you important insights into
the work faced by ESP administrators.

In the chapter, I'll first explain the challenges that affect needs analysis
and the strategies that can help mitigate them. Then, in a similar way, I’ll
explain the challenges and mitigation strategies related to learning objec-
tives, materials and methods, and evaluation procedures. At the end of the
chapter, I’ll discuss the contentious issue of managing change in ESP and
how a program of change can lead to many of the challenges faced by ESP
instructors being avoided from the outset.

By the end of the chapter, you should understand the challenges that ESP
teachers and program designers face, know how to mitigate some of these
challenges through before-class, in-class, and after-class actions, and under-
standing different ways to implement change in ESP at the course and pro-
gram level. Most importantly, you should have made an important step to
becoming not only a knowledgeable ESP instructor, but also an effective one.

Opening reflection

If you are still a student, imagine you were to be hired to teach an EAP
course at the tertiary level. What concerns would you have about the
work and your ability to serve as an effective instructor? Now, imag-
ine that you were to be hired to teach an EOP course in a company.
Which of your concerns would be the same? What other concerns
would you have?
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If you have experience of teaching in an EAP or EOP context, what
challenges have you faced in your work? What strategies have you
adopted to deal with those challenges? How successful have the strate-
gies been?

Commentary

Novice ESP instructors who are hired to work in an EAP setting are often
concerned about the nature of the learners (e.g. range of proficiency lev-
els, number of department/faculty specializations, years of study, country
of origin, class size), the details of the courses they will teach (e.g. syllabus
details, course goals, learning objectives, textbook requirements, availabil-
ity of online resources, use of a learning management systems, classroom
resources, support staff), and the evaluation procedures (e.g. time allowed
for creating, administrating, and grading in-class quizzes, the details and
weighting of standardized tests, and the use of student surveys by instruc-
tors and administrators).

Novice instructors in EOP settings are likely to face similar concerns.
However, they may also worry about the impact of evaluation of the learn-
ers’ future possibilities as well as their own. For example, if the learners do
not reach a certain performance level, will the course be cancelled? Will an
individual learner lose their job (or not be hired), or will their contract be
cancelled? The instructor might also be concerned about the environment in
which they have to teach (e.g. Will there be a classroom with a whiteboard
and projector? Will the learners be able to regularly attend? Will manage-
ment be observing the classes?).

In the next few sections, let’s try to address these concerns by understand-
ing some of the main challenges faced by ESP instructors in the areas of
needs, learning objectives, materials/methods, and evaluation. For each of
the challenges discussed, I'll suggest some useful strategies that can help you.

Addressing challenges related to needs analysis
and the motivations of stakeholders in ESP

Challenges to administrative needs

Identifying the necessities, lacks, and wants in a needs analysis is the first
step in building a strong and stable ESP course or program. However, it can
also be one of the most challenging steps. Administrators of ESP programs
are often pressured to make decisions about course and program design
based on limited or misinformed needs analyses. For example, in an EAP
setting, they may themselves not be experts in the target disciplines and so
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have to rely on the input from specialist informants. However, it is rare that
all specialist departments will take an active role in ESP course and program
development (if any). If they do, there is still the problem of specialist infor-
mants knowing about the field but not knowing the target language, genres,
and skills that a course necessitates. This leads to the danger of ESP admin-
istrators “believing all that they hear” Swales (1990, p. 29) even when it
is not accurate or appropriate. Another problem is that the administrators
may not be in a position to collect information from other stakeholders,
such as those in industry. And, surprisingly, they may be quite divorced from
actual teaching, so lack an awareness of the necessities, lacks, and wants of
individual learners. Compounding the problem for instructors is the ten-
dency for administrators to present some of their own wants for a course as
another set of necessities. For example, administrators may dictate the days,
the times, and the number of hours for a course. They may decide if it is to
a have a required or elective status, and to whom it applies. They may also
specify the goals of the course and prescribe the use of a published textbook

ESP instructors entering the classroom can quickly find that some admin-
istrator decisions are problematic. Perhaps the learners are not at the level
or in the same specialist discipline as that suggested by the materials. Or,
perhaps the course is not long enough to reach the intended goals. If you
find yourself in this position, it is therefore essential that you communicate
with the administrators to understand how they arrived at their decisions
and learn which of their decisions are based truly on necessities, and which
might be possible to modify or reject entirely. It will also be advantageous
for you to learn more about the institution where you work, the way courses
are created, the degree of flexibility that the department and institution finds
acceptable, and, of course, the background and target setting of the learners
you face. As you learn more about the educational setting, you will be in a
better position to communicate with administrators about your own feel-
ings and opinions of the course and your views on the necessities, lacks, and
wants of learners.

Challenges to learner needs

One of the great challenges of understanding learner needs in an ESP con-
text is that the learners themselves may not be fully aware of what their
needs are. They may tell you they want to learn more technical vocabulary
or develop their pronunciation. Depending on their country of origin, dis-
cipline background, and previous learning experiences, they may think that
skills development is not as important as knowledge. They may also prefer
that you lecture to them and not assign homework in each class.

Ideally, the learner wants will match their necessities and lacks, but when
a mismatch occurs, the more you know about the target setting and dis-
course community that learners will enter, the more you will be able to
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motivate them and convince them that your classes will be valuable to them.
This can include a course orientation where you review the global and local
contexts, explain the importance of English in the target field, and review
general and specific language problems. However, even if the learners’ views
are misplaced, it is still essential that you listen to what they are and com-
municate the views to the administrators.

Challenges to instructor needs

ESP instructors often come from very different backgrounds and will have
their own necessities, lacks, and wants for an ESP course. Some may be
experts in a target discipline but lack experience of language teaching, and
others may be the exact opposite. Some may be native speakers with a
strong command of general English but lack an understanding of specialist
language. Others may be second language speakers with a strong knowledge
of specialist language but weaker general English skills. Some, again, may
require a textbook because they are inexperienced in the target context and
have little time to prepare custom materials. Others may prefer to use their
own materials and react negatively to administrators enforcing on them a
prescribed course design and set of goals. Finally, almost every instructor
has a different opinion on and approach to materials design, in class teach-
ing, homework assignments, and testing. For example, some may expect to
lecture to learners in the role of a discipline expert, whereas others may see
themselves more as language coaches who guide learners toward their goals.
Understanding who you are, what you know and believe, and what you
need to know and understand are the keys to being able to seek appropriate
advice and support in an ESP environment.

TASK 9.1 Recognizing challenges related to instructor
needs

Look at the following candidates who have applied to teach a business
English course in a university ESP program for international (non-native
English) students. Answer the questions that follow.

Candidate A

Relevant Qualification: MA degree in Teaching English as a Foreign
Language (with a specialization in ESP)

Language Ability: native English speaker

Work Experience: three years of experience as a Teaching Assistant (TA)




Dealing with challenges in ESP 167

Candidate B

Relevant Qualification: BA degree in English Literature

Language Ability: native English speaker

Teaching Experience: twenty-five years of experience teaching EAP
courses at universities in the Middle East

Candidate C

Relevant Qualification: Master of Business Administration (MBA)
Language Ability: native Spanish speaker; proficient in English
Work Experience: ten years of experience working in industry.

About the candidates

Based on the limited information given, which candidate would you
choose? What challenges would you expect the chosen candidate to
face as they prepare for the assigned course? What could the candidate
do to address these challenges on their own?

About you

If you were selected for the position, what challenges would you
expect to face as you prepared for the course? What could the admin-
istrators do to assist you?

Addressing challenges related to the
specification of learning objectives in ESP

Challenges when the targeted learning
objectives are wrong

Surprising as it may seem, ESP instructors sometimes find themselves work-
ing in an ESP course where some or all of the targeted learning objectives
are simply wrong. In other words, there is a mismatch between the specified
goals of the course and the actual needs of the different stakeholders. This
situation can occur for various reasons, but perhaps the most common is
that the course has been designed by administrators who are not familiar
with the target setting. Rather than consulting with specialist informants
and conducting a detailed needs analysis, they rely on their own experiences
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which might relate to a different field or are perhaps simply out of date. In
other cases, decisions might be made out of convenience; for example, being
based on a desire to use a particular (in-house) textbook, maintain the status
quo, save time, or limit the need for additional resources.

If you find yourself teaching an ESP course in a context like this, you
first need to establish who exactly is mistaken. It may be the case that you
think the administrators have created objectives that are wrong, but there
is also a good chance that you might be the one mistaken. Perhaps it is you
who lacks familiarity or experience with the target setting. In short, you
must always consult with administrators before taking actions that clearly
go against the original design of a course. At this point, you can then start
to assess the degree to which the course has an ‘opportunistic’ component.
All courses have some degree of flexibility and by understanding what that
is, you can start to introduce new goals, materials, and teaching methods
based on the four pillars of ESP discussed in Section 2. Of course, you also
need to align what you do to any coordinated evaluation system in place
and ensure that the learners in your class do not get penalized in terms of
their final grades for your inventiveness.

Challenges when the learning objectives are unspecified

Another problematic setting in which ESP instructors can find themselves
is when an ESP course has few or no learning objectives. Again, you might
be surprised that such a situation can exist, but the sad fact is that there are
English courses around the world where this is the case.

One reason why the objectives might not be specified is a pedagogic
one. Some administrators are happy to create ‘empty course boxes’ with
generic titles that they expect experienced instructors to fill with their own
objectives, materials, methods, and assessment procedures. Many general
English programs in academia will include courses with names like “English
I” or “Foundation English”, “Academic English”, “Technical English”, or
“English for Specific Purposes”. It is left to the instructor to determine to
what “I”, “Foundation”, “Academic”, “Technical”, and “Specific” should
refer in terms of learning objectives. Even in programs deemed to have as
ESP focus, you might find courses named “Nursing English”, “Business
English”, or “English for Tourism” with little or no further specification.
Again, it is left to the instructor to decide what aspects of nursing, business,
tourism, and so on should be focused on in the classroom.

A more complex reason for not specifying course objectives is that they
are unknown. Perhaps the administrators are not familiar with the target
setting and do not have access to specialist informants or experienced ESP
experts who can help them decide on the details of the course. In this case,
they would be hiring you to fill that gap. Another reason is that the more
specific an ESP course becomes, the less previous research exists that can
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inform course designers. As an example, Table 5.2 lists some of the com-
monly cited sub-skills of reading, writing, listening, and speaking. In a gen-
eral English course, an instructor could decide to pay equal attention to all
these features. In an ESP course, on the other hand, the importance of these
different sub-skills will clearly vary depending on the target context. This
means that their weighting in the specification of course objectives should
also vary. In some high profile EAP contexts, such as tertiary-level academic
reading and writing, much work has been done to identify the nature and
importance of these sub-skills. The same can be said for some high profile
EOP contexts, such as international business meetings, nurse-patient inter-
actions, and call-center work. However, there is scant information about
many - if not most — EAP and EOP language and learning skill require-
ments. Of course, ESP researchers can choose to look at these requirements
in ever narrower disciplines and contexts. But, not only is it a reality that
this work has yet to be done, there is also the question of if it should be
done. This returns us to the debate about wide-angled and narrow-angled
ESP discussed in Chapter 8.

If you find yourself teaching in an ESP setting where the learning objec-
tives are lacking or unspecified, you will find you have a lesser challenge
than that faced by instructors who are given incorrect objectives to fol-
low. Here, you don’t have to fight against the system or work to introduce
changes in policy. You also don’t have to worry that your decisions will
negatively affect learner grades. One further advantage is that you are likely
to recognize the challenge much earlier. In the previous case, you may only
realize that the objectives are mistaken on the first day you enter the class-
room. However, the setting here still requires that you design your own
course. This means that you will first need to determine the needs of the
learners (on your own). Then, you can decide if you are going to adopt a
wide- or narrow-angled approach. Finally, you can create a set of objectives,
and design materials, methods, and evaluation procedures. Again, the ideas
discussed in Section 2 should help you.

Challenges when the targeted learning
objectives are known

In a surprisingly rare number of cases, an ESP course is built on a clear and
detailed set of learning objectives. Even here, though, instructors can face
significant challenges implementing the course as it is designed.

At the most mundane level, the course may require facilities, resources,
class sizes, and time allowances that the institution, instructors, and learn-
ers cannot or will not provide. As a simple example, an EAP writing course
design may be built on the assumption that learners will receive detailed
individual feedback after each weekly assignment. However, if the class size
is more than 50 and instructors only have one hour to review all homework
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assignments for the class, the course will clearly fail. In short, these courses
are unrealistic.

Sometimes, the course objectives require instructors with a high level of
experience, training, and/or understanding of a specialist discipline. This
introduces the challenge of hiring the right people. But, it also raises the
question of what to do if the currently employed instructors do not fill these
requirements. Should their contracts be terminated, should they be encour-
aged or required to take training courses, or should the course objectives be
modified to adjust to the reality of the setting? In practice, we find all three
strategies are being employed in ESP courses and programs around the world.

If you find yourself teaching in an ESP setting where the learning objec-
tives seem unrealistic or you lack the knowledge necessary to address them
in class, perhaps the key skills you need to develop are negotiation and col-
laboration. If the course design appears unrealistic, you will need to negoti-
ate with an administrative team to decide what components of the course
can be adjusted, simplified, or removed entirely. Perhaps the removal of a
unit of the course materials or a simplification of the grading procedure can
resolve your greatest concerns.

If you are concerned about your lack of knowledge of the field, you can
collaborate with the team of other instructors in the program (if it exists) to
address your weaknesses. You can also seek knowledge from people work-
ing in the field, giving you more insights on the target discourse community
and the relative importance of different language skills. Perhaps the most
important group of informants that you can collaborate with are the learn-
ers themselves. Depending on their own experience in the field, they can
bring to the classroom a huge knowledge base and skill set. Remember that
learner needs comprise necessities, lacks, and wants. Even though the neces-
sities of the target setting might be highly complex, it is unlikely that the
learner will lack all of these. One important skill of a good ESP instructor is
knowing what not to focus on in the classroom.

TASK 9.2 Recognizing challenges related to learning
objectives

Imagine that you applied for a job as an EAP writing instructor at a uni-
versity that offers a six-week preparatory writing course for incoming
international graduate students. In the interview, you find that students
meet once a week for a 60-minute lesson and instructors are free to design
weekly activities as they see fit. The only requirement is that they follow
the short syllabus statement below. The post will start in three months.

Course Title: Introduction to Academic Writing
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Course description: This course helps students to improve their writ-
ing skills. The course focuses on developing a general academic
vocabulary, writing research articles following an IMRD model,
adopting the APA citation and reference standard, and using coher-
ence, cohesion, and hedging in writing.

