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ABSTRACT

The central objective of this study is to creatgr@posal for the development of the
present English for Specific Purposes (ESP) coatsélealth Sciences Colleges
(HSCs) in Saudi Arabia on the basis of a needsysisahnd a course evaluation. It
attempts to evaluate the ESP course and to inedstifpe needs of two groups of
stakeholders, viz. ESP students and health profesisi, as perceived in the first case
by the students themselves, by their language ¢escland by the course
administrators and in the second case by gradoétbe ESP course now working in
health professions and by other medical staff. Axetimethods approach was
adopted: 246 questionnaires were administered tcerustudents, graduates and
language teachers; semi-structured interviews wergducted with 6 students, 7
graduates, 6 language teachers, 5 course admiorsir& hospital managers and 11
English-speaking health professionals; and docuraeatysis was employed as an
ancillary research method. The triangulation ofadetllection tools, sources and
places helps to increase the validity and religbdf the findings. The data collected
from the documents and interview transcriptionseasamalyzed qualitatively by hand,
while those collected from the questionnaires waralyzed quantitatively using the
SPSS program. Findings of the language needs anallgew that all four of the
language skills were important, both for the stusleacademic studies and for their
target careers. Generally speaking, the evaluaésalts indicate that while the ESP
course was helpful to some extent, it had somediions including its curriculum,
the teaching-learning materials used and the asseds procedures adopted.
Accordingly, this study proposes a new ESP cumiicubased on the stakeholders’
needs. The study also recommends the provisioneather training and the
recruitment of additional ESP teaching staff astfisteps towards the necessary
improvements. It is also concluded that the calbecbf multiple types of data from
various sources and places is necessary to ovemc@ng of the problems commonly
associated with needs analysis and evaluationestudi
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CHAPTER ONE: INTRODUCTION AND BACKGROUND

This introductory chapter provides a review of thesis. It is arranged in seven main
sections. First, the background to the study ieflyridiscussed, followed by an
overview of the study setting and a statement ef gghoblem. The fourth section
describes the purpose of the study and the nesepte the research questions. The
importance of the study is highlighted in the sis@iction and the chapter ends by

setting out the organization of the thesis.

1.1. BACKGROUND TO THE STUDY

English is the dominant language in certain sdienfields (Graddol, 1997; Crystal,
2003). For example, it is accepted as the intesnatispoken and written language of
medicine, according to Maher (1986a: 216), who olesethat ‘the dissemination and
exchange of medical information’ in English hasdmae not only an international but
also an intranational phenomenon. Therefore, inesnam-English speaking countries
information is frequently published in English focal consumption. This means that
English is used in a particular community to seavepecific purpose, in a neutral
place beyond its native cultural territory. Thisturn, implies that English has a vital
role to play in that particular community, as ie ttase of the medical professions and
the healthcare field. This vital role obliges thos#no want to be healthcare
professionals and are non-native speakers of Enghisstudy in order to acquire at
least a solid command of both written and spokegliBim This results in a crucial
demand to learn and teach English in the medie#d,fnot only for general purposes

but also, more importantly, for specific ones.

The increasing demand for both learning and teachkinglish in the medical and
healthcare fields is an example of English for $medPurposes (ESP), which
emerged from within the overall field of Englishiguage Teaching (ELT) family in
the early 1960s (Orr, 2001: 20®nd continues to be an important and dynamic area

! Although ‘much in the history of ESP remains unkmo(Orr, 2008: 1) and it is difficult to establish
a specific date for the emergence of ESP (Garcigo2000: 21), Hutchinson and Waters (1987: 6)
observe that three key factors led to the emergefdeSP: worldwide demand, the revolution in
linguistics and a focus on the learner.
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of specialization within ELT (Flowerdew, 1990: 326he need for such courses (e.g.
English for Science and Technology and EnglishBlasiness) has been and still is a
major concern both in English-speaking countried afsewhere (Salager-Meyer,
2000: 11). The subspecialisation of ESP which & fticus of the current study is
called English for Medical Purposes (EMP) (Mahe®8@a; Dudley-Evans and St
John, 1998; Master, 2005; Puentes, 2008). EMP &easnie an important component
of the curriculum at many health sciences and na¢diolleges, with the goal of
addressing learners’ specific needs and thus fHeglgem to be proficient and
successful in English, both in their academic @sdand in the professional

workplace. EMP is explained in detail in Chapterol{section 2.2.1).

One set of factors which led to the emergence d? E&#re the developments in
educational psychology (e.g. Maslow, 1968; RogE®69) which meant that ‘learners
were seen to have different needs and interestggshwiwould have an important
influence on their motivation to learn and therefan the effectiveness of their
learning’ (Hutchinson and Waters, 1987: Bfluenced by these developments, many
English language teachers began to pay attentidheto learners’ needs and many
ESP courses were designed to better meet these (idetthinson and Waters, 1987).
That is, ESP was seen as ‘responding to the newaéida requirement: to study the
learner, to analyze his/her needs’ (Biria and Tamnj 1994: 94). Richards (2001: 28)
also asserts that the concern to make languageseumore relevant to learners’
needs led to the emergence of ESP. Basturkmen (2@)@xplains that ‘ESP courses
set out to teach the language and communicatiolls dkiat specific groups of
language learners need or will need to functiorati¥ely in their disciplines of
study, professions or workplaces’. This impliest tiegarners’ language needs in the
highly specialized fields of science and technologg in many other fields of
business and industry, go beyond the standard favffexed in general ELT courses
‘and that certain, perhaps major, adjustments ientation, methods and materials
may be required to satisfy these needs’ (Mackey Badmer, 1981: 29). The
assumption is that these major adjustments woulddmde in ESP courses.

What makes ESP courses narrower in focus than gleBe&m courses is that ‘they
centre on analysis of learners’ needs’ (Basturkn#f1,0: 3). However, as Long

(2005c: 62) observes, although English languagerseowlesigners spend large



amounts of money in developing their curricula,ytludten neglect the process of
needs analysis (NA), which is considered to bengportant first step when planning
any English language course. A number of scholarg. (Van Els et al., 1984,
Berwick, 1989; Savignon, 1997; Feez, 1998; Browd(12 Flowerdew and Peacock,
2001b; Hamp-Lyons, 2001; Nunan and Lamb, 2001; §aead Storer, 2001; Grabe,
2002; Turner, 2004; Long, 2005b; Tajino et al., 20Belcher, 2006; Balteiro, 2007;
Galova, 2007b; Harmer, 2007; Master, 2007) empbkas$ie important role of NA in

learning and teaching English as a foreign langy&g$ or second language (SL) in
general and in designing and developing ESP coumgearticular. This is because:

Needs analysis has had the beneficial effect afimging teachers and
syllabus designers that the final objective in laage teaching is to enable
the learner to communicate. Needs analysis hashelped to emphasise the
range and variety of uses to which the languageuis Generally, the
outcome has been a greater sensitivity to studeetsts seen in terms of a
profile consisting of a number of variable and irgkated features including
stylistic appropriateness, level of attainment,eptive/productive abilities,
medium (speech/writing), units of meaning and form$ English
(Cunningsworth, 1983: 154).

Lepetit and Cichocki (2002: 384) also affirm thatirriculum designers and planners
must understand the students’ perceptions of laggyuheir needs in the area of FL
learning’. Basturkmen (2010: 25) points out that Npays a role in refining and
evaluating ongoing ESP courses’. NA has been usecessfully in Europe as a first
step in both designing new course curricula andsiy existing ones (Lepetit and
Cichocki, 2002).

Needs change, or at least, perceptions of needshaage, new perceptions emerge
as the course goes on and objectives may needrntmbiéied (Robinson, 1991; West,
1994). Curriculum evaluation, as an integral pdrcaurse development (Fashola,
1989; White et al., 1991), could be an effectivel tto help identify the extent to
which needs are met. Richards (2001: 288) explduas ‘evaluation may be carried
out as part of the process of program developnmeotder to find out what is working
well, what is not, and what problems need to beresfdd’. Dudley-Evans and St
John (1998: 129) add that ‘evaluation will alsowsheeakness or features that were
just not suitable for the particular groups of teas’. Rea-Dickins and Germaine

(1992: 26) explain that ‘this is known as formateraluation. Such evaluations are
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ongoing and monitor developments by identifying strengths and weaknesses of all
aspects of teaching and learning’.

This research utilizes these two important acesitiNA and evaluation) in the
process of curriculum development in order to asklirne question of whether the
present ESP course at the Health Sciences Col{etiSs) in the Kingdom of Saudi
Arabia (KSA) fulfil the needs and demands of thedshts for both present academic
and future professional purposes. A central aithisfstudy is therefore to propose an
ESP course curriculum which would be more effectavsd appropriate to the
students’ needs. Before the main research topgxpéained in detail, the following
section provides a brief description of English ation in the KSA and the ESP

course at the HSCs, to enable the reader to uadérghe research context.

1.2. OVERVIEW OF THE STUDY SETTING

In the KSA, English is the only FL taught in pubfichools, for students at grades 5
and 6 of the elementary stage (aged 10 to 12 yahes)ntermediate stage (13 to 15)
and the secondary stage (16 to 18). In additiomglifim language is offered either as
an optional subject or as a major at the highercatn level, in universities and
colleges. In many higher education colleges, Ehgbsused as the main medium of
instruction. An example is that of the HSCs. Essileld in cities throughout the
Kingdom, their major goal is to qualify and traimaguates of general secondary
schools and secondary health institutes to workaspitals, local clinics and other
medical facilities as healthcare assistants (eaugsas, dental assistants, pharmacists,
radiology and lab technicians) (Ministry of Heal2Q07: 44). The current study was
undertaken in three of these HSCs.

The KSA, like many countries, has decided to tetcheople health sciences through
the medium of English in the higher education tosons (Gallagher, 1989; Alshehri,
2001). This decision can be justified by the fd@ttEnglish is accepted as both an
intranational and international language of scieacel medicine (Maher, 1986a;
Phillipson, 1992; Belcher, 2006Y.ongreve (2004: 5) asserts that English is the most
commonly used language in medicine in the KSA. ldesgon to claim that Saudi

Arabia uses English as an SL, but offers no expiamdor this claim, which seems



unpersuasive because a second language is one, winibd not the speaker’s mother
tongue, is usually used in the community/cultu@aitext concerned, for instance as a
medium of communication in government or educatiBhillipson, 1992). Using
English in such contexts in Saudi Arabia is rekinare, with the exception of some
workplace contexts such as hospitals, internationaipanies and organizations that
hire foreigners. Therefore, English can be gengraljarded as an FL rather than an
SL in Saudi Arabid. That is, it often has no significant institutioral social role in
the local Saudi community. However, it can be rdgdras an SL, or perhaps a first
language (L1), in a very few specific contexts, iasthe case of doctor-nurse

communication.

Both the absence of a significant role of Englishmost aspects of life and the
teaching of English as an FL in Saudi Arabia have important implications for the
current study. First, in an FL context, like theean which the study takes place, the
degree of exposure to the language outside classsettings is very much less than
that of an SL context, implying that English langadeaching and learning needs will
be quite different in each context (Phillipson, 2p%econd, English does not have a
prominent role at the elementary, intermediate aadondary education levels in
Saudi Arabia, whereas it has gained a more prorhioé® in many higher education
colleges, being the medium of instruction, as & thse of the HSCs. Accordingly,
when students move on to college, it can be vdficdit for them to understand and
accept the new major role of English in the stutiealth sciences. This is likely to

affect their English language learning needs atitidés.

In summary, it could be said that English is gelyenased in the KSA for specific
purposes, often academic and/or professional ombs. current study seeks to
determine the English language needs of learneménof these specific contexts,

namely healthcare students and future professionals

! Following Kachru's (1985) framework of world Enrgfi use, Rogerson-Revell (2007: 105)
categorizes Saudi Arabia as belonging to the ‘ed®ncircle’ countries which use English as a
foreign language.



1.2.1. THE HSCs AND THE ESP COURSE

Before describing the ESP course, it is necessaputline the history and status of
the several existing HSCs for bdyét the time of the study, they are independent of
each other and are fully sponsored and controlfethé Ministry of Health in Saudi
Arabia® Within the Ministry, the General Directorate of afa Colleges and
Institutes (GDHCI) was created to coordinate angestise them. The specific aims
of the HSCs are: (1) to qualify the graduates aosdary schools and secondary
health institutes scientifically and technicallylie competent in different healthcare
professions and to keep pace with recent develofamerthe concepts, science and
technology of healthcare, and (2) to meet the nesfdfiealthcare services in
increasing the size and quality of the currentfamare workforce (Johali, 2003: 69).
The GDHCI imposes a number of conditions for theigdion of students who apply
to any HSC, which Johali (2003: 70) sets out de:

1. The applicant must be a Saudi;

2. The applicant must have the Secondary School @aittf (Natural or Applied
Science mainstream), or the Secondary Health umssit Certificate with a
very good grade;

3. Graduates of secondary school must not be overe2?syold and those of
secondary health institutes must not be over 30;

4. The applicant must be a recent graduate of secprsdaool or a two-year in-
service healthcare professional for graduatesarstary health institutes;

5. The applicant must pass an interview (oral exard)aamedical test.

The HSCs were established in 1991 (Johali, 2008). Tkhey all award an Associate
University Degree of Science in a range of spexzalifields: Nursing, Radiology,

Dental Assistant, Pharmacy, Epidemiology Inspectidedical Secretary, Nutrition

and Laboratory. English is the medium of instructio the HSCs. administration

The duration of study, as in all HSCs, is threergefllowed by a clinical internship

period of six months. These three years are dividéa seven semesters of four

months each. The first year is preparatory and istmnsf two semesters. The First

! This study is concerned only with male studeritssesfemales are taught apart in different courses
and under a different administration.

2 It should be noted that the HSCs are now in tleegss of moving under the administration of the
Ministry of Higher Education.



Year Programme is a unified core course. AccorttinGDHCI (2007: 3), the general
objectives of the programme are to:
1. Prepare the students to study health sciences;
2. Improve the students’ English language and endi#@entto use it for study
and in communication;

3. Build a solid scientific foundation for the studenin the basic medical

sciences;
4. Help students to adopt the appropriate attituddéaithcare professions.

About 120 students join the First Year Programmereyear in each college. They
are usually divided into four groups of about 23s29dents. As all 20 courses in the
First Year Programme are obligatory, all studentstniake the EMP course over two
semesters and must pass all 20 to be acceptethmteecond year. If a student has
failed a course, he has to retake it and be re-gx@inTable 1.1 below sets out the

First Year Programme for the academic year 2008200

Table 1.1: The First Year Programme

FIRST SEMESTER SECOND SEMESTER
HOURS HOURS
COURSETITLE CREDIT | ACTUA COURSETITLE CREDIT | ACTUA
L L
™ |P|T P T Pl T P
1 Islamic Studies (1) 1 - 1 - 1 Islamic Studiep (2 1 - 1 -
2 Arabic Language (1) 1 E 1 4 Arabic Language (2)] 1 - 1 -
3 Medical Terminology 1 - 1 - 3] Medical Terminology| 1 - 1 -
4 Writing & Grammar 3 - 3 - 4| Writing & Grammar 3 - 3 -
5 Listening & Speaking 3 1 3 5 Listening & Speaki 3 1] 3 2
6 Reading 3 - 3 - 6 Reading 3 - 3
7 Professional Ethics 1 ] ] 1 First Aid & CPR 1- 2
8 Anatomy & Physiology] 3 1] 3 2 8 | Anatomy & Physiology] 3 1] 3 2
(€] 2
9 Healthcare Basics 1 I q Biostatistics & 1 - 1 -
Epidemiology
10 | Introduction to - 1 - 2 10| Computer Applications] - 1 - 2
Computers (1) (2)
SUBTOTAL 17 3] 17 6 SUBTOTAL 16 | 4| 16 8
TOTAL 20 23 TOTAL 20 24

*T= Theoretical; P= Practical GDHCI, 2007: 4).



Students who graduate from the First Year Programredlistributed over the eight

specialized fields listed above, according to tbegrall scores and preferences.

1.2.1.1. ESP COURSE CURRICULUM

For the purpose of the current study, Graves’ dedim of language curriculum is
used: ‘...planning what is to be taught/learnedplé@menting it and evaluating it’
(Graves, 2008: 149). Every course has its own auwm in which objectives are set
according to the target specific needs of its leeenThe ESP course at the HSCs is
no exception. The needs were supposedly analybedgaals and objectives were
consequently established and the teaching matééaitbooks) selectetlin short, the
curriculum of the ESP course was planned and imghted by the GDHCI.

The course is considered to be a two-semester sxé&enourse (30 weeks in total)
with 11 credits (12 actual hours per week = 360rfion total). This means that the
ESP course constitutes about 51% of the first gghabus. As shown in Table 1.1
above, the course comprises four major compon#&vitging & Grammar, Listening
& Speaking, Reading and Medical Terminology. A diggion of each component is

given below.

1.2.1.1.1. WRITING & GRAMMAR

This is a two-semester component in which gramraantegrated with writing. It
consists of 90 taught theoretical hours (45 hoarsshch semester: 30 for grammar
and 15 for writing). It has four main instructionabjectives’ According to the
GDHCI (2007: 18), at the end of the component sitglshould be able to:

1. Write a text using the acquired writing techniques;

2. Produce good writing in terms of spelling, pundmt cursive handwriting

and grammatr,
3. Express ideas correctly and follow writing techragu

4. Apply all grammatical points in both spoken andtien English.

! Personal communication with two educational adstiators at GDHCI.
2 |nstructional objectives describe the goals thathers aim for when teaching (Genesee and Upshur,
1996: 16).



Three textbooks are used in this component: ongrionmar and two for writing.

The grammar textbook used inEsglish Grammar in Us€3 edition), by Raymond
Murphy (2004), which is intended mainly for interdnete students. The textbook
consists of 145 units organized in grammatical gates (e.g. Present and Past,
Articles and Nouns). Each unit consists of two gagene of explanation and
examples and the other of exercises. Seventees ardt taught during the first

semester and 26 during the second.

In writing, one textbook is used in the first seteesand another in the second. The
first is Keep Writing: A Writing Course for Arab Studentsy Richard Harrison
(2989), which is intended for elementary/interméglistudents. It has two parts, each
consisting of six units. The author states that riregn aim of the textbook is to
familiarize students with the basic conventions gpgelling, punctuation and
capitalization and to enable them to write simpid accurate paragraphs on a variety
of themes. For example, part one includes topich s introducing yourself and
describing places, while part two focuses on dbswjia scene, a day and so on.

The textbook used in the second semesténtiaractions (1) (Writing)(4™ Middle
East edition), by Cheryl Pavlik and Margaret KeeBagal (2004), which is intended
for lower intermediate students. It consists ofch2pters covering a range of topics
(e.g. health, social life, cultures of the worlgach chapter is divided into four parts:
the first explores ideas about the topic, the seéasrdevoted to writing practice, the
third to editing and revising, while the fourth peran exercise.

It is intended that the main teaching strategiesdus this component should be
‘lecturer discussions, individual works, pair-wakd conferencing’ (GDHCI, 2007:
18).

1.2.1.1.2. LISTENING & SPEAKING

This is a two-semester component in which listenggntegrated with speaking. It

consists of 90 theoretical hours (45 per semested) 60 practical hours (30 per
semester). In the first semester, it is claimed blagh listening and speaking are dealt
with and taught together in the same classes, \abetteey are taught in separate



classes in the second semester (45 hours forihgteand 30 hours for speaking).
According to GDHCI (2007: 18), at the end of thedtaemesters students should be
able to:

1. Understand any spoken or written instruction mglish;

2. Form everyday statements and questions;

3. Explain study-related problems to their teachersspoken English with

fluency of speech and accuracy of pronunciation;
4. Comprehend lectures in English; take notes anatict in English;

In this component, the two textbooks which are useldng to theTapestryseries,
Middle East edition. In the first semestdiapestry(2): Listening & Speakingby
Mary McVey Gill and Pamela Hartmann (2005) is usEde authors state that it is
intended for intermediate students. The text ctmsi$ 9 chapters, each of which
focuses on one idea. For example, the focus in ©hapree is on introducing
oneself.

The textbook used in the second semest@aestry(3): Listening & Speakingby
Karen Carlisi and Susana Christie (2005), whicldesigned for high-intermediate
students. It consists of 8 chapters, each of whktats with a passage to focus the
students’ attention on the learning they will dotlve whole chapter, followed by a
variety of speaking and listening activities (eae plays, debates).

It is claimed that the main teaching strategieslusehis component are ‘introducing
self to others, understanding and giving directiams! instructions, talking about
general and specialized issues, expressing feetingsneeds, describing people and
things, asking and giving information about relatepics, retelling what you hear and

answering oral and written questions about listgtéxts’ (GDHCI, 2007: 21).

1.2.1.1.3. READING

The reading component also lasts two semestersa@gists of 90 taught theoretical
hours (45 per semester). According to GDHCI (202%), having completed it the
students should be able to:

1. Read English with pleasure and interest and conepictkvhat they read;

2. Read faster and read in ways that meet the expmdaif a college student;
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Understand and practice English reading stragegie
Talk and think about a text in new ways;

Formulate and articulate ideas more precisely;
Experience the connections between reading anthgirit

Find out new ideas, facts and experiences;

© N o 0~ W

Think in English (build linguistic competencewasll as performance).

The textbook used in this component Ntore Reading Powe 2™ edition), by
Beatrice Mikulecky and Linda Jeffries (2004), desid to help intermediate and
high-intermediate students develop their readintisskt is divided into four main
parts: Reading for Pleasure, Comprehension SKillenking Skills and Reading
Faster. Each part has several sections. For exa@ptaprehension Skills consists of
10 sections such as scanning, skimming and sumimgriz

The main teaching strategies used in this compastenild be ‘building background,
retelling, pre-reading and post-reading, questignan text, drawing inferences,
determining importance, synthesizing informatioajrywork, individual and group
work’ (GDHCI, 2007: 24).

1.2.1.1.4. MEDICAL TERMINOLOGY

This is again a two-semester component, of 30 tatiggoretical hours (15 per
semester). According to GDHCI (2007: 16), at thd ehit the students should be
able to:
Use the newly learned medical terms in all fouliskif language;
2. Use the medical terms in professional communication
3. Recognize all body systems with their names andcakd
courses;
Comprehend and write short medical situations uiegnedical terms;
Understand, read and write short medical reports.

The textbook used in this componentMedical Terminology: A Short Cours{éth

edition), by Davi-Ellen Chabner (2005). It has fiehapters: (1) Basic Word
Structure, (2) Organization of the Body, (3) Suffx (4) Prefixes and (5) Medical
Specialists and Case Reports. Each chapter compaiseumber of sections with

11



exercises. For example, Chapter 2 has six sectidfmd Analysis, Combining
Forms, Exercises, Review, Pronunciation of Termsl dractical Application.
Chapters 1 and 2 and the first part of Chaptere3tanght during the first semester,
while the second part of Chapter 3 and the remgitvio are taught during the second
semester. The main teaching strategies used ircdinigponent should be discussions

with lecturers, individual work, pair work and cenéncing (GDHCI, 2007: 16).

1.3. STATEMENT OF THE PROBLEM

The English proficiency of many Saudi public schsiidents is poor. Indicating that
this has long been the case, Jan (1984: 4) wiitats ‘the English proficiency and
achievement of the majority of Saudi students isngletely unsatisfactory and
disproportionally low’. In a more recent assessm@igeghayer (2007: 9) maintains
that the level of English language ability of Sastlidents is very low after they
complete their secondary education. One reasomnhfsrpoor proficiency might be
that English is given an insignificant role andghuas an isolated subject in the
school curriculum. Saudi students thus have pogli&n proficiency in the stages
prior to their enrolment in colleges and univeesitibut do they also have the same
level after they enrol in a college where theydallan extensive English course and
where English is often the medium of instruction?

In the position of teacher of English for more thiree years at a Saudi HSC, | was
able to observe that the students of this collegsoentered difficulty in learning
English in the ESP course they followed in theistfiyear. Despite having spent a
good deal ofime studying English at intermediaded secondary schools (more than
800 taught hours) and one year at the HSC, thagtiEnability and proficiency level
remained below the desired and expected standaycedver, the level of fluency and
accuracy of most HSCs graduates working now agth@abfessionals in the KSA
has long been unsatisfactory in the view of théciaffs concerned at the Ministry of
Health, which sponsors and controls the HSCs. Hngye that although the KSA has

made learning English a requirement for those wihota work in public hospitals,
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dispensaries and clinics, most Saudi nurses areablet to perform their duties

reliably because of their poor English proficier{éyhossaynee, 2006: 34).

It could also be argued that success in the ESBesuloes not necessarily mean that
HSC graduates are proficient in work-related Emglisr have the ability to
communicate without difficulty in the language. $tsuggests that there may be
something wrong with the present ESP course ashtangthe HSCs. It might be
expected that the course would face such probl&esause since its inception in
1991, two essential steps in its development, namelkeds analysis and course
evaluation (Dudley-Evans and St John, 1998; Floewrdnd Peacock, 2001b; Long,
2005c), have never been followed in order to emstabivhether it addresses the
academic and professional needs of its student®ugh an NA is obligatory in every
genuine ESP course (Johns and Price-Machado, 28)1When target career and
learning needs are not identified according toatieial use of the language within a
specific context, learners may be disappointed thighlanguage proficiency level that
they have once they begin their careers, despaeetiort that they have devoted to

their language training.

The problem of students’ low achievement as welhasweak communication skills
of HSC graduates could be ascribed to a possibéenatch between the students’
needs, interests and aims and the present Englispudge course. Issues like
motivation and attitudes may also play a role hirmust be established whether the
underlying problem is the motivation, attitudesneeds of the students, the teaching
methodology, the content of the course or the ercst of a gap between what the
students want to learn and what the HSCs think tiney should learn. It is also
important to know in what respects HSC graduatesansidered to be lacking. That
is, what exactly are they able to do and not abotwhen communicating in English

at work?

In order to enhance learners’ motivation, to improtheir English language
competency and skills and to meet their specifedsethe content of the syllabus, the
teaching techniques and the activities followedhieir classroomseed be related to
the English the students will come across in theadical studies in the college and in

their target careers in hospitals and other healéhestablishment§&ome research
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studies (e.g. Mparutsa et al, 1991; Baird, 2000tshown that the use of related and

specific content might motivate ESP learners.

Hull (2004: 3) observes that the level and methafdsasic English language teaching
are not adequate for teaching medical Englishhé gtudy of health sciences, for
example, there is specific lexis which is esseritinthose who intend to work in the
healthcare professions. This suggests that thereldHibe a specific curriculum that
would help students to gain proficiency in Englisithe different areas of healthcare.
However, the question arises as to what level @gjligim proficiency future healthcare
professionals should have in the Saudi Arabianecanherefore, this study uses an
NA framework to investigate the extent of Engligeun the HSC students’ academic
studies and target careers, and the required levelach of the four main skills
(reading, speaking, listening and writing) in thesatexts.

In addition, given the important role of studerdttitudes in affecting the outcome of
the process of learning an FL (Gardner, 1985; HarrB@07), it is necessary to
explore the students’ attitudes towards learningyliEn in general and ESP in
particular. For example, do they think English vaélp them to get a better job? Do
they think it will be necessary for future studyh& do they want from their ESP

course? How important is it for their target cas@er

1.4. PURPOSE OF THE STUDY

Observing the plans of the Saudi government toemse the quality of the national
workforce and to encourage citizens to become afieed in health and medicine, it
becomes clear that there is a great need for thbhedantend to work in these fields to
be competent, especially in terms of English, whgbften the language of medical
communication in Saudi health facilities and haapit Wazan (2007: 7) notes that
English is the most frequently used language indBhaspitals and medical centres,
from the patient’'s file to his/her diagnosis andatment, as well as at medical
conferences. For example, when a patient is abmutave an operation under a
multinational surgical team, whose members areudsng the details of the

operation and its probability of success or faildhey find it easier for this discussion
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to take place in English, because most of the sacgsnedical terms are in English
and have no exact Arabic equivalents. Hence, Hnglsused by most if not all

physicians and healthcare professionals as a nawmmunication, although they
live and work in an Arabic-speaking country. Theflects the need for all Saudi
healthcare professionals to have a high level ofiggency in English, since they deal
with a large number of English-speaking employeadabeir workplaces. According to
the Ministry of Health (2007: 103), the proportiohnon-Arabic-speaking employees
(physicians, nurses, allied health personnel ahérsj in public hospitals who use
English as their usual tool of communication is entihan 70%.Furthermore, as

Maher (1986a: 206) maintains, English is seen a&s rtlain international and

intranational language of medical communicationisTrheans that it often plays an
important role in both health education and theltheare professions. Confirming
this, a recent study by Alhossaynee (2006: 34) looles that the low level of English
proficiency among Saudi nurses is a major obstacifective performance and good

health services in Riyadh’s hospitals.

English language courses have formed an obliggtary of the curricula of Saudi
medical and health colleges and institutions stheg establishment. Although these
ESP courses aim to equip students with the spdaifiguage skills needed for their
academic studies and target careers, the questis®ms as to whether they do indeed
address and meet these needs. The importanceasd imeESP courses is in no doubt.
It could be argued that ESP promotes learners’ vattn because it closely
addresses their English language needs. Orr (Z0®R):confirms that ‘the first step in
ESP is to identify the specific needs of the ledrmen creating a university course
or designing a workplace training programme. Tlas belp teachers to identify the
actual skills that their learners will need for thetivities they have to carry out in

their academic or professional fields (Hadley, 2606

This study aims at evaluating the present ESP audmin of the HSCs in order to
improve it in the light of their students’ needs HSC students and as future
healthcare professionals. The researcher aims tthidoby evaluating the present
curriculum and by investigating both the studept&s’ceived needs (from the points of
view of students, language teachers and the HS@Gd)tlee needs of healthcare
professionals (from the points of view of HSC grait$ and non-Arabic-speaking
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medical staff now working in healthcare). Througimeeeds analysis and evaluation
using questionnaires and interviews to elicit thdéjactive perceptions of these

populations, as well as document analysis, thdyspursues the following objectives:

1. To produce a profile of the English language nesfdtypical HSC students

while at college;

2. To produce a profile of the English language neddgpical HSC students at
the early stages of their healthcare careers;

3. To determine to what extent these sets of needsnateby the present ESP

course at the HSCs;
and based on these insights,

4. To construct a proposal for improving the ESP cuttim and course to better
meet the students’ needs.

It is hoped that this study will help to fosterther understanding of students’ current
and future English language needs from a pedadogespective in the Saudi
setting. In my view, to meet learners’ needs weukhéind out what these needs are
and assess them. We may then be able to devisactcpt strategy for satisfying
learners’ goals suited to their needs and interdstsause a successful language
learning programme is one which fulfils the leas@reeds. It is important to explore
the specific needs of learners before designingd@reloping language courses
(Munby, 1978; Hull, 2006). The suggestion is théentifying the specific needs of
students, as a necessary starting point, would helthe process of successful
curriculum development. We also need to evaluateB8P course in order to assess
how well the academic and professional languagdsietthe students are being met
and to describe its strengths and weaknesses.

It is hoped that this study will help to fosterther understanding of students’ current
and future English language needs from a pedadogeapective in the Saudi
setting. In my view, to meet learners’ needs weukhéind out what these needs are
and assess them. We may then be able to devisactcpt strategy for satisfying

learners’ goals suited to their needs and interdstsause a successful language

16



learning programme is one which fulfils the leas@reeds. It is important to explore
the specific needs of learners before designingd@reloping language courses
(Munby, 1978; Hull, 2006). The suggestion is thantifying the specific needs of
students, as a necessary starting point, would helthe process of successful
curriculum development. We also need to evaluateB8P course in order to assess
how well the academic and professional languagdsieethe students are being met

and to describe its strengths and weaknesses.

1.5. RESEARCH QUESTIONS

This study attempts to answer the following overedlearch question:
Does the current ESP course at the HSCs adequptepare the students for
their studies and for their target careers?

More specifically, a number of subsidiary questiares explored as follows:

1. To what extent are the four main skills requiredha HSC students’ academic
studies?

2. To what extent are the four main skills requiredtiie HSC students’ target
careers?

3. To what extent is the current ESP course at thedHg§propriate and effective?

This study employs a mixed methodology in an attetopanswer these questions,
triangulating the research tools (document analysierviews and questionnaires),
the sources of information (course students, grieduateachers, administrators,
hospital managers and medical staff) and the ggtiiinree HSCs and five hospitals).
These factors will be discussed in depth in Chapieee.
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1.6. IMPORTANCE OF THE STUDY

The importance of this topic can be attributedstfand foremost, to the shift of focus
in the field of language teaching and learning fritra teacher to the learner (Hull,
2004: 2), whereby

...everything starts from [the learner] and ev@ng goes back to him. It is
not merely in relation to him, but with him, andpdading on his resources
that his learning objectives will be defined, thhé methods of judging
when and how they have been attained will be ssllecand that a
curriculum of learning (by curriculum we understaatl the means
employed to attain the objectives: teachers, tegchnaterials, technical
aids, methods, timetable etc.) will be made avélab him (Richterich and
Chancerel, 1980: 4).

Having adopted such a learner-centred stance, important to analyse students’

learning and target needs. The understanding setheeds which emerges can then
be used as the basis on which to define approlyritie effective objectives, goals,
syllabus and teaching methodologies which constitthe major part of the
curriculum.

There is a need to customize the present ESP cautBe HSCs to meet the demands
of studying health sciences and of working in tla@@® healthcare environment. This
need has stimulated my curiosity as to what HSGlestts need to make their
language learning successful and how this langeagebe used effectively in their
academic studies and target care€hss curiosity is a motivating factor for choosing
this particular topic. Interestingly, the decisitmninvestigate needs and evaluate the
course, rather than to explore some other related,tcan be ascribed to the crucial
role that these academic and professional needg placourse design and
development, in materials production and in thehomablogy of teaching ESP to a
specific group of learners. An analysis of studenteds, interests, abilities and
difficulties is necessary in order to identify whiey would like to do with the
language, what kind of language they already knekat kind of language they lack
and what kind of problems they encounter. An anslgEwhat and how the language
is used in the Saudi healthcare context is alsmrtapt. Understanding these needs
and identifying the kind of language that learnei use in their target careers is

likely to be of great importance in the ESP leagreimd teaching process.

The need to address this topic is highlighted bywmber of Saudi researchers who

are interested in improving both healthcare qualitg health education in the KSA
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(e.g. Al-Doghaither et al., 2001; Alshehri, 2001hdssaynee, 2006; Alfehaid, 2009).
For example, Alhossaynee (2006: 34) asserts fitlat dir no research effort has been
made to investigate the present ESP courses ftthbage professionals or to identify
their English language needs in the workplace. a3simption is that in order to have
a high or even a satisfactory level of healthcarality, all healthcare workers should
have a good command of English. Among the reasonthfs is that the quality of

spoken and written communication between physicart nurses (which as argued
above is likely to have to be in English) will inince the outcome of patient care
both directly and by helping to reduce any barrighat may exist between

professional groups (Al-Doghaither et al., 20015)31

The main concern of the current study is to ingadé whether the ESP course at the
HSCs is effective in preparing students for thesalth studies and for their target
careers in the light of students’ and graduategdse whether its content and
methodology are appropriate to its objectives, awftether its stakeholdérsare
satisfied with it. The assumption is that coursgctves are always set according to
an analysis of students’ present and target ndéedsllows that the content and
methodology of the ESP course will be appropriatly af they serve these needs.
Content and methodology refer to the key componehtthe course, including its
‘real’ and ‘carrier’ contents (Scott and Scott, 49811) and ‘how teachers and
learners work upon’ them (Breen, 2001: 151). Irs thtudy, these key areas include
teaching and learning materials and aids, clagsitees and methods, syllabus type

and organization, and assessment schemes.

The study is intended to help those affected by dberse itself to refresh their
perception of its planning and implementation. dt ioped that the information
provided as a result will be useful in establishimgether ESP students currently
studying EMP perceive their specific needs andcthese content positivelyr wish
the courseo be more specialized. Information gathered ablo@tgraduates’ work-
related language requirements and what they agtlatk in terms of effective

communication in English is also likely to be udefa particular, the ESP course

Y n this thesis, stakeholders include members ofigs affected by the course (teachers and students)
and those who make decisions about the future efctiurse (administrators and sponsors) (Weiss,
1986; 187).
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designers at the Ministry of Health are expectebleioefit from this information when
designing future courses. Rea-Dickins and Germ@lif82: 26) justifiably point out
that ‘evaluation is designed to provide informattbat may be used as the basis for
future planning and action’. More importantly, itould draw ESP curriculum
developers’ attention to the requirement that tb#imate goal should go beyond the
mere ‘creation’ of new courses to include the ‘nb@iance’ of existing ones (Swales,
1984: 20). It is expected that the work will als® df great benefit to practitioners of
other Saudi medical English (ME) courses in thawiit help them to revise these
courses and diagnose their problem areas. Therualy a high degree of similarity
among such ESP courses in terms of context andudifés faced. The results of this
mixed-method research are expected to be tran#detabthese similar courses
(Crocker, 1984: 26).

The potential contribution to knowledge made by thork lies in the fact that as far
as | am aware, no other study to date has deditthvs important issue in the KSA.
To the best of my knowledge, no attempt has beatertminvestigate the present and
target career language needs of HSC students addajes, so that these needs are
apparently unknown at present. Furthermore, nangitedhas been made to evaluate
the HSC ESP course. According to the findings efghot study, course stakeholders
(students, graduates, language teachers, admiarstend the GDHCI) are willing to
make changes and effect improvements, providedatimaimodification in the course
is based on systematic and comprehensive datactiolieand analysis, conducted
preferably by an insider in an objective manner, disclosing drawbacks as well as
advantages and considering the interests anddstitof the said stakeholders.

The potential contribution to knowledge made by thork lies in the fact that as far
as | am aware, no other study to date has deditths important issue in the KSA.
To the best of my knowledge, no attempt has beatertminvestigate the present and
target career language needs of HSC students addajes, so that these needs are
apparently unknown at present. Furthermore, nangitedhas been made to evaluate
the HSC ESP course. According to the findings efghot study, course stakeholders
(students, graduates, language teachers, admiarstend the GDHCI) are willing to
make changes and effect improvements, providedatimaimodification in the course

is based on systematic and comprehensive datactiolieand analysis, conducted
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preferably by an insider in an objective manner, disclosing drawbacks as well as

advantages and considering the interests anddstitaf the said stakeholders.

1.7. ORGANIZATION OF THE THESIS

This thesis is divided into six chapters. Thistfchapter has set out the background
and the setting of the study, as well as the ratefor undertaking it.

Chapter Two reviews the extant literature pertgnio ESP and approaches to
curriculum development in ESP. It begins by prasgnsome definitions of ESP and
outlining its history and characteristics. NexteXamines the relationship of ESP to
language theories and the approaches to curricdkwalopment in ESP and presents
the process of ESP curriculum development. Theatsisa discussion of the concepts
of needs analysis and evaluation, an outline ofclassifications of needs and the
framework of needs analysis, and a review of sasearch studies of needs analysis
in the ESP context. The chapter goes on to offénilens and descriptions of types
of evaluation in ESP and approaches to course a&wafhy then presents the

evaluation framework of the current study. It emdth a summary.

Chapter Three depicts the methodological approatdptad to achieve the study
objectives. In order to enrich the data from d#fer perspectives, a mixed-method
approach was adopted. The research paradigm andndase explained. The

development of the procedures and methods foratoite and analyzing the data is

described and issues of access and ethics araleocedi
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Chapters Four and Five present the key findingghefanalysis of the research data
with regard to the students’ language needs andE®FP course evaluation
respectively. These include results based on the afs both qualitative and
guantitative research techniques. The findings lef study are discussed with
reference to each of the research questions arelation to relevant literature. Each

of these two chapters closes with a summary ofrthjer findings.
Chapter Six concludes the thesis by summarizing sfuely and its key overall

findings, focusing on its pedagogical and reseancplications and indicating its

strengths and weaknesses.
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CHAPTER TWO: LITERATURE REVIEW

This chapter is divided into three main sectiortse Tirst reviews some definitions of
ESP, considers its characteristics, outlines ipesyand subtypes, then goes on to
discuss some important approaches to curriculureldpment in ESP and to identify
the process of ESP curriculum development. Thersksection explains the concepts
of needs in language learning and needs analysesempts classifications of NA,
provides an NA framework for the current study aediews some research studies
conducted within such a framework in the contet8P. The third section addresses
the concept of evaluation in English language teacltand learning, reviews a
number of approaches to course evaluation and lfinalovides an evaluation

framework for this study.

2.1. DEFINITIONS AND CHARACTERISTICS OF ESP
Strevens (1980: 109) observes that ‘a definitionE&P that is both simple and

watertight is not easy to produce’. Despite thige term has been defined by a
number of scholars. Robinson (1980: 98), for exangtes fifteen scholars who have
attempted to define ESP. This implies that there arany different opinions
surrounding the concept and therefore that thergoimse terminological confusion.
Commenting on this, Ewer (1981: 2) writes:

The terminology of ESP is nowttigg into such a confused and
contradictory state that in my experience it is asgible to carry on a
discussion about the subject with practitionersideatone’s own work-group
for more than a few minutes without misunderstagsliarising from this
source.

Blackie (1979: 263) notes that ‘the term provokttesnents of support and hostility

as well as contradictory observations, dependingvbether ESP was thought to be
newfangled and untested, or whether it was simpigwa piece of jargon referring to
something old’. This suggests that understandingt &P means simply depends on
the viewpoint of the individual(s) concerned. Topkn this, one might view the
teaching of English for shopping as ‘specific’, wdes someone else might view this

function as being served by a subset of generdlign@ifferences of interpretation
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may be geographical as well as functional: as Reani§1991: 1) puts it, ‘what is
specific and appropriate in one part of the glokey mvell not be elsewhere’. This

implies that ESP is often subject to varied intetgations.

Notwithstanding the attempt by Mackay and Mountf¢t878: 2) to define ESP as
‘the teaching of English for a clearly utilitaripoirpose’, Blackie (1979: 263) calls for
‘a satisfactory working definition’ of ESP. This snde because Mackay's and
Mountford’s definition does not seem to cover apects of ESP. As an alternative,
Blackie (1979: 266) suggests that ESP refers tog@mmes designed for groups of
learners who are homogeneous with respect to aams$, whose specific learning
objectives have been quantified and stated in comgative terms’. The key aspect
of this definition seems to be that of homogeneiithin the group(s) of learners,
which, as Blackie (1979: 264) explains, can betified on the basis of two factors:
(1) learners’ general communicative competencesims of language skills, which
can be determined by a placement test, and (2) lsining needs, which can be
determined by an appropriate needs analysis. thseleowever, that Blackie neglects
to specify to what extent such homogeneity couldol@d within a group of learners,
since it is often difficult to find a group with sblutely homogeneous needs. Thus,
Cunningsworth (1983: 153) observes that ‘the negdbe learners in a group may
not be identical and in many cases may differ qogesiderably one from another’.
For Kennedy and Bolitho (1984: 13), the degreeahbgeneity within classes with
respect to needs, abilities and subject discipliseme of the most important factors

influencing the design and implementation of ES&rses.

Whatever their precise stance on homogeneity, naarkiors agree that learners’
needs are fundamental to ESP. For example, Hutmhiasd Waters (1987: 19) argue
as follows:

ESP must be seen as an approach, not as a pr&@Rtis not a particular
kind of language or methodology, nor does it cdnsisa particular type of
teaching material. Understood properly, it is arprapch to language
learning, which is based on learner need. The fatimad of all ESP is the
simple question: Why does this learner need toladoreign language?

The ESP approach, in this sense, means addressinmgets’ specific language needs.

Munby (1987: 2) supports this view and defines E®Brses as ‘those where the
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syllabus and materials are determined in all egdenby the prior analysis of the
communication needs of the learner’. This impliest tthe focus is on the purpose of
learning the language; but Munby has also introdube notion of communication
into the definition, whereas Hutchinson and Wat@@34: 112) argue that ‘ESP is
first and foremost a learning process, and it ispussible to have a communicative
approach in ESP unless ESP is seen as primarigdacational matter’. Thus far, it
could be deduced that ESP courses are or shoulith$ed not only on analyzing
learners’ communicative needs, which are usuallyvdd from the target situation,
but also on a complete analysis of all of theilglaage needs, attitudes and interests;
in other words, on a comprehensive analysis of E$® learning and teaching
situation.

Smoak (2003: 27) echoes the communicative apprbgchtroducing the concept of
real-life tasks, asserting that ‘ESP is Englishtringion based on actual and
immediate needs of learners who have to succegspdiform real-life tasks
unrelated to merely passing an English class omeXSP is needs based and task
oriented’. One of the apparent limitations of tefinition is that it does not explain
what kind of real-life tasks are envisaged, e.gia®r occupational. In his definition
of ESP, Orr (2001: 207) identifies these tasks:

ESP is English language instructi@signed to meet the specific learning
needs of a specific learner or a group of learmétfsin a specific time frame
for which instruction in general English will notffice. Most often, this
instruction involves orientation to specific spokeand written English,
usually unfamiliar to the average speaker, whichieiguired to carry out
specific academic or workplace tasks.

This definition also highlights another aspect &FE that there is usually a specified
timeframe for ESP courses (Robinson, 1991; Bastarkr2006). This suggests that
ESP is a learning/teaching process that addresstsncobjectives over a relatively

fixed period of time.

Notwithstanding variation on such matters of detail the whole, the suggestion is
that ESP courses are mainly based on an analyssuwfers’ needs (to be discussed
at greater length in section 2.5). McDonough (1982 made this point clearly a

quarter of a century ago by stating that ‘the idéanalysing the language needs of
the learner as a basis for course development éemie almost synonymous with

ESP in recent years and it is difficult to think afie without the other coming to
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mind’. The point seems to be that the outcome afyaing these needs should help to
determine the content of ESP courses.

However, a definition of ESP, as Dudley-Evans (19®8naintains, ‘requires much
more than an acknowledgment of the importance etdsenalysis’. This suggests
that there are additional features or charactesistinat are central to ESP. In his
extended definition of ESP, Strevens (1988a: 1s?3 four absolute and two variable
characteristics, reproduced in Table 2.1.

Table 2.1: Strevens’ list of ESP characteristics
ESP Characteristics
Absolute Characteristics Variable Characteristics

- designed to meet specific needs of| - restricted as to the language skills to be
the learner; learned (e.g., reading only);

- related in content (i.e., in its themeg - not taught according to any pre-
and topics) to particular disciplines, | ordained methodology.
occupations and activities;
- centered on the language approprigte
to those activities in syntax, lexis,
discourse, semantics, etc., and analysis
of this discourse;

- in contrast with ‘General English’

Source: Strevens (1988a: 1-2)
A decade later, Dudley-Evans and St John (1998: &tBmpted to modify Strevens’

definition of ESP, as presented in Table 2.2.

Table 2.2: Dudley-Evans’ and St John's list of ESEharacteristics
ESP Characteristics

Absolute Characteristics Variable Characteristics
- defined to meet specific needs of the related to or designed for specific
learner; disciplines;
- makes use of the underlying - uses, in specific teaching situations, g
methodology and activities of the different methodology from that of
discipline it serves; General English;

- centered on the language (gramm4r; designed for adult learners, either at 4
lexis, register), skills, discourse and | tertiary level institution or in a

genres appropriate to these activitieg.professional work situation, and could
also be for learners at secondary schog
level,

- generally designed for intermediate o
advanced students;

- assumes some basic knowledge of th
language system, but it can be used WiFh
beginners.

Source: Dudley-Evans & St John (1998: 4-5)
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While ‘even today there is a large amount of omgailebate as to how to specify
what exactly ESP constitutes’ (Brunton, 2009: Bg two definitions above indicate
how broad and multifaceted ESP is. It is also ret#ilat Dudley-Evans and St John
list more variable characteristics than Streveris&move the latter’s fourth absolute
characteristic, i.e. that ESP contrasts with Gdriemglish (GE). It is also notable that
there is a fair degree of similarity between the wWefinitions. In pointing out two
such areas of agreement, Basturkmen (2003: 49 snttiat ‘ESP courses are devised
on the basis of the specific work-related or acadameds of the learners and the
courses offer descriptions of language use in tiseiglines or occupations they
serve’. Still, as Master (2005: 99) argues, ‘ESBkseto weigh the importance of
various elements in the genuine language situatitmgdish language learners will
encounter’.

To a large extent, both types of characteristidtirad in the two definitions above
seem to help in clarifying some contentious questiabout the nature of ESP. For
example, while some claim that all ESP teaching eraderials are specific to the
academic discipline or profession being servedpitld be unduly restrictive to argue
that the term ESP could be used only in respedubfect-specific work, since, as
Dudley-Evans (1998: 6) explains, ‘where the foaughe class is on common-core
skills or genres that belong to any discipline oof@ssion, this is as much an ESP
class as the more specific work’. This implies t&B&P should not essentially be a
process of teaching subject content per se, buterashould concentrate on
developing learners’ knowledge of English, theirgaage skills and their study skills,
in order to help them to learn the subject contieey require.

A significant point implicit in the third variableharacteristic of ESP listed by
Dudley-Evans and St John (1998) is that ESP doese®n to target a particular age
group. However, McDonough (1984: 28ptes that the majority of ESP learners are
adults, ‘since it is only by that age that they daleveloped a specialism or job
preference’. Similarly, Robinson (1991: 3) rematkat ‘the students on an ESP
course are likely to be adults rather than childr&his view, that ESP is usually
taught to adults because they are more likely t@ware of specific purposes and
needs in learning the language, is shared by Kgnaad Bolitho (1984: 14), who

observe that ‘the older a learner is, the mordyike is to have his own definite ideas
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on why he is learning English. In fact, many ES&ners are adults’. Kim (2008: 1)
also notes that ‘adult language learners have roomgelling and specific needs to
learn a foreign language’.

In contrast to the views of McDonough, of RobinsohiKennedy and Bolitho and of
Kim, Steinhausen (1993: 6) argues that ‘schooldcén are very aware of why they
are learning English and of what their needs dpeidley-Evans (2001: 131) also
points out that ESP can be taught in schools, avenmary level. While the question
of whether ESP is limited to adults or can be eX¢enhto younger learners remains
open, there is practical evidence of the broadw@rpnetation in some countries. In
Saudi Arabia, for example, there are some techaicdlvocational secondary schools
where ESP is taught and it is also offered in stenigary education institutions. In
addition, adults working in both the private andblu sectors often attend ESP
courses related to their specialized professioeats.

It seems that the issue of defining ESP has gexteegument and consensus alike.
One apparent area of disagreement among ESP sghataFlowerdew (1990: 327)
observes, concerns ‘the nature and role of theaeec“common core” (a supposed
basic set of language items that can be used igitaktions)’. This common core
hypothesis was proposed by Bloor and Bloor (198); Who suggest that there is a
fundamental group of grammatical and lexical itethat learners should master
before embarking on an ESP course. Consideratidheovalue of some less specific
content in the context of ESP has led scholarsigtinduish between two types of
ESP course design: ‘narrow-angle’ and ‘wide-anglehe former term refers to
courses for learners targeting a particular prodess or academic field, whereas the
wide-angle or common core approach refers to ceursevering a broader
professional or academic field (Basturkmen, 2008). &his distinction between
narrow-angle and wide-angle courses can be sagflert the degree of specificity of
the aims of ESP courses. Wide-angle courses ‘peoVeérners with a general
capacity to enable them to cope with undefined ®adies in the future’
(Widdowson, 1983: 6). This implies that they do fdty focus on the purposes of
the learners’ specific discipline or field. Bastom&n (2003: 50) further distinguishes
two types of wide-angle course: those that focua tanguage variety (e.g. Academic
English, Business English) and those which addiemsers’ common needs with
reference to a set of disciplines or occupationg. (English for General Academic

Purposes, English for Health Professionals).
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One of the advantages of courses that focus onga#ae variety is that ‘students do
not necessarily need to have a high level of piariicy in English’ (Basturkmen,
2003: 59). Another is that ‘ESP courses focusinghencommon needs across target
groups offer advantages of practicality and ecoriofitoyd: 57). Students on such
courses may also be interested in topics beyonddie narrow specialist discipline
or field (Ibid: 58). Confirming this, Mason (19921) observes that ‘Health Care
students are generally interested in the widerasp# their field and appreciate an
introduction to a variety of topics’. However, auctervailing disadvantage is that
courses with a wider focus often seem to negleatestts’ needs. Johns and Dudley-
Evans (1991: 304) identify some studies (e.g. Denkesa, 1984) which have found
that the wide-angle approach needs to be supplechdny an attempt to define
students’ more specific needs and the actual laygyddficulties that they face or will

face daily, in their academic or professional lives

Narrow-angle courses, on the other hand, ‘providarriers with a restricted
competence to enable them to cope with clearlynddftasks’ (Widdowson, 1983: 6).
This implies that their aims are very specific. A&ing to Basturkmen (2003: 50),
narrow-angle courses are based on the analyssaafidrs’ needs with reference to
their particular discipline or occupation (e.g. Esig for Pilots and Air Traffic
Controllers). Dudley-Evans and St John (1998: Idtg that a narrow-angle course
is appropriate where needs are limited. Howevergetiare a number of problems with
narrow-angle designs. Presenting a restricted arersif English, narrow-angle
designs limit students’ ability to use English imat ‘they are limited to the precise
uses of English that allow them to operate in resi circumstances’ (Basturkmen,
2003: 55). Narrow-angle ESP may also be ‘demotigatd the student, and open up a
credibility gap between learner and language tea¢heDonough, 1984: 54)This
may occur because some ESP teachers lack a swoifffgneunding in their students’
specialism, while many learners ‘already have mols enough with language
without adding an additional conceptual load’ (Kedy and Bolitho, 1984: 51).

Another area of disagreement among ESP scholareomclassroom methodology.
Arguing that the emphasis has been on needs amalydicontent, Widdowson (1983:
87) maintains that ‘methodology has generally beeglected in ESP’. Likewise,
Hutchinson and Waters (1987: 2) assert that ‘ES® gead scant attention to the
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guestion of how people learn, focusing insteadhenquestion of what people learn’.
This implies that the common approach to ESP hindfeen language-centred and
not learning-centred. It is suggested that ESP si¢edoe seen first as a learning
process (see section 2.3.5.).

It seems that the definitions of ESP reported alfocas generally on three points:
the nature of language (specialized discourse)spleeific purpose or goal of learners
in learning it (learners’ needs) and the contemta/hich language is taught and used
(specific learning settings, e.g. medical colleged specific domains, e.g. hospital).
In the context of this study, ESP is understoothageaching and learning of specific
English at tertiary level to a group of adult leansr who will use it both in their
current academic study as healthcare studentsnathieir future careers as healthcare
professionals, in order to function effectivelytimrese specific situations.

2.2. ESPTYPES

While it ‘has yet to establish itself as eithetud profession or as clear sub-discipline
in the language sciences’ (Swales, 2000: 62), BES#®tgpe of ELT (Hutchinson and
Waters, 1987; Robinson, 1989; Dudley-Evans, 200€nrtedy, 2001; Master; 2005)
can be divided into different types (Kennedy anditBo, 1984; McDonough, 1984;
Robinson, 1991; Carter and Nunan, 2001; Belched6R0 his division of ESP can
often be useful (Coffey, 1984; McDonough, 1984).Kesnedy and Bolitho (1984: 3)
observe, ESP types ‘provide an overall picturehef ihain groups of learners which
might be of concern to an ESP teacher’. In additibve division of ESP can be
helpful in differentiating ESP courses from tho$é&s&. Throughout its history, ESP
scholars have suggested different ways of cataggriSsSP types, such as those of
Strevens (1983: 92), Hutchinson and Waters (1987:ahd Dudley-Evans and St
John (1998: 9).

Traditionally, ESP has two main types: EAP (English Academic Purposes) and
EOP (English for Occupational Purposes) (Kennedi/Balitho, 1984; McDonough,
1984; Hutchinson and Waters, 1987; Robinson, 198idan, 1997; Dudley-Evans
and St John, 1998, Flowerdew and Peacock, 200llah&e 2006; Master, 2007,

! However, Barnard and Zemach (2003: 307) argue ‘E@P should not be regarded as a discrete
division of ELT, but simply an area (with blurredundaries) whose courses are usually more focused
in their aims and make use of a narrower rangem€s’.
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Kim, 2008; Krzanowski, 2008). This implies that dleers for whom ESP is
appropriate are either engaged in studying a peaticsubject in English, or are
following a particular occupation for which theyewe English, or both’ (Strevens,
1988b: 39). Hutchinson and Waters (1987: 16) erpthat ‘people can work and
study simultaneously; it is also likely that in nyanases the language learnt for
immediate use in a study environment will be usgdrlwhen the student takes up, or
returns to, a job". Thus, the two main purposes of ESP are study aonit,wvhile
some learners will need it for both. Indeed, theetpf ESP under investigation in the
present study is assumed to prepare its studentsofb their academic studies and

their professional lives.

EOP ‘refers to English that is not for academicposes; it includes professional
purposes in administration, medicine, law and kessnand vocational purposes for
non-professionals in work or pre-work situationdugley-Evans and St John, 1998:
7). Therefore, EOP is often closely related to stusi work or profession, because
‘they are most likely required to have a certawmeleof English proficiency at work
which is an indicator of good work performance’ rfii 2008: 1). That is, EOP
courses often attempt to improve work-related lagguskills. Kennedy and Bolitho
(1984: 4) explain that there may be differencesuch courses depending on whether
students are learning English before, during aerdfie time they are being trained in
their work or profession. EOP can be subdivided ifnglish for Professional
Purposes (EPP; e.g. EMP) and English for Vocatiéhuaposes (EVP) or Vocational
English (Dudley-Evans and St John, 1998: 6).

EAP is defined as ‘the teaching of English with dpecific aim of helping learners to
study, conduct research or teach in that languégeiverdew and Peacock, 2001a:
8). This seems to imply that the nature of EAP fiero educational. Watson Todd
(2003: 149) observes that ‘the main goal of EARois students to communicate
effectively in academic environments’. EAP focusesequipping students with the
specific communicative skills to participate in $keenvironments (Hyland and

Hamp-Lyons, 2002: 2). EAP is also subdivided intany types. According to

! Hyland (2006: 23) argues that the major differsrioetween the EAP and EOP instruction contexts is
that less consensus exists on the language, akilscommunicative behaviours required in the world
of work.
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McDonough (1984: 6), Dudley-Evans and St John, 8199 and Jordan (2002: 73),

the main type of EAP is considered to be EnglishtSicience and Technology (EST).
However, it seems that EST can correspond to bothpational and academic uses
of English: occupational when it addresses the si@dilfield workers, engineers,

etc.; academic when it is for school and universitydents studying physics, maths
and chemistry through the medium of English (Rotam4.980: 8).

Holme (1996: 2) explains that EAP was developed@lwith ESP as one of its types,
concerned with the specific purpose of following@demic courses at the university
level. Another explanation views EAP as having aeqdifferent, general study-skills
orientation, rather than requiring specific langa@gntext analysis (Jordan 1997: 4).
According to this explanation, EAP is subsumed uiitfeP, which could be reflected
in the names of its sub-specializations (e.g. Bhdglor Studying Biological Sciences,

English for Law).

The impression given here is that ESP refers toEmylish teaching context where
the target language context is known and can infirenteaching syllabus about the
language skills, language context or language tgbdbe necessary teaching tasks.
As Widdowson (1998: 3) argues, the danger is thiatright result in a view of all
language teaching as a kind of ESP, so that thexddwbe subcategories such as
English for issuing train tickets. Yet if one admlsliscourse community requirement
and looks for a more widely practised concept ofgleage use, one sets some
limitations on what is ESP and what is not. Thegtesion then seems to apply only
if one is preparing students for entry into a comityuof product and discourse,
imposing demands on the intake to the ESP courseresent, it could be said that
ESP is a very large and expanding research fietdo/lingly, the types that can be
listed under ESP have expanded too. McDonough (1Bg8Hsts sixteen ESP course
titles and asserts that ‘the list is almost endldsseems that as many as sixteen or
twenty types of language study can be identifiedeunESP and the process is

continuing to expand as fields of research andtipedevelop.

One difficulty is that in spite of its simplicityhe distinction between EAP and EOP
can lead to confusion, because the distinctiomislear-cut (Hutchinson and Waters,
1987; Flowerdew and Peacock, 200l1a) in that these droad categories often
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overlap (Belcher, 2004: 179). Thus, this distingtis not always valid and its
vagueness can be ascribed, as Belcher (2006: b849,ro the fact that ‘the goals of
EAP and EOP are not always easily separable’. msiance, English for Economics
may be for either academic or occupational purposesther words, ‘an English
course designed to help students read economittsoteks would clearly be EAP, but
a course designed to teach learners how to patecim business meetings or take
phone calls definitely has an EOP dimension tgRtbwerdew and Peacock, 2001a:
11-12). One can argue that this confusion mightrdaute to that over the concept of
ESP itself.

In conclusion, it could be suggested that ongoiegetbpment in various fields which
use English has resulted in more specific needshimlanguage in certain domains.
That is, the more specific the domain, the morecifipethe needs. In this respect,
Holme (1997: 2) proposes a pyramid of specific segbose higher levels represent
more specific language needs, resulting in the dppiy for more specific branches
to emerge within the domains. For example, EAPess Ispecific but at successive
levels it becomes more specific, reaching the apmcific English for an Academic
Conference (EAC). In this sense, Holme (1997: 2)gssts that the bottom of the
pyramid (e.g. EAP and EOP) might be consideredi@goay for specialization rather
than a specialization by itself. This means thaPE# seen as a branch (category or
specialization) of the enterprise of ESP. Some. (elgmp-Lyons, 2001; Turner,
2004), however, see EAP as a distinct field andtadf) skills-based specialism,
while others see ESP as describing types of sjpzaiain within EAP. Indeed, many
courses used to work like this; they would begithwasic study skills on writing
essays, for example, then specialize the activithiw the discipline (e.g. writing
business studies essays). This does not make sengegnores the EOP area. ESP
needs to be seen simply as teaching language whetents’ needs can be specified
within academic or occupational zones of use, oBwalesian terms (1990), where

future discourse communities can be identified.

2.2.1ENGLISH FOR MEDICAL PURPOSES

English has become both the international and natranal language of medicine
(Maher, 1986a; Dzuganova; 2002). Consequently, ethwho intend to join the

medical or healthcare field ‘need English as a me#ndoing their work efficiently
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and of furthering their specialist education’ (Kibawva; 1979: 431). Thus, the use of
English in the medical or healthcare field is nwiited to countries where it is spoken
as a first language. It may be the neutral languege by non-native doctors and
nurses in hospitals in non-English-speaking coastrit may also be used between
countries where English is used as a foreign oors®danguage. For example, in a
country such the KSA, where developing technolegysed with medicine, members
of a surgical team would communicate in Englisthwiteir counterparts in a hospital
in France, while performing a live transmitted @igm, exchanging ideas or
consulting in order to obtain the best surgicatounte.
EMP emerged in 1960 (Maher, 1986b: 114) as a reralgie subtype of ESP
(McDonough, 1984; Maher, 1986b; Dudley-Evans and@&tn, 1998; Hull, 2006;
Antic, 2007). Maher (1986b: 112) defines Englisli fdedical Purposes as ‘the
teaching of English for doctors, nurses, and otpersonnel in the medical
professions’, then goes on to explain that EMP:
a. is designed to meet the specific English languagsls of the medical learner
(e.g. nurse, dentist);
b. focuses on themes and topics specific to the miefiiade;
c. focuses on a restricted range of skills which mayrdquired by the medical
learner (e.g. for writing a medical paper, prepari talk for a medical

meeting).

It is significant that Maher places English langeiageeds first. Maher’s definition

seems to imply that all medical learners’ languageds are identical. However, in
EMP, although there may sometimes be overlaps enEihglish language needs of
medical learners, there may often be many diffe@snbetween the needs, for
example, of dentists and nurses. Confirming tmsher investigation of the English

language needs of paramedical students in Kuwagnfs-Smith (1980) found that
they had very different needs from medical studevitsreover, the needs of learners
studying EMP in a non-English-speaking country rhig different from those doing

so in an English-speaking country. Munby (1978:a#fjrms that ‘there should be

important differences in the English course foioa-native requiring English in order
to study medicine in his own country as opposefrtgland’.

Maher (1986b: 115) suggests that there are two types or branches of EMP. The
first is English for Medicine for Educational Pugas (EM-EP) or what Dudley-
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Evans and St John (1998: 49) call Medical English Academic Purposes. The
second type is English for Medicine for OccupatloRarposes (EM-OP) or what
Dudley-Evans and St John (1998: 49) call Medicalglish for Occupational
Purposes. In EM-EP, which involves language trgras part of primary medical or
healthcare studies (Maher, 1986b: 115), students taread textbooks and articles
as well as write essays and short clinical repisdley-Evans and St John, 1998:
49). EM-OP, on the other hand, is associated wative professional requirements
(e.g. consultation skills, conference presentatidsdher, 1986b: 115). In EM-OP,
practicing doctors, for example, read specialiitles and prepare papers and slide
presentations for conferences (Dudley-Evans angbfin, 1998: 49). Maher (1986b:
115) explains that while EM-EP and EM-OP teach shene skills (e.g. reading
medical reports) and share content (e.g. infectdbssases), the teaching procedures,
levels of knowledge and specific purposes may Herdnt for doctors and students.
This suggests that EM-EP students’ needs may erelit from those of EM-OP
students.

Most EMP courses, as Maher (1986b: 116) pointsaretstructured according to two
essential frames: the type of learner involved, mign groups being nurses and
doctors, and the main purpose of the courses (e.gteach professional test
preparation, practice in reading, writing, etc., dwctor-nurse interaction). Needs
analysis can help in shaping and identifying thtesebasic frames.

However, in situations where English is a foreignduage, as in the current study,
‘EMP has been confined almost entirely to the neafdsloctors’ and ‘much less
attention is given to medical students, nursesgardmedical staff (Maher, 1986b:
123). Maher (1986b: 138) concludes that in thesmsons there is no description of
the language needs of medical students and thelt'igsan incomplete picture of
EMP in operation overseasin medical education especially’. The current gtud

attempts to fill this gap by targeting one of thegeations.

2.3. APPROACHES TO ESP CURRICULUM DEVELOPMENT

ESP has benefited throughout its development feorguage learning theories as well
as general learning and approaches to course d@Rignards, 2001). It seems that
this has led to certain differences in approacli®d in both teaching and learning.
Generally, Hutchinson and Waters (1987: 65) idgnhfee major approaches to ESP:
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language-centred, skills-centred and learning-eentwhile the first two approaches
aim to base the content of the ESP course on thé&/sas of target situation, a
learning-centred approach goes beyond that, anchnezes the learning situation
(Hutchinson and Waters, 1987hese approaches have successively originated from
the six-stage of ESP development, which can betifceh as follows: (1) Register
Analysis, (2) Rhetorical Discourse Analysis, (3§ tRunctional-Notional Approach
and Communicative Language Teaching, (4) the S&illd Strategies Approach, (5)
the Learning-Centred Approach and (6) Genre AnslySwales, 1985; Robinson,
1991; Dudley-Evans and St John, 1998; Garcia M29060; Flowerdew and Peacock,
2001a; Kim, 2008). These stages reflect the faat BEP is capable of self-renewal
(Flowerdew, 1990: 327) and is a developing fielelfRson, 1989: 427). They are
discussed below in approximately chronological orae suggested by McDonough
(1998a: 157-158). For reasons of space, only & teveéew of each stage is presented.

2.3.1REGISTER ANALYSIS

Robinson (1991: 20) observes that ‘register has lzeé&uitful term in the field of
stylistics, but also the basis of research in ESRé term has been defined variously
by different linguists. For example, Halliday (1928) defines register as ‘the set of
meanings, the configuration of semantic pattetmet, are typically drawn upon under
specific conditions, along with the words and stuues that are used in the realization
of these meanings’. Mackay (1981) views registea asrm of language use or field
of discourse, which is essential to a discussicstydé. Halliday and Hasan (1985: 38)
divide register into three components: field, teand mode of discourse. According
to William (1984: 315), the field is concerned withe ongoing social activity of a
text, the tenor denotes the social relationshipsvdeen participants and the mode
signifies the medium of communication (e.g. spokenwritten) and the channel.
These three components, taken together, determ@eepister (Halliday, 1978: 31).
In that sense, register may include a wide varétfrelds, which would range from
the language of minor documents like receipts, fiets or greeting cards to more
highly specialized fields like medicine and teclogyl. Halliday adds the
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transactional registers such as those used whimgsahd buying in markets, shops,
etc. and the register of doctor-patient or doctasa communication. This implies
that certain registers are associated with pagroatcupations.

In the first stages of ESP development, the berwdfitegister seemed to be in
identifying some linguistic features by which cérteeaching areas are marked. Since
then, register has often enabled ESP researchénsiastigators to identify different
areas of interests in teaching English to diffeleatners and for different purposes,
as well as identifying, although at a later stafjeesearch within register and ESP,
the discoursal community for these areas. Rich@@@61: 30) explains that ‘register
analysis studies the language of such fields asng@ism, medicine, or law for
distinctive patterns of occurrence of vocabulamrbvforms, noun phrases and tense
usage’. Register analysis is often used in ESPmbination with frequency studies
to identify the linguistic features needed for i on an ESP course (e.g. Barber,
1962; Ewer and Latorre, 1969; Ewer and Hughes-Bavi871; 1972). According to
Hutchinson and Waters (1987: 10), the main goakgfster analysis is to produce a
syllabus focused on the language forms that learweuld commonly meet in their
study and working lives, rather than those thay theuld not meet.

Robinson (1991: 20) states that the identificatddrcertain linguistic features of a
specific domain or field has led some others tonclthat ‘a special language’ will
arise when users in a particular domain use Enghsh particular way, so that
bankers, for example, can be said to use ‘Bankingligh’. Sager et al. (1980: 69)
offer a narrower definition of special languages ‘ssmi-autonomous, complex
semiotic systems based on and derived from genarajuage [whose] use
presupposes special education and is restrictednwnunication among specialists in
the same or closely related fields’. This means$ Hralish as a special language is
based on GE and requires specialized trairiiigat might be understood frothis
definition is that in an ESP context, register geft the view that ESP implies a
special language rather than a specific purposb@part of the learner. For example,
in the ESP situation of the current study, registeuld imply the use of a special
lexis for healthcare and medical purposes, as agkpecial structures that suit the
contexts of the healthcare environment, whethégaming or at work.

De Beaugrande (1989: 6) asserts that languag@éaifec purposes does not fulfil the
requirements for a language in the usual sensiéjsasot ‘composed exclusively for

its own recourses’. Voracek (1987: 53) argues thatterm ‘special language’ is
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inaccurate, while Lauren and Nordman (1986: 20peagthat ‘technolect’ would be
more useful and accurate. However, this term, wisegéx ‘-lect’, as in ‘dialect’,
means ‘a form of a language’ and which therefognifies ‘a special form of a
language’, appears to be uncommon among scholars.

The problem with register analysis and frequenagiss is that they ‘cannot be used
as a main basis for selection’ of syllabus itemeffgy, 1984: 4). That is, register
analysis is insubstantial as a basis for sele¢hiegcontent of an ESP syllabus, in the
sense that it is often difficult to establish withstinguishes a language register.
Register also describes a language rather thamiaggl, so it has more to do with
guantified linguistic features and forms, rathemrtHunction or use (Swales, 1985;
Hutchinson and Waters, 1987; Robinson, 1991; Bhat@03; Flowerdew and
Peacock, 2001a).

Kennedy and Bolitho (1984: 9) add that althouglsé¢h&tudies are useful in teaching a
basic grammatical code of science, they do notcatdi to the learner when s/he
should use the forms and what they mean as act®rmmunication. Widdowson
(1979) strongly criticizes the tendency to providas of the special language of
science, arguing that the pedagogic applicatiorthef results of register analysis
studies has led to the teaching of ‘usage’ as @apts ‘use’. Usage, as Widdowson
(1979: 8) explains, is the exemplification of lingfic rules, where language is seen as
isolated grammatical items, while use is the mammevhich these rules are drawn
upon to perform social acts or the ability to da Stackay and Palmer (1981)
maintain that most studies of register analysisdatize social functions of language
by labelling texts in general ways, without showimlgat detailed purposes they exist
for. This implies that rather than considering ¢éakiitems and structures alone, it is
important to focus on the purpose of learning, ibahelping learners to attain the
communicative ability and knowledge required initHelds of study and/or work.
ESP mainly rests on the premise that we use lamgtmagchieve purposes as well as
to engage with others as members of social gradpisu(d, 2002: 392).

These criticisms of register analysis led to theoed key movement in ESP,
discourse or rhetorical analysis (Dudley-Evans &ndiohn, 1998: 22).
2.3.2RHETORICAL AND DISCOURSE ANALYSIS

Rhetorical and discourse analysis, which was tlcers® stage of ESP development,
emerged as a reaction to the earlier focus ontexgasalysis, with the aim of giving a
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better account of language use by extending thdysisabeyond the sentence
boundary (Hutchinson and Waters, 1987; Beneschl)20at is, the new approach
emerged to address some weaknesses of the oldRaferds (2001: 31) observes
that ‘register analysis focused primarily at theeleof the word and sentence and
sought to identify the registers that characteridiéfitrent uses of language, such as
business letters, academic textbooks, and techmicéihg’. This means that the
approach did not identify the linguistic structuvé longer samples of written or
spoken text; the rhetorical and discourse analgpisroach was introduced in the
1970s in order to do just that (Richards, 2001).ekample of early research in this
area is that of Lackstrom and his colleagues (1968)a thorough discussion of this
research, see Trimble (1985).

Discourse analysis is a means to study texts atiogl to the particular social context
in which they are used (Hyland, 2009: 20). For epianas Johns and Dudley-Evans
(1991: 299) observe, discourse analysis in ESRrseto the examination of written
and oral language, generally for purposes of desigweurricular materials’. This
approach assumes that the importance lies noterrrdlative frequencies of use of
features, as was assumed in register analysigheuthoice of certain features rather
than others in developing a text (Robinson, 19%h)s means that the primary focus
is on the text, whether written (e.g. reports, ringions, letters) or spoken (e.qg.
conversation, lecture, dialogue), rather than #gr@ence. Therefore, the introduction
of discourse analysis changed the focus from seatstructure to identifying and
understanding how sentences were combined to peagheé@aning at a discourse level
(Hutchinson and Waters, 1987).

This marks a movement from usage to use, form twtion and grammar to
discourse and communication (Bhatia, 1993). The emmnt may have been
stimulated by the notion that ‘teaching English asmedium for science and
technology must involve us in the teaching of havestists and technologists use the
system of the language to communicate, and notwhsit linguistic elements are
most commonly used’ (Widdowson, 1979: 13). The agsion is that many ESP
learners will already have a grammatical knowledfiehe language and they are
unlikely to welcome a repetition of instruction ith What they need instead is an
opportunity to use this knowledge to ‘communicatthyweople and to cause things to

be done, to describe and explain events, to qualiy hypothesise’ (Kennedy and
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Bolitho, 1984: 3).The implication for ESP courseideers is that the communicative
needs of learners need to be taken into account whsigning ESP courses.

Johns and Dudley-Evans (1991: 297) argue that disecanalysis is a distinguishing
feature of ESP development that sets it apart iGi#n Kennedy and Bolitho (1984),
Hutchinson and Waters (1987) and Richards (200#) discourse analysis as a
development which had a profound influence on HSWas a logical development of
the functional-notional (F-N) approach to languagkich suggests that there is more
to meaning than just words in the sentences (Huscim and Waters, 1987: 33). In
other words, it suggests that there are other itapbfactors that affect the meaning
of the discourse, such as the context of the seat@futchinson and Waters, 1987).
This view introduced the idea of relating languémen to language use and made use
the main criterion for the selection of ESP teaghimaterials (Dudley-Evans and St
John, 1998: 22).

Hutchinson and Waters (1987: 34) identify two wagswhich the findings of
discourse analysis studies have been used in ESRitg materials. The first is that
‘learners are made aware of the stages in cemrtdipisce transactions associated with
particular specialists fields’. That is, the tractgan of a particular discourse develops
sequentially, one stage upon the other. One exaaighgs kind that Hutchinson and
Waters present is the analysis of doctor-patiemhmanication by Candlin et al.
(1976). Using materials that explain how meaningresated by the relative positions
of the sentences in a written text is the secomrdofisliscourse analysis in ESP. Allen
and Widdowson (1978: 59) argue that this approashikdecome an important feature
in many ESP textbooks, which seek to develop a kedgye of how sentences are
combined in texts to produce real meaning. Thisnse® be an attempt to meet the
needs of ESP learners and to help them to perfpeuific functions (e.g. defining,
classifying, comparing, identifying) in particuleommunicative contexts.

This approach has been criticized on the grounds while it represents the real
nature of discourse, in that it establishes thetional patterns, it does not consider
how these patterns create meaning (Coulthard, 1947). Teaching learners
sentences with particular structural propertiemaking them aware of the functional
patterns in a given discourse does not necessagbn that they will be able to use
these patterns in communication (Hutchinson ande¥8aii987: 37).
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2.3.3. THE FUNCTIONAL-NOTIONAL APPROACH AND
COMMUNICATIVE LANGUAGE TEACHING

The F-N approach to ESP syllabus design and lamgtesghing first emerged in the
1970s as a reaction to the limitations of the $tmat approach (Armstrong, 2005: 12),
mainly to provide learners with an understandinghr® communicative use of the
structures they had learned (Hutchinson and Wate®#87: 26). The structural
approach, according to Richards and Rodgers (1BB6:suggests that ‘language is a
system of structurally related elements for theirmgdf meaning. The target of
language learning is seen to be the mastery of ezlesmof this system’. These
elements include phonological units (e.g. phonepgrgnmatical units (e.g. clauses,
sentences), grammatical operations (e.g. addimgng) and lexical items (structure
words and function words) (Richards and Rodger86197). In this approach, the
syllabus does not address communicative skills,fbctises on the sentence rather
than on longer units of discourse and on form rathan meaning (Richards, 2001:
153). These are some of the limitations of thecstmal approach which are criticized
by advocates of the F-N approach (e.g. Widdows8ri9)L

Krahnke (1987: 30) notes that in the F-N appro&ehcategories of language use are
taken as the organizing principles of instructidime approach is based on the
assumption that learners are learning the langteageme practical end (West, 1992:
2); therefore, the syllabus is usually categoriz@d units based on specific topics
drawn from specific situations for the purpose dfiaving specific objectives.

It is the sensitivity to learners’ needs which e tmain characteristic of the F-N
approach to language teaching (Finocchiaro and Brub®83: 9). In the early 1970s,
as Hutchinson and Waters (1987: 31) and Richar@31(236) contend, the functional
approach began to influence language teaching,rasudt of the Council of Europe
attempting to seek means of teaching European &gegueffectively, ‘particularly
with the needs of adult learners in mind’ (McDonbwmnd Shaw, 1993: 21). In other
words, the Council of Europe attempted to find epdified way of presenting
syllabuses for learning languages and avoidingdbes on certain formal features of
some European languages which were difficult feirtkearners. That is, there was a
need to move away from teaching language as a gaicahsystem to teaching it for
communicative purposes.

The development of the F-N approach was combinéad @ommunicative Language
Teaching (CLT) (Krahnke, 1987: 29). According tovigaon (1991: 263), CLT
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covers ‘methods and curricula that embrace bothgb&ls andthe processes of
classroom learning, for teaching practice that gi@m@mpetence in terms of social
interaction’. This means that teaching languag€lifi is based on inventories which
can be arrived at by considering presumed commitivécaneeds. This way of
teaching stems from a theory of language as a conwative tool (Richards and
Rodgers, 1986: 68).

Littlewood (1981: 93) maintains that one of the trdgaracteristic features of CLT is
that it gives more systematic attention to functioas well as structural aspects of
language. Armstrong (2005: 13) explains that is #pproach, ‘while the teaching of
structures, vocabulary and pronunciation are naflewted, learners are generally
given the opportunity to communicate in speech wamniting, with an emphasis on
fluency and the primacy of communication’. Larseredman (1986: 132) identifies
the most distinctive techniques of CLT as studevdsking in pairs or groups, role-
plays and problem-solving tasks. Howatt (1984: 23@&)s that in CLT there is an
emphasis on acquiring language through communicatia not only ‘activating an
existing but inert knowledge of the language, bu} $timulating the development of
the language system itself’. This means that thguage is used to be learned.
Swales (2000: 61) points out that ESP has goodemtioms with CLT. Some ESP
scholars tend to believe that CLT best satisfiesréguirements of ESP and prepares
learners for the use of English in real life. Foample, Widdowson (1979: 252)
observes that ‘in ESP a communicative approach séeive the obvious one to adopt
because even the most elementary assessment &f neeedls that learners will have
to put the language to actual use outside the kEggueaching context’. This
approach was investigated in the current studyeé&vehether HSC English language
teachers used it or not.

The F-N approach is not also without limitationsitthinson and Waters (1987: 32)
argue that its main problem is that it was adopte@ replacement for the structural
approach and not particularly taken as a syllatsedfi The two approaches are seen
as being in opposition (McDonough, 1984: 55), witteey should complement and
support each other, since structurecontext = function (Hutchinson and Waters
(1987: 32). Kennedy and Bolitho (1984: 10) and Rrds and Rodgers (1986: 74)
criticize the F-N approach as merely replacing st grammatical items with lists of
notions and functions, making it only a specifioatof products rather than a way of

teaching communicative processes.
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2.3.4SKILLS AND STRATEGIES

While the above approaches all focus on the suatetures of the language, the
skills-strategies approach is concerned with thentadleprocesses that underpin
language use. According to Hutchinson and Wate88411 13), the basis of this
approach is that:

underlying all language use there @ommon reasoning and interpreting
processes, which, regardless of the surface foenable us to extract
meaning from discourse. There is, therefore, nal nedocus closely on the
surface forms of the language. The focus shoulterate on the underlying
interpretative strategies, which enable the leatoecope with the surface
forms.

That is, successful language learning and teaathépgnd not only on the analysis of

the nature of the language but also on understgnttie psychological processes
involved in comprehending and producing it. Redears have long paid attention to
the psychological processes involved in compreloenand production. Within ESP,
for example, Widdowson (1978) discusses the ingtapive strategies used by both
the reader and listener to discover the meaninmkhown words (e.g. guessing their
meaning from the context in which they are presknémalyzing their meaningful
parts). Recently, there has been an increase @ands into these strategies (e.g.
Schmitt and McCarthy, 1997; Schmitt, 2000; Laufend Yano, 2001; Alfehaid,
2006).

The skills-strategies approach to course desigalased to projects in ESP to develop
certain abilities, skills and strategies in stude@tg. works on reading skills include
those of Grellet, 1981; Nuttall, 1982; Alderson &hdjuhart, 1984). It usually aims to
help learners in developing their skills and styege not only during the ESP course
but after it. The purpose is not to identify a spkcorpus of linguistic knowledge, but
to make learners better processors of informabased on the belief that people learn
by thinking about and attempting to make sense lo&twhey see, feel and hear
(Hutchinson and Waters, 1987: 43). Kim (2008: &aslies that ‘learning is a process
of relating new events or items to existing consepta meaningful way through the
senses’.

In a skills syllabus, as Johnson (1996: 164) maistdanguage behaviour is divided
into skills, as in general areas of reading, wgitihstening and speaking, then into
sub-skills or micro-skills, as when reading (whidn be described as a macro-skill)
is broken down into reading for information, skinmgiand scanning. It is suggested
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that underlying the skills syllabus is Widdowso(1®981: 2) distinction between the
‘goal-oriented’ approach to course design (i.e.edasn a description of terminal
behaviour: focusing on the ends of learning) amd‘pinocess-oriented’ approach (i.e.
based on transitional behaviour: focusing on thamaef learning). The F-N syllabus
and the structural or grammatical syllabus tenfbéois on the end products or results
of the learning/teaching process, while the sk#jlabus tends to focus on how
language is learned and used (Nunan, 1988a: 40).

The skills-centred approach, as synonymous with pghecess-oriented approach
(Hutchinson and Waters, 1987: 69), is realistifoirusing on strategies and processes
which enable learners to be aware of their abdgljtimotivating them to approach
target texts on their own after their course (HEMED82: 8). It enables learners to
activate some skills and strategies which they exgected to apply in using the
language (Widdowson, 1981: 5). This seems to beffattive way of learning the
language, since it sees learners as users of lgagwher than as mere learners
(Hutchinson and Waters, 1987: 70). It focuses ohabeur or performance in
relation to specific activities and tasks (Richar2@01: 161), making it suitable as a
framework for designing related syllabuses and rrad$g which in turn is more likely
to produce a course related to learners’ needs.

The skills-centred course design can be seen tmked with needs analysis within
ESP (Benesch, 2001; Hyland, 2006). That is, throb@) course designers can
identify priorities from among the four main langesskills for a particular situation.
Hutchinson and Waters (1987: 70) point out that ]Ndvides a basis to discover the
underlying competence that enables people to periotarget situations.
Traditionally, the skill-centred approach has bemiticized for not focusing on
developing more integrated and global communicatakelities, because it is
concerned only with discrete aspects of performaiiehards, 2001: 161). This
implies that breaking language into distinctivellskinight make learning ineffective
and that language needs to be learned as a whbler than in separate categories,
since the four language skills do not generallyuoda isolation in real-life situations.
However, the recent trend in designing languagesesuhas been towards integrating
the four language skills (Brown H, 2001: 232). Bkihtegration is usually manifested
in the adoption of the modern ‘whole language’ apph to language curriculum
design, whereby reading, for example, is treatedras of three interrelated skills
(ibid). According to Oxford (2001: 5), one importadvantage of the integrated-skill
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approach is that English language learners ardeclygd to interact naturally in the
language, since they are exposed to authentic dagguherefore they can gain a true
picture of the richness and complexity of Englisheanployed for communication.
McDonough (1998b: 323) points out that ‘in the diglf ESP, there is a natural link
between the principle of integrated skills teachemgd the notion of the “target
situation”, for the obvious reason that a learnexientual goal is a real-world
professional or academic context’. The suggest®rnthat ESP students can be
introduced to and trained in tasks similar to idal-ones, i.e. ‘employing the same
skills and strategies as would be required in Hrget situation’ (West, 1997: 34),
such as doctor-nurse dialogue for medical purposes.

One of the most common ways to approach the inegraf the four skills is task-
based language teaching (Brown H., 2001: 242). @pmroach makes use of tasks
(e.g. following directions, giving instructions) a@lse basic units of planning and
instruction in SL teaching (Richards, 2001: 161jafl is, tasks drive language
classroom activities, define syllabuses and detsmaissessment procedures. In this
study, a task is generally ‘an activity or goalttisacarried out using language’ (ibid).
To explain this, ‘tasks are activities which haveaming as their primary focus.
Success in tasks is evaluated in terms of achienemian outcome, and tasks
generally bear some resemblance to real-life lagpguese’ (Skehan, 1996: 20). It is
argued that the task-based approach to ESP refgsesermable response to the study-
and work-related needs of students. Indeed, margemoNAs in ESP increasingly
use tasks as the focus of investigation (Basturkni0: 144), based on the
argument that ‘learners are far more active anditiogly-independent participants
in the acquisition process than is assumed byrtomeous belief that what you teach
is what they learn, and when you teach it is whesytlearn it' (Long, 2005b: 3).
According to Long and Crookes (1992: 44), the desiftask-based syllabuses for
ESP needs to include the identification of targsks, breaking these tasks down into
task types and deriving pedagogical tasks fromethask types. The implication is
that task-based approaches to ESP create conditioniearners to communicate
through interaction in the target language, intaedwuthentic texts to learning
situations, enhance learners’ own personal expegi@md link classroom language
learning with language activation outside the c¢la@® (Nunan, 1991: 279). Still,
while task-based instruction considers studentsgmily as users rather than learners

of language, the assumption is that ‘a truly valghroach to ESP must be based on an
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understanding of the processes of language ledrthgchinson and Waters, 1987:

14), an approach which is discussed below.

2.3.5. THE LEARNING-CENTRED APPROACH

The concept of the learning-centred approach wasduaced by Hutchinson and

Waters (1987). This new perspective contrasts with previous four approaches,
which focus on descriptions of language use (ilgatvgtudents do with the language),
addressing instead what they have to do in thesrdas to learn the language. The
point is that too much emphasis was felt to havenbeut on the identification of

language to be learned and taught in ESP courgsktoarlittle on how this language

was to be learned and taught. Bowers (1980: 66grabs that syllabuses ‘have been
constructed which consider the learner not quan&rabut qua user of the target
language in defined communicative contexts’. Advesaof the learning-centred

approach suggest that ‘a language is best learrfezh wthe focus is not on the
language, that is, when the learner’'s attentiofocsised on understanding, saying,
and doing something with language, and not whem #tiention is focused explicitly

on linguistic features’ (Kumaravadivelu, 2006: 9Bjutchinson and Waters (1987:
14) clearly explain the point:

our concern in ESP is not with languagse — although this will help to
define the course objectives. Our concern is wathguagelearning We
cannot simply assume that describing and exemptfywhat people do with
language will enable someone to learn it. If thatevso, we would need to
do no more than read a grammar book and a dic{anaorder to learn a
language. A truly valid approach to ESP must beethas an understanding
of the processes of langudgarning

The learning-centred approach aims to maximize pbe&ential of the learning

situation and to look beyond the competence thables the learner to perform, to
discover how the learner acquires that competehioes. might involve considering
very fully the process of learning, learners’ matien and learning styles (Dudley-
Evans and St John, 1998: 26). As Holliday (1984: @%s it, the learning-centred
approach is more liberal than traditional approadbeESP.

According to Hutchinson and Waters (1987: 74),ld@ning-centred approach takes
the learner fully into account at every stage eftburse design process. This has two
implications. First, course design in the learnoegired approach is a negotiated
process, in which both the ESP learning situatimhthe target situation influence the

nature of the syllabus, materials, methodology ewdluation procedures. This, in
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turn, implies that learning is not only a psychabad process but also a negotiated
one. Second, course design in this approach inandic process where needs and
resources vary with time and feedback channels bavge established to see the
response to the development of the ESP course.

Hutchinson and Waters (1987: 74) identify a nundiestages of the learning-centred
course design process. It begins by identifyingriegs in relation to analyses of both
the learning and target situations. The authorsitpout that the learning situation
relates to theoretical views of learning, while theget situation relates to theoretical
views of language. The second stage involves twskstathe first being an
identification of learners’ attitudes, their potehtnneeds and wants, and the
constraints of the learning and teaching situatadrihe same time, there should be an
identification of the skills and knowledge requiredfunction in the target situation.
This leads to the stages of writing the syllabud amaterials to make use of the
learning situation to acquire the skills and knalge required by the target situation,
then evaluating this syllabus, followed by the emtion of the earlier stages as
necessary. Thus it is a dynamic process (Hutchirmswh Waters, 1987: 74). What
seems to be unique in the learning-centred appréackSP is that it includes
evaluation as an integral part of the course deprgoess (see section 2.6 for more
details of course evaluation).

The learning-centred approach seems to imply that analysis of the learning
situation and that of the target situation go handhand. That is, they are seen as
complementary rather than conflicting. Bloor (198%) asserts that it is desirable to
analyze the needs of both the target and learntogti®ns in order to construct an
adequate teaching/ learning syllabus. Likewise, bfuiigh (1984: 31) states that a
detailed specification of target and learning neeadsild be both welcome and
necessary.

Hutchinson and Waters (1987: 72) distinguish betwie terms ‘learning-centred’
and ‘learner-centred’. They prefer the former beeathe latter suggests that ‘learning
is totally determined by the learner’ and thusrlayt learner-centred approach does
not really exist’; whereas reference to ‘a learnrtegtred approach’ places the learner
as one factor in the learning process and sugdkatslearning is ‘a process of
negotiation between individuals and society’ (Hirtsbn and Waters, 1987: 72). This
implies that the learning-centred approach is s&sem communicative approach in the

sense that ‘communicative’ means ‘making decisiapgropriate to the educational
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environment, about whether or not, or how ofterh&ve pair or group work, and
about the lesson’s focu®n speaking, reading, writing, grammar, pronuneratetc.,
none of which need be precluded in a communicatp@oach’ (Holliday, 1994: 7).
This, in turn, means ‘taking into account the neadd expectations of all parties
involved in the learning process when designingsesli and selecting methodology’
(Hutchinson and Waters, 1984: 108), i.e. ‘all thetips that make up the social
dynamics of the classroom and the wider socialemilihat affects what happens in
the classroom (e.g. course directors, institutegguals’ (Holliday, 1984: 29).

While its negotiated and dynamic nature makes #®ning-centred approach a
valuable one, it has been criticised as complextene-consuming (Hutchinson and
Waters, 1987: 77), which may have restricted ifgd@enent to some extent.

2.3.6 GENRE ANALYSIS

Swales (2004: 3points out that ‘the first use of the term genré&BP only occurred
in 1981’. According to Paltridge (2001: 2), it wisst introduced in an ESP Journal
article by Tarone and her associates on the largabgcientific research reports and
in Swales (1981).

In one definition: Swales (1990: 58) states that ‘a genre comprisetass of
communicative events, the members of which shareeseet of communicative
purposes. These purposes are recognized by thetexmenbers of the parent
discourse community, and thereby constitute themale for the genre’. Swales
(2004: 61) himself admits that he is ‘less sangwheut the value and viability of
such definitional depictions’. Based on Swales’im&bns and others, Bhatia (1993:
13) offers a comprehensive definition of genre:

It is a recognizable communicative event charanteri by a set of
communicative purpose(s) identified and mutuallydenstood by the
members of the professional or academic communitywhich it regularly
occurs. Most often, it is highly structured and wemtionalized constraints
on allowable contributions in terms of their intepbsitioning, form and
functional value. These constraints, however, dtenoexploited by the
expert members of the discourse community to aehjgwate intentions
within the framework of socially recognized purp@3e

A number of differences can in fact be observedvbenh the above definitions. For
example, Swales seems to focus on linguistic ardokgical aspects of genre,

whereas Bhatia’s definition also considers the pslagical aspect.

11t is to be noted that there is no absolute cosiseroncerning the definitiasf genre (see Swales
1990; Robinson, 1991; Johns, 1993; Hammond andvidenka, 2001).
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Hyon (1996: 695) observes that ‘researchers in i34 been interested in genre as a
tool for analyzing and teaching the spoken andtenritanguage required of nonnative
speakers in academic and professional settingds iBhknown as genre analysis
(Swales, 1981, 1990; Bhatia, 1993; Berkenkotter ldadkin, 1995; Benesch, 2001;
Basturkmen, 2002; Johns, 2002; Hyland, 2006). Adiogr to Bhatia (1997: 313),
genre analysis:
is generally understood to represent the studyirafulstic behaviour in
institutionalized academic and professional sestingstead of offering a
linguistic description of language use, it tendsffer linguistic explanation,
attempting to answer the questidihy do members of specific professional
communities use the language the way they do?
The scope of ESP has broadened and become ‘thi¢kariclude genres of writing,
speech and perhaps interaction which ESP learni#éirase in their academic and/or
professional discourse communities. As Swales (2@P4£xplains, ‘there has been a
continuing and accelerating interest in centragjzime concept of genre in specialized
language teaching and in the development of primieas communication skills’.
Research into genres in ESP may ‘include discussiath insider members of the
community to identify which genres are highly sigrant for the group, the
communicative purposes of these genres, and expedaheld for them’
(Basturkmen, 2006: 56). This type of research cae gisight into the ways of
thinking of those in the target communities anceofinguistic, social and cognitive

information.

Hyon (1996: 694) identifies three different apptoes to genre analysis or what he
calls research traditions. The first is ESP Analysivhich primarily comprises

Swales’ (1981, 1990) and Bhatia’s (1993) works enrg. The second is the North
American New Rhetoric studies, whose exponentsudelBazerman (1988) and
Berkenkotter and Huckin (1995). The third is the stalian Genre Theories,

represented by the work of systemic functionaluists such as Martin (1989), Cope
and Kalantzis (1993) and Halliday and Martin (1998Icher (2006: 141) maintains
that these three traditions ‘have been instrumentahoving ESP toward a more
sociorhetorical view of genre’. Hammond and Derek& (2001: 186) add that ‘they
serve to highlight the similarities and differencésiow the notion of genre has been

adopted as a theoretical construct as a basisrémtipal teaching strategies’. For
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thorough discussions of these traditions, see Yufi®97) and Hammond and
Derewianka (2001).

Robinson (1991: 27) observes that ‘genre analysisan exciting and fruitful
development within ESP’. This seems to be trugesgenre analysis research in both
professional and academic contexts is rapidly dgieg (e.g. Bhatia, 1993; Hafner,
1999; Paltridge, 2001; Samraj; 2002). Ford-Sumrgf06§: 8) notes that genre
analysis has increasingly been applied within tkealthcare field, as it relates to
medical practice and education. There have beely stadies that focus on analyzing
genre in different healthcare contexts (e.g. Shalet 2001; Eggly, 2002; Hussin,
2002). This means that genre analysis can be heipfdentifying the nature of the
written and spoken language associated with thdthoaae field as well as its
cultural, social and contextual features. It calp e understanding how professionals
in the field speak and write appropriately.

The problem with genre analysis is that it is maidéscriptive and usually ignores
important issues that impact on students’ languagening, such as their learning
needs, attitudes and interests. Dudley-Evans (162y:also argues that the use of
genre analysis in ESP classrooms can hinder thelafanent of students’ individual
voices. Moreover, West (1997: 37) maintains thatdrhas been a disappointing lack
of application of genre analysis research to pegwgdhis suggests that some
findings of genre analysis do not always seem ¢penly inform course designers or
promote the choice of appropriate teaching materiblhere remains the question of

how easily the findings of genre analysis reseaechbe translated into pedagogy.

2.3.7. DEVELOPMENTS AND CURRENT STATUS OF ESP

The above review of approaches to ESP developmawti@ad one to recognize the
lack of fairly recent literature in this field. D@ge this, the review shows that ESP has
undoubtedly benefited from the various approacleseribed above, such as register
analysis, discourse analysis and genre analysigkdJhe first days of ESP when one
or two of these approaches dominated the fieldetiee currently an ‘acceptance of
many different approaches and a willingness to different types of materials and
methodologies’ (Dudley-Evans and St John, 1998. B@wever, while ‘it is better
seen as a recently-evolved species that best shiveertain secluded and restricted
kinds of habitat’ (Swales, 1985: 208), ESP candsndgrom a different viewpoint.
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Widdowson (1998: 3) argues that the term ‘English $pecific Purposes’ assumes
that it is English which is somehow ‘peculiar toetmange of principles and
procedures’ which determine that particular prat@ssand so we have ‘English
which is specific, associated with a kind of ingitnal activity which is also
conceived of as specific’. He questions the natiréhis specificity and concludes
that ESP ‘is what communication in English in gehés all about’. Communication,
he asserts, is closely related to community antlieul That is, if people do not share
a common view, a common culture and the linguisditegorization that goes with it,
‘then communication will prove difficult’ (Ibid: 6)In presenting some examples of
texts, Widdowson explains that when a text failtetdualize a discoursal relationship
(although its syntax and semantics are clear)gthglt be no convergence on shared
knowledge, no common frame of reference. That tiseré is cohesion without
coherence’ and what causes the problem is ‘a diggarperceptions of the world’
(Ibid: 5-6). Therefore, one cannot make sense @adicular text unless one is
provided with a frame of reference and is famwiéth the relevant discourse. In other
words, understanding the syntactic structure okx tloes not necessarily mean

comprehending it as a discoursal process.

The main conclusion is that knowing the languagendt always enough to
communicate. As Young (2009: 145) points out, ‘aséanguage is only one way in
which individuals create a community’. The emphasee is on the ‘discourse
community’ of communication in ESP cases. In thostext, Widdowson (1998: 7)
observes that ‘communication implies community amembership is mediated with
the meaning of the text’. It is not enough to kntve semantic meanings of the
words, because ‘words are schematically connectéadrin the conceptualizations of
reality which define the culture of a particulascburse community’. This means that
being acquainted with the aspects of the cultura pérticular discourse community

is of considerable importance in communicating wiih

The implication here is that attending to ESP tearmeeds not only develops
students’ language ability but also introduces thenthe culture of their discourse
community. This means that when investigating ESidents’ needs, it is important
to ‘perceive the target situation and the learnsitgation as aspects of the same

continuum identifiable as social action or commatiie exchange’; therefore, ‘a
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course objective should not be to separate theestiftom the language they have to
learn, or the language from its circumstance of as¢he act of acquisition from the
act of use’ (Holme, 1997: 4).

Basturkmen (2002: 31-33) identifies some areasnqgliry that ESP researchers
should address in order to work towards the devetor of ESP. These
uninvestigated areas include the role languagespiayworkplace, academic and
professional environments (How does ESP teachiagemt the roles of language in
these specific environments? How do people commatmim these environments?),
the nature of competency in ESP (How can competanBSP be defined? What are
its constituents? How is language competency vieinedorkplace, academic and
professional environments and how does an indiVslulanguage competency
impinge on progress in them? What makes someor@mananicatively competent
doctor, nurse, etc.? How are language needs dé&jindue nature of ESP learning
(What is the role of ESP learner motivation? Whagcgal characteristics does the
learner need to have to be successful in learnivilg&t conditions may lead to greater
or less success for the ESP learner?) and theidanct ESP teaching (What are the
mission statements, aims and objectives of ESPiteg@rojects and courses? What
is the function of the ESP teacher? What qualitied knowledge does the teacher
need? What roles does the teacher play in the ESBraom?). The current study is
inspired by questions such as these.

As Basturkmen (2002: 29) argues, it is in explotimgse areas that some fundamental
aspects of ESP can be established. Otherwise, £8Rly partially explained and
may continue to focus on practice rather than thelirfollows that investigating
these areas may lead to a broad theoretical basiESP. This underlying theory
could be based either on the specific nature otdkts that learners need knowledge
of, or on the needs-related nature of teaching [®uBHvans and St John, 1998: 1). It
may be concluded that the literature has focuselynan practical issues of ESP
and on relating course and materials design tonégar needs. These issues are

discussed in the following sections.

2.4. ESPCURRICULUM DEVELOPMENT PROCESSES

According to Richards (2001: 2), the history ofdaage curriculum development

starts with the concept of syllabus design, whigtcansidered as one aspect of it.
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Syllabus design is the process of developing alsy$ and normally focuses on the
selection and organization of the content of ai@aer course (White et al., 1991,
Richards, 2001). It is suggested that the procé4sS® curriculum development is
more comprehensive than that of syllabus desigm.tk® purpose of the current
study, curriculum development refers to ‘the preessthat are used to determine the
needs of a group of learners, to develop aims &jettves for a program to address
those needs, to determine appropriate syllabusseastructure, teaching methods,
and materials, and to carry out an evaluation ef ldinguage program that results
from these processes’ (Richards (2001: 2). Thigdieih implies that the process of
developing an ESP curriculum is composed of differeterrelated stages or
components. It follows that there should be an mimg way of covering these

components.

Various models of language curriculum developmeawehbeen suggested by a
number of curriculum design experts (e.g. BrowrBZ9Vhite et al., 1991; Graves,
1996a; Richards, 2001; Nation and Macalister, 20While these models generally
vary in their emphasis and major components, theyeha notable commonality,
namely that the curriculum development processiisragoing cycle. Given the time
and resource constraints, the current study malses af Brown’s curriculum
development model (1989: 235) because of its fietyiland simplicity. According to
this model, the curriculum development processdmasomponents: needs analysis,
objectives, testing, materials, teaching and ev@mlnaof the curriculum being

developed, as depicted in Figure 2.1.
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Figure 2.1: Brown’s Language Curriculum Development Model (Brown, 1989:
235)

Brown (1989: 236) describes his model as a systermagproach to designing and
maintaining a language curriculum. This means thatan be adopted for the
maintenance of an existing language course suciheasSP course under study.
Course curriculum development in this model is seea process which may change
and adapt to new conditions and requirements. Tlheselitions might be, for

instance, changes in needs and attitudes, in emagat or resources.

Figure 2.1 above suggests that the six componemntstitute a closely integrated and
interrelated process. The implication is that angfgain one component will tend to
affect the other components and the whole prod¢agsre 2.1 also shows, as Brown
(1989: 236) notes, that curriculum evaluation eatral component that connects all
of the components and holds them together. Thaaish component is evaluated to
provide a continuing process of curriculum develepm While it does not
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necessarily occur as a series of steps in a fixeerpthis process normally starts by
conducting an NA as a key step (see section 2ds.3ldtails of NA). Each of the
other components is arranged according to thenmdition and insights obtained from
the NA. Therefore, goals and objectives are fortedlaaccording to the learners’
needs. The third component is developing apprapaasessment procedures, which
should be based on the goals and objectives. lexinformation obtained from the
NA, the goals and objectives and the assessmenused in the selection and
development of appropriate materials and instractibhe last component is the
ongoing evaluation of the earlier components anth@fcourse as a whole in terms of

their appropriateness and effectiveness (see sezitofor details of evaluation).

In sum, following a systematic approach to curucaldevelopment such as the one
shown above ensures a direct link between needsseoobjectives, materials,
assessment and instruction. It may be concludedl ttha logical first step in

developing an ESP curriculum is to identify the @fie needs of learners, as

addressed in the following section.

2.5. ESP LEARNERS NEEDS

There is a widespread assumption that ESP is das$igrainly to meet the specific
needs of learners. Indeed, in much of the ESRatiteg, there is a general consensus
that ESP is driven from the outset by learnersdsg®&obinson, 1991; Jordan, 1997,
Dudley-Evans and St John, 1998; Master, 1998; Hidewe and Peacock, 2001a;
Johns and Price-Machado, 2001; Hyland, 2006; Hgrd07, Basturkmen, 2010).
Any discussion of learners’ needs naturally presspp a preliminary clear
understanding of what is meant by the term ‘needsthe context of language

learning in general and in ESP in particular.

2.5.1. DEFINITIONS AND CHARACTERISTICS OF NEEDS

The first essential point to make is that the téneeds’‘is both ambiguous and
imprecise’ (Chambers, 1980: 26); it ‘is not as igtiforward as it might appear’
(Richards, 2001: 54). The term has been conceptghirery differently by a number
of researchers. Hence, it may cover a broad rafgeeanings in the ESP context,

such as learners’ goals, desires, preferences, mtEnaterests, necessities, wants,
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expectations, lacks, requirements and motivatidineir awareness of their rights,
their language proficiency, their reasons for tgkim course, their teaching and
learning constraints, gaps in their knowledge awenetheir fantasies (Chambers,
1980; Beatty, 1981; Richterich, 1983; Brindley, 498ohnson et al., 1987; Robinson,
1991, Benesch, 2001; Hyland, 2006).

Widdowson (1983: 20) explains that ‘the absencelisfinction between aims and
objectives leads to an ambiguity in the expressibtearner needs’. He goes on to
explain that aims can refer to what the learner @le to do with the language once
s/he has learned, leading to a goal-oriented diefimiof needs which suggests that
they are related to the ends of learning the lapgu&uch aims, goals or ends are
distinct from pedagogic objectives, a term whicferg to what the learner has to do
in order to learn the language and whose use itediaprocess-oriented definition of
needs, relating them to the means of learningahguage. It can be understood from
these two complementary definitions that needo#iem closely related either to the
aims or to the objectives of learning the langudgethis respect, Holec (1980: 7)
emphasizes that defining objectives is very impdrta the identification of needs.
He observes that the definition of an objectiveediBer content-centred or learner-
centred is based on three factors. The first isttiexre is a core of knowledge that is
essential for all learners and has been predetoyebihguistic analysis. This might
differ in some respects from the specific knowledf§¢he language that a particular
group of learners may wish to acquire. The secanthat the minimal level of
competence is defined by criteria that are independf the learner (usually taking
the native speaker as a model). The third facttrasthe purpose of defining needs is
to set up a teaching system and to develop teachatgrials which are efficient and
cost-effective.

While Widdowson (1983: 20) maintains that the amliigconcerning needs is a
result of the failure to distinguish between aimd abjectives, West (1994: 3) argues
that it stems from the needs themselves, becaeseirtblude various contradictory
concepts such as necessities or demands (alsa add)ective, product-oriented or
perceived needs), learners’ wants (subjective @ir feeds) and the methods of
bridging the gap between these two (process-odentzds). Chambers (1980: 26)
considers this terminological inexactitude a camsfaroblem and maintains that it
sometimes appears that although researchers amestdad in essentially the same

phenomena, no two projects refer to them by theesaomenclature. To overcome
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this problem, it seems that a researcher has eithée exhaustive and take into
consideration the whole range of meanings whicht¢he ‘needs’ may cover, or to
limit him/herself to a narrow and unequivocal defon of the term.
Robinson (1991: 23) offers a practical descriptbmeeds as ‘a matter for agreement
and judgment, not discovery’. This suggests thatlsalready exist with learners and
are merely required to be brought into the lightwidver, Brindley (1984: 29) offers
an opposing view that ‘need is not a thing thastsxand might be encountered ready-
made on the street. It is a thing that is constdictThis view is shared by Richterich
and Chancerel (1987: 9), who say that needs ‘ateupuby individuals or groups of
individuals from an actual example of experiendéeds in this case do not exist
prior to a project, but rather appear to be a prodtiprevious educational experience
negotiated by those involved in this experienceg.(éanguage teachers, learners,
employers). For many, the term ‘needs’ implies ttestre is a gap to be bridged
between a present state and a desired future or@rogress to be made toward a
desired goal, or a change to be made (Beatty, 188ies, 2000). It follows that ESP
courses aim to bridge this gap or some part dbifielp learners to make progress
and/or to effect the preferred change.
Although scholars thus describe learners’ neederdifitly, most (e.g. Trim, 1980;
Brown 1995;Harding, 2007; Cooke and Simpson, 2008; Reguz2ii8) agree that
needs:

1. are multiform or multifaceted,;

2. are amenable to change;

3. are not constant or fixed facts;

4. vary from one person to another depending on therantion between

individuals and their environment and on theirats;
5. are not entirely independent;
6. are always constructed;

7. can be identified and analyzed.

It is accepted nowadays that in the ESP contexeds’ is a broad term covering
learning and linguistic factors (Hyland, 2006: 73)Jowever, as observed by
Richterich (1983: 3), ‘what is essential is nohsach to give an accurate definition of
the word “need” as to measure pragmatically thecational, ideological and political

effects, scope and impact in the actual processeathing and learning, of the
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methodological issues related to the identificatbbmeeds’. Therefore, the ambiguity
of the term and its multiple meanings should noséen as a major problerm this
study, ESP learners’ needs are understood to iedhueir reasons for studying ESP,
their current abilities in the main language skiEnglish language tasks, functions
and activities that will be used both in their amait studies and target careers, the
extent of English language proficiency in each nekitl required in their academic
studies and target careers, means for learningitep&SP, e.g. methodological and
materials preferences, difficulties or problemscemtered while learning and using
English and information about the circumstancewich English is learnt and will
be used.

2.5.2. TYPES OF NEEDS

It is clear from the above that there is no absohgreement regarding the definition
and consequently the types of need (Chambers, 19B) does not necessarily mean
that it is difficult to know what needs are, onlhat their nature may vary according to
who is discussing them. The following subsectioxen@ne ways of categorising ESP
needs.

2.5.2.1. REAL Vs. IDEAL NEEDS

De Escorcia (1985: 229) distinguishes between tpes of needs. According to his
distinction, in English language learning, espégiad ESP, there are real needs and
ideal needs. He describes real or what Harding 12@0) calls immediate needs as
those that are realized in most cases towardsrti@klearnerstareerswhen more
specialized up-to-date reading material has to ledled’. This has three
implications. First, learners may not feel a realirmmediate need for specialized
English at the time they are offered their ESP sesir thus it is important to raise
their awareness of the target situation and o&ssociated real needs. Second, they
should not often be expected to make sound judgmehbbut their real needs,
because, as Scrivener (2005: 71) argues, studentsngly do not know what they
need or want. Richterich and Chancerel (1987: ) abserve that ‘experience shows
that in general the learner is little aware ofe®ds and, in particular, he is unable to
express them in very clear terms’. This also suggest teachers or instructors are
responsible for investigating learners’ needs amdréising their awareness of the
need to express and explain their needs and dtfésu Third, real needs are usually

seen to be closely related to what occurs in thgetasituation, in contrast to ideal
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needs, which as the term implies, refer to an id@aation or state in which learners
are expected or supposed to be. De Escorcia (E28jexplainsit thus:

Every student in a Colombian university is awanean abstract general
way, of the necessity of studying English. He kndlat a great deal of the
literature in Science and Technology is mainly Elde in English. He also
knows that an ambitious professional who wantsaaghduate work will
often have to find his way to a university in th8Al

Apparently, this type of need, the ideal need, may according to one’s standpoint
and particular circumstances, whereas the realimapy need, for De Escorcia, is the
minimum knowledge that learners must have in orterfinish their studies
successfully and easily.

2.5.2.2. OBJECTIVE Vs. SUBJECTIVE NEEDS

A number of scholars (e.g. Brindley 1989; Brown939Tudor, 1996; Van Avermaet
and Gysen, 2006) identify two different and prolgabbntrasting types of need:
objective and subjective. On one hand, Brindley8@t970) and Van Avermaet and
Gysen (2006: 20) state that objective needs arsetlwhich can be derived from
factual information about learners, their use ofglaage in real-life communicative
situations, current language proficiency and laggudifficulties. That is, objective
needs are gathered from objectively observable @tavn, 1995: 36). This means
that objective needs tend mainly to concern cordiaguistic factors. On the other
hand, subjective needs are those of learners inld@ning situation, derived from
both cognitive and affective factors (e.g. theilf-kaowledge, awareness of target
situations, attitudes towards learning English, twaand instructional expectations)
(Brindley, 1989; Belcher, 2006). In other words,bjeative needs refer to
unobservable data such as desires (Brown, 1995it3§n be said that terms such as
‘self-knowledge’, ‘attitudes’, ‘wants’ and ‘expetians’ address broader concepts
within needs and possibly not only linguistic bigoanon-linguistic factors. That is,
the emphasis seems to be on how learners learrudgegand this can entail
encouraging their participation and investment.

Brindley (1989: 70) maintains that it would be pbks to collect data on both
subjective and objective needs, while Graves (1928 points out that subjective
needs are often as important as objective ondsairthe latter may not be met unless
the former are taken into account. This suggesisithESP course design, objective

and subjective needs should be identified and bathnWhile considering only
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subjective needs formulated by learners themseWitisput paying attention to their
objective needs, may not be in their long-term regts, an exclusive focus on
objective needs may also not be desirable (Vanget and Gysen, 2006: 21).
2.5.2.3. TARGET Vs. LEARNING NEEDS

Hutchinson and Waters (1987: 54) make a distinctietween target needs and
learning needs. Generally speaking, the formemdua learners require in the target
situation, i.e. the knowledge and abilities theystruave to be able to perform to the
required level of competence and proficiency intdrget situation. Chambers (1980:
30) describes these as real and long-term needshidson and Waters (1987: 55)
classify target needs into three types:

1. Necessities: These are the demands of the tangetisn, i.e. what learners
need to know to function effectively in the targetuation (e.g. linguistic
features: discoursal, functional, structural, lekic Necessities represent the
destination.

2. Lacks: It is important to match the target proficg against the existing
proficiency of the learners. The gap between themwhat the learner lacks,
e.g. in order to read text in a particular subggeia. Lacks are considered to be
the starting point of a journey towards the aboestidation.

3. Wants: These represent the learners’ view of whair town needs are, i.e.
what they feel they need, which might be differesotn or conflict with the
views of other people involved such as course desgy teachers and
sponsors (e.g. the learners’ personal aims forystgdEnglish). Wants are
considered to cause disputes as to what the destin@gepresented by the
necessities) should be.

In view of the above descriptions, it could be @&djthat all subtypes of target needs
are concerned mainly with language use, particuiarthe target situation, which as

Chambers (1980: 29) asserts, ‘has so far beenyaggwred’ in NA research.

In addition, language needs appear to be seenradtar of negotiation between the

learners and their society. It also seems that Ibeitessities and lacks represent
objective needs, whereas wants represent subjeotnes, but the perception of

particular needs as objective or subjective may #am one person to another. This

raises the possibility of conflicting needs and t8aammong the parties involved. For

example, Robinson (1991: 8) maintains that studamtisteachers may be expected to
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have divergent views of ESP needs. Presenting amge of the potential conflict in
the identification of students’ needs, Young (2008} writes:

Take the situation of students attending a unitsefsundation course before
setting out for their chosen faculties. Their owergeptions may prioritize
fluency in informal conversational situations; théeachers may place
greater emphasis upon the reading comprehensiowatng skills required

to pass successfully through this stage of theesysthe faculties may
require study skills, note-taking, report writingy;, the ability to construct
argument; the wider community to which they aretides may perceive
student needs rather differently again, and by rarma homogeneously.

This does not mean, however, that the needs ofrtecydar project are inherently
contradictory. Harris and Bell (2003: 42) emphagdisat ‘different individuals and
different groups will have different needs’, whiteennedy and Bolitho (1984: 14)
write more optimistically of the possibility of ‘agement on needs between teacher
and student’. What seems to be required, as Chan{t®80: 26) suggests, is to
establish the different levels of need and allohssystem of priority among them.
Porcher (1983: 134) identifies three levels of ngeldnguage teaching and learning,
as follows:

- For what purpose does a person learn a languaga® dgbs he want or what
will he do with this language at the end of therse@ This, it might be said, is
the non-language aspect of the language need. pvinabse will the acquired
language serve?

- To achieve these aims, what language competenaiss time learner have?
What communicative skills does he need in ordetdavhat he wants or has
to do? This is the language translation of langueegals.

- In order to acquire these competencies, in ordebtain these communicative
skills, what types of language knowledge must hesspss (lexis,
morphosyntax, etc)? Conversely, what types of listgriknowledge must the
teacher teach? This is the level of content, ofjmssions, of methodologies,
of curricula, in brief of all the linguistico-didac ingredients out of which a

language course is made up.

Porcher suggests that these three levels muskée ta the above order, because it is
in this order that the link of dependence betwédemt operates. This implies that to

take one level without the others might be ineffectlt is suggested that researchers
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involved in analyzing students’ needs might clastife questions which they want to
ask according to these levels.

However, Robinson (1991: 3) observes that ‘whenessls analysis formerly focused
rather exclusively on target or end-of-course regjuents, now it is usual to take
account of students’ initial needs, including leagnneeds’. Learning needs, or what
Garcia Mayo (2000: 38) calls pedagogic needfer to what learners need to do in
order to learn the language (Hutchinson and Wafl&8Y7: 54). They correspond to
the route that enables the learners to move froenstarting point (lacks) to the
destination (necessities) and could include theiowedge of English, skills,
strategies, preferred styles and ways of learrieglanguage, problems encountered
in doing so and their motivation for and attitudesards this learning. This suggests
that learning needs are primarily concerned witly whd how the language is learnt
in the learning situation. In other words, it seetiat learning needs are entirely
pedagogic in nature. However, Savage and Storéd1(2041) argue that learning
needs can be seen as ‘instructional logistics needikat they relate to questions of
the purpose of the course, type of instructionsbueces and location and time of the
course.

2.5.3. INVESTIGATION OF LEARNERS’ NEEDS

In FL/SL teaching, increasing importance is attacte careful studies of learners’
needs as a prerequisite for effective course ddsigmg, 2005b: 1). They are usually
identified and analyzed through the process of seathlysis or assessment (Johns
and Dudley-Evans, 1991; Benesch, 1996; Belcher626{adley, 2006; Harding,
2007; Oanh, 2007; Graves, 2008; McCarter and Ja{a39). According to West
(1994: 1), the term ‘needs analysis’ was introdulcgdichael West in India in the
1920s when he was attempting to identify why leexrsdould learn English (answer:
in order to read) and how they should do so (ansteough reading)Boswood
(1990: 59) explains that the NA originally focusad analysis of the target situation,
but recently ‘it has widened its coverage considlgraApart from objective
information, it now includes analysis of studensibjective views about their
learning and life goals, their preferences for mdtilogy and learning styles, and the
opinions of any other stakeholders in the courddss suggests that the notion of NA

was once fairly simple and limited, until the néeexpand its scope was seen.
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While Nunan (2001: 57) relates the appearance ofilNAanguage learning to the
development of CLT, Chambers (1980: 33) comments:
The term ‘needs analysis’ itself is of course oxdginal to EFL; it is one that
has been adopted as relevant from other fields.nith@as adopted it filled
a gap, and served its purpose by creating an ofsotan activity for us to
be able to manipulate. However, by taking wholessdtgneone else’s
terminology, we have ended up with a term thatyisnb means entirely
appropriate. We have accepted the term ‘needshasmnd product of the
analysis.
This means that NA is closely related to the eristeof needs. That is, if needs are
not apparent and/or established they can be itehtiind analyzed. This suggests that
in the language learning environment learners ha@ds which require analysis.
Analyzing them is very important in curriculum aocdurse design. Dornyei (2001a:
140) recommends that ‘to make the curriculum aadhimg materials relevant to the
students, [you should] use needs analysis techsitmdind about your students’
needs, goals and interests, and build these inio gurriculum as much as possible’.
This implies that NA helps to avoid basing courses expediency, such as by
overreliance on published textbooks as a quicktwwiu There also seems to be a
common realization that the intuition and knowledgfe curriculum developers,
materials designers and teachers concerning spémifjuage and learning needs are
insufficient and that identifying and analyzing $keneeds through a thorough NA is

essential.

In the context of language learning and teaching,ifN‘a systematic collection and

analysis of all subjective and objective informatioecessary to define and validate
defensible curriculum purposes that satisfy theglage learning requirements of
students within the context of particular instituis’ (Brown 1995: 36). Graves (2000:
98) states that NA is not only a systematic predag also ‘an ongoing process of
gathering information about students’ needs andfeprrces, interpreting the

information, and making course decisions basedernnterpretation in order to meet
the needs’. This suggests that learning preferemtesh enable learners to acquire
particular skills are another aspect of NA thatudtidbe taken into account when
conducting NA.Richards et al. (1992: 242) consider additionaleatp of NA and

defineit as
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the process of determining the needs for whichamkr or group of learners
requires a language and arranging the needs angotalipriorities. Needs
analysts gather subjective and objective infornmatadout the learner in
order to know the objectives for which the languegaeeded, the situation
in which the language will be used, with whom thaduage will be used,
and the level of proficiency required.

This definition is thought to be appropriate foe tburrent study, since it seems to

cover different aspects of learners’ needs.

Richards (2001: 52) lists some (but not all) of theposes which NA can serve in
language learning and teaching:
- To find out what language skills a learner needsoider to perform a
particular role, such as sales manager, tour guidmiversity student;
- To help determine if an existing course adequaselgresses the needs of
potential students;
- To identify a change of direction that people irrederence group feel is
important;
- To identify a gap between what students are abtetand what they need to
be able to do;

- To collect information about a particular problezarners are experiencing.

Underlying the NA process is a theoretical basa tetermines its accomplishment.
According to West (1994: 2), this is curriculum d®pment (see section 2.4).
Consequently, it seems plausible to argue thatrmaieng learners’ needs is essential
to successful language learning and teaching. Sheearly 1960s, there appear to
have been three main tendencies regarding curncutievelopment: improving
teaching methods, adapting the teaching to the aybearning public and training the
learners in how to learn (Holec, 1980: 263-264)sWW@&994: 2) asserts that NA ‘has
been rooted in the second of these tendenciesware, recently, the third’.

Two different approaches to the analysis of lea'neeeds are widely known. The
first is the model of Richterich and Chancerel (2,91980) and the second is
Munby’s (1978) Communicative Syllabus Design.

Richterich and Chancerel (1977) analyze languagedsién terms of language
situations and language operations. A languagat®tuis composed of three types of

information:
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- Information about the agents (the people involvedthe communication
process e.g. the learners, the teachers and théoysrg). Information is
needed from these agents with regard to their iiyettheir numbers and their
social and psychological roles;

- Information about the time when the act of commation takes place, such
as its duration and its frequency;

- Information about the place where the act of comation takes place, such
as its geographical and physical characteristics.

The language operating component is also compdsibgde® types of information:

- Information about the functions or purposes whiohd &ct of communication
has to fulfil (e.g. expression, description, argatagon);

- Information about the objects to which the act omemunication will relate
(e.g. whether the object of communication is toveyna neutral message, to
report an affective state or to maintain or breadia ties);

- Information about the means used to produce thatsach as the language
skills needed, whether the communication is spadas or controlled, direct
or indirect and whether it is effected either pamk wholly by means of

nonverbal signs.

What can be understood from these two componetitgighe authors take the act of
communication as their key concept. However, inaterl work, Richterich and
Chancerel (1987) present a broader understandirigeotiefinition of needs within
their model in order to make it more comprehensiMee model includes desires,
requirements, motivation and methodology as obsenat only by the learners but
also by all those involved (e.g. language teachsrbject teachers and employers).
Despite these improvements, it could be argued ttatmodel of Richterich and
Chancerel has some limitations. Gardner and Wingt®83: 72) identify some of
these limitations after applying the model in thetrdy. First, some of the techniques
listed for use (e.g. intelligence tests) would ieguspecialists to design them.
Secondly, some of the categories seem to be ngtneessary and important (e.g.
marital status, number of children, brothers astess, religion, occupation of mother
and father). Thirdly, it would be difficult for tise who are directly concerned with

running language courses to have both sufficiené tand the ability to perform the
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procedures outlined by the model. Thus, it seemstiie model would need a team of
specialists to apply it.

The second well-known model is that proposed by BJu(L978), which has been
seen as a watershed and a coming of age for EStehjHson and Waters, 1987,
Braine, 2001), probably because it established sxasctcentral to ESP course design
(Kim, 2008: 11). McDonough (1984: 31) points ouatthhe procedures in Munby’s
model ‘are very detailed and [represent] an attentptbe both explicit and
comprehensive’. Munby calls this set of procedutes Communication Needs
Processor (CNP). The theoretical bases of the madeWest (1994: 2) argues, are
contemporary views on the nature of communicatieenmetence derived from
Hymes (1971). Despite the fact that the model iaving based on theoretical
assumptions, its proposed techniques have beemsaxtty used, modified and
unmodified, in many parts of the world to set upglaage teaching and learning

programmes (McDonough, 1984: 31).

In attempting to evaluate Munby’'s moddfiawkey (1980: 81) observes that it
presupposes a language-training situation withlyfaspecific occupational or
educational objectives involving a reasonably hoemegpus group of learners.
According to Hawkeythis helps course designers to produce two things:
- a detailed profile of what the learner needs t@able to do in English in the
occupation or studies for which s/he is being &dirand
- a specification of the language skills, functions forms required to carry out

the communication described in the needs profile.

This involves answering some questions, such as1 8vé the learners? Which study
or occupational area will they need English for? &hand when will they need
English? With whom? Handling which media and moddafidling which dialect of
English? At what level? To participate in which goomicative activities? In what
tone? Information collected to answer such questican form a communicative
needs profile, which is a prerequisite of the retage: specifying the language skills

required by the learners for their target commuioca(Hawkey, 1980).

McDonough (1984: 32) maintains that what charaotsriMunby’s model is the place
of the CNP at the heart of the model: informatibowt the learner — age, nationality,
sex, mother tongue and so on — is fed into the GMiR¢ch consists of a range of
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categories. Hawkey (1980: 90) explains that thia & two-sector model which might
be represented in a diagram. The variables initeesector reflect the socio-cultural
orientation of the model involved in the CNP, idéaet by Richterich (1983) as
objective needs which are foreseeable and geralnldisThe headings under which
information is collected in the first sector of tim@del are logically sequenced, rather
than random. Munby’'s model excludes socio-politidalgistical, administrative,
psycho-pedagogic and methodological variables, usgaas Munby explains, he is
concerned with the dimension of course design, hsc subsequent to syllabus
specification. This suggests that Munby’s ultimptepose is to tell course designers
how to construct a syllabus. Besides, Munby corditmat it is difficult to link a

functional specification of a language with actia@guage use.

Notwithstanding its widespread use, Munby's moda$ fbeen subject to criticism
since its introduction. Hawkey (1980: 91), for exae) sees it as a tool mainly for
course designers which ignores those at the hédheoprocess, the learners. West
(1994: 9) also criticizes the model for collectidgta about the learners rather than
from them. This implies that any determination eéds as being primarily concerned
with course design or development will be inadeguétit does not consider the
learners’ own views and wishes. There has beegent@ecognition that learners as
reflective community members should participateneeds analysis alongside ESP
specialists (Benesch, 2001; Belcher, 2006). Fumbez, Munby's model is
essentially performance related, making referemceedmmunicative activity and
communicative event, which are categories of realdvlanguage use rather than
elements of a construct of communicative competevuaeh covers the grammatical,
discourse, sociolinguistic and strategic charasties of communication (West, 1994
3). Besides, as Boswood 990: 56) observesylunby ‘fails to specify the non-
linguistic, contextual factors affecting communieat competence’. It seems that
Munby has adopted a performance repertoire which dfeen been questioned by
others, such as Hutchinson and Waters (1987). Mumiit be also criticized for not
attempting to specify procedures for the actualectibn of relevant data. The
explanation would appear to be that Munby meregsents a useful set of headings
under which data needs to be collected and in soases lists inventories of
information from which selections should be madie; method to be followed seems

to be left to the users. This, in turn, accordiogHawkey (1983), results in the
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collection of a large amount of detailed informatigequired for application of the
model, which is difficult to obtain without a prawl knowledge of the target
environment. This environment will often not be eggible and collecting the data
will in most cases be both expensive and time aomnsg, while the method of

analysis is unsure.

Generally speaking, however, although his modeinse® have some major defects,
Jordan (1997: 24) observes that ‘Munby’s approasti model have been very
influential: either developments have stemmed frois work, or as a result of
reactions to it'. It is often seen as a landmarkNA studies, particularly those

concerned with the design of ESP courses.

A very important point that should be taken inte@mt is that needs are normally
variable and can be reshaped by the way they alyzmd. That is, deciding the
target situation plays an important role in NA. thermore, the requirements of
linguistic competence for communication are impatitdout not sufficient. A link
should exist in ESP course design between needsttendarget community or
subculture. Holme (1997: 10) stresses that neeelsnar about a description of a
hypothetical future but about the students’ relatup to the community with which
they want to integrate, which may not have theestisl L2 as its dominant language.
Seeing needs from this angle, Holme recommendsNAashould proceed from the
conception of a course as an interaction amongestadand teachers in a context
shaped by the target situation. This suggests tigeing nature of NA, based on the
understanding of what the target situation is. @gaosntly, NA in this sense,

according to Holme, has two aspects:

- A continuous self-evaluative course that can rematself according to its
goals and which finds methods that reflect thidomi;
- An understanding of the target situation as a dlin®uor social group that the

student wishes to join.

Holme seems to interpret this by making a practsslumption that the ESP course
will comprise more than just tasks; language pcacis developed out of the target
situation. In addition, these tasks are developed fthe activities of the target

situation community, while activating its discourslarifies to students what they
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have to learn in order to become full participaotsmembers of this particular

community.

In conclusion, it is noteworthy that while NA iseseas ‘a defining feature of ESP’
(Flowerdew and Peacock, 2001b: 178), the subjecNAf as Kandil (2008: 1)

remarks, ‘has not yet received sufficient attentfoom researchers and language
teaching professionals in the Arab world’. A possiexplanation for this may be that
there is not yet sufficient awareness, either kstitutions or by learners, of the
importance of identifying needs and NA. One reasorsuch unawareness might be
cultural. For example, in the KSA, in which the ramt study was undertaken, NA
studies in language learning and teaching in géa@cin ESP in particular seem to

be very rare.

2.5.4. APPROACHES TO NEEDS ANALYSIS

Scholars have classified diverse approaches toattaysis of learners’ needs,
including target situation analysis (TSA), learnisguation analysis (LSA) and
present situation analysis (PSA) (West, 1994; Mi)=2 Hyland, 2006; Kim, 2006).
TSA involves identifying the target situation anohducting a thorough analysis of
the activities, tasks, linguistic features and klemlge requirements of that situation
(West, 1994; Hyland, 2006, Basturkmen, 2010). Bhiggests that TSA is primarily
concerned with the real communication needs dyeetflated to the target situation,
rather than learning needs. In order to bridgegaps in TSA or to overcome its
limitations, PSA could be used. PSA is concerneth véstablishing what state
students are in at the beginning of their languagerse, by investigating their
language proficiency, strengths and weaknessesir{fRwoh 1991; Hyland, 2006).
Jordan (1997: 24) points out that the sources &f &8a are students themselves, the
language teaching establishment and the user utistit (e.g. place of work).
According to Robinson (1991: 9), the assumed diffee between TSA and PSA is
that the latter represents constraints on the fgrmkich will have been carried out
first. Finally, LSA necessitates exploring the hgag situation to discover how
students learn to do what they do with languagedfioson and Waters, 1987: 63).
This suggests that LSA is usually concerned widmidying the preferred learning

styles and strategies of students. NA in generséén as a combination of TSA, PSA
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and LSA,; therefore, it is suggested that the ttapproaches can complement each
other.
Dudley-Evans and St John (1998: 125) outline thecept of NA in ESP by listing
the following types of information which must betlyared:
A. Professional information about the learners: tlskdaand activities that they
are/will be using English for, viiSA andobjective analysis
B. Personal information about the learners: factorlwimay affect the way they
learn, such as previous learning experiences, ralilioaformation, reasons for
attending the course, expectations of it and aisuto English, i.ewants,
meansandsubjective needs
C. English language learning about the learners: wvtheir current skills and
language use are, VRSA, which allows the assessment of (D);
D. The learnerslacks, defined as thgapsbetween (C) and (A);
E. Language learning information: effective ways oérteng the skills and
language in (D), i.dearning needs
F. Professional communication information about (Ajokwing how language
and skills are used in the target situation, linguistic analysis discourse
analysisandgenre analysis
G. What is wanted from the course;
H. Information about the environment in which the sauwill be run, vianeans
analysis(Dudley-Evans and St John, 1998: 125).

The impression created here is that a deficientceoin of needs might impede
analysis, or probably render the outcomes inseifficand inapplicable. For instance,
ignoring affective factors (e.g. motivation andtattes towards the target language)
might limit needs to the merely linguistic. Thenefpo'needs’ could be regarded as an
umbrella term to cover a range of concepts sudh@se outlined above (Richterich,
1983;Hutchinson and Waters, 1987; Hyland, 2006). We3941 3) suggests that this
approach might reflect interesting differences ioings of view and help the
undertaking of different forms of NA.

In view of the above, NA is an essential processcfalecting information about
learners’ needs and situations. No matter what odetis used to collect the
information, it seems thatlentifying needs in ESP has often been a cruaial a

central issue; every method aims to determine Wieatearnersieed, because needs
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are often determining factors in course design. éi@x, needs generally include not
only the requirements of linguistic features of arget situation, but also
communicative preparation and association with tdrget community; and NA is

very much dependent on how these needs are petlceive

2.5.5. ESP NEEDS ANALYSIS PROCESS

Dudley-Evans and St John (1998: 126) emphasize ttletway in which NA is

approached and conducted differs according to tvaton. Jasso-Aguila(2005:

150) reminds us that ‘in conducting an NA, it iscegsary to examine the social
context in which the actors live their lives’. Thimplies that there are some
contextual factors which might have an influencalmway the NA is undertaken or
the process in which it is done. It can be suggesken, that while the significance of
needs and NA in language learning in general anBS® in particular cannot be

ignored, the process in which NA is undertakendraalmost equal significance.

Jordan (1997: 23) presents the following list @fpstfor undertaking an NA in EAP,
which could also be applicable to other types odPES
1. Identify the purpose of the analysis;
Delimit student sample;
Decide upon approaches;
Acknowledge constraints/limitations;
Select methods of collecting data;
Collect data;
Analyze and interpret results;
Determine objectives;

© © N o o b~ w0 N

Implement decisions (i.e. decide upon syllabus terdn materials, methods,
etc.);

10. Evaluate procedures and result.

It is significant that for Jordan the first stepdarrying out an NA is to identify its
purpose. Therefore, the reasons for analyzing éearmeeds should be as clear and
specific as those identified by Richards (2001:. 3)r instance, when an NA of
future healthcare professionals is carried out,thas study attempts to do, the

purposes may be:
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1. To determine to what extent the present ESP cduelfgs them to improve
their language skills (reading, listening, speakimgiting), grammar and
vocabulary;

2. To identify language difficulties and problems emctered in their current
place of learning English and in their future wddges;

3. To determine to what extent the present ESP cadsgquately prepares them
both for their studies and for their target cargers

4. To determine to what extent their needs are meéhéyresent ESP course and
its materials;

5. To determine the extent to which the English lamguaeeds assumed by their
sponsors are actual needs;

6. To determine what language skills, activities aasks will be required to
enable them to function effectively in their academiscipline and future
workplaces;

7. To identify their attitudes towards learning Engglend ESP.

Taking these purposes into consideration and fatigwthe ESP curriculum
development model presented in Figure 2.1, the MN&gss of the current study starts
by identifying its main purpose (what informatiandollect and why), its informants
and data collection methods. Triangulation of infants and methods is of
paramount importance in NA in order to have differeiewpoints and data on each
aspect of the ESP course and the needs (Jass@aAge05; Long, 2005c; Orr,
2005).

Once the purpose, informants and methods of thenBMe been identified, the next
stepis the collection of the required data on targeddse Hyland (2006: 78) lists the
most widely used procedures for collecting needs:dguestionnaires, analysis of
authentic spoken and written texts, observatiamfeyinal consultations with faculty
members, learners and ESP teachers, and assegesdig. However, as Richards
(2001: 63) notes, it is important to make sure thay data which will be used is
collected.

The next step concerns organizing, analyzing, pnéing and reporting the data
collected. Before data collection, a decision hasbeé made on the statistical
techniques that will be used in analyzing the gtatnte data, and on the method(s)

of qualitative data analysis. After the analysid arterpretation of the data, it is now
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possible to make use of the analyzed data to peodyarofile of the typical learning

and target needs. While the findings from an NA ao¢ absolute but relative

(Dudley-Evans and St John, 1998: 126), ‘needshvanle to be prioritized because not

all of them may be practical to address in a lagguprogram’ and ‘decisions will

therefore have to be made concerning which of theds are critical, which are

important, and which are merely desirable’ (Riclsa2801: 65-66). Scrivener (2005:

73) suggests a range of options for making usbketiaita obtained from an NA. They

are listed below in approximate (increasing) oroethe extent to which account is

taken of the data.

e Take no account of the NA data. Continue with tbeent course as if the data
had not been collected.

e Review the data, but decide that the original ceystan is likely to achieve
something very close to the desired outcomes, snee using the original plan.

e Continue with the course as before, but allow theado influence small aspects
of how to help or deal with individuals in class.

e Continue with the course as before but add a lshitember of extra activities,
lessons or variations to satisfy some stated needs.

e Replan the course, much as before, but aiming vercthe materials in less time
(or drop elements) in order to add a large numbextra activities or lessons to
satisfy some stated needs.

e Replan the course to incorporate substantial elesneh the needs alongside
relevant elements from the original plan.

e Put the original course plan to one side and basmsnacourse plan entirely on the
stated needs.

Given that NA is seen in ESP as the foundation brchvall other decisions are or
should be made (Belcher, 2006: 135) and that Nihesstarting point for developing
ESP courses (Richards, 2001: 33), the NA processepted above implies that the
main and ultimate purpose of the NA process isewetbp an existing ESP course
which would better meet the students’ needs. Howetlee course should be
evaluated in order to find out to what extent theseds are met (see section 2.6 for

more details).
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2.5.6. AREVIEW OF NEEDS ANALYSIS RESEARCH STUDIES

To complete section 2.5 on ESP students’ needstted analysis, this subsection
reviews some NA research studies carried out irouarinstitutions around the world,

within the field of EMP and other specialties.

Using an NA framework, Rattanapinyowong et al. @9Bwestigated the English
language academic needs of healthcare studentsahid® University, Bangkok.
Questionnaires were administered to 351 studentsucding and related fields. In
addition, interviews were conducted with teachara number of departments of the
university. The data collected were analyzed ireotd identify the English language
needs of the students. The study concluded tharfasademic needs were expressed
than expected. Both the students and teacherseatiése need for English courses

designed for specific healthcare professions.

Elkilic (1994) conducted a similar NA study, attaimg to identify the English
language needs of medical students at Selcuk Wsityen Turkey. The participants
were students, English language teachers and s$idgecialists; the method of data
collection was via questionnaires. The findingsidated that students regarded
reading as the most important skill and listenisgtlze second most important for
them. They stated that reading was important irotal be able to understand reports,
magazines and scholarly journals, and to transtaserials from English into
Turkish.

Chia et al. (1999) tried to identify and describe perceptions of medical college
students and faculty members regarding the Enddisuage needs of the students.
The setting of their NA study was Chung Shan Mddmlege in Taichung, Taiwan.
Using the questionnaire technique, they sampledn3d@ical students and 20 faculty
members. The study focused on investigating theortapce of English language use
in students’ studies and their target careers,akas the basic English skills needed
in a first-year English course. It was found thagksh language was perceived as
important for students’ academic studies and thewre work. Besides, students
expressed the need for a basic English languagseat the first-year level, naming
listening as the most important skill to improveotlB the students and staff also
considered more than one year of English languagly $o be desirable.
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More recently, Bosher and Smalkoski (2002) caroed an NA study in order to

investigate why many of the learners of Englishaasecond language studying
nursing were not succeeding academically. Metha#sl dor gathering data on the
needs of the students were questionnaires, intesvend observation. The results
showed that communicating with clients and workdeamues in the clinical setting

was considered the greatest difficulty. The redeas developed a course, called
Speaking and Listening in a Health-care Settingespond to what was identified as
students’ area of greatest difficulty. The coursatent was divided into four units:

assertiveness skills, therapeutic communicatiofgrimation-gathering techniques,
and the role of culture in healthcare communicatMarious methods and materials
for developing healthcare communication skills wesed to help the students to

communicate effectively in the clinical settings.

At the College of Health, Education and Human Depelent at Clemson University,
United States, Lepetit and Cichocki (2002) conddicten NA of 165 university
students who were preparing to work as healthcevgegsionals. They first carried
out a small number of interviews, using the infotiora gathered to formulate a
guestionnaire, which they then administered tostinéents. They found that students
attached greater importance to oral communicatiiids speaking, asking, telling
stories, etc.) than to writing and gave greatemgiveto written communicative skills
than to literature. Students also recognized th@mance of learning language in an
authentic context that provided opportunities facd-to-face contact with native

speakers.

The above are some examples of NA studies conductdie context of academic
and professional ESP courses for students enraildtealth science programmes,
whereas those considered next were conducted wHSPR courses for students

enrolled in programmes of a number of differentcsglges.

Using a questionnaire survey, Lombardo (1988) ingated the needs and attitudes
towards learning English of 200 students in thed®tlof Economics of an Italian

university. A parallel questionnaire was also giterb1l non-language members of
the teaching staff. The survey found that studemise motivated to learn English in
order to improve their chances of employment. Td¢teviies most needed to succeed
in their field were understanding oral reports aadding professional materials. It
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was also found that listening skills were the maogbortant, followed by speaking,
reading and writing. Both students and teachemwedetechnical terminology as the

greatest source of problem for students in reaifirkenglish.

Jafre-Bin-Zainol-Abidin (1992) attempted to idegtihe English language needs of
science students enrolled in an English coursédsimess purposes at the University
of Malaysia. The researcher administered a quewsdiom to the students and to
personnel managers and employees of a number gbasuas in Malaysia. Reading
was found to be the most important skill from trenp of view of students, while
listening and speaking were more important fromgbmt of view of employees. It
was recommended that university courses shouldidemstudents’ needs, that
reading skills should be given more emphasis irdewcac studies and that students
should take part in identifying study texts.

Alagozlu (1994) investigated the English languageds of students at the Faculty of
Medicine in Cumhuriyet University, Turkey. He integated three different sources,
viz. students, teachers and administrators, by me&mwo data collection methods:
guestionnaire and interview. The results indicdteat reading and translation were
the language skills most needed by the studengmif8ant differences were also
found among the perceptions of students, teacheds amministrators regarding
students’ needs. In addition, it was found that tmof the informants were
dissatisfied, to some extent, with the current Ehglanguage curriculum and that it

did not fulfil the needs of the students.

Chan (2001) carried out a large-scale NA studylémiify the English language needs
of students of the Polytechnic University in Hongrl§. The objectives of the study
were to determine students’ perceptions of theedseand wants, to measure their
ratings of their own competence in their academid professional domains and to
compare the extent to which their opinions matctiede of their English language
teachers. Using a questionnaire survey, Chan saniflé tertiary learners and 47
English language teachers at the university. Thault® showed that therevas
consistency of response between students and teadline activities perceived as the
most important for academic studies were readinganiaes and periodicals and
speaking at seminars and meetings, while those aséme most important for future
professions were listening and speaking at coné&®and listening on the telephone.
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The study also found that a major concern for bstildents and teachers was

improving the ability to communicate orally for aesmic and professional purposes.

Although the studies reviewed above are importartt mformative because they
provide some indication of the language needs ofmative students, some of them
seem to suffer from methodological problems in eartithg NA. First, some utilized
only one method of data collection, namely a qoesiaire. Second, although they
had a large number of participants, in most ofréported studies these fell into only
two groups: students and teachers. A number ofl@ach¢e.g. West, 1994; Brown,
1995; Witkin and Asltschuld, 1995; Gilabert, 200Bpng, 2005c; Kim, 2006)
recommend using multiple methods and sources ofrnmdtion when investigating

learners’ needs in order to overcome the problemdenftifying irrelevant needs.

In contrast to the above studies, the purposeettiirent study was to identify both
the target needs and learning needs of studentsheésw@vas done by utilizing three
different methods to collect data from seven dédfgrsources among the stakeholders
involved (see Chapter Three for more details).dsWwelieved that this involvement of
multiple methods and stakeholders might help tovide a clearer picture of the
situation under investigation. Until recently, thmjority of NA studies focused on
learners’ views rather than those of domain exp@itabert, 2005: 182). Domain
experts in this study were healthcare professiomatsking in large hospitals
throughout the KSA. The suggestion was that theydcprovide useful information
about their work-related needs, the activities thegformed and the skills they used
within their career domains. The study also elititbe views of foreign doctors
communicating with these healthcare professioral$iospital managers and of the
officials involved in updating and revising the ESBrriculum, in order to better

identify and define learning and target career seed

While considerable numbers of research studies haem conducted into NA on
many ESP courses in different parts of the worktyvfew NA studies have taken
place in the Arab world; thus, as Kandil (2008oBserves, ‘the Arab world is in need
of extensive research [into] NA’. One of the purp®®f the present study is to begin
to fill this gap in the Arab world in general and the Saudi healthcare context in

particular.
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Furthermore, since ESP courses based on analyseamfers’ needs are said to be
more motivating and thus educationally more effect{Bloor and Bloor, 1986;
Basturkmen, 2006), it is important to establish thke such courses already in
progress have actually addressed these needs {kBdnhand Waters, 198Brown,
1989; Dudley-Evans and St John, 1998; Richards1R20rhis can be done through
course evaluation, which determines whether thesabibes of the course are
achieved, the content and methodology are appteptize needs of the students are
met and the participants in the course are salisfartin and Lomperis (2002: 405)
note that evaluation and needs analysis are boskeinthe teaching process. Lynch
(1996: 32) explains that NA is ‘evaluation designedexamine the match between

what is desired for the program versus the acta& ®f the program’.

The following section examines evaluation as a s&ay tool for determining the

appropriateness and effectiveness of the languagse.

2.6. ESP COURSE EVALUATION

Before presenting the major theoretical approathémnguage course evaluation, this
section discusses differing views on defining ceuevaluation and relating it to
research in general. It is hoped that this disomssind the review of evaluation
approaches will inform the researcher’s choicehef appropriate evaluation design
and methodology, helping to develop an ESP couwséuation framework for the

current study.

2.6.1. DEFINING COURSE EVALUATION

To begin with, there is a need to differentiatens&n ‘assessment’ and ‘evaluation’
in the language of course evaluation and rese&@nulthe face of it, these two terms
seem to be close in meaning and they have beeuneinlyy used interchangeably in
the field, although in fact they have distinct miegs. For instance, Popham (1975: 8)
points out that evaluation ‘consists of a formabemsment of the “worth” of
educational phenomena’. Formal assessment sugtpestsse of only quantitative
measurements (such as tests) (Lynch, 2003: 5), hwhit state-of-the-art course
evaluation practice, constitute only one meansfwirmation collection. According to
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Streiff (1970: 365), measurement ‘should be useetfier to quantitative descriptions
of behavior, things or events; while evaluation hasroader scope, which includes
measurement’. That is to say, the use of testyatuation studies is probable and
often preferable but not necessarily inevitablectBaan (1990: 24) agrees that ‘not

all evaluation involves either measurement or tests

In educational contexts, assessment is associatedtwdents’ language achievement
and test performance (Lynch, 2003: 11). Nunan (1290 notes that ‘in language
teaching, assessment refers to the processes ternueing a learners’ [sic]
proficiency’. We assess the product of a languam&se or its students’ gains by
means of tests. However, as Guba and Lincoln (12§1put it, tests can tell
‘something about individuals but nothing about gnegrams and curricula by which
these persons were taught’. Evaluation, on therdthed, is a broader concept which
may include assessment. According to White et &091: 176), evaluation is
concerned with ‘collecting evidence on and makudgments about a curriculum as
a whole, including planning, design and implemantth

Evaluation plays a role in ‘deciding whether a s@uneeds to be modified or altered
in any way so that objectives may be achieved ratiextively. If certain learners are
not achieving the goals and objectives set for @rsm it is necessary to determine
why this is so’ (Nunan, 1988b: 118). This means tloairse evaluation looks not only
into the effectiveness of the course, i.e. the rextd# students’ improvement in
language ability (Fink, 1995: 2), or its ‘worth’ (@then and Sanders, 1973: 19), but
also into the appropriateness of its content toolgectives as well as into the
adequacy of its learning and teaching activitieadlBy-Evans and St John (1998:
129) add that ‘evaluation will also show weaknesse$eatures that were just not
suitable for the particular group of learners’. fidfere, course evaluation as an
integral part of its development can be an effectool to help identify the problem

areas and shortcomings, if any.

Lynch (1996: 2) defines evaluation as ‘the syst&raitempt to gather information to
make judgments or decisions. As such, evaluatifgrmation can be both qualitative
and quantitative in form’. This definition seem® toroad, however. Brown (1995:
218) defines course evaluation more precisely amdcisely as ‘the systematic

collection and analysis of all relevant informatiorecessary to promote the
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improvement of a curriculum and assess its effeotgs within the context of the
particular institutions involved’. A weakness ofstldefinition is that it says nothing
about those performing the evaluation and theiremg@. The assumption is that a
comprehensive definition of course evaluation needtake into consideration the
following peculiarities: (a) types of informatioreeded, (b) planned techniques for
information collection and analysis, (c) potentiplirposes of evaluation, (d)

specifications of evaluation context and (e) conaiscand audiences of evaluation.

One is given to understand that the investigatibrthe effectiveness of a course
necessities a product-oriented evaluation and éleation of both quantitative and

gualitative data, whereas an investigation of fprapriateness calls for a process-
oriented evaluation and quantitative/qualitativéadzollection. The appropriacy of a
course is of overriding importance, especially I8P where the course is mainly
about learners’ needs and their fulfilment. When dontent and methodology are
appropriate to its stated objectives, which arepespd to be based on the
stakeholders’ needs, the whole course is said appeopriate.

2.6.2. COURSE EVALUATION AND RESEARCH

Some researchers hesitate to consider course @valas research. For example, in
distinguishing between evaluation and researchssGeEnd Worthen (1971: 150)
define research as ‘the activity aimed at obtaingeperalizable knowledge by
contriving and testing claims about relationshipeoag variables or describing
generalizable phenomena’. They argue that the medtealidity of course evaluation
is not guaranteed. In other words, if ‘all evaloatistudies are case studies’ (Stake,
1995: 95), one cannot generalize from their resiiftsarguing against the view of
Glass and Worthen, Mackay et al. (1995: 315) pointthat

external validity is not a relevant criterion inogramme evaluation, since
the objective is not to arrive at generalizatioppl&able to other more or
less similar programmes in other contexts, butrtivige information about
the operations of a particular programme which ailow its personnel to
make informed decisions about change and improvemen
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Nunan (1992) believes that external validity canidpgored in course evaluation,
provided that internal validity and reliability aneaintained. He advocates the thesis
of ‘continuity’ between research and evaluation andcludes that course evaluation
is research because it has the necessary chasacgerincluding research questions,
data collection and data analysis. Thus, he acdbatsevaluations, even of a single

programme, are, in fact, research’ (Nunan, 1993) 19

2.6.3. APPROACHES TO COURSE EVALUATION

Approaches to language course evaluation are tekmpmary theoretical plans or
schemes upon which evaluation studies are basecbrdiog to Kiely and Rea-
Dickins (2005: 59), language course evaluation tesn influenced by the trends in
general education evaluation’. A dichotomic clasation of the approaches to

language course evaluation is presented below.

2.6.3.1.EXPERIMENTAL VS. NATURALISTIC

To begin with, stemming from the so-called ‘reshaparadigms war’, there is a

dichotomy between experimental and naturalisticluateon designs (Lynch 1996;

Oakley, 2000). While the former is concerned wiile products of the course and
employs quantitative methods, the latter focuseshenprocess and uses qualitative
methods (Brown, 1989: 224). Brown (1989: 226) obserthat ‘a notable shift to

process-oriented approaches began with the raalizéttat meeting program goals
and objectives was indeed important but that eviangprocedures could also be
utilized to facilitate curriculum change and impeavent’. This suggests that the two
approaches are complementary.

2.6.3.2. FORMATIVE VS. SUMMATIVE

Language course evaluation can also be formativeuormative (Robinson, 1991;
Mackay, 1994; Dudley-Evans and St John, 1998; Fidewe and Peacock, 2001b;
Genesee, 2001; Richards, 2001). According to RashgP001: 288), formative

evaluation, on the one hand, is conducted ‘to datdwhat is working well, and what
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is not, and what problems need to be addressethi, thee purpose of improving and
developing the delivery of the course. ESP practérs are likely to be concerned
with this type of ongoing evaluation (Dudley-Evaasd St John, 1998: 129).
Summative evaluation, on the other hand, ‘is camegrwith determining the
effectiveness of a program, its efficiency, anddme extent with its acceptability. It
takes place after a program has been implemerfRech#rds, 2001: 292).

According to Jordan (1997: 85), Dudley-Evans anddbin (1998: 128) and Richards
(2001: 296-297), both types of evaluation can libeeiqualitative, i.e. depending
more on subjective judgment (e.g. interviews, ole#wn) or quantitative, i.e.
numerically expressed (e.g. questionnaires, tesiitey. Jordan (1997: 37) points out
that final evaluation or feedback in the form ofgtionnaires is a useful method of
collecting data for needs analysis. It can be llpfidentifying the main features of
the course that were liked and disliked, and thay mprovide some suggestions for

improving the next course (Jordan, 1997).

Rea-Dickins and Germaine (1992: 26) affirm thatrfative evaluations ‘are ongoing
and monitor developments by identifying the streegind weaknesses of all aspects
of teaching and learning’. However, Lynch (2003) fr@aintains that in reality ‘most
evaluations represent a combination of formativé summative. If we are interested
in judging the ultimate worth of a programme, we asually open to explanations of
why it is or is not working, and recommendationsifoprovement’. This implies that
the two types of evaluation are seen as complememngher than contradictory.
Scriven (1997: 498) points out that ‘formative eaion, to a large extent, is best
designed as summative evaluation rather than atiwoiccount’. Bennett (2003: 57)
calls such a design of course evaluation ‘a mudthad approach which contains
both formative and summative dimensions, which dram a range of research

strategies and techniques, and which generategjoathative and quantitative data’.

2.6.3.3. INTRINSIC VS. EXTRINSIC

A similar distinction is made in the course evalatiterature between intrinsically
and extrinsically motivated evaluations (Hopkin982; Weir and Roberts, 1994).
Intrinsic evaluation is an inwardly-directed coueggpraisal motivated and carried out
by participants from inside the course, thus pigrdiory in nature, for developmental

purposes. A good example of this type is the collative evaluation of Mackay et al.
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(1995). In contrast, extrinsic evaluation, also Wwnoas bureaucratic evaluation
(Mackay, 1994; Weir and Roberts, 1994), is usuatiposed on the course, motivated

and carried out by outsiders for purposes of adadnility and accreditation.

2.6.3.4. WHOLISTIC VS. ANALYTIC

Hopkins (1989: 18) distinguishes between ‘wholistind ‘analytic’ evaluations. In

the former, the evaluators investigate the coumsisientirety. That is, they look at
the programme as a unit and investigate its caomstis as they interact with one
another in a holistic manner using a case studyoagp in order to produce an
evaluation of the whole course. In an analytic exabn, the evaluators are rather
more concerned with specific key areas of the eyuasming to study how these

affect or relate to one or more other key aspedtseocourse.

The above dichotomies, commonly found in the coesssduation literature, result in
a diversity of evaluation models and frameworks.r FeExample, summative
evaluations and most extrinsic ones are quant#adivd product-oriented in nature.
They aim to assess the effectiveness and/or gffigief a course and usually use one
of the three major experimental models of evalumti@amely the ‘true experimental’,
‘quasi-experimental’ or ‘pre-experimental’ models,g. the Bangalore project
evaluation (Beretta and Davies, 1985) and the BRdrargan project (Clark, 1969).
Because of space constraints, these models wilbaealiscussed here in detail; for
thorough discussions of these and other experihentalels, see Nunan (1992),
Lynch (1996), Cohen, et al. (2007) and CreswelD@0
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2.6.4. ESP COURSE EVALUATION FRAMEWORK
Dudley-Evans and St John (1998: 128) observe tbaeualuate everything is

unrealistic and might be time-consuming. What setnise required, therefore, is to
establish the priorities, which Hutchinson and W&{@987: 153) present clearly:

The overall aim of the ESP course is to meet twommaeds of the learners:
their needs as languadearners and their needs as languagsers It
follows that the ‘what’ of ESP course evaluatiortacerned with assessing
the extent to which the course satisfies both kofdseeds. Thus, the enquiry
should begin with questions such as:

Is the course fulfilling the learsgianguagdearningneeds?

Has the course fulfille

?the learners’ languagesingneeds?
Is the course fulfilling

The next question that needs to be addressed incB@Be evaluation is identifying
the areas of need that are not being or have ren héfilled. Once these problem
areas are known, according to Hutchinson and Wé&i&&r7: 153), the focus needs to
be on identifying the reasons for them. If not ikeed and dealt with properly, such
problems may continue to accumulate and eventaallge the failure of the course to

meet its objectives.

For the purpose of this study, the researcher la®ldped a flexible evaluation
framework to fit the evaluation context. This framwek, | believe, suits the formative
evaluation purposes of the study, which are to awerthe quality of the HSC ESP
course by empirically investigating the ongoingqass (appropriateness), as well as
its products (effectiveness), to diagnose the groblic areas and to suggest possible
solutions. Therefore, the main purpose of the atao is the improvement of
teaching and learning, by matching the needs ohéza to the systems of teaching, to
help those involved to share and become aware af ether’'s needs, perspectives

and perceptions (Harris and Bell, 2003: 42).

The general evaluation framework of the currentlgtwas devised and derived from
course evaluation models proposed by a number bblas (Kennedy, 1985;
McGinley, 1986; Henning, 1987; Sharp, 1990; Blud &rundy, 1996; Lynch, 2003;
Kiely and Rea-Dickins, 2005). In particular, it fmks the model employed by Weir
and Roberts (1994: 85) to evaluate the pre-sedsitnglish course at the University

84



of Reading and the Performance Indicator model atkay et al. (1998: 118). In both
of these cases, the authors list a number of etvatutoci and the methods they have
used to evaluate them. For the purposes of themu&SP course evaluation, some of
these evaluation focal points needed to be moddregliminated, either because they
did not apply to the course under study (e.g. tlaegment test and the self-access
centre), or due to limits on funding, resourcesantime. The ultimate result of these
modifications was a small-scale manageable evaludtamework developed for the
particular context of this study.

The framework has five major components: curricularganization and syllabus

specifications, objectives, materials, teachingd a@ssessment procedures. Each
component is broken down into a number of focahfmiWhile each component has
a very specific focus, these components are clasédyrelated. It is suggested that
the course objectives, syllabus, materials, teachirethodology and assessment
procedures should be mutually compatible with eattter. Therefore, the present
evaluation attempts to identify any match or misthabetween these interrelated
components. For example, comparing the teachinghadetogies employed by

teachers with the course objectives can indicatethndr these methodologies are

likely to lead to attainment of the objectives.
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2.7. CHAPTER SUMMARY

This literature review has provided an overviewe®P by examining its definition,
its distinctive features and types, with an accafnturriculum development phases
and learners’ needs. It has also examined the ptsoe NA and course evaluation,
and approaches to these. The objective of thisswewias to provide a theoretical
grounding for the design of the NA and course eatédim used in the current study. In
other words, this review has informed the researshehoice of the appropriate
design and methodology, while helping to avoid pitéalls of previous attempts, in
order to determine the present and future languagds of HSCs students as well as

evaluating their current ESP course.

In the following chapter, the research design d&edmajor approaches adopted in this

study will be thoroughly discussed.
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CHAPTER THREE: METHODOLOGY AND RESEARCH DESIGN

This chapter introduces and explains the methogodogl design followed to achieve

the objectives of the study. It is divided into smain sections. The first restates the
research purpose and questions, the second disctisseesearch paradigm which
was employed and the third describes the study learipe fourth section explains

the research design, the methods used for thectioteof data and the procedures
followed in its analysis. The fifth discusses thestworthiness of this study, the sixth
clarifies the ethical issues raised and the chaymecludes with a brief summary.

3.1. RESEARCH PURPOSE AND QUESTIONS
The main aim of this study is to develop an ESRicuilum for HSC students based
on needs analysis and course evaluation. The EBRutum development process
starts with the needs analysis and course evalyaitd then uses the information to
state the objectives, followed by the choice anganization of content, teaching,
materials and assessment. It is suggested thatwihigd promote their English
proficiency in both their academic studies anddgagreers, enabling them to acquire
the knowledge and skills necessary to do varioskstso that they can function as
effective members of their academic and professi@oanmunities. This aim is
formulated through the central research quesimes the current ESP course at the
HSCs adequately prepare the students for their academic studies and for their
target careers?
This central research question is fractured inttumber of subsidiary questions as
follows:
1. To what extent are the four main skills requiredtiie HSC students’
academic studies?
2. To what extent are the four main skills requiredha HSC students’ target
careers?
3. To what extent is the current ESP course at the $H&@propriate and

effective?
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3.2. RESEARCH PARADIGM

Each research paradigm is suitable for particulasand research questions (Cohen
et al., 2007: 3). A paradigm is a set of basicdiglthrough which researchers view
and understand the world (Guba and Lincoln, 199 ch, 2003; Richards, 2003;
Creswell, 2009; Croker, 2009). Having identifie@ ttesearch aim and questions and
reviewed the relevant literature, the next step twadecide which research paradigm
was most suitable. This decision would help in dog the methods of data
collection, the procedures for analyzing and inttipg the collected data and
procedures for selecting research participantsalsee each paradigm has its own

ways of carrying out these processes.

Two research paradigms are commonly discusseckihiténature: the interpretive and
scientific paradigms (Scott and Usher, 1999; Esitgrb2002; Henn et al., 2006).
These came into existence as a result of competews concerning social reality
(Cohen et al., 2007: 7). Burrell and Morgan (19292) identify four sets of
assumptions conceptually underpinning social resltontological, epistemological,

human nature and methodological assumptions.

The ontological assumptions concern the nature oftseahd consider the question:
Is it subjective and created by the individualsngestudied, or is it objective and
‘given out there’ in the world? (Sikes, 2004; Coletral., 2007). If reality is viewed

as subjective and constructed by the individuale warticipate in the research, then
researchers have to use qualitative approachexjoiry which enable them to listen
to the participants and to rely on their ‘voicesd danterpretations’ of this reality,

whereas if it is viewed as objective, then it cam roeasured objectively and a

guantitative kind of inquiry may be used to captti{€reswell, 2009: 7-8).

The implication for the current study is that ‘needo not of themselves have an
objective reality but are arrived at by judgmenscdssion and agreement (Brindley,
1989; Robinson, 1991; Richards, 2001). Richard912®4) observes that what is
established as a ‘need’ depends on judgment atettethe values and interests of
those making such a judgment. Hyland (2006: 79)ra¢f that needs are identified
differently by different stakeholders (people inv&d in the course) such as teachers,

students and administrators.

88



The epistemological assumptions concern the reseascview of the nature of
knowledge (Cohen et al., 2007: 7) and address ignsstuch as: What is knowledge?
How is it acquired? How do we know what we know?2i@tham and Croker, 2009:
312). Cohen et al. (2007: 7) explain that if theeagrcher views knowledge as being
soft, subjective, personal and unique, s/he nemd® tinvolved with the participants
in order to enter into their particular feelingsergpectives, interpretations and
meanings regarding the phenomenon in question,eakeaf s/he views knowledge as
being hard, real and objective, s/he must act atis@ant observer and remain

independent from those researched.

The human nature assumptions concern the relatphstween human beings and
their environment and consider the question: Ars¢hseparate entities, such that
people mechanically respond to their environmertt Hrat knowledge external to

them, or are these entities inseparable but iniagawith each other? (Cohen et al.,
2007: 8). Taking the former view, the researcheyukh focus on the phenomenon
being investigated, neglecting the human impadt,amhereas if s/he views people as
interacting and controlling their environment, s/heeds to consider them as

individuals in order to understand that phenomei@ohen et al., 2007: 8).

Cohen et al. (2007: 8) argue that the three setssdimptions identified above have
great influence on the methodological assumptiamsch concern the methods used
to investigate and understand the phenomenon istigne They explain that those

researchers who adopt an objectivist (positivispraach to the social world and view
it as being hard, real and external to the indiaidmill select from different methods

such as surveys and experiments, whereas thoseddpt a more subjectivist (anti-

positivist) approach and view the social world anb soft, personal and humanly
created will choose from a different range of teghas such as participant
observation.

From these four sets of assumptions emerges thiadign between quantitative and
gualitative research (Cohen et al., 2007: 8). Cedls{2009: 6) maintains that the

types of assumptions held by researchers will oléad them to adopt qualitative,
guantitative or mixed approaches. While ‘reseaclage not all of the same mind in

defining qualitative and quantitative methods’ (es, 2003: 2), it is broadly the
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case that ‘quantitative research involves collgctprimarily numerical data and
analyzing it using statistical methods, whereadi@i@e research entails collecting
primarily textual data and examining it using ipietive analysis’ (Croker, 2009: 4-
5). Qualitative and quantitative research methodferdmainly in their analytical
objectives, the types of questions they pose, ypest of data collection tools they
employ, the forms of data they produce and theaegf flexibility built into research
design (Mack et al., 2005: 2).

However, the quantitative-qualitative distinctiom mot always clear-cut. Richards
(2005: 36) points out that ‘qualitative and quaatite data do not inhabit different
worlds. They are different ways of recording obs#ions of the same world'.
Therefore, quantitative and qualitative methodsmfoa continuum and are not
necessarily mutually exclusive (Dornyei, 2007: ZH)is suggests that a combination
of these types can be used in a given study. Swamdination of methods is often
known as triangulation of data collection (Denzl®78; Mackey and Gass, 2005;
Cohen et al., 2007; Davies, 2007; Creswell, 20Ghdérstoep and Johnston, 2009).
The choice of an appropriate research methodolsgyt determined solely by the
researcher’s alignment to one specific researcadogm, since the nature of the topic
under investigation and the research questionsiads@nce this choice (Seliger and
Shohamy, 1989; Silverman, 2000; Dornyei, 2007; \éasbep and Johnston, 2009).
As Dornyei (2007: 307) puts it, ‘research is noplalosophical exercise but an
attempt to find answers to questions’. Accordingly,Bryman (1992: 69) asserts, ‘the
research problem should guide the decision aboetivein to employ quantitative or
gualitative research (and indeed which specifichoetof data collection should be
used)’. This perspective in social research isedalpragmatism (Creswell, 2009;
Croker, 2009). It focuses on the research problath ‘apens the door to multiple
methods, different worldviews, and different asstions, as well as different forms
of data collection and analysis’ (Creswell, 2009:11).

The pragmatic approach is advocated by Dornyei {20807), who advises
researchers to ‘adopt a pragmatic approach andffeel to choose the research
method that you think will work best in your ingylir Accordingly, it was believed
that the nature of the current study called fordpgplication of both quantitative and
gualitative methods, given that the adoption ofhsmethodological triangulation in

NA and evaluation studies is strongly recommended bumber of researchers (e.qg.
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Robson, 1993; West, 1994; Brown, 1995; Witkin ansltgchuld, 1995; Richards,
2001; Gilabert, 2005; Jasso-Aguil2005; Long, 2005c; Kim, 2006, Kinzley, 2006).
Triangulation refers to the process of ‘using mitr@ one methodology to address
the same question to establish the validity andbgity of the data: for example, a
guantitative survey combined with qualitative intews’ (Vanderstoep and Johnston,
2009: 179). For instance, Jasso-Agu{l2005: 127) adopted a triangulated approach
to data collection in her study to identify the daage needs of hotel housekeepers
and concluded that it could produce reliable ankidviaformation about language
needs. The present study utilizes semi-structunéehiiews and document analysis
(qualitative methods) and a questionnaire (a qteive method) in order to improve
the reliability and validity of its findings.

This section has examined the considerations veldt the adoption of a research

paradigm. The next considers the sample which takesl within this framework.

3.3. THE STUDY SAMPLE

The target population of this study comprised smougs: the current students,
graduates and English language teachers of thalH8alences Colleges, the course
administrators, hospital managers and multinatiofalglish-speaking health
professionals working in Saudi hospitals. The iregmn to choose this sixfold target
population was drawn from a number of scholars. @apinson, 1991; Dudley-Evans
and St John, 1998; Richards, 2001; Long, 2005c; Ki@06), who stress the
importance of employing multiple sources of infotioa in identifying needs for ESP
courses, ‘because triangulation of sources offarsngortant means of validating
findings’ (Long, 2005c: 63).

Samples were duly chosen from each group by pureasindom sampling, a basic
mixed methods sampling strategy which ‘involvedrigka random sample of a small
number of units from a much larger target popurdti@eddlie and Yu, 2007: 90).
The participating students and English languagehea were selected from the study
population as follows. From the numerous HSCs,etlualleges were selected. This
selection was justified by the purpose of this aesle, which was not to compare the
colleges, to document diversity or to capture tlagiation between them, but to
collect in-depth information about the ESP coursd &anguage needs, since the
system is one in which all HSCs run the same E$iPseo The three colleges selected

had the following features in common with the remmrag ones:
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e All colleges were sponsored and supervised by timashty of Health;

e All courses and curriculum materials were the same;

e All colleges had the same resources and facilities;

e Members of the teaching staff have similar quadtiiens;

e Although the colleges are located in different parft the country, students

in each represent almost all the regions of the KSA

The samples of graduates (employédsyspital managers and multinational English-
speaking health professionals were selected from@ fhajor hospitals located in

different regions of Saudi Arabia. The selectionhwfse hospitals was dictated by the
purpose of the study and the research questionse $ine aim was to investigate the
language needs of health professionals and to rdeterwhether the ESP course
satisfied these needs, it was necessary to chams@téls in which HSC graduates
and English-speaking health professionals workeddefailed description of the

demographic characteristics of the interview andstjonnaire participants and how

they were selected is provided in sections 3.4lJafhd 3.4.2.1.1 respectively.

3.4. RESEARCH DESIGN

This study adopted a mixed methods research dedifwed methods research is a
procedure for collecting, analyzing, and “mixingiantitative and qualitative data at
some stage of the research process within a ssigldy in order to understand a
research problem more completely’ (lvankova ands®@e#i, 2009: 156). The
assumption is that the supplementary findings wfixeed methods study can produce
a fuller picture of the topic or issues being irtigeted, expanding the scope and
breadth of the study (Dornyei, 2007: 164). Richaf@801: 297) advocates this
strategy in investigating ESP courses, arguing ‘thath quantitative and qualitative
approaches to collecting information are neededumexthey serve different purposes
and can be used to complement each other. Givercémplex reality of language
needs, the objective knowledge and conclusions tath@ulanguage course and the
limitations associated with any research methodyas believed that using mixed

methods would strengthen the study design.

! Throughout the study, the terms ‘graduates’ antpleyees’ refer to the same population.
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Therefore, the research design had both qualitativequantitative components. The
goal of the former was to explore the English laaggineeds of ESP learners (in both
their academic studies and target careers) andpbepriateness and effectiveness of
the ESP course from the perspective of its stakieins] through document analysis
and individual semi-structured interviews with forparticipants. The goal of the
guantitative component was to examine these neadi®btain an overall picture of
them, as well as to evaluate the course, in ordemaximize the reliability and
vividness of the whole picture, thus aiding diageoand treatment, through a

guestionnaire survey administered to 246 partidgan

In the following, a more detailed discussion of ttveo research approaches is
presented. Its structure is consistent with thaeisetial nature of the mixed methods
employed in this study. As Long (2005c: 64) assente&n NA study, ‘methods must
[...] be carefully sequenced [...] e.g. more “operbcedures, like unstructured

interviews, before more “closed” ones, like quastiaires’.

3.4.1. QUALITATIVE RESEARCH

While there is general agreement as to the maturiesm and principles of qualitative
research, it is difficult to define qualitative easch clearly (Dornyei, 2007: 35).
However, a working definition is provided by Dormy@007: 24): ‘qualitative
research involves data collection procedures #ésult primarily in open-ended, non-
numerical data which is then analysed primarily nmn-statistical methods’. This
suggests that qualitative research tends to bepheteve rather than statistical
(Mackey and Gass, 2005: 2) and descriptive ratien predictive (Vanderstoep and
Johnston, 2009: 167).

Douglas (2000: 256) adds that qualitative reseémclises more on the individual
than on groups. This means that ‘qualitative redearostly focuses on understanding
the particular and the distinctive, and does noessarily seek or claim to generalize
findings to other contexts’ (Croker, 2009: 9). Td@al of qualitative research is to
provide a deeper understanding of the subjectiveopal viewpoints, experiences
and feelings of participants (Strauss and Corl®901 Dornyei, 2007; Croker, 2009).
The focus of qualitative research is on understanpgirocesses going on in natural
settings such as classrooms and workplaces (Cr@ké8: 5). For example, natural
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interaction with students in their college settingsuld yield deeper explanations
from their perspectives of their English learningogess, their attitudes and
motivations, what difficulties they faced in leargi English, what specifically they
needed to improve their English and how the pedagbgetting influenced their
learning. Likewise, natural interaction with graths in their workplaces would
provide in-depth and detailed first-hand accourftgheir linguistic problems and
more importantly of their English language needs.

Dornyei (2007: 39-40) lists some core features ahdracteristics of qualitative
research: it is naturalistic (occurring in natusattings), exploratory (exploring new
ideas and insights) and useful for making senséigiily complex conditions; it
allows depth, profundity and thoroughness. LyncBO@ 26) observes that the
gualitative research approach is ‘very thorougtenms of the amount of information
that it gathers about programme process and theriexges of the programme
participants’.

The qualitative research approach taken in theeptesudy sought to investigate and
understand the personal practices, attitudes, exm&s and perceptions of the
participants concerning the HSC ESP course, itdesiis’ present and future language
needs and the importance of English in the HSCsimrkde healthcare community.
To investigate these questions, the two main caialé data collection methods used
were interviews and document analysis.

These qualitative research methods were used ier o come closer to the
participants and to elicit their feelings, just#tons, perceptions and interpretations
regarding the research problem. It was believed ttiia would help to capture the
varied perceptions of the participants without isipng a predetermined standpoint, as
might be the case if quantitative research metheel® used. These methods were
also used for the purposes of triangulation anddatbn. Ivankova and Creswell
(2009: 143) observe that triangulation can resulsubstantiated and well-validated
findings, because ‘it offsets the weaknesses of me¢hod with the strengths of
another’. That is, the data obtained from the datae methods were used to
supplement and help to interpret those obtaine tiee quantitative ones.

The abovementioned features and characteristigai@itative research do not mean
that it is without limitations. A common criticisnior example, has to do with the
issue of subjectivity, i.e. the quality of a resder that affects his/her research
(Peshkin, 1988: 17). Dornyei (2007: 54) admits tnalitative research is inherently
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subjective. Patton (2002: 50) explains that ‘csitof qualitative inquiry have charged
that the approach is too subjective, in large pmatause the researcher is the
instrument of both data collection and data intetgdion and because a qualitative
strategy includes having personal contact with getling close to the people and
situation under study’. This suggests that it mayebhsy for the personal prejudices
and attitudes of the researcher to bias the dataleWthis is a major concern in
gualitative research’, it can be handled by tridagon (Croker, 2009: 11). Indeed,
some scholars view subjectivity as virtuous anduarthat it can contribute to the
effectiveness of research (Peshkin, 1988: 18). iEhdhe personality and interests of
the researcher may shape and enrich the reseattier than always necessarily
biasing its results.

Qualitative research is also criticized for itskiad generalizability, its small samples
and the time needed to analyse the data (Richaffxl; Dornyei, 2007). Despite
these criticisms, qualitative research is usedhénpresent study because of the belief
that it could illuminate curriculum development psoviding an in-depth analysis of
the feelings, thoughts and experiences of thosalved in teaching and learning ESP
for healthcare students. It would also allow theeegcher to discover aspects of the
ESP course of which he was not previously awarevdrnidh needed to be included in
the overall research design (Lynch, 2003: 26).

A variety of research methods can be used to dolieelitative data, including
observation, interviews and document analysis (Tdgm2003; Davies, 2007;
Dornyei, 2007; Croker, 2009; Vanderstoep and JamsR009). The remaining
subsections of section 3.4.1 detail the two useck:hmterviews and document

analysis.

3.4.1.1. INTERVIEWS

One of the main methods of collecting qualitatiagadfor the present study was to
interview the research participants. Seen as ‘thé gtandard of qualitative research’

(Silverman, 2000: 51), the interview is describedaaconversation with a purpose’

(Burgess, 1984: 102) that ‘offers different wayse&ploring people’s experience and
views’ and allows the researcher to probe bendwtlstirface of issues in order to see
them from each participant’s perspective (Richa2@69: 183).

The interview can serve different functions, suehtlaat of a main instrument for

collecting data to address the research objectwedsthat of a validating instrument,
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verifying and confirming data collected by othesearch methods (Cohen et al.,
2007: 351). In the current study interviews weredufor three purposes: (1) to collect
data in order to answer the research questiongo(#)terpret, clarify and validate
data collected by other research instruments usdocu(ment analysis and
guestionnaires) and (3) to help in designing amthidating the questionnaire. That
is, interviews were used in the current study asomplementary instrument to
explore in greater detail some related aspectd@mds which could not be explored
by means of the questionnaire survey. These indllgleguage needs, the problems
and difficulties students had in learning ESP, rtinedtivations and attitudes towards
learning ESP and the linguistic problems employlaesd while communicating in
English in the workplace.

Because interviews are often useful for finding which topics, issues and questions
should be asked or focused on in questionnairesw®r 2001; Richards, 2001;
Brown and Rodgers, 2002), one of the essentiabrsafr using interviews in this
study was to collect information on the ESP counsé students’ language needs in
both their academic studies and target careemsider to help formulate and design
the questionnaires. In other words, interviews wased to help the researcher to
formulate some items to be included, to work outatvfuestions to ask and to
understand the key issues. The premise was thag¢searcher risked being limited by
his preconceptions or overlooking some types ajetaneeds or learning needs that
were unlikely to be discovered or classified unlessasked those involved.

Interviews are a common needs analysis and evatuatiol (McDonough, 1984;
Hutchinson and Waters, 1987; Robinson, 1991; Wda$94; Jordan, 1997,
McDonough and McDonough, 199Dudley-Evans and St John, 1998; Graves, 2000;
Brown, 2001; Flowerdew and Peacock, 2001b; Richai301; Bosher and
Smalkoski, 2002; Lynch, 2003; Kiely and Rea-DickirZ005; Scrivener, 2005;
Hadley, 2006; Hyland, 2006; Basturkmen, 2010). Adtcw to Long (2005c: 37), the
‘use of interviews is widely reported in NAs in ESE.g. Mackay, 1978; Brindley,
1984; Bosher and Smalkoski, 2002; Miyake and TremaR005; Cowling, 2007,
Oanh, 2007; Kaewpet, 2009; Lambert, 2010). Theypranide in-depth information
about learners’ needs (Lepetit and Cichocki, 2008y, 2006). Interviews have also
been used in recent and earlier evaluative stu@es Celani et al., 1988; Lynch,
1992; Williams and Burden, 1994; Ridley, 2006; Rédi 2006; Dooey, 2010).

96



The decision to make use of interviews in somesparthis research study was taken
after careful consideration of their advantagepgeesglly when compared with other
data collection methods, although, as Richards92@05) notes, ‘all data collection
methods have their drawbacks and interviews arexeeption’. For example, in the
present study, the interview was used instead ckmiation, i.e. ‘the conscious
noticing and detailed examination of participartiehavior in a naturalistic setting’
(Richards, 2009: 166), because ‘we cannot obsereeything. We cannot observe
feelings, thoughts, and intentions. We cannot aleséehaviors that took place at
some previous points in time’ and ‘we have to askpgbe questions about these
things’ (Patton, 2002: 341). This suggests thatetli®e a need for a more appropriate
research method such as interviews, which allowekearcher to ask the participants
involved about their perceptions, feelings, attsidnd needs.

Individual face-to-face semi-structured interviewsre considered more suitable for
the present study than either the unstructuredroctsred alternatives. Cohen et al.
(2007: 354) explain that the major distinction amdhese three types lies in the
degree of structure in the process of the interyvighich reflects its purpose. O’Leary
(2005: 164) explains that semi-structured intergestart with some defined question
plan, but pursue a [relatively] conversational estglf interview’. The interviewer
follows a guide or schedule, which involves identi§ in advance a key list of
guestions, topics and sub-topics to help maintasystematic coverage of the topic
and guide the interview itself (Drever, 2003; Da@ny2007; Richards, 2009). The
interview schedule can help the interviewer in firain ways: (a) by ensuring that the
topic is covered and nothing important is forgaottéy) by providing a template for
the opening statement; (c) by offering suitable direg of questions; (d) by listing
some probe questions to follow if needed; and ¢e)ptiering a list of comments
(Dornyei, 2007: 137). The present study made udbefnterview schedule to serve
as a guide to the researcher and to enable theipants to provide profitable and
fruitful answers (see section 3.4.1.1.2).

The semi-structured interview was chosen to be usdlde present study because of
its advantages over the other two types, and bedaisscommonly employed in NAs
in ESP (Long, 2005c; Kim, 2006). It was used tdemlsome information about the
participants’ perceptions, views, needs, attitutikss and dislikes regarding the ESP
course. It was also used to gather some informatimout the difficulties in learning,

teaching and using English within the healthcanetext in Saudi Arabia. Finally, it
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was useful in helping the researcher to gain aesefsvhat types of needs, skills and

activities should be addressed in the questionsnaire

3.4.1.1.1. THE INTERVIEW SAMPLE

Long (2005c: 37) points out that interviewing seVelifferent stakeholders (insiders
and outsiders) in NA provides reliable and accuratllts. If a successful course
evaluation is desired, there would always be a rteeithiclude multiple perspectives
that speak to all stakeholders’ (Ross, 2003: 4gréfore, in selecting the sample for
the semi-structured interviews in this study, nplétisources of information were
sought from both insiders and outsiders.

Purposive sampling was applied to select fortyringsvees whose knowledge and
experience were considered to be typical with egarthe research purpose. These
participants were divided into six groups as foowix current ESP students, seven
graduates, six ESP teachers, five administrators, Hospital managers and eleven
English-speaking health professionals (five phwsisi and six health assistants)
working with the graduates.

Students
The student sample was composed of two adult ni@eseach of the three colleges,

ranging in age from 19 to 22 years. All were Sanative speakers of Arabic and had
studied English as an FL during their six yearsirdermediate and secondary
education. They had enrolled in the ESP courderaetHSCs in 2007/2008.

Graduates
The graduate sample was composed of seven add@smaiging in age from 24 to 30

years. All were native speakers of Arabic and hadied English as an FL during
their intermediate and secondary schooling andheit tespective HSCs (9 and half
years in all). Three had graduated from the HSCGx tiwee years earlier, two had
graduated over one year earlier, one had graduatexd6 years earlier and one had
graduated over 6 months earlier. Three were nutaestadiology technicians, one a
pharmacist and one a dental assistant. They wonkefive government-owned
hospitals.

ESP Teachers
The sample of ESP teachers comprised two males &ach of the three colleges,

ranging in age from 35 to 55 years. Four were easpeakers of Arabic from three

different Arab countries and two were English sgeakrom South Asia (the Indian
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subcontinent). They had from two to 27 years ofth@ay experience, at the HSCs and

in other institutions.

ESP Course Administrators
The sample of ESP course administratees composed of five males ranging in age

from 40 to 55 years. Their selection was autombyicaince they were the only
people in their position in the HSCs. Four were diaw@and one was from another
Arab country. Two were members of the HSC Develagm@ommittee in the

GDHCI at the Ministry of Health.

Hospital Managers
The sample of hospital managers consisted of fauglBmales ranging in age from 45

to 55 years, all of whom had been in post for nthea four years. Each worked at a
different governmental hospital: three in the Easf@ovince and two in the Middle
province.

Physicians
All five physicians in the sample were non-Saudisging in age from 35 to 50, three

being male and two female. One was Pakistani, oereg8li, one German and two
Indian. They had a number of different L1s butvedire speakers of English. All had
worked in Saudi hospitals with HSC graduates forartban five years, and one was
from each of the five governmental hospitals.

Health Assistants
There were six non-Saudi health assistants indh®gke, ranging in age from 30 to 45

years. Four were female and two male. Two wer@iRih, two were Indian, one was
Thai and one was Bengali. Again, they differed ih hackground but all were
speakers of English. All had worked in Saudi h@dpitor more than seven years with
HSC graduates. Four were experienced professiamaés, one was a pharmacist and

one a radiology technician. Each worked at a difiegovernmental hospital.

3.4.1.1.2. INTERVIEW PREPARATION AND SCHEDULE DESIGN
‘It is important to prepare thoroughly for interwis. This involves piloting, preparing

a realistic schedule, and paying attention to praktdetails such as timing and
location’ (Richards, 2009: 169). After equipping seilf with knowledge of the
background to the main topic through the literattegiew and examining some
relevant documents, and after attending some cewsecerning interviewing for

research, | started to decide on my overall airth@interviews and think about the
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key questions and topics that needed to be covéredn, while designing the
interview schedules, | tried to group the questiomsler the relevant topics and
organize these topics to produce a natural devegolme of investigation (Richards,
2009: 187). In constructing the interview scheduledollowed some important
guidelines for wording the questions suggested byumber of scholars (Drever,
2003; Cohen et al., 2007; Dornyei, 2007).

After drafting the six preliminary interview schdds, | asked two experienced PhD
holders (one an expert in research methods anathiee in EMP) to look at them and
comment on them. Invaluable feedback on both wgrdind structure was obtained
and a considerable number of amendments were mactensequence until the final
drafts of the interview schedules were ready ftotipig.

3.4.1.1.3. PILOTING THE INTERVIEWS

A pilot study can be defined as ‘a small-scalel tah the proposed procedures,
materials and methods’ (Mackey and Gass, 2005: #3nllows the proposed
instruments and procedures for data collection amalysis to be tried and tested, to
ensure that they are workable and produce usefid, d@ that refinements and
modifications can be made if necessary before ¢heabstudy begins (Dornyei, 2007,
Murray, 2009). It can also help to save time anérgy by revealing potential
problems that can be addressed before the maily studarried out (Mackey and
Gass, 2005; Murray, 2009).

Therefore, to avoid time-consuming problems arisiluging the interview process
and to remove any potential ambiguity from both geicture and content of the
schedules, the interviews were piloted with oneasgntative from each group. The
main purpose here was to produce valid scheduleshwipuld enable the researcher
to collect some of the required data. In additibmyas a good opportunity to try out
the analysis procedures that would be used in tia study.

The interviews were piloted in July 2007. At theyioming of each, | spent some time
explaining the aim of the study and the purposehef interview, then asked the
interviewee to comment on whether the interviewesictle made sense and whether it
worked. Generally speaking, feedback from the s$takiers was helpful in including
or eliminating particular questions, and any unctgaambiguous items were refined.
These pilot interviews gave me good insight inta araining in interviewing and
related skills such as using a tape recorder, gakintes, approaching interviewees,

developing a good relationship with them and folloyvleads through prompts and
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probes. This helped to arrange the questions irs¢hedules. While transcribing the
pilot interviews, | felt that there needed to berenprobing and prompting questions
to clarify points with the interviewees and followp important issues and ideas.
Moreover, | decided not to take notes during angrinew that was recorded, because
it was unnecessary and potentially disrupting (Me@wgh and McDonough, 1997,
Dornyei, 2007; Richards, 2009). Interviews, as Byetvans and St John (1998: 135)
assert, ‘should be recorded so that the intervievaer really listen rather than take
lots of notes’. However, it was decided to takeesadf a participant was prepared to
be interviewed but did not want to be recorded.

This piloting process also gave me a chance to uneake time needed to conduct
each interview and allowed me to collect some irtggdr documents such as the
framework of the first year programme, the Englashguage teaching plan that the
teachers followed in their classes, workplace tarts other related documents.

The next step was the actual event of conductiagrterviews, as explained below.

3.4.1.1.4. CONDUCTING THE INTERVIEWS

The refined and revised interview schedbilésee Appendix A) were sent to the
participants beforehand to give them a chancedpgre and this may have helped to
prevent potential misunderstanding of questions aodsequently to reduce the
chance of unprofitable responses. The aim wason&st the participants’ memory of
facts but rather to give them a clear picture @f prpose of the interviews and the
nature of the questions so that they could reftectthem and that the interviews
would yield more profitable information.

A letter was attached to each interview schedulglagxing to the participant the
purpose of the study in general and the purposgesand nature of the interview in
particular. A brief summary of what would happentte interview data and a
confidentiality and anonymity statement were alsovgled in the letter. The
participant was assured that the information s/bealevprovide would be used only
for research purposes and that s/he could withdravany time. The letter also
estimated the duration of the interview (35-45 nés), explained the purpose of

taking notes or using a tape recorder and soughntlrviewee’s permission to do so.

! Each of the six groups (students, graduates, kgeyueachers, administrators, hospital managers,
English-speaking physicians and health assistaatsjts own interview schedule. See Appendix A1-6.
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The letter also notified participants that the aesker would telephone them within
five days to ask if they were interested in takiagt in the study.

Prior to commencing the interviews themselves d twetry to find an appropriate and
comfortable place to conduct them, because as Risi{a009: 189) observes, ‘some
places are likely to influence the sort of respshsk an attempt to reduce any
chance of interference or discomfort in the intews, | asked each participant by
telephone to suggest a convenient place and tinta which s/he would be
comfortable.

All forty interviews were conducted one-to-one, @fhfinvolves a meeting between
one researcher and one informant’ (Denscombe, 208%). All were conducted by
the researcher over a period of about four weeklsleMventy-seven interviews were
conducted in Arabic (the native language of twehtge Saudis and four ESP
teachers), thirteen were conducted in English with English-speaking participants.
Each took between thirty and forty-five minutespeleding on the amount of detail
each interviewee was ready to provide.

Interviews with students and ESP teachers were wted at their respective
colleges. Four students preferred to be intervielwdte English language lab, which
had sound insulation, while two chose the librarydg room. The ESP teachers, as
they all suggested, were interviewed in their e$icThe graduates, physicians and
health assistants were all interviewed at theirkplaces, i.e. hospitals. The ESP
course administrators and hospital managers weze/iawed in their offices.

Before each interview, | arrived at the locatiorgood time in order to prepare for the
interview and to test any equipment used. As natmale, a tape recorder was used
where possible, which helped me to listen carefidlyhe interviewee and to provide
a reference for future analysis. While some in®mdes may be fazed or made
nervous by the presence of a tape-recorder, mangig@éorget it once the interview
starts (May, 2001: 138). | also observed that matgrviewees were quite happy to
be audio-recorded because they felt that theiregigere important and worthwhile
and that there was someone who was interestedaringethem and sharing their
personal thoughts, feelings and experiences.

Prior to each interview session, | explained thasoa for the interview and the
purpose of the study to the interviewee and reasdsher/him that what s/he would
say would be confidential and that s/he would renmaonymous. | then sought to

create a relaxed and friendly atmosphere in whicl interviewee would be
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sufficiently comfortable to talk freely and be alite offer fruitful responses. | also
tried to establish a high degree of rapport wittheiaterviewee, rather than launching
directly into the first question. | asked each ivtewee who had agreed to be audio-
recorded whether s/he was happy for me to switctthenrecorder. If so, then the
interview started and s/he was thanked. All of ititerviewees agreed to be audio-
recorded, with the exception of two physicians, valowed me to take notes.

During the interviews, | avoided expressing my peed opinions or showing by
facial expressions, gestures, intonation or angraglibtle cues what | thought, so as
not to influence the responses. Also, when fornmgathe interview questions, |
avoided leading questions, i.e. those that indicptaticular answers to the
interviewees (Brown, 2009: 207), in order to makéess likely that interviewees
would give me answers that they thought | wantetigar and not those which they
believed to be right. | also avoided prestige doast i.e. those that the interviewees
would be likely to answer in a certain way to makemselves look better (Brown,
2009: 207). In short, | tried to be an independamd neutral academic researcher
whose aim was to allow the collected data to dateerthe outcome and to ensure
that my own views did not influence those expredsethe interviewees.

The sequencing of questions and topics in thevies, as Richards (2009: 188)
suggests, moved from the general to the more spetlie key questions and topics
were often placed in the middle of the intervievesduise the interviewees might be
nervous at the beginning and bored or tired byetiek (Mackey and Gass, 2005: 175).
While following the interview schedule, | also usedth clarifying and exploratory
probes (Davies, 2007: 110) in order ‘to go furthed to increase the richness and
depth of the responses’ (Dornyei, 2007: 138).

| ended each interview by giving the intervieweecteance to comment or add
anything. On completing each interview sessioniso allowed the interviewee to
express her/his impression of the process and dméeist of the interview. This
methodological feedback was important, becauseuldchelp uncover any problems
SO as to address them and improve the processeofiewing before continuing with
other interviewees. | also expressed my great amiren and respect to each
interviewee for her/his worthwhile participation dareffort, before repeating the
assurances of confidentially and anonymity andrinfog the interviewee that s/he

had the full right to request a copy of the traqdcand recording of the interview in
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case s/he wanted to review and amend the transOmpy one (an ESP teacher) asked
for his interview recording, which he received witla week.

After leaving the site of each interview sessiominediately made notes of any new
emergent points or questions and areas to be expiorthe next interviews. This
could have guided additional data collection (Rrdsa2009: 188).

3.4.1.1.5. ANALYSIS OF INTERVIEW DATA

‘The overriding objective of analysis is to produae intelligible, coherent and valid
account’ (Dey, 1993: 52). To achieve this, the pescof analysing the interview data
had three stages: preparation, analysis and sumiegyer, 2003: 60).

The preparation stage aimed to ‘make the materehageable, while at the same
time retaining as much of the original informatias possible and avoiding any
distortion’ (Drever, 2003: 60). Thus, the firstkagas to transform the recordings of
the interviews into textual form (Dornyei, 2007:634 This crucial transcription
process was time-consuming (Cohen et al., 2007;ie®aw007; Dornyei, 2007;
Richards, 2009), but it had the advantage of allgwme to get to know the data
thoroughly (Dornyei, 2007: 246).

| transcribed the audio-recorded interviews verbasind made them available in
tangible forms in order to make the task of goimgugh them easy. All interviews
conducted in Arabic were transcribed and translated English, the translated
transcriptions being verified by a bilingual expefhose interviews conducted in
English were directly transcribed. The transcriptjgrocess included all unfinished
sentences, phrases, expressions and pauses.

The next stage, the analysis, comprised two si@escoding and coding (Dornyei,
2007: 250). While pre-coding involves reading transcripts and reflecting on them
in order to look for key ideas and issues relatedhe research questions, ‘coding
involves highlighting extracts of the transcribeataland labelling these in a way that
they can be easily identified, retrieved, or graig®ornyei, 2007: 250). Therefore,
in this phase, the task was to read each transamngbbreak it down into small chunks,
each containing a unit of meaning, in order tosifgghem.

These chunks (short passages uttered by an inte@iembodying a specific idea or
concept) were carefully read in order to assign tkeynes or categories to them. It

was ‘a process of funneling the data into releveategories’ in order ‘to make
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comparisons between cases much more effectivelyey(D1993: 42). The
classification of the data into different themes aategories was guided by the
objectives of this study and the research questiamswell as the evaluation
framework (see Table 2.3). The literature reviewedhapter two also helped in the
classification. While this might be seen as impgsinpredetermined classification
which would risk distorting the data in order tokeahem fit (Drever, 2003: 68), |
was also flexible and alert to new themes emerfyog the data.

The final stage of the analysis process involvedrearizing, making a synthesis of
the results of the previous stages and drawing lgsions in order to answer the
research questiorisResults of other analyses, of questionnaires asdrdents, were

brought in at this phase in order to validate arahgulate the results.

3.4.1.2. DOCUMENTATION

When designing this research, | found it very hdlpd obtain some of the required
data from the range of documents available in Bo#HHSCs and the hospitals. This is
because documents ‘may sometimes speak louderah@sponse to an interview
guestion, or tell us about something we were na position to observe’ (Robson,
1993: 187). Documents also often form part of aadew research design and they can
be triangulated with other forms of data such @se¢hof semi-structured interviews
for the purpose of cross-checking validity (Pold &ampard, 2002: 152).

The term ‘document’ can be broadly defined as ‘abject which has been shaped or
manufactured by human activity’ (Pole and Lampaff)2: 151). This object can take
the form of written language such as books, letesrd web pages, or it can be
spoken, such as audio or video recordings (Rolk®®3; Pole and Lampard, 2002).
In studies of schools and colleges, documents ningihide written curricula, course

outlines and other such literature (Robson, 1993).2

Pole and Lampard (2002: 152) point out that docusmean provide researchers, at an
early stage of their research process, with insighd a topic or a setting, can

stimulate theorizing and can contribute to helgispects of the research. This implies

11t is to be noted that in order to allow the resents’ voices to emerge clearly, direct quotations
from the interviews are presented as appropriate.
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that documents can play a role in broadening rebees’ horizons in terms of the
topic being investigated. In this study, beforeigi@ag the interview schedules and
guestionnaires, | first collected and examined almer of relevant documents in
order to identify and understand some of the kesypias to be addressed in the
interview questions and the questionnaire itemseR@t documents were also

collected throughout the research process.

Document analysis was employed in the present saisdin ancillary data collection
method. As Patton (1987: 90) and Lynch (1996: 18Qygest,it enabled the
researcher to acquire basic information concertiegprocesses of the ESP course,
its stated objectives, content and methodologys flagilitating the identification of
some issues that would be pursued in the interviewsd questionnaires. The
documents analysed included the ESP course desaorgmd curriculum, statements
of aims, objectives and syllabus, course textbotdsts, final grades, reports of ESP
meetings and letters from and to the course adtratoss. These documents are a
‘natural’ form of evaluation data (Weiss, 1972: 58here may seem to be more than
necessary, but as Richards (2001: 297) suggehts,niore documentation that is

available about a course, the easier it is to amivdecisions about it’.

| also collected and analyzed some relevant doctsnerthe Saudi hospitals whose
staff participated, in order to identify the kegduistic patterns (features, skills, tasks)
that were used in the target situation of the HS@slents. The content of some
workplace written texts was also examined to seehat extent it was reflected in the
current ESP curriculum in general and in the teskisoin particular. In gathering
needs data, Hyland (2006: 78) declares that ‘ciigand analyzing authentic texts
[is] now regarded as a key source of informatiomudbtarget situations’. Long
(2005c: 42) also points out that using documentadads analysis ‘can provide a
more direct glimpse of what happens in a target alom Therefore, hospital
documents such as medical reports and differerdskof forms were collected and
examined to identify the skills and knowledge agsed with them. They were
representative inasmuch as the same documents pvedeiced and used in all
hospitals sponsored and controlled by the Minisfrifealth in Saudi Arabia.
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While they are seen as a valuable source of datajndents are nonetheless likely to
be unrepresentative and biased because they gredsbg the setting in which they
are produced (Robson, 1993; Pole and Lampard, 260##¢ and Lampard (2002:
157) also observe that ‘documents lack authentidityhey are not what they
implicitly or explicitly claim to be’. All the docments collected within the ESP
course and the hospitals were selected for theeatitity and truthfulness of the
information which they provided, in that they weie produced for the present study.
When designing this research, | found it very hdlpd obtain some of the required
data from the range of documents available in bo#HHSCs and the hospitals. This is
because documents ‘may sometimes speak louderah@sponse to an interview
guestion, or tell us about something we were nat position to observe’ (Robson,
1993: 187). Documents also often form part of aadew research design and they can
be triangulated with other forms of data such asdhof semi-structured interviews
for the purpose of cross-checking validity (Pold &ampard, 2002: 152).

The term ‘document’ can be broadly defined as ‘abjgct which has been shaped or
manufactured by human activity’ (Pole and Lampafif)2: 151). This object can take
the form of written language such as books, letwrd web pages, or it can be
spoken, such as audio or video recordings (Rokk@®3; Pole and Lampard, 2002).
In studies of schools and colleges, documents mingltide written curricula, course
outlines and other such literature (Robson, 1993).2

Pole and Lampard (2002: 152) point out that documean provide researchers, at an
early stage of their research process, with insighd a topic or a setting, can
stimulate theorizing and can contribute to helpfgpects of the research. This implies
that documents can play a role in broadening rekea’ horizons in terms of the
topic being investigated. In this study, beforeigi@ag the interview schedules and
guestionnaires, | first collected and examined enlmer of relevant documents in
order to identify and understand some of the kesypias to be addressed in the
interview questions and the questionnaire itemseRat documents were also
collected throughout the research process.

Document analysis was employed in the present sasdgn ancillary data collection
method. As Patton (1987: 90) and Lynch (1996: 18Qygest,it enabled the
researcher to acquire basic information concertiegprocesses of the ESP course,
its stated objectives, content and methodologys tlagilitating the identification of

some issues that would be pursued in the interviewd questionnaires. The
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documents analysed included the ESP course desaorigd curriculum, statements
of aims, objectives and syllabus, course textbotdsts, final grades, reports of ESP
meetings and letters from and to the course adtratoss. These documents are a
‘natural’ form of evaluation data (Weiss, 1972: 58here may seem to be more than
necessary, but as Richards (2001: 297) suggehts,niore documentation that is
available about a course, the easier it is to @@ivdecisions about it'.

| also collected and analyzed some relevant doctsnerthe Saudi hospitals whose
staff participated, in order to identify the keyduistic patterns (features, skills, tasks)
that were used in the target situation of the HS@slents. The content of some
workplace written texts was also examined to seehat extent it was reflected in the
current ESP curriculum in general and in the teskisoin particular. In gathering
needs data, Hyland (2006: 78) declares that ‘ciligand analyzing authentic texts
[is] now regarded as a key source of informatiomudbtarget situations’. Long
(2005c: 42) also points out that using documentadads analysis ‘can provide a
more direct glimpse of what happens in a target alom Therefore, hospital
documents such as medical reports and differerdskof forms were collected and
examined to identify the skills and knowledge agsed with them. They were
representative inasmuch as the same documents pvedeiced and used in all
hospitals sponsored and controlled by the Minisfrifealth in Saudi Arabia.

While they are seen as a valuable source of dataindents are nonetheless likely to
be unrepresentative and biased because they gredshg the setting in which they
are produced (Robson, 1993; Pole and Lampard, 260##¢ and Lampard (2002:
157) also observe that ‘documents lack authentidityghey are not what they
implicitly or explicitly claim to be’. All the docments collected within the ESP
course and the hospitals were selected for theeatitity and truthfulness of the

information which they provided, in that they weia produced for the present study.

3.4.2. QUANTITATIVE RESEARCH

Quantitative scientific research entails ‘dataexction procedures that result primarily
in numerical data which is then analysed primaboyystatistical methods’ (Dornyei,
2007: 24). These procedures are developed in tvdacrease the likelihood that the
data so collected will be unbiased, reliable andvent to the research questions

(Davies, 2007:10). This suggests that quantitatgearch seeks to answer questions
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in an objective way. Indeed, McDonough and McDoro(t097: 49) indicate that
‘traditional numerical designs are good on objattjvreliability, feasibility and

replicability’.

Dornyei (2007: 34) lists some of the characterif@tures of quantitative research,
which tends to be ‘systematic, rigorous, focused aghtly controlled, involving
precise measurement and producing reliable andcadyé data that is generalizable
to other contexts’. McDonough and McDonough (1929} explain that the aim of
guantitative research is ‘to make generalizatioasd find evidence from the
particular sample studied to the population of peag large’. This implies that
generalizability is an important factor which resbers often suppose to constitute
one of the necessary purposes of their quantitatese=arch. Unlike qualitative
researchers, who focus on the ‘meaning in the qudali’, quantitative researchers

follow a ‘meaning in the general’ approach (Dorny£07: 27).

In the context of social studies, quantitative aesk has been criticized as ‘overly
simplistic, decontextualised, reductionist in terofists generalisations, and failing to
capture the meanings that actors attach to thessland circumstances’ (Brannen,
2005: 7). Nonetheless, even if such shortcomingdyajphis does not necessarily
mean the complete abandonment of quantitative reseRather, such problems can
and should be overcome by reinforcing and compléimgnt with a qualitative
component. McDonough and McDonough (1997: 71) poit that ‘there is no
necessity for research to use only one methodadm there are good reasons to
incorporate several techniques in data-gatherihg’s improving both credibility and

plausibility of interpretation.

A typical strategy of inquiry associated with queative research is the survey
(Brown, 2001; Cohen et al., 2007; Dornyei, 2007eswvell, 2009). ‘Survey research
provides a quantitative or numeric description rehts, attitudes, or opinions of a
population by studying a sample of that populati¢@reswell, 2009: 12). While

survey data can be gathered by other methods sustiectured interviews, the main

method of data collection in surveys is the questare (Dornyei, 2007: 101). The

109



present study made use of questionnaires to cdil@tt quantitative and qualitative

data.

3.4.2.1. QUESTIONNAIRES

While it is difficult to provide a precise defimm (Dornyei, 2007: 102),
guestionnaires can be defined as ‘any written unsénts that present respondents
with a series of questions or statements to witiely aire to react either by writing out
their answers or selecting from among existing amsw (Brown, 2001: 6).
Questionnaires allow second language researchegatter a variety of types of
information concerning learners’ beliefs about t&ag, their motivations to learn and
their attitudes and reactions to learning, to cla@® activities and to instruction
(Mackey and Gass, 2005: 93), as well as data ogulsge use and communication
difficulties (Richards, 2001: 60).

Compared with interviews, questionnaires have ttieaatages of flexibility and
brevity of timing, since respondents can fill aiguestionnaire in their own time, at
their own pace, and fit it into their schedule’ ¢Bm, 2001: 77). When completing a
guestionnaire, people are also usually free from dtiess and anxiety commonly
associated with face-to-face interviews. AccordingCohen et al. (2007: 333), ‘lack
of face-to-face contact between the researchett@despondents in a questionnaire

might facilitate responses to sensitive materials’.

However, there are some pitfalls associated with uke of the questionnaire as a
research tool. One typical problem is that questine items must be sufficiently
simple to be understood by the respondents (Dorn3@07: 115); thus, badly
designed questionnaires may yield superficial, eofge and unreliable data. Another
problem is that while it is frequently assumed thegearchers can control bias by
using questionnaires (Mackey and Gass, 2005: 8&,dossible that bias can creep
into them in terms of what questions are put and flwey are formulated. This
underpins the need to conduct interviews as arpmadiry stage in designing the
guestionnaire, in order to work out what questittnask and to formulate the items to
be included in the questionnaire (Richards, 200bwB and Rodgers, 2002). This

was considered in the present research, as disthet®wv (see section 3.4.2.1.2).
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Vandermeeren (2005: 166) asserts that questiosnaifer access to respondents’
real perceptions of language needs. They can &agséd to measures respondents’
attitudes and interests (Dornyei, 2007: 102). Tioees questionnaires were used in
this study mainly to investigate students’ Engliahguage needs in their academic
studies and target careers, as well as their ddistuowards the appropriateness and
effectiveness of the current HSC ESP course. Spaltyf, the questionnaires were
utilized to measure the participants’ satisfactiath the course in terms of language
needs and to highlight areas where students fitlieir needs were not being met.
Questionnaires are among the most widely usedumsints in NA and evaluation
studies (McK:illip, 1998; Flowerdew and Peacock, B®0Brown, 2001; Boone et al.,
2002; Brown and Rodgers, 2002; Dornyei, 2003; Lyrn2B03; McConnell, 2003;
Hadley, 2006). As Long (2005c: 64) points out, ‘sfinnaire surveys undoubtedly
constitute the most over-used and over-rated apprmaNA at present’. A number of
NA studies in ESP have utilized questionnaires dtlect data (e.g. Jones, 1991;
Taillefer, 2007; Lehtonen and Karjalainen, 2008;zif@yasna and Tahririan, 2008;
Elisha-Primo et al., 2010). They have also beed usevaluative studies (e.g. Celani
et al., 1988; Alderson and Scott, 1992; Williamsl &@urden, 1994; Atherton, 2006;
Martala, 2006; Ridley, 2006)

Two types of questionnaire item are usually idéedif open and closed ended
(Mackey and Gass, 2005; Cohen et al., 2007; Doy 2@€i7; Brown, 2009). A closed-
ended item requires respondents to choose an arfsorar a limited selection

determined by the researcher beforehand, whereas-epled questions allow
respondents to answer in their own words by wriim@ blank space (Mackey and
Gass, 2005; Dornyei, 2007; Brown, 2009). While bayypes have some
disadvantages, Brown (2009: 201) observes that yntprestionnaires contain both
types, and they are usually seen as being comptanyerBoth types were used in

this study, because it was believed that they wealtle different useful purposes.

3.4.2.1.1. THE QUESTIONNAIRE SAMPLE
Questionnaire data were obtained from three maimces: current ESP students,

graduates and ESP teachers. It was intended tbamaarison of the three groups
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would allow identification of both similarities andifferences among their neels.
While ‘there are no hard and fast rules in settum the optimal sample size’
(Dornyei, 2007: 99), a total of 246 participantsmgbeted questionnaires. The
selection of these participants was made using gsive random sampling

procedures.

The first group was composed of 120 first-year stusl following the ESP courses at
three HSCs. All were Saudi males, native speakiedsabic, whose ages ranged from
19 to 23 years. They had all studied English aflaat intermediate and secondary
schools and at the HSC (nine and a half yearstal)tdrheir ESP course ran for a
year, divided into two semesters. It was decideth¢tude this group as one of the
main sources because they had some experiencee dESIP course and thus the
information they provided was ‘grounded in expece(Graves, 2000: 114).

The second group was composed of 106 adult grazlo&teSCs, ranging in age from

24 to 30 years. All were native speakers of Arand had studied English as an FL
during their intermediate and secondary schoolimg @ HSCs, for nine and a half
years. Again, their ESP courses had lasted a geaded into two semesters. They
were selected from the five governmental hospitaishich they currently worked as

health professionals with different areas of sgesaton, as is clear from Table 3.2.

Their work experience ranged from 6 months to ntloa@ 6 years.

Table 3.2: Distribution of the graduate sample by gecialization

Area of Specialization

No. of Participants Percentage
Nursing 16 15%
Laboratory 14 13.20%
Pharmacy 13 12.26%
Health Administration 12 11.32%
Dentistry 13 12.26%
Nutrition 11 10.37%
Public Health 13 12.26%
Radiology 14 13.20%
Total 106 100%

Y In a recent study, Lee et al. (2007: 9) conclutthed different stakeholder groups should be inafude

in needs analysis.
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It was assumed that such participants, throughr theactical experience, would
present an objective assessment of some of thesif8lénts’ needs. They had been
working for a considerable period of time, intenagtdaily with their English-
speaking colleagues and employers in contexts whaglish was supposed to be
important to the completion of some tasks. The ssgign was that they would be
mature enough to determine the work-related languagds of ESP students and that
they would be unlikely to feel a need to overestenéheir capabilities or to
misunderstand the practical need for English withm healthcare domain. They also
had experience as ESP learners during their timieeaHSCs. Therefore, it seemed

that the information they provided would be usefindl justifiably included.

The third group within the questionnaire sample posed 20 male ESP teachers,
ranging in age from 35 to 55 years. Nine of themewetive speakers of Arabic from
Jordan, Palestine, Sudan and Syria, while elevae &aglish speakers from India,
Pakistan, Bangladesh, Nigeria and Kenya. They @il long teaching experience,
both at the HSCs (from 2 to 27 years) and in othstitutions. Their selection was
motivated by the fact that they were always in loweith students and could
determine their needs by assessing and evaludtaig dbilities in using English to
read and write different kinds of discourse or seXtoth academic and professional.
They would also be likely to notice the difficui¢hat students faced while learning
ESP. It was suggested that these teachers wereposiion to provide important
information about their students’ ESP learning semuld language needs in both their

academic studies and target careers.

It is very difficult in normal circumstances to gaaccess to teachers on subject
courses, because they have duties other than mgaetiich they perform outside
their colleges, so it was considered impracticadek to administer questionnaires to

this population, let alone to arrange interviewthwhem.

3.4.2.1.2. DEVELOPING AND PILOTING THE QUESTIONNAIR E

‘The developing and piloting of a questionnaira istepwise process’ (Dornyei, 2007:
112). Before writing the first versions for thiaudy, the researcher drew ideas and
inspiration from two sources. The first was the Iqatve data gathered from the

semi-structured interviews and the document aralyie purpose of this logically
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prior endeavour was to obtain a better idea ofEB® learners’ needs in order to
classify and list them in the questionnaires indtehdesigning them according to a
preconceived classification of those needs. Thersksource was published NA and
course evaluation questionnaires (e.g. Hutchinsuh \Waters, 1987Nunan, 1992;
Weir and Roberts, 1994; Ferris and Tagg, 1996;algrd997; Basturkmen, 1998;
Dudley-Evans and St John, 1998; Chia et al., 19@aves, 2000; Brown, 2001;
Richards, 2001; Bosher and Smalkoski, 2002; Lepatid Cichocki, 2002;
Kavaliauskiene and Uzpaliene, 2003; Brecht and R\v2005; Gilabert, 2005; Jasso-
Aguilar, 2005; Miyake and Tremarco, 200%therton, 2006; Taillefer, 2007).
Guidelines on how to design a questionnaire sugdesy some scholars were also
consulted (e.g. Robson, 1993; Dornyei, 2003; Cateat., 2007).

Early in September 2007, the researcher drafteskthreliminary questionnaires (one
each for students, graduates and teachers) and ast@league and two experienced
PhD holders (one specialising in research methaouk the other in EMP) to go
through the items and to comment on the designhefduestionnaires and their
suitability for ESP NA purposes. Very useful feeclhavas obtained on both wording
and format. A considerable number of changes andifioations were made in
consequence, until the near-final versions of tlhestonnaires were ready for
piloting.

The main aim of the piloting stage was to increthge practicability, reliability and
validity of the questionnaires (Cohen et al., 20841). The piloting stage was also
essential to ensure that the questionnaires coarespects required to answer the
research questions. In addition, it was helpfuhssessing the clarity, readability and
comprehensibility of the items so that any errarambiguities could be corrected. It
was also important to determine how long resporgderduld require to complete
them. Finally, piloting provided a good opportunity try out the statistical and
analytical procedures that would be used in thenrsaidy.

Mackey and Gass (2005: 96) advise that ‘questisesahould be administered in
learners’ native language’. Therefore, before tistmg the students’ and graduates’
pilot questionnaires, the English versions werendi@ed into Arabic, using the
researcher’s own ability in Arabic as his nativagaage. The two Arabic versions

were then examined by an associate professor ibidlanguage and literature at
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Qassim University, before the Arabic versions weamslated back into English by
the researcher in order to ensure that the coofethie original English versions was
preserved. Some changes were suggested, such@slirepy\some items, correcting a
few grammatical mistakes and simplifying some goest to ensure that the

participants could understand them fully.

Official permission next had to be sought from #amistry of Health in order to
distribute the questionnaires. Copies of the tlwasions and a letter explaining the
nature of the study and asking for permission tess and approach the participants
were sent to the Ministry of Health, where they evekamined by the Academic and
Training Affairs Committee. Approval was grantedeaften days and communicated
by the Committee to the dean of a large HSC andnttaeager of a hospital in Riyadh,
which served as the sites of the pilot studiesatof®er 2007. The college was visited
twice, to survey five ESP teachers and then fivé BBidents. In the case of the
hospital, five former students of the same HSC Wao graduated at least three years
earlier and were now employed as healthcare astssteere invited to participate in

the pilot study. All fifteen respondents were chosendomly.

A feedback sheet was included with the pilot questaires, in order to elicit written
comments on unclear or problematic questions. Teetscontained the following
guestions:
1- Is the aim of the questionnaire understandablechead?
Yes () Slightly () No ()
2- Are the instructions of the questionnaire clear?
Yes () Slightly () No ()
3- Is the way of answering the questions easy for you?
Yes () Slightly () No ()
4- If you have identified any ambiguous questions g#ewrite their numbers

below.

The participants were asked on the last page ofgtlestionnaire to provide their

comments and suggestions.
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The response of the three groups to the pilot stuay very good. The time spent
answering the questionnaire was 20-25 minutesxpscted. The results indicated
that some changes needed to be made. For examopie, ilems were found to be
trivial and unnecessary or unlikely to yield angrsficant responses, such as on age
and level of education. Some other items were eejeeworded or replaced by new
ones to make them clearer. On the feedback sh@¥#t,d8 the respondents indicated
that the aim, content and way of answering wereetstdndable and clear to them;
85% said that the wording and instructions werarcknd easy to understand; 5%

described the questionnaire as being too long.

Generally speaking, the pilot study was very hdlpfuassessing the clarity of the
guestionnaire items, so that any errors and amhbgyugstructions were corrected or
modified? It gave the researcher useful training in howppraach participants and
administer the questionnaires. It also facilitased assessment of time needed for
conducting the questionnaires, it provided a gogubootunity to collect some
important documents and it allowed the researahémytout techniques of analysis of
the questionnaire data in order to uncover anymniateproblems. This helped to

screen out any items that had not worked or touebecirrelevant ones.

3.4.2.1.3. CONTENT AND FORMAT OF THE FINAL QUESTION NAIRE

There were three versions of the final questiomnaine for students (Appendix B1)
one for graduates (Appendix B2) and one for ESRhea (Appendix B3). The
teachers’ questionnaire was in English, while atlveere written in English and then
translated into Arabic (the native language ofrthespondents), in order to avoid any
misinterpretation of the items and to make it eaare less time-consuming for the
respondents, especially those who might have loglign proficiency, thus helping

to ensure valid responses.

The questionnaires were accompanied by a coveer leteeking consent for

participation. This appealed to the participantsat@ part in the study by explaining

Lt is to be noted that the piloted questionnainese also examined by the researcher’s first and
second supervisors, who provided invaluable feedbadoth wording and format.
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that their participation was highly important aneeful, and requesting them to give
honest answers. The letter also described the parpbthe study, stated that there
were no right or wrong answers, assured confidémgtiand anonymity, and

expressed gratitude and respect. It containeddbearcher's name, mobile number

and email address.

A combination of question types was used in thesgoenaires. The students’ and

graduates’ versions consisted of 15 questions|dszd and 3 open-ended. The closed
items were of two types: three checklist questamd nine Likert-scale questions (see
Appendixes B1 & B2). The ESP teachers’ questiomnalso consisted of 12 closed

and 3 open-ended questions. The closed items csadpone fill-in question, two

checklist questions and nine Likert-scale quest{sas Appendix B3).

Most questions were identical for the three groupsorder to facilitate the
comparison of responses. In order to avoid the eecyl of some participants to
choose the middle option rather than declaringfenitie position, an even number of
options (4-point scale) was used (Brown, 2001; lbyn2003). This was also an
attempt to avoid the ‘don’t know’ option, becausghy people do not like to admit

their ignorance’ (Davies, 2007: 73).

The closed questions sought to elicit the respastdeeasons for studying English,
their attitudes towards the ESP course and its coets, their levels of proficiency
in English skills and students’ language need&ims of both their academic studies
and their target careers. It included a list ofllskivhich were extracted from
descriptions in the ESP course curriculum. On ihal fpage of the questionnaire
there were two main specific open-ended questidhs. first asked respondents to
describe any problems or difficulties they facedearning/teaching ESP, while the
second asked about those they faced when usingsBmigside or outside the college.
The third was the most open, inviting respondeatadd any comment they would
like to make on any aspect of the ESP course. Titese open-ended questions were

intended to elicit some qualitative data.
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3.4.2.1.4. ADMINISTERING THE QUESTIONNAIRES
A total of 320 copies of the questionnaire werdritisted: 20 to ESP teachers and

150 each to students and graduates. All incompleteliable and late responses were

excluded from the study, leaving 246 valid respenas detailed in Table 3.3.

Table 3.3: Number of questionnaires administered ahconsidered

Number of Number of
Sample copies copies Response rate
administered considered
Students 150 120 80%
Graduates 150 106 70.6%
ESP Teachers 20 20 100%
Total 320 246 76.8%

Specific procedures were used in administering ghestionnaires to each group.
First, the questionnaire was anonymously admirestéo 150 ESP students towards
the end of the second semester. This was a sutiai@eof year because the students
were asked to reflect on something they had alrelate and to base their responses
and comments on concrete experiences. It was aigmriate, especially for the
teaching staff, because it was towards the entleohtademic year, when most were
usually concluding their syllabuses or allowