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Abstract: ESP curriculum development is of great significance in terms of developing a
curriculum that meets the specific needs of a learner group and its steps are essential in
ensuring this aim. Teachers’ role in this process is vital in that not many materials are
available for leaners with specific needs. The study thus aims to investigate ESP teachers’
perceptions of the curriculum development steps. Seventy eight teachers at four tertiary
institutions in Ho Chi Minh City were asked to give their viewpoints on the macro and micro
steps to develop an ESP curriculum for non-English majors at their universities through a
questionnaire and interviews. The data were then analyzed to find out the ESP teachers’
perceptions of the curriculum development steps; the findings were discussed and some
suggestions given to inform the ESP curriculum development process.
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1. Introduction

In the effort to enhance the quality of English teaching in tertiary institutions, English for
Specific Purposes (ESP) teaching is considered to make English learning more relevant to the
students’ use of English for their future jobs, and thus arouse their interest and motivation in
English learning. The development of ESP curriculum is, therefore, of great significance to the
extent that it meets the specific needs of a learner group as well as enhances relevance and
students’ interest and motivation. Teacher involvement in this process is essential due to the
modest availability of materials for learners with specific needs. The ESP teacher in this context
is not only a teacher but also a collaborator, a course designer and material provider, a researcher,
and an evaluator (Dudley-Evans & St. John, 1998). The present study aims to investigate ESP
teachers’ perceptions of the steps in the curriculum development process. Data for the study were
collected at four universities in Ho Chi Minh City to find out the answer to the question “What
are the ESP teachers’ perceptions of the curriculum development steps at some universities in Ho
Chi Minh City?”

2. Theoretical framework
2.1. ESP curriculum development

ESP has evolved since its popularization in the 1960s, partly manisfested in its definition’s
evolvement. From Strevens’ (1988) and Robinson’s (1991) definitions of ESP, Dudley-Evans and
St John (1998) modified the definition of ESP as consisting of three absolute characteristics and
five variable characteristics. The absolute characteristics are (a) ESP is designed to meet specific
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needs of the learner; (b) ESP makes use of the underlying methodology and activities of the
disciplines it serves; and (c) ESP is centred on the language (grammar, lexis, register), skills,
discourse and genres appropriate to these activities. The variable characteristics are (a) ESP may
be related or designed for specific disciplines; (b) ESP may use, in specific teaching situations, a
different methodology from that of general English; (c) ESP is likely to be designed for adult
learners, either at a tertiary level institution or in a professional work situation; it could be used
for learners at secondary school level; (d) ESP is generally designed for intermediate or advanced
learners; and (e) most ESP courses assume basic knowledge of the language system, but it can be
used with beginners.

Curriculum development in language teaching, according to Richards (2001), originated
from the notion of syllabus design in the 1960s although issues of syllabus design emerged as
a major factor in language teaching much earlier. Syllabus design is one aspect of curriculum
development but is not identical with it. Richards (2001, p.2) defines a syllabus as “a
specification of the content of a course of instruction and lists what will be taught and tested”
and syllabus design is the process of developing a syllabus and normally focuses on the
selection and organization of the content of a particular course (White, 1988; Richards, 2001).
In the meantime, curriculum development focuses on determining what knowledge, skills, and
values students learn in schools, what experiences should be provided to bring about intended
learning outcomes, and how teaching and learning in schools or educational systems can be
planned, measured, and evaluated. Language curriculum development refers to the field of
applied linguistics that addresses these issues. It describes an interrelated set of processes that
focuses on designing, revising, implementing, and evaluating language programs (Richards,
2001), so it is suggested that the process of ESP curriculum development is more
comprehensive than that of syllabus design.

For the present study, curriculum development is a term used to address “the processes that
are used to determine the needs of a group of learners, to develop aims and objectives for a
program to address those needs, to determine appropriate syllabus, course structure, teaching
methods, and materials, and to carry out an evaluation of the language program that results from
these processes” (Richards, 2001, p.2). The process of curriculum development therefore consists
of successive and interrelated steps or components. According to Nunan (1988), the key elements
in the curriculum model are initial planning procedures (including data collection and learner
grouping), content selection and gradation, methodology (which includes the selection of learning
activities and materials), and ongoing monitoring, assessment and evaluation.

In an attempt to approach language curriculum development systemtically, Brown (1995)
introduces a model of systematic approach to designing and maintaining language curriculum,
which includes needs analysis, objectives, testing, materials, teaching, and evaluation; and how
these components interact in particular teaching situations. In the meantime, Nation & Macalister
(2010) propose a curriculum design model that consists of three outside circles and a subdivided
inner circle. The outer circle (principles, environment, needs) involve practical considerations that
will have a major effect in guiding the actual process of course production. The inner circle has
goals as its center and the three subdivided parts include content and sequencing, format and
presentation, and monitoring and assessing.
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For the present study, the scholars’ models of curriculum development in general and ESP
curriculum development in particular are adopted and synthesized to formulate a working ESP
curriculum development procedure that consists of seven steps: (1) analyzing ESP needs, (2)
specifying the course goals or objectives, (3) selecting and sequencing the contents, (4)
determining teaching and learning methodology, (5) selecting or compiling coursebooks or
teaching materials, (6) determining methods and contents of assessment, and (7) evaluating the
performed curriculum through different channels or tools.

2.2. Teacher involvement in curriculum development

Teacher involvement in the curriculum development process has attracted several
researchers to look for a curriculum that works more efficiently. Powell (1992) looks into the
United Kingdom national context in which a regional modern languages project was conceived.
The main focus of the article is the perceptions and emotions of the teachers involved, both as
clients of an in-service program of professional development and as writers of language teaching
materials for the 16-19 age range. The evidence gathered through open-ended questionnaire
responses and diary entries reveals an interesting spectrum of feelings. It also underlines the
benefits of networking and the importance of external support for writing activities. The positive
outcomes in terms of curriculum developments at institutional level are listed in a brief conclusion
including the inclusion of some subjects such as Spanish, or Languages for Business course, or
the establishment of a modern languages center as part of the library.

While Powell (1992) explores the perceptions and emotions of the teachers involved,
Eisenbach (2012) focuses more on the teachers’ percetions and practice during a collabrative work
on curriculum development. He investigates some reform initiatives that push for stronger
curriculum mandates and greater teacher accountability. Such initiatives lead to an increase in
scripted curriculums within the secondary education classroom. He poses the questions of what
happens when teaching ideologies are at odds with such required curriculums and how teachers
maintain a balance when personal beliefs no longer match the curricular expectations set before
them. In his article, he shares the stories of three middle school teachers — the accommodator, the
negotiator, and the rebel — as they work to incorporate a scripted curriculum within their language
arts classrooms. In examining the curricular approaches taken by these three teachers, he urges
educators to question their ethical obligations when infusing a scripted curriculum that opposes
their personal teaching beliefs.

In his reflective piece, Banegas (2014) discusses the process of developing a new unifying
initial English language teacher education curriculum in the province of Chubut (Argentina).
Trainers and trainees from different institutions were called to work on it with the aim of
democratizing curriculum development and enhancing involvement among agents. In the process,
tensions emerged in the following areas: the cultural and ideological representations of English
and the incorporation of interculturality; the integration of fields in the knowledge base; and the
role of subject matter in teacher education. The article concludes by stating that while attempts to
include trainers’ voices were achieved, the curriculum was still conceptualized as
compartmentalized knowledge.
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Voogt et al. (2011) explore the processes of teacher learning during the collaborative design
of curriculum materials in the context of curriculum innovation. The Interconnected Model of
Professional Growth (Clarke & Hollingsworth, 2002) was used to identify these processes. Nine
published studies from six different countries about teachers’ collaborative curriculum design
were analyzed to identify the learning processes that collaborative curriculum design fosters. They
concluded that the Interconnected Model of Professional Growth, although initially developed to
recognize learning processes in individual teachers, can also be used to identify learning processes
that are fostered by collaborative curriculum design in teams of teachers.

In his article, Banegas (2011) investigates the process of an in-service program for
English-as-a-foreign-language (EFL) teachers in Argentina started in 2007. Teachers began to
feel uneasy about the EFL curriculum for secondary education at the time, feeling that
something should be done to develop a participatory curriculum to be implemented in the future.
He was approached by the Ministry of Education to develop a program based on teachers’
concerns as they were initially willing to design in-service opportunities according to teachers’
suggestions. He organized his action-research-based program into three sets of meetings: the
first set for curriculum evaluation, the second set for learning about specific didactics, and the
third set for developing a new curriculum with the hope it could be useful in the future. This
teacher-developed curriculum then became the basis of the 2012 EFL Curriculum as part of a
new educational reform.

In their qualitative study, Lam et al. (2013) examined eleven Singapore teachers’
conceptions of teaching and learning as related to their experiences implementing integrated
curriculum. Interviews revealed that the teachers’ conceptions of integration spanned the
spectrum of ideas found in relevant literature. Further, although participants saw benefits to
integration, including greater engagement of learners, they also spoke of significant obstacles to
its implementation, such as teachers’ own perceived lack of subject knowledge and a
misalignment with the assessment system. The findings, while echoing previous studies
conducted in various countries, highlight implementation difficulties in settings where high stake
examinations and disciplinary-based curriculum prevail.

The previous studies explore the teachers’ perceptions and practice of many aspects related
to curriculum development and implementation. The teachers’ perceptions of each step in the
curriculum process, however, have not been addressed, especially in the context of Ho Chi Minh
City, Vietnam. The development of ESP curriculum, in addition, has certain characteristics that
are different from general English curriculum or those of other subjects. In the present study,
therefore, the aspect of ESP curriculum development procedures will be explored in terms of the
ESP teachers’ perceptions of these steps in the curriculum development process.

3. Methods

The main aim of the present study is to investigate ESP teachers’ perceptions of developing
curriculum for non-English majors at some universities in Ho Chi Minh City, Vietnam. The
research question is “What are ESP teachers’ perceptions of developing curriculum for non-
English majors at some universities in Ho Chi Minh City?”” With the aim of investigating the
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perceptions of ESP teachers in developing curriculum and for the nature of the research question,
a descriptive research design is employed.

Participants

Participants of this study are ESP teachers from four universities in Ho Chi Minh City. All
these universities have departments of English, either as a faculty that has their own English-
majored students or as a department that teaches the English subject to non-English majors and
they have their own long-established Department of English with a large number of permanent
full-time faculty teaching English.

Seventy-eight ESP teachers from the four universities accpted to take part in the procedure
of providing data for this study, including twenty-four teachers from University One, nineteen
from University Two, eight from University Three, and twenty-seven from University Four. Table
1 displays that there are twenty-eight male teachers and fifty female teachers whose age ranges
from below 25 years old with one teacher, from 25 to 30 with four teachers, from 31 to 35 with
eighteen teachers, from 36 to 40 with seventeen teachers, from 41 to 50 with thirty-one teachers,
and over 50 with seven teachers. Table 1 also displays that among the seventy-eight teachers, six
of them are bachelor degree holders, fifty-four hold the degrees of Masters of Arts, five are
doctoral students, twelve already have doctoral degree, and one is entitled Associate Professor.

As for years of ESP teaching experience, ten of the teachers have taught ESP for one to three
years, sixteen of them for four to seven years, nineteen for eight to twelve years, and thirty-three for
over twelve years. One fact emerged from the investigation is that not all the ESP teachers are EFL
teachers. In University Four, among the twenty-seven teachers that were accessed for the study,
only seven of them are EFL teachers, and twenty of them are specialist teachers who teach the core
content subjects of the students’ specialties. The reason is that in this university, the teaching of ESP
was discussed and concluded to be more suitable to be taught by specialist teachers than by EFL
teachers. ESP teaching, therefore, was in charge by the specialist departments in the university such
as departments of Economics or Electricity, and some EFL teachers are still invited to teach ESP
for these specialist departments due to the lack of ESP teachers.

Table 1. Participants’ ethnographic information

Universities University | University | University | University Total
One Two Three Four

Age Below 25 1 0 0 0 1
From 25 to 30 1 3 0 0 4
From 31 to 35 2 9 0 7 18
From 36 to 40 4 3 2 8 17
From 41 to 50 14 2 5 10 31
Over 50 2 2 1 2 7

Gender Male 6 4 3 15 28
Female 18 15 5 12 50

Qualifications | Bachelor 2 3 0 1 6
Master 19 13 7 15 54
Doctoral student 0 2 1 2 5
Doctor 3 1 0 8 12
Professor/
Associate Professor 0 0 0 1 1
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Years of ESP | 1-3 years 3 1 0 6 10
teaching 4-7 years 2 7 1 6 16

8-12 years 3 5 2 9 19

Over 12 years 16 6 5 6 33
Teachers’ EFL teachers 24 19 8 7 58
specialty Specialist teachers 0 0 0 20 20
Total number o 19 8 27 78
of teachers

Among the seventy-eight teachers participating in the data collection procedure of the study
and responded to the questionnaire, twenty-four teachers agreed to take part in the interview.
However, due to their working agenda, twenty teachers did participate in the interview.

Data collection and analysis

Data collection was carried out with two instruments, that is, a questionnaire and interview.
The questionnaire was developed based on the review of the literature, especially on the
theoretical frameworks of curriculum development in general and ESP curriculum development
in particular (Richards, 2001; Brown, 1995; Nation & Macalister, 2010; Hutchinson & Waters,
1987; Dudley-Evans & St. John, 1998) and responds to the research question asked. The
questionnaire is written in Vietnamese in order to make it easier and less time-consuming for the
respondents, thus helping to ensure valid responses.

For the purpose of the present study, the questionnaire consists of the participants’
ethnographic information and the main section which investigates the participants’ perceptions of
the curriculum development process. The main section is divided into seven parts according to
seven steps of the ESP curriculum development, that is (1) ESP needs analysis, (2) specification
of goals or objectives, (3) selection and sequencing of content, (4) determination and facilitation
of teaching methodology, (5) selection or compilation of the coursebooks, (6) determination of
the assessment methods and contents, and (7) evaluation of the ESP curriculum as guided by the
literature (Nation & Macalister, 2010; Hutchinson & Waters, 1987; Dudley-Evans & St John,
1998). All of these parts aim to explore the teachers’ perceptions of the process of developing the
ESP curriculum.

The second instrument of the study is the interview which consists of semi-structured
interviews scheduled to serve as a guide to the researcher and to enable the participants to provide
profitable and fruitful answers related to their opinions and perceptions of the ESP curriculum
development process.

The questionnaire data is analyzed using the SPSS software to explore the teachers’
perceptions. In the meantime, the interviews were transcribed and translated into English. The
pre-coding step involves reading the transcripts and reflecting on them in order to look for key
ideas and issues related to the research questions. The interview data was then coded to highlight
extracts of the transcribed data and label them into themes and topics so that they can easily be
identified, retrieved, or grouped into major tendencies and patterns.
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4. Findings and discussion
4.1. Teachers’ general perceptions of developing ESP curriculum

To investigate the teachers’ general perceptions of developing the ESP curriculum,
question 7A in the questionnaire asked for their opinion about the importance of each step in the
ESP curriculum development process. In addition, questions 7B and 7C also looked into the
teachers’ general perceptions of the implementation level by the university or the faculty and of
their own involvement level in the process.

Data from question 7A shows that the teachers generally have high perceptions of all the
seven steps in the ESP curriculum development process with all the mean from 4.28 or higher
(Table 2). Specifically, they perceived that the most important step in this process is specifying
the course goals or objectives with the highest mean of 4.68. Other steps that the teachers have
high perceptions of are selecting or compiling coursebook or teaching materials with the mean of
4.50; selecting and sequencing the contents with the mean of 4.49; analyzing ESP needs with the
mean of 4.47; and determining teaching and learning methodology with the mean of 4.44. Last
but not least, the two steps the teachers perceived as a little less important are determining
methods and contents of assessment with the mean of 4.35 and evaluating the performed
curriculum through different channels or tools with the mean of 4.28. This data from the
guestionnaire is aligned with the interview data when all of the teachers interviewed agreed that
these seven steps were of high importance in ESP curriculum development.

Table 2. Teachers’ general perceptions of the ESP curriculum development steps

Descriptive Statistics
Std.

N Minimum  Maximum Mean Deviation
Q7A.b.Specifying the 78 3 5 4.68 .497
course goals/ objectives
Q7A.d.Selecting/ 78 3 5 4.50 .552
Compiling coursebooks/
teaching materials
Q7A.c.Selecting and 78 3 5 4.49 .528
sequencing the contents
Q7A.a.Analyzing ESP 78 2 5 4.47 .659
needs
Q7A.e.Determining 78 2 5 4.44 .594
teaching and learning
methodology
Q7A.f.Determining 78 3 5 4.35 .661
methods and contents
of assessment
Q7A.g.Evaluating the 78 2 5 4.28 .662
performed curriculum
through different
channels/ tools
Valid N (listwise) 78

In contrast to the teachers’ perceptions of the steps in ESP curriculum development for its
own sake, their perceptions of how their university or school deploys this process diverge from
different steps. With the assigned values of 1, 2, 3, 4, and 5 as totally not conducted, at low level,
at average level, quite well, and very well respectively, the highest mean which is 3.42 is ascribed
to determining teaching and learning methodology. This mean describes the teachers’ perceptions
that the step of determining teaching and learning methodology is not implemented really well
but at the average level or a little higher than the average level. Other steps that are perceived by
the teachers as at the average level or a little higher are determining methods and contents of
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assessment with the mean of 3.27; selecting and sequencing the contents with the mean of 3.18;
and selecting or compiling coursebooks or teaching materials with the mean of 3.14.

The three remaining steps are perceived by the teachers as below the average level or they
are even not explicitly conducted. As displayed in Table 3, specifying the course goals or
objectives has a mean of 2.86, evaluating the performed curriculum through different channels or
tools 2.00, and analyzing ESP needs 1.85. This data is aligned with the interview data that
analyzing ESP needs was not conducted comprehensively. The step of specifying the course goals
or objectives, therefore, was not based on an informed foundation of ESP needs analysis.
Similarly, the step of evaluating the performed curriculum through different channels or tools was
also perceived as at low level when the interviewees admitted that there had not been standardized
criteria for implementation. These steps in practice will be presented in more detail in section two
of this chapter.

Table 3. Teachers’ general perceptions of the university/faculty’s implementation level
of the ESP curriculum development steps

Descriptive Statistics
Std.

N Minimum  Maximum Mean Deviation
Q7B.e.Determining 78 2 5 3.42 .814
teaching and learning
methodology
Q7B.f.Determining 78 1 5 3.27 .878
methods and contents
of assessment
Q7B.c.Selecting and 78 1 5 3.18 .864
sequencing the contents
Q7B.d.Selecting/ 78 1 5 3.14 922
Compiling coursebooks /
teaching materials
Q7B.b.Specifying the 78 1 4 2.86 734
course goals/ objectives
Q7B.g.Evaluating the 78 1 4 2.00 773
performed curriculum
through different
channels/ tools
Q7B.a.Analyzing ESP 78 1 4 1.85 757
needs
Valid N (listwise) 78

Similar to the teachers’ perceptions of how their university or school deploy the ESP
curriculum development process, their perceptions of their own involvement level in this process
also diverge from different steps. With the assigned values of 1, 2, 3, 4, and 5 as totally not
involved, at low level, at average level, quite well, and very well respectively, the highest mean
which is 3.31 is ascribed to determining teaching and learning methodology (Table 4). This figure
shows that the teachers perceive they generally participate most in the step of determining
teaching and learning methodology although this involvement is just a little higher than the
average level. The situation is similar for the steps of determining methods and contents of
assessment with the mean of 3.08 and selecting or compiling coursebooks or teaching materials
with the mean of 3.01.
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Table 4. Teachers’ general perceptions of their participation in the ESP curriculum development steps

Descriptive Statistics
Std.

N Minimum  Maximum Mean Deviation
Q7C.e.Determining 78 1 5 3.31 .997
teaching and learning
methodology
Q7C.f.Determining 78 1 5 3.08 1.148
methods and contents
of assessment
Q7C.d.Selecting/ 78 1 5 3.01 1.190
Compiling coursebooks/
teaching materials
Q7C.c.Selecting and 78 1 5 2.97 1.128
sequencing the contents
Q7C.b.Specifying the 78 1 5 2.81 1.058
course goals/ objectives
Q7C.g.Evaluating the 78 1 5 2.24 1.034
performed curriculum
through different
channels/ tools
Q7C.a.Analyzing ESP 78 1 4 2.22 1.002
needs
Valid N (listwise) 78

Table 4 also reveals that the teachers’ general involvement level into the ESP curriculum
development is below the average or at low level regarding certain steps. In particular, the teachers
participate in the step of selecting and sequencing the contents at the level which is a little lower
than the average (m = 2.97) or specifying the course goals or objectives with the mean of 2.81.
The teachers’ general involvement level into the ESP curriculum development, however, is at
very low level regarding the steps of evaluating the performed curriculum through different
channels or tools whose mean is 2.24 or analyzing ESP needs with the mean of 2.22.

The interview data also supports the questionnaire findings. The teachers interviewed
generally said that they did not participate in an ESP curriculum evaluation process with clear
criteria for evaluation except for some kinds of questionnaire to ask the learners about the
teachers, the teaching process and the curriculum as well. Most of the teachers interviewed also
stated that they were not involved in a formal and systematic needs analysis before developing
the ESP curriculum, which was often implemented by the dean or the assigned team leader. The
step of specifying the course goals or objectives, therefore, was not the process they were involved
much in either. This data can also be triangulated by the standard deviation displayed in Table 4,
which ranges from .997 to 1.190.

4.2. Teachers’ perceptions of the steps in developing ESP curriculum

The previous section has described the teachers’ general perceptions of the seven steps in
ESP curriculum development. This section will be devoted to present the findings on the teachers’
perceptions of each of these steps in the ESP curriculum development process, that is, Step One:
Analyzing ESP needs, Step Two: Specifying the course goals or objectives, Step Three: Selecting
and sequencing the contents, Step Four: Determining teaching and learning methodology, Step
Five: Selecting or compiling coursebooks or teaching materials, Step Six: Determining methods
and contents of assessment, and Step Seven: Evaluating the performed curriculum through
different channels or tools.
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4.2.1. Teachers’ perceptions of Step One: Analyzing ESP needs

To investigate the teachers’ perceptions of the first step in ESP curriculum development,
that is, ESP needs analysis, they were asked about the importance of the instruments for ESP
needs investigation. The findings demonstrate that the teachers generally perceived that the
instruments asked are important. Accordingly, they perceived questionnaires as important with
the mean of 4.08, seminars with the mean of 4.01, observations with the mean of 3.97, interviews
with the mean of 3.96, exam or test results with the mean of 3.86, and finally, existing documents
and materials with the mean of 3.79.

With the ranges from 2 to 5 for questionnaires, seminars, observations, and interviews,
and from 1 to 5 for exam or test results and existing documents and materials, the questionnaire
data shows that some teachers do not perceive these instruments as important for ESP needs
investigation. The interview data also reveals that some of the teachers did not even think of
these instruments in their ESP teaching because they did not participate in the needs
investigation or analysis.

Regarding the contents in ESP needs analysis, the teachers perceived all the aspects asked
in question 9A as important or very important. They perceived the item 9A.a in question 9A,
situations of using English at the students’ future workplace, as very important with the highest
mean of 4.60 and in fact the most important aspect of all. Other aspects of the contents in ESP
needs analysis are perceived as important by the teachers as well. They are situations of difficulty
in using English at the students’ future workplace with the mean of 4.44, students’ current ability
of English with the mean of 4.33, frequency of different channels of communication in English
at the students’ future workplace with the mean of 4.26, organizational and environmental
conditions for good teaching and learning with the mean of 4.19, frequency of linguistic elements
4.17, recommendations to difficult aspects in using English with the mean of 4.12, students’
preferences on different teaching and learning activities with the mean of 4.06, and finally,
frequency of common errors with the mean of 3.87. These figures demonstrate that the teachers’
perceptions are high or even very high regarding the specified contents of ESP needs analysis in
guestion 9A.

Question 10A in the questionnaire investigates the teachers’ perceptions of the stake-
holders that need to be surveyed in ESP needs investigation. The data displays that the teachers
perceived the specified stake-holders as important survey subjects in this process. Accordingly,
they perceived alumni or staff working in this area as important survey subjects with the highest
mean of 4.37, ESP teachers with the mean of 4.36, students with the mean of 4.33, managers,
employers or professionals with the mean of 4.29, and specialist teachers with the mean of 4.15.
These figures are also supported by the interview data which shows that similar to other aspects
of ESP needs investigation and analysis, the teachers’ perceptions are also high concerning the
specified stake-holders to be surveyed.

4.2.2. Teachers’ perceptions of Step Two: Specifying the course goals or objectives

Regarding the second step, specifying the course goals or objectives, question 11A asked
for the teachers’ viewpoints on the bases when specifying the course goals or objectives. The
questionnaire data display that the teachers have very clear perceptions on these bases. They
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perceived that the most important base for the goals or objectives specification is situation needs
with the highest mean of 4.62, whose value is very important. Other bases are also perceived as
important by the teachers with high means. Specifically/ Particularly, they perceived learners’
needs as important with the mean of 4.44, experience in ESP teaching of the curriculum
developers with the mean of 4.41, students’ entrance and outcome standard levels that are
specified in the curriculum framework with the mean of 4.32, language needs with the mean of
4.14, learning needs with the mean of 4.12, and Vietnam’s 6-level foreign language proficiency
framework with the mean of 3.94.

The interview data is also aligned with the questionnaire data regarding the teachers’
perceptions of the bases in the course goals or objectives specification process. They stated that
in specifying the course goals or objectives, it was very important to base on the ESP needs that
had been analyzed, especially the situation needs or target needs in actual working conditions
together with the learning needs to facilitate learning. Only then are the goals and objectives
specified informedly and meaningfully for the whole ESP curriculum development process.

4.2.3. Teachers’ perceptions of Step Three: Selecting and sequencing the contents

Question 12A asked for the teachers’ opinion on what type of syllabus framework as the
most important, that is, how to select and sequence the contents for the ESP curriculum
development. They were asked to number the items from the most important to the least important
with number 1 designated to the most important and number 8 the least. The questionnaire data
illustrate the teachers’ perceptions that the most important type of ESP syllabus framework is the
topical or content-based syllabus with the mean of 1.83. Other types of syllabus framework are
also perceived by the teachers as important, that is, situational syllabus with the mean of 3.28,
skills syllabus with the mean of 3.38, and task-based syllabus with the mean of 3.51. The
remaining syllabuses are considered less important or even unimportant at all. They are functional
syllabus with the mean of 4.29, lexical syllabus with the mean of 5.03, text-based syllabus with
the mean of 6.12, and no syllabus type indicated is considered unimportant at all with the mean
of 7.81.

4.2.4. Teachers’ perceptions of Step Four: Determining teaching and learning methodology

To investigate the teachers’ perceptions of the step of determining teaching and learning
methodology, question 13A asked for the teachers’ viewpoints or opinions on the elements,
activities or mechanisms that ensure the effectiveness of the ESP curriculum and question 14A
explored for the teachers’ viewpoints or opinions on the activities that support the ESP curriculum
implementation. The findings of question 13A shows that the teachers’ perceptions are high
concerning the elements, activities or mechanisms that ensure the effectiveness of the ESP
curriculum. Accordingly, they perceived as important the aspect of establishing mechanisms for
students to get feedback on teaching and learning process through many channels with the highest
mean of 4.19, establishing mechanisms to support students in learning and self-study with the
mean of 4.18, organizing orientation sessions and seminars to better raise students’ awareness of
the course goals or objectives and the methods of teaching, learning, and self-study with the mean
of 4.09, organizing the investigations with questionnaires and other tools to find out students’
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needs on motivation, learning styles, teaching and learning activities, etc. with the mean of 4.03,
and developing different learning options for better and weaker students with the mean of 3.99.

As regards their viewpoints or opinions on the activities that support the ESP curriculum
implementation, the teachers discerned as important the aspect of compiling test banks and
evaluation profiles with the highest mean of 4.51, training teachers in ESP teaching with the mean
of 4.44, compiling a system of reference materials for teaching with the mean of 4.42, organizing
orientation sessions and discussions with teachers before, during and after the ESP course with
the mean of 4.27, training teachers in the specialist subjects with the mean of 4.22, developing a
set of tools to manage students’ self-study, eg. tests of self-study, marking schemes, etc. with the
mean of 4.17, and developing survey tools for students and teachers with the mean of 4.13.

4.2.5. Teachers’ perceptions of Step Five: Selecting or compiling coursebooks or teaching
materials

As regards the fifth step, selecting or compiling coursebooks or teaching materials, question
15A examined the teachers’ viewpoints or opinions on selecting or compiling the coursebooks
and teaching materials in ESP curriculum development and question 16A asked for the teachers’
viewpoints or opinions on the bases in selecting or compiling the coursebooks and materials in
the ESP curriculum development process.

In respect of the teachers’ viewpoints or opinions on selecting or compiling the
coursebooks and teaching materials in ESP curriculum development, the questionnaire data
displays that the teachers discerned coursebooks or students’ books as very important with the
highest mean of 4.60. A number of teaching and learning materials that were perceived as
important were teacher's books with the mean of 4.29, workbooks with the mean of 4.26, books
or materials on the specialty with the mean of 4.26, CDs, DVDs or software with the mean of
4.05, books or materials on vocabulary with the mean of 4.01, books or materials on reading skills
with the mean of 3.90, books or materials on speaking skills with the mean of 3.83, books or
materials on writing skills with the mean of 3.79, and books or materials on listening with the
mean of 3.78. Besides, two types of materials that were considered as of average importance were
books or materials on pronunciation with the mean of 3.49 and books or materials on grammar
with the mean of 3.37.

As for their viewpoints or opinions on the bases in selecting or compiling the coursebooks
and materials in the process of ESP curriculum development, the teachers perceived the aspects
specified in question 16A as important or very important. In specific, they perceived as very
important the aspect of the curriculum goals or objectives with the mean of 4.69, the content that
has been determined with the mean of 4.58, and the ESP needs that have been analyzed with the
mean of 4.55. Other aspects were discerned as important, that is, teacher experience with the mean
of 4.44, the methods of testing and assessment developed with the mean of 4.36, the viewpoints
on language teaching and learning with the mean of 4.33, the time allotted with the mean of 4.22,
the unit structure determined with the mean of 4.13, and the viewpoints on language with the
mean of 3.99.
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4.2.6. Teachers’ perceptions of Step Six: Determining methods and contents of assessment

To survey the teachers’ perceptions of the sixth step in ESP curriculum development,
determining methods and contents of assessment, question 17A examined the teachers’
viewpoints or opinions on the specification of assessment methods and contents in ESP
curriculum development and question 18A looked into the teachers’ viewpoints or opinions on
the bases or principles to determine the requirements for testing and evaluations in the ESP
curriculum development process.

Regarding the teachers’ viewpoints or opinions on the specification of assessment methods
and contents in ESP curriculum development, the findings to question 17A demonstrated that the
teachers perceived the final achievement test and proficiency test at the end of the course as the
most important of all with the means of 4.59 and 4.51 respectively. They also perceived as
important the progress test after each lesson or group of lessons with the mean of 4.29, the mid-
term achievement test with the mean of 4.26, proficiency test at the beginning of the course with
the mean of 4.04, placement test with the mean of 4.01, and tests for students’ self-assessment
with the mean of 3.91.

As for their viewpoints or opinions on the bases or principles to determine the requirements
for testing and evaluations in the ESP curriculum development process, the teachers perceived
the aspects listed in question 18A as important or very important. Accordingly, the most important
aspect was able to measure the learning outcomes compared with the goals and specified learning
outcomes with the highest mean of 4.62. Two other aspects were compatible with the contents
and learning methods and able to provide information that helps adjust the next teaching and
learning process with the means of 4.53 and 4.50 respectively. Besides, the teachers discerned as
important the aspect of able to be developed into exam question banks with the mean of 4.33 and
has a good washback effect on the next teaching and learning process with the mean of 4.28.

4.2.7. Teachers’ perceptions of Step Seven: Evaluating the performed curriculum through
different channels or tools

To examine the teachers’ perceptions of the seventh step, evaluating the performed
curriculum through different channels or tools, question 19A asked for the teachers’ viewpoints
or opinions on the contents to be evaluated in curriculum development. The questionnaire data
illustrates that the teachers perceived the specified evaluation contents as important or very
important. Particularly, they discerned as very important the development of the curriculum
contents with the highest mean of 4.77, teaching materials with the mean of 4.69, students’
progress with the mean of 4.56, the development of the curriculum with the mean of 4.50, and the
training and development of the teaching staff with the mean of 4.50. Furthermore, they
considered as important the aspect of students’ motivation (4.49), teachers’ teaching process
(4.44), facilities and learning environment (4.21), and decision making (4.01).

5. Conclusion

This study has explored the ESP teachers’ perceptions of the curriculum development steps
at four universities in Ho Chi Minh City. The findings of the study reveal that when the issue of
ESP curriculum development steps was placed explicitly, the ESP teachers perceived them as
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important or very important to carry out the steps in a logically ordered and reflective way. They
perceived that all the seven steps are essential and indispensable, including analyzing ESP needs,
specifying course goals or objectives, selecting and sequencing content, determining teaching
methodology, selecting or compiling coursebooks and materials, determining testing and
assessment contents and methods, and evaluating the ESP curriculum to inform each step as well
as the whole procedures of ESP curriculum development. Especially, the ESP teachers were aware
that many of the controversial and problematic issues concerning ESP teaching at their
universities resulted from the fact that the first step of ESP needs analysis had not been carried
out scientifically and comprehensively. They perceived that the four aspects of ESP needs
analysis had not been approached systematically, including target situation analysis, present
situation analysis, learning situation analysis, and means analysis (Robinson, 1991; Dudley-Evans
& St. John, 1998), which led to problematic issues in later steps of the ESP curriculum
development process, especially the steps of specifying course goals or objectives, selecting and
sequencing content, determining teaching methodology, and evaluating ESP curriculum.

As ESP curriculum development is a cyclical process (Brown, 1995; Nations & Macalister,
2010), the universities or faculties could re-evaluate the effectiveness of the current ESP
curriculum as to what extent it meets the ESP needs including situation needs, learning needs and
learners’ needs with reference to the ESP teachers’ opinions. The innovative work could start with
conducting a systematic and comprehensive analysis of the four aspects of ESP needs. The
specification of ESP course goals or objectives should be closely conformed to the ESP needs
that have been analyzed as well as other principles of specifying goals or objectives. The ESP
needs that have been analyzed and the course goals or objectives that have been specified should
then be the bases for conducting or adjusting the following steps in the curriculum innovation,
including selecting and sequencing the contents, determining the teaching and learning
methodology, selecting or compiling coursebooks and teaching materials, determining the
contents and methods of assessment, and evaluating the performed curriculum. As the ESP
teacher is not only a teacher but also a collaborator, a course designer, a material provider, a
researcher, and an evaluator (Dudley-Evans & St. John, 1998), every step of the curriculum
development process should be conducted with their involvement to better ensure curriculum
effectiveness.
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NHAN THUC CUA GIAO VIEN TIENG ANH CHUYEN NGANH
VE CAC BUOC XAY DUNG CHUONG TRINH TAI MOQT SO
TRUONG DAl HQC TREN PIA BAN THANH PHO HO CHIi MINH

Tom tat: Xay dung chuong trinh Tiéng Anh chuyén nganh déng vai trd vé cling quan trong
trong dap tng nhu cau hoc tap cua mot nhém ngudi hoc cu thé. Vai tro cua giéo vién trong
xay dung chuong trinh Tiéng Anh chuyén nganh rat quan trong vi thuong it cé tai liéu phu
hop nhét véi mot nhom ngudi hoc véi nhu cau cy thé. Vi vay bai viét nay nham tim hiéu nhan
thirc cua gido vién vé cac budc xay dung chuong trinh Tiéng Anh chuyén nganh. Dir lidu
duoc thu thap tir 78 gido vién Tiéng Anh chuyén nganh tir bon trudng dai hoc tai Thanh phd
HG Chi Minh qua cong cu bang hoi va phong van. Dix liéu sau d6 duoc phan tich va thao luan
nham hiéu rd nhan thirc cua gido vién vé cac budc xay dung chuong trinh Tiéng Anh chuyén
nganh.

Tir khoa: Tiéng Anh chuyén nganh, xay dung chwong trinh, gido vién Tiéng Anh chuyén
nganh, nhan thac

213