What questions could you ask of the interview panel to help you
decide if you are qualified for this position?

What questions could you ask the interview panel to help you prepare
for any issues or challenges related to the stated objectives?

Addressing challenges related to materials and
methods in ESP

Challenges locating suitable materials

In Chapter 6, we looked at ways to evaluate, adopt, and adapt readily avail-
able materials for the ESP classroom. We also looked at how you might
develop custom materials centered on suitable ‘carrier content’. The chal-
lenge that faces many novice ESP instructors is locating potentially useful
materials and carrier content before the materials evaluation stage begins.
Fortunately, the Internet has helped significantly in this respect. Now, all
major publishers will list their ESP-related textbooks on their websites and
provide relatively easy search functions to locate them. Some publishers also
add a preview feature to a textbook listing, allowing you to look at the front
material and perhaps review a sample chapter. If the publisher does not offer
this preview feature, you might still be able to find it as a service offered by
companies like Amazon (www.amazon.com). Of course, you can also visit
a traditional bookstore or contact the publisher directly.

The Internet has also dramatically improved the chances of finding
authentic language samples produced by members of the target discourse
community. In EAP settings, conference proceedings and journal articles are
available for download (often at a cost) through global information analyt-
ics businesses, such as Elsevier (www.elsevier.com), international organiza-
tions such as the IEEE (www.ieee.org), and national digital archives, such
as PubMed (www.ncbi.nlm.nih.gov/pubmed). Fortunately, there is a grow-
ing trend for institutions to release final drafts of conference proceedings
and research articles through their own portals free of charge, and there
is also growing support for free, open-access journals. In a recent trend,
student theses and other unpublished writings are being increasingly made
available for download at research-oriented social networking sites such as
ResearchGate (www.researchgate.net) and Academia.edu (www.academia.
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edu), and regional repositories, such as Trove (trove.nla.gov.au). What’s
more, through the endeavors of corpus researchers, it is now much easier
to find publicly available collections of other academic written and spoken
academic genres, such as student papers, course lectures, tutorials, and even
on-campus service encounters. Some of these are listed in the resources sec-
tion at the end of the chapter.

It is generally much more difficult to find readily available collections of
authentic language produced in EOP settings. However, there are some nota-
ble exceptions in the area of air traffic control, business, and law. Again,
some of these resources are listed at the end of the chapter. On the other
hand, the Internet can provide us with instant access to a surprisingly wide
array of individual samples of EOP language. As a result, one of the mantras
you should follow is “Internet search engines are your friend”. In particular,
sites like Creative Commons (creativecommons.org) offer access to a huge
variety of audio and visual materials that can provide you with insights on
the target language and also be used directly or after some editing in the
classroom. There are also video upload sites like YouTube (www.youtube.
com) and Youku (www.youku.com) that can be very helpful. One caution to
note, however, is that some of these video samples are clips from professional
training materials, raising the question of authenticity. There is also the issue
of copyright, so you should read the disclaimers that accompany video mate-
rials on these sites carefully before you use them in your own classroom.

TASK 9.3 Finding authentic source materials

Imagine you are teaching an EOP course in medical English but you
have little experience in the target discipline beyond your own expe-
riences of visiting a doctor. As you prepare for the classes, you need
some examples of doctor-patient interactions. Go to your favorite
Internet video upload site and type the following:

“doctors speaking with patients”

Review some of the results that you find. Could you use any of the
examples in the class? Why or why not?

Challenges dealing with specialist vocabulary and subject
knowledge

When English language teachers think of taking on an ESP course, the first
worry that often comes to mind is what to do about specialist vocabulary
and subject knowledge. Figure 9.1 shows a research article abstract in
the field of bioscience. You can see here that the abstract contains a great
many technical words with which you are likely to be unfamiliar. You are
also unlikely to be able to judge the merits of the research content. If a
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Prediction of mRNA N6-Methyladenosine (m6A) in the Mammalian
Genome with Improved Sensitivity

Yigian Zhang

Graduate School of Advanced Science and Engineering, Waseda
University

Abstract— N6-Methyladenosine (m6A) is a common RNA modifica-
tion which plays an important role in diverse RNA activities such as
alternative splicing, interplay with microRNA, and translation effi-
ciency. However, predicting precise mRNA m6A sites in the mamma-
lian genome is difficult due to the absence of intron sequences. In this
research, we utilized Support Vector Machine (SVM) to develop a pre-
dictor by combining efficient genomic features. Our predictor achieved
comparable accuracy and higher sensitivity than existing tools.

Figure 9.1 Research article abstract in the field of bioscience.

learner wanted to write in a similar way, how could you help them? Are you
expected to provide them with a glossary of all the technical vocabulary in
the writing? Should you attempt to explain the concepts that the author of
the writing describes?

In Chapter 5, we discussed some of the ways that you can deal with vocab-
ulary and in-class subject knowledge dilemmas (ISKDs). The important
point to remember, though, is that learners rarely need their ESP instructor
to provide them with technical vocabulary and content instruction. They
have dictionaries, specialist course books, and content instructors for that.
You should also remember that there is often a strong one-to-one relation-
ship between an L2 technical word and its L1 translation. In many lan-
guages, the word might even be an L1 cognate or loan word, simplifying the
learning process more. Machine translation tools also greatly help when it
comes to knowing the meaning of technical words in the target language.
Huge advancements in machine translation technology have made the task
of understanding highly technical language (and also creating the same lan-
guage) a significantly easier task than it was just a few years ago.

What learners most often lack is an ability to recognize how technical
vocabulary and content knowledge are used in appropriate ways that fol-
low the genre conventions of the field. Here, as an ESP instructor, you have
an important role to play. In Figure 9.1, for example, you can help learners
to understand the rhetorical structure by dividing up the text and labeling
the parts. You can then help them to understand how general and academic
language is used to signal that structure and link complex ideas together by
replacing the numerous subject-specific noun phrases with A, B, C, and so
on. The resulting simplified texts, shown in Figure 9.2, can serve both as a
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[Title] Prediction of mMRNA N6-Methyladenosine (m6A) in the Mam-
malian Genome with Improved Sensitivity

[Background] N6-Methyladenosine (m6A) is a common RNA modi-
fication which plays an important role in diverse RNA activities such
as alternative splicing, interplay with microRNA and translation effi-
ciency. [Problem] However, predicting precise mRNA m6A sites in the
mammalian genome is difficult due to the absence of intron sequences.
[Aim] In this research, we utilized Support Vector Machine (SVM) to
develop a predictor by combining efficient genomic features. [Results]
Our predictor achieved comparable accuracy and higher sensitivity
than existing tools.

[Title] A of B in C with D

[Background] A is a common B which plays an important role in diverse
C such as D, E with F, and G. [Problem] However, predicting precise
H in the I is difficult due to the absence of J. [Aim] In this research,
we utilized K to develop L by combining efficient M. [Results] Our L
achieved comparable accuracy and higher sensitivity than existing tools.

Figure 9.2 Simplified research article abstract in the field of bioscience.

useful teaching aid and also as a useful template for the learners when they
write similar texts in the future.

The different presentations of the abstract in Figure 9.2 naturally lead to
a discussion of logical connectors and the use of academic vocabulary. As a
result, you might choose to explain how to use other logical connectors and
provide learners with a list of common academic vocabulary items to study
and memorize, such as that proposed by Coxhead (2000). Learners can be
further empowered if they create a discipline-specific corpus of target text
and then use the Data-Driven Learning (DDL) methods explained in Chap-
ter 6 to investigate how technical vocabulary is used in context.

Challenges working in a team with subject specialists

In previous chapters, we have looked at how you might work with subject
specialists in the design and creation of an ESP course or program. In some
cases, you might also find yourself working with subject specialists in the
actual teaching of an ESP course.

One of the great challenges of team-teaching with a subject specialist is
knowing (and respecting) the role of the other member of the team. Who
decides what materials are used? Who will provide the in-class explanations?
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Who will evaluate the learners? Who has ultimate responsibility for the suc-
cess of the course? Without answers to these questions at the start of the
project, there is a danger that the subject specialist will immediately assume
the leadership role and start dictating what materials should be used, how
they should be taught in class, and the how learners should be tested on
the course material. This can easily happen when the course is being run
in the subject specialist’s own department and the ESP instructor has been
hired from outside. However, it may also be the case that the ESP instruc-
tor is expected to take ultimate responsibility for the success of the course,
with failure leading to a termination of their contract and the course itself.
Clearly, it is not in their interest for the course to be dictated by the special-
ist informant, especially if they can predict or directly see that the resulting
course is not working.

A related problem is that a power difference can emerge in team-taught
ESP courses when the ESP instructor feels inadequate due to their lack of spe-
cialist subject knowledge. This leads to the suggestions and opinions of the
subject specialist taking precedence over those of the ESP instructor, regard-
less of how knowledgeable about language teaching the specialist is. It is a
regrettable fact that subject specialists are often overly confident about the
truth of their assertions about what language should be taught, and how.

If you find yourself involved in a ESP team-teaching project, it is impor-
tant that the whole team has an open and frank discussion about the way
the course should be implemented. Also, it is important that you make
clear to the rest of the members what contributions you can make and their
importance. In simple terms, you must communicate to the others that you
are also a specialist — a specialist in English for specific purposes. If you can
provide them with clear evidence for this (for example, in terms of your
insightful observations about learner challenges and creative ways to intro-
duce and utilize specialist subject materials), you can gain their respect and
play an equal - if not more important — role in the team.

Challenges working in a learner-centered classroom

One of most challenging aspects of ESP faced by traditional English instruc-
tors is adjusting to a learner-centered classroom environment. In traditional
general English teaching, the instructor is assumed to be the expert. They
provide information on grammar rules, present new vocabulary items with
definitions or L1 translations, and introduce various productive and recep-
tive exercises in which learners can apply and master that knowledge. In
ESP teaching, things are not so simple. The instructor may not know at
the outset which grammar rules are relevant, what the vocabulary of the
field even means, and how people in the discourse community use language
to complete their studies or work. And, the more advanced and narrowly
focused the ESP course becomes, the more challenging these issues become.
So, the obvious solution is to give up on the idea of being an expert in the
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target discipline and hand at least some of the authority and control in the
classroom to the learners.

Depending on the culture and background of both the instructor and
learners, a learner-centered classroom may be quite unfamiliar. It is therefore
necessary that you explain from the outset why this format is being adopted
and the advantages it offers. In particular, it is important that you don’t cre-
ate an impression with learners that you are unsure what you’re doing. In
a similar way to handling the challenges of working in a team with subject
specialist informants, you need to provide the learners with clear evidence
that even though you are not an expert in their target field, you are an expert
in the field of ESP. This means providing them with convincing explanations
why their contributions in class are important. It also means demonstrating
to them that you can provide useful observations, guidance, insights, and
knowledge that can help them achieve their learning objectives.

At a practical level, in class, you should resist the temptation to always
select source materials to show as examples. Sometimes, let the learners
pick the materials. Also, you shouldn’t feel that you always need to explain
everything. Let the learners offer their own explanations and insights on
their own work and that of others. And, when it comes to identifying errors
and correcting a learner’s performance, try letting the learners do some of
this work. In an EAP writing class, for example, perhaps you can simply
underline questionable grammar, vocabulary, and style uses, and let them
find out if and how to correct the points. Similarly, in an EOP business
presentation class, perhaps video record the learners’ presentations, give
the recordings to the individual learners, and let them watch, critique, and
improve their performances.

TASK 9.4 Working with authentic source materials

The following text is an authentic conference proceedings abstract
from the field of mechanical engineering. Review the abstract, high-
light the rhetorical structure, and then simplify the abstract by replac-
ing any unfamiliar technical noun phrases with A, B, C, and so on
in a similar way to the example shown in Figure 9.2. If you were
teaching a technical writing course, would you be confident in using
this example? How could you present this source material in a learner-
centered way in order to capitalize on the learners’ own knowledge of
mechanical engineering?

Chip formation mechanism of pure Niobium plates in superconduct-
ing accelerator cavities
T. Kaneeda', M. Yamada', Laurence Anthony?
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!Okayama University of Science, Japan

*Waseda University, Japan

Abstract

This paper investigates the chip formation mechanism of pure nio-
bium, a material used in the construction of superconducting accelera-
tor cavities. Cutting experiments were conducted in order to clarify
the chip formation mechanism using NC precision cutting apparatus.
The cutting forces and machined surface roughness were determined
under various cutting conditions. In addition, the effects of depth of
cut, depth of cut in last-precutting, and cutting speeds on the chip
formation were examined.

Addressing challenges related to learner,
instructor, and course/program evaluation

Challenges in the design of authentic evaluation
procedures

As you learned in Chapter 7, authentic materials are language samples that are
created by members of a discourse community for use by other members of
that community. In a similar way, when it comes to evaluation in ESP, we can
consider developing authentic tests and other evaluation procedures. However,
this is where the challenge comes. In both EAP and EOP settings, even though
you may be working in the same institution, except in special cases, you will
not be considered to be a member of the learner’s target discourse community.
So, any test or evaluation procedure you implement will not necessarily pro-
duce a learner performance that matches what they can achieve in an authentic
setting. As an example, a learner in an EOP business English course might be
able to produce a relaxed, confident, and effective presentation in an end-of-
course assessment setting, but collapse under the weight of nerves when deliv-
ering the same presentation in front of actual customers.

ESP course designers and instructors have devised various ways to increase
the authenticity of their evaluation procedures. Douglas (2000) describes var-
ious national and international ESP tests, such as the Occupational English
Test (OET) (www.occupationalenglishtest.org) that require learners to recre-
ate the tasks that members of the discourse community undertake through the
use of role-plays. We see the same approach undertaken at a more local level
in business English courses, such as those described by Planken and Nickerson
(2008), and tourism courses, such as that described by Cheng (2013). Raising
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the level of authenticity higher, ESP training programs have been designed in
which the target performance of learners is assessed in the real-world target
setting. Friginal (2013), for example, describes how the oral performance of
call-center workers is assessed as they perform their daily duties using an
innovative criterion-based assessment tool that also includes the results of
customer satisfaction surveys. At a more basic level, many EOP courses that
cannot be documented due to non-disclosure agreements use quantitative
measures of learner performance gains, such as the increased number of cus-
tomers they are able to invite, and the increased number of paper and presen-
tation acceptances, and award nominations they gain.

Again, you will see that collaboration is a useful skill to have if you want
to introduce authentic evaluation procedures into an ESP classroom. In
some cases, you might need the assistance of specialist informants to review
your testing materials to determine if the questions are relevant and impor-
tant. At other times, you might want them to participate directly in the
assessment perhaps serving as a role-play partner for learners (e.g. acting in
the role of a customer), or as a direct assessor of their performance.

TASK 9.5 Increasing the authenticity of a writing
assessment

In Task 9.4, you adapted and simplified a research article abstract
from the field of mechanical engineering. If you were teaching a grad-
uate-level ESP writing course for learners in this field and their final
assessment was to write a report, what could you do to make this
assessment more authentic for them? Here are some initial suggestions.

1 Ask the learners to write a report on their own research.

2 Have the learners imagine they are writing the report for submis-
sion to a target journal in their field.

3

Challenges integrating standardized tests into an ESP
course/program

Dudley-Evans and St. John (1998), Douglas (2000) and others describe
numerous standardized tests that have been or can be used in ESP courses
and programs. Each can be placed on a continuum of specificity that ranges
from very general to highly specific. Also, each has different strengths and
weaknesses in terms of cost, authenticity, ease of use, and external value,
reputation, and acceptance. A challenge for ESP course designers creating
a completely new course, therefore, is deciding which of these tests, if any,
should be adopted. Perhaps a more common challenge, on the other hand,
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is what to do as an ESP instructor when one of these tests is already adopted
by the institution, but it does not mesh well with the stated learning objec-
tives of the course. We find many of the latter cases in EAP settings where
students are required to achieve a certain score on a general English profi-
ciency test in order to graduate or proceed to the next level of their studies,
but they still have to take a variety of EAP courses each week.

If you are working as an ESP instructor in complete isolation, it is rare
that you will experience the first challenge of needing to choose a suitable
standardized test to introduce to your learners. In fact, the learners will
probably already know what tests they need to take. Also, the costs and
administrative overload will limit your ability to make such a proposal to
them. However, if you are part of a team of administrators, the team as
a whole might certainly need to make such a decision. Here, the obvious
strategy is to carefully review all the available tests, consult with special-
ist informants about their relative merits and value, and then consult with
senior administrators in the institution about the logistics of running the
tests in terms cost, time, and space, test management, and so on.

Addressing the second challenge is something that many ESP instructors
have to deal with. In Japan, for example, a huge number of universities
require students to take the Test of English for International Communi-
cation (TOEIC) and use it for placement testing, as a pre-condition for
course exceptions, and entering graduate school (Weaver, 2016). Compa-
nies in Japan also use the results of this test as a filter at the hiring stage and
use it to determine who qualifies for a promotion (Nakamura, 2014). The
washback from such a test cannot be ignored in the classroom. One useful
strategy you can adopt is to explain to the learners at the outset that their
results on a standardized test, while important, are just one component of
their learning experience and that their ESP training will also help them to
graduate, find a job, seek promotion, and so on. You can also try to find an
overlap between the content of the standardized test and the knowledge and
skills addressed in the ESP course and then highlight the similarities where
possible. Another strategy is to collect quantitative data on learner perfor-
mances on the standardized test and their performances in the ESP class and
show the degree to which the scores are correlated. While correlation does
not imply causation (Aldrich, 1995), it is still a useful observation that can
motivate learners to take their ESP studies seriously.

Contentious issues in ESP: introducing change in
ESP course and program design

One of the most contentious issues in any human system is the introduction
of change. Needless to say, the same is true of change in language teaching,
where changes might be introduced at the course and program level. Some
of these are listed in Table 9.1.
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Table 9.1 Possible changes at the ESP course and program level

Classroom level changes

* moving rooms (e.g.from a small to a large classroom)

* changing the seating arrangement (e.g. from rows to a circle)

* changing learner pairings (e.g. from pairs to groups)

* using additional materials (e.g. adding a reference book)

* introducing new activities (e.g. introducing new speaking exercises)

* introducing new teaching methods (e.g. making the class more learner-centered)

* using new presentation technologies (e.g. moving from a whiteboard to presentation
slides)

Course/Program level changes

» changing the course textbook (e.g. updating the current book)

* changing class sizes (e.g. making the classes smaller or larger)

* introducing ability grouping (e.g. placing high-level learners in a special advanced class)

* changing hiring policies (e.g. recruiting instructors with a knowledge of the specialist
field)

* changing class loads and times (e.g. assigning instructors more classes at the beginning
of the week)

* introducing a standardized assessment procedure (e.g. TOEIC)

Change often implies more work for the people implementing the change
and also more work for those that the change affects. So, why bother?
Those who advocate for change usually make the argument that the change
will save time, save resources, and produce better results. But, in reality, we
all have experienced changes that do the exact opposite and waste time and
resources and leave a system in a worse position. Also, those who advocate
for change may perceive the system differently to those working in it. For
example, in an ESP context, administrators may want to introduce changes
to save money by reducing the number of teachers and increasing the size of
classes. But, the problem of costs is unlikely to be felt by the instructors and
learners in the classroom, nor will the cost savings be felt as an advantage
to them. Rather, the instructors are likely to see the changes as negatively
affecting their working conditions, and the learners are likely to see the
changes as a policy that reduces the quality of their education.

At the ground level, we can also find mismatches in the perceptions of
change. An instructor might want to introduce new materials that better
match the learners’ needs. The learners, on the other hand, may be happy
to use the current materials because they can be purchased second-hand at
a local bookstore. Similarly, the instructor might want to introduce a new
assessment format that better measures the learners’ performance. However,
the learners may be happier with the current test, because they are familiar
with the format and can prepare for it better through careful study and revi-
sion of past tests.
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Nation and Macalister (2010, p. 173) propose implementing a successful
change policy in five steps:

Step 1: make sure that the change is really needed

Step 2: plan the type of change so that is not too great and not too small

Step 3: make sure that enough people see that the kind of change is
possible

Step 4: use a wide range of change strategies

Step 5: be prepared for the change to take a long time

The first step is fairly obvious. But, again, it is important to stress that
change is not always seen by everyone as beneficial. The more people that
agree that change is necessary, the more likely it will be successful. The
second step relates to work done by Stoller (1994, p. 314), who describes
a “zone of innovation” that motivates individuals to accept change. The
results show that successful innovation should not introduce “too little” or
“too much” change along the six axes of explicitness, complexity/difficulty,
compatibility, visibility, flexibility, and originality. The third step relates
back to the first but emphasizes the importance that those who perceive the
need for change and are responsible for implementing it (often the instruc-
tors) believe that the change is realistic and achievable.

The fourth step in Nation and Macalister’s list is perhaps the most con-
tentious aspect of change. How should it be done? Here, they cite Chin
and Benne (1969) who describe three strategies: 1) power-coercive strate-
gies, 2) rational-empirical strategies, and 3) normative-re-educative strate-
gies. Power-coercive strategies introduce change through direct or indirect
force. In a classroom setting, for example, an instructor may simply instruct
learners to sit in a new position, assign them to a new pairing, or switch
to using a different type of presentation format. The power difference that
usually exists between instructors and learners would prevent the learners
from raising any objections. Rational-empirical strategies are based on the
premise that change can be introduced and adopted if evidence demonstrat-
ing the benefits of the change are shown to those whom it will affect. Using
the same scenarios again, an instructor may first explain to learners why
rotating seating positions, mixing with other learners, and using a variety
of presentation formats will help them reach their target learning objectives,
before initiating the changes. You can probably see, though, that there is
still an element of power-coercion here. In contrast, normative-re-educative
strategies are based on the premise that people’s actions are strongly con-
nected with the values and attitudes that they learn as members of a society
or culture. Within this paradigm, introducing change requires a deep under-
standing of those values and attitudes. This knowledge can also be usefully
applied when predicting which changes are likely to be quickly accepted and
which will be initially resisted by the target group. As an example, Japan
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has a relatively well-defined social hierarchy, in which teachers are seen as
authority figures. Asking learners to recite passages, complete dictations,
and work in pairs and groups to complete a task is likely to meet little resis-
tance. On the other hand, asking learners to challenge the instructors with
questions, comments, and suggestions for improving a course might well
be met with silence and confusion. This last point leads to the final step in
introducing change. Depending on what you hope to change, you may need
to be patient, take things slowly, and work hard to capture both the minds
and hearts of those who will be affected.

One final point to note is that people can agree to change and even go
through the motions of carrying out a change, but still reject it. In an ESP pro-
gram, for example, a new course book might be introduced that instructors
(reluctantly) agree to use. However, in the confines of their own classrooms,
they may proceed to sabotage the change by pointing out the textbook’s
limitations to the learners and justifying to them why alternative materials
should be used. This reality emphasizes the weakness of a power-coercive
strategy and suggests that long-term successful innovation and change can
only be achieved through a weighted combination of all three strategies.

Research ideas

Here are some possible ideas for small-scale or large-scale research projects
that stem from the topics discussed in this chapter.

What do instructors fear when it comes to adopting an ESP
approach?

This chapter has introduced a number of challenges that face instructors
who hope to implement an ESP approach. Some of these overlap with the
challenges faced by any EFL teacher, and other are unique to ESP. Conduct
a survey of instructors with and without experience of ESP to find out what
they fear are ESP’s greatest challenges. Compare the opinions of both groups
to find similarities and differences. Based on the findings, make suggestions
for how to include the results in future ESP teacher training courses.

How is successful change achieved in ESP?

Relatively few ESP experts have documented in the literature the steps they
had to take to initiate, design, develop, and maintain a successful ESP course
or program. Locate an ESP course or program that has received either inter-
nal or external recognition, and carry out a case study on its growth. Next,
try to identify the challenges that the designers had to overcome and some
of the keys to its success. Finally, provide some lessons for others who might
be undertaking a similar project.
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Closing reflection

Now that you have come to the end of the chapter, you should under-
stand some of the main challenges that administrators and instructors
face when it comes to developing and running ESP courses and pro-
grams. You should also have some ideas for meeting and overcoming
these challenges if and when you enter the world of ESP. Finally, you
should be able to understand and maybe even follow the steps that
ESP administrators and instructors take in order to introduce innova-
tive changes to a teaching and learning environment.
Here are a few more questions to consider:

1 Which of the points covered in the chapter were new to you? Did
you find them interesting and relevant in terms of your own learn-
ing goals? Were there any points that you found confusing or that
you disagreed with?

2 What points from the chapter do you think you can immediately
put to use in your own learning or teaching context?

3 Which of the three strategies for initiating change discussed in
the chapter do you see most commonly adopted in educational
settings?

4 If you were an administrator of an ESP course or program, how
would you attempt to ensure that instructors were correctly
adopting a new policy that you introduced?

Further resources

Research articles

Nesi, H. (2013). ESP and corpus studies. In B. Paltridge & S. Starfield (Eds.), The
handbook of English for specific purposes (pp. 407-421). Walden, MA: Wiley
Blackwell.

Useful corpora

Air Traffic Control Complete Corpus (Godfrey, 1994). Philadelphia: Linguistic Data
Consortium, 1994. Retrieved from https://catalog.ldc. upenn.edu/LDC94S14A
British Academic Spoken English (BASE) Corpus. Retrieved from https://www2.

warwick.ac.uk/fac/soc/al/research/collections/base
British Academic Written English (BAWE) Corpus. Retrieved from http://www2.
warwick.ac.uk/fac/soc/al/research/collections/bawe
Business Letter Corpus. Retrieved from www.someya-net.com/concordancer/
Enron Email Dataset. Retrieved from www.cs.cmu.edu/~./enron/
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Michigan Corpus of Academic Spoken English. Retrieved from https://quod.lib.

umich.edu/cgi/c/corpus/corpus?c=micase
Michigan Corpus of Upper-Level Student Papers (MICUSP). Retrieved from http:/

micusp.elicorpora.info/
PERC Corpus (“Corpus of Professional English”). Retrieved from https://scn.jkn21.

com/~percinfo/
PolyU Business Corpora. Retrieved from http://langbank.engl.polyu.edu.hk/corpus/

polyu_business.html
SRI American Express travel agent dialogue corpus. Retrieved from www.ai.sri.

com/~communic/amex/amex.html
The Twitter Political Corpus. Retrieved from www.usna.edu/Users/cs/nchamber/

data/twitter/
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Chapter 10

Moving forward in ESP

If you have read through all the previous chapters of this book, you should
now have a good understanding of the history of ESP, its place in the world, its
core principles, how people implement ESP in the real world, and some ways
to deal with the challenges of using an ESP approach. In this final chapter, we
will shift perspective and look briefly to the future of ESP. Knowing where the
field is heading and what the future might bring can help you to notice oppor-
tunities and foresee possible problems, and allow you to prepare accordingly.

In this final chapter, Tll describe the future of ESP from four different
perspectives: context, curriculum design, classroom practices, and research
in ESP. Then, I’ll discuss the contentious issue of how learners should best
position themselves within their discourse communities and the role that
ESP should have in empowering learners to close the gap between their
current skills’/lknowledge and the skills/lknowledge that the discipline com-
munity might want and accept.

By the end of the chapter, you should have a good idea about where ESP
is heading, and understand what is meant by critical ESP. Most importantly,
you should have built a strong foundation of knowledge and practice in ESP
that will serve you well as you begin your own journey into the world of ESP.

Opening reflection

From what you have read about ESP in the previous chapters, where
do you see ESP heading from now? Do you think ESP will be more or
less relevant and/or important in the future compared to now? Why?
What factors do you think will affect the future of ESP?

Commentary

Throughout this book, ESP has been used as an acronym for English for
Specific Purposes. But, you may know that among the general public, ESP is
more commonly associated with the completely different concept of Extra
Sensory Perception: mind reading, fortune telling, and so on. During the
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writing of this book, I have in some way been using my own Extra Sensory
Perception skills to try to read your mind and predict what questions and
concerns you might have about ESP. Depending on how successful I have
been, I hope you have got at least some of the answers you wanted. This
reflection exercise turns the tables and gives you an opportunity to use your
own Extra Sensory Perception skills to see into the future of ESP. Of course,
the only way to really do this is to think carefully about the past and the pres-
ent trends in ESP and then make good predictions based on what you know.
There is no harm in trying to predict the future. In fact, it allows you to antic-
ipate problems and notice opportunities. But, you should always remember
that the future is inherently unpredictable. We can always be wrong.

The future of globalization and ESP

In recent years, we have seen huge political changes across the world that
have been motivated, in part, by one of the driving forces of ESP: global-
ization. Globalization has enabled people to travel and meet people more
easily. It has led to the rapid development of new technologies. It has also
provided people and even countries with new opportunities. However, it is
also abundantly clear that globalization is not always a good thing. Glo-
balization has been blamed for the demise of local economies, the destruc-
tion of the environment, the growing instability in world financial markets,
and the rise in terrorism. We see in countries such as the United Kingdom
(UK) and the United States of America (USA) a growing support for politi-
cal stances that emphasize domestic interests, the effects of which are still
largely unknown.

What is clear is that the policies adopted by some of the world biggest
economies, such as China, the European Union, the USA, India, Japan, and
Germany, will have a continued and perhaps an even greater impact on
the future needs of people to work in and with English-speaking commu-
nities. It follows that these policies will also have a major impact on ESP.
Even so, it is difficult to imagine that the importance of ESP will be dimin-
ished anytime soon. In the case of the UK, for example, a vote in 2016 to
leave the European Union was quickly followed by a government push to
strengthen and form new political, business, and educational relationships
with countries around the world. Clearly, English serves as an important
lingua franca in the discussions and any future partnerships that emerge
from these initiatives.

It is important to remember that many of the reasons for the growth of
English in industry and academia are largely unaffected by recent events in
the world. Companies continue to target international markets in their drive
for greater profitability, and universities continue to target international stu-
dents to stabilize and/or grow their student bodies. These trends mean that
there are likely to be more opportunities for people who are knowledgeable
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about ESP and can develop effective language programs and courses that
address the needs of a diverse group of learners in industry and academia.

The future of ESP curriculum design

In almost every major industry in the world, the trend toward ‘bigger is
better’ appears unstoppable. In the information technology (IT) world, we
see the growth of massive tech companies like Apple, Amazon, Google, and
Facebook. In the pharmaceutical industry, we see more and more company
mergers and acquisitions leading to companies like GlaxoSmithKline, Astra-
Zeneca, and Gilead. In the finance industry, we see a similar trend of merg-
ers and acquisitions leading to growth of ‘mega’ banks like the Industrial
and Commercial Bank of China, HSBC Holdings, JPMorgan Chase & Co.,
BNP Paribas, and Mitsubishi UF] Financial Group. The same ‘bigger is bet-
ter’ policy can be seen in the industries of agriculture, energy, food, manu-
facturing, media, retail, real estate, transport, and many others.

One industry that has remained relatively isolated from this trend is the
education industry. Schools and universities continue to operate largely
independently, and we see few mergers and acquisitions. However, we can
predict that in the future this will change. In fact, we are already seeing signs
of a ‘bigger is better’ movement beginning to develop in education. One
example is the growth of satellite campuses of high-ranked universities in
countries with rapidly growing economies, such as those in Africa (Ogun-
toyinbo, 2015) and Asia (Neumark, 2013). Carnegie Mellon University,
for example, has created a new campus in Kigali, Rwanda; Yale University
has created a new campus in Singapore; and New York University has cre-
ated one in Abu Dhabi (one of many campuses throughout the world). We
can also see a rapid rise in the creation of Massive Open Online Courses
(MOOC:s) that give an institution exposure to thousands if not millions of
online learners using platforms such as Coursera (www.coursera.org) and
FutureLearn (www.futurelearn.com), which were discussed in Chapter 6.

If the ‘bigger is better’ trend in academia continues to grow, this is likely
to have a profound effect on ESP curriculum design. First, institutions will
have a greater imperative to create ESP courses and programs that address
the needs of their international learners. It is also likely that these courses
and programs will require some sort of centralized coordination. In this
scenario, no longer will ESP ‘practitioners’ need to or be able to design their
own courses. Instead, teams of ESP course experts and subject specialists
can be contracted to work together to create effective courses and programs
that address a wide range of learners not only in different disciplines, but
also with different native languages and cultural backgrounds. It follows
that at the program level, a wide-angled approach to ESP is perhaps the
most manageable. But, it also follows that very narrow-angled ESP courses
can be usefully (and profitably) developed for large but widely dispersed
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groups of learners. Problems related to the creation of materials, the hiring
of local staff, the management of multiple small-sized classrooms, and so
on, are avoided through an online delivery system. We see this already in
the creation of very narrow-focused MOOC courses on topics such as per-
suasive writing, intercultural communication, data visualization, and oth-
ers too numerous to mention. In short, the wide-angled and narrow-angled
approaches to ESP each look to have an important role to play.

In addition, a ‘bigger is better’ growth in academia will almost certainly
lead to the increasing importance of English-Medium Instruction (EMI).
Again, evidence for this already exists in the fact that the number of English-
mediated MOOC courses massively outweighs the number of MOOC:s in
any other language. This raises an interesting possibility. Large, prestigious,
high-ranked international education institutions can offer English-mediated
specialist subject courses developed by some of the world’s leading research-
ers, some perhaps with Nobel prizes. These courses can be managed cen-
trally, accessed by people across the world, and provide a very high level
and quality of content. If an institution in a non-English speaking country
adopts one or more of these courses, not only do they save time and money
developing their own courses, but they also have less need to hire local
subject specialists. On the other hand, it is clear that they would have an
important need for ESP instructors to provide learners with language sup-
port. Perhaps the future of ESP is brighter than any current ESP instructor
can imagine.

The future of ESP classroom materials and
methods

In their seminal work on ESP, Dudley-Evans and St. John (1998) discussed
the future of materials design by explaining that there was a need for more
flexibility, explanations, practice items, and reference resources. They also
suggested a need for more modular-based courses, more sociological fram-
ing of materials, and a better foundation of knowledge in terms of what
language is used, when, and with what effect. Since 1998, ESP materials
development has advanced in various ways, but there is still a tendency,
especially in Asia and the Middle East, for instructors to rely on rather fixed,
linear, decontextualized, generic, textbook-based materials.

In order to realize some of the predictions made by Dudley-Evans and
St. John (1998), ESP instructors almost certainly need to embrace the use
of new materials. Perhaps the most important of these is the discipline-
specific corpus. As explained in Chapter 6, discipline-specific corpora are now
much easier to find or create than ever before. They empower instructors
and learners by giving them direct access to the language of the target dis-
course community. They circumvent the need to always consult with a sub-
ject specialist by revealing the insights of specialists through searches and
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results inspection. And, they offer new possibilities for in-class teaching and
learning by providing flexibility in content delivery, providing learners with
plenty of examples and practice items, and serving as a unique language
resource for learners.

Data and analysis tools have had a huge and extremely valuable impact
in almost all fields of study. From this perspective, it seems clear that large,
well-designed corpora that can be accessed through powerful and easy-to-
use corpus analysis software will have an equally huge and valuable impact
on future ESP materials and methods development. We can also imagine
the emergence of other new technologies that can assist learners in under-
standing their field, and help them to experience and interact in the world
of their target discourse community. One obvious example is the technology
of virtual reality (VR). Already this is being used in medical training; for
example, to help dental students to learn and practice drilling, cavity prepa-
ration, and so on (Tse, Harwin, Barrow, Quinn, & Cox, 2010). There are
also VR applications that help people to overcome their nerves when giving
academic presentations and interacting in business meetings (Zakrzewski,
2016). We can anticipate that the next generation of learners will be quite
comfortable with such technology. The challenge for ESP instructors will be
how to familiarize themselves with these new resources.

The future of ESP research

In a study of research methods used in the journals English for Specific Pur-
poses and the Journal of English for Academic Purposes between 2003 and
2012, Gollin-Kies (2014) found a strong preference for qualitative studies on
written discourse that were based on a manual or computer-based analysis
of a corpus. She also found that when qualitative studies were not focused
on discourse, there was growing tendency to use ethnographic and mixed
methods. As Dressen-Hammouda (2013) explains, these methods provide us
with rich insights into the sociocultural setting in which ESP exists.

We can predict that future ESP research will continue in the same man-
ner as it has in the past, with a strong focus on the qualitative analysis of
linguistic and rhetorical features of written texts. We can also expect that
corpora will continue to be the primary source of data, although the data
obtained from ethnographic and mixed methods approaches will also con-
tribute greatly to our understanding of how those texts are situated in the
discourse community. Importantly, the growing availability of spoken cor-
pora and multi-modal corpora suggests that we might also see ESP research-
ers moving away from written genres and begin looking at the many other
genres that are used in target language settings.

It is also easy to imagine a future in which ESP research becomes increas-
ingly dominated by quantitative analyses of corpora and other language
data. Advanced statistical and quantitative approaches are being used
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increasingly in many areas of educational research, notably testing. We also
see their use in language data mapping and social media studies. As statis-
tics packages and data analysis toolkits become cheaper and easier to use,
their use and impact in the field of ESP can only grow. This leads to another
area of ESP research that seems likely to grow in importance: the creation
and application of hardware and software tools that facilitate communi-
cation within and between specialist disciplines. The technology of virtual
reality (VR) has already been mentioned in this chapter. But, at a more
mundane level, we can see the rapid development of software writing aids,
plagiarism detection systems, automatic simultaneous translation systems,
and an almost never-ending list of new technologies emerging from research
in artificial intelligence (AI). The potential disruptive influences that these
innovations can have on ESP research, teaching and learning are difficult to
predict, but they certainly cannot be discounted.

TASK 10.1 Creating a proposal for the future of ESP

Review the discussions of the future of ESP from the perspectives of
globalization, curriculum design, classroom materials and methods,
and research. Choose one of the perspectives and try to support the
positions presented in the chapter with further evidence from your
own experience and studies. Now, try to locate evidence from your
experience and studies that contradicts the positions presented. Con-
sider all the data you have collected and form your own opinion about
the future of ESP from the perspective you investigated.

Contentious issues in ESP: critical ESP

Throughout this book, ESP has been presented as a force of good in English
language education. ESP is built on the principle of needs, with those of all
stakeholders taken into consideration. The underlying assumption we make is
that addressing needs leads to a better world for the stakeholders concerned.
The challenge, of course, is balancing those needs. For example, learners may
have to develop their speaking fluency to achieve their goal of being success-
ful presenters, but lack that skill, and for whatever reason, they may want to
study reading. ESP instructors, on the other hand, usually have to administer
the classes, but might lack adequate preparation time, and want to teach the
learners about grammar and vocabulary, because that is their research inter-
est. Similarly, an ESP administrator of the program might have to manage it,
but lack the skills, and want to work for a minimal time on the project.
Presented in this way, the main challenges in ESP seem to be deciding
what the needs are, prioritizing them in some way, and then finding a way
to balance them all. Indeed, the answers to these questions have been the
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focus of all the chapters in this book. But, one question that we have not
considered is: “how do we know that the needs analysis is correct?” What if
the needs analysis is biased, or shortsighted, or simply wrong? Is it possible
that the mission of ESP could be ultimately restricting the opportunities of
learners?

For much of its history, ESP has been seen as a pragmatic approach that
prioritizes the immediate or near-future needs of learners. From this per-
spective, the aim of ESP is to help learners to address their needs, allowing
them to be able to actively participate within the discourse community of
a target language setting. While it is known that the needs of learners can
vary dramatically depending on the setting and that the setting itself will
change depending on the community that it forms from, the goal of being
accepted into the community has largely gone unchallenged. In the words of
Basturkmen (2006, p. 140), the conventional role of ESP has been “to close
the gap between the students’ present state of skills and knowledge and the
level required by members of the target environment”.

Critical ESP is a branch of research that questions this premise. Perhaps
ESP should not be encouraging learners to adopt or adapt to the norms and
practices of the target discourse community, especially when those norms
and practices serve as a barrier to entry. Instead, maybe ESP instructors
should be providing learners with the knowledge and skills to actively chal-
lenge how the discourse community operates. For example, in EAP settings,
instructors might help learners to understand the roles played by editors and
reviewers as gatekeepers in the research article submission process. They
can also raise questions in the minds of learners about the need for their
work to be checked (and approved) by ‘native speakers’ prior to submis-
sion. In EOP settings, ESP instructors might help learners understand how
the cultures of English-speaking countries can affect and shape international
business practices, and help them reflect on what might be lost as a result.

A large body of research has emerged out of the critical ESP movement,
including the frequently cited works of Benesch (2001), Chun (2009),
and Pennycook (1997). There have also been challenges to this position
and defenses of a more pragmatic approach from scholars such as Allison
(1996, 1998), who argues for “functional efficiency” (1998, p. 314) in ESP
teaching. It is interesting to note that recent innovations in ESP classroom
practices have addressed some of the concerns of critical ESP. Data-Driven
Learning (DDL) methods, for example, expose learners to the huge varia-
tion and quality in writing that exists in published research articles. Once
learners have seen for themselves that high-impact and widely cited pub-
lished articles can contain a ‘non-standard’ English expressions and clear
errors in grammar and vocabulary use, they can start to see their own devel-
oping language abilities from a more balanced perspective.

If you are interested in reading more about critical ESP, you can find cri-
tiques of both sides of the debate in the works of Basturkmen (2006) and
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Morgan (2009). A more comprehensive and in-depth review of the different
positions is presented by Starfield (2013a).

Research ideas

Here are some possible ideas for small-scale or large-scale research projects
that stem from the topics discussed in this chapter.

What can technology do for ESP?

Review recent technological innovations that have a potential impact on lan-
guage education. Focus on one of the technologies you identify and discuss its
relative merits and disadvantages from an ESP perspective. If possible, experi-
ment with the technology in a real ESP classroom and report your findings.

What barriers exist on the road to publication?

Choose a specialist research journal with an English-only submission policy
in a field that interests you. Review the journal’s article submission proce-
dures and consider which of them might be biased in favor of native speakers
of English (regardless of their knowledge and expertise in the target field).
Try to locate one or more non-native speakers of English who regularly
submits or hopes to submit articles to that journal. Conduct a case study to
find out what steps they need to take in order to get their work published.

Closing reflection

Now that you have come to the end of the chapter, you should have
some ideas about how ESP might develop in the future. Hopefully,
some of these directions interest you to the extent that you will pursue
them as part of your own ESP learning and development. You should
also understand why some people critique the principles on which
ESP is based and question its overall mission. If you read more about
the debate on critical ESP and then tie that in with what you have
learned about ESP in this book, you should be in a good position to
defend ESP and explain to others why ESP has grown to become one
of the most important and influential areas of English language teach-
ing today. ESP most certainly has a bright future. Hopefully you can
play an important part in that future.
Here are a few more questions to consider:

1  Which of the points covered in the chapter were new to you?
Did you find them interesting and relevant in terms of your own
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learning goals? Were there any points that you found confusing or
that you disagreed with?

2 What points from the chapter do you think you can immediately
put to use in your own learning or teaching context?

3 On which side of the critical ESP debate do you stand? Do you
think ESP instructors should employ ‘functional efficiency’ in
their teaching? Or, do you think a critical perspective should be
an essential component of every lesson?
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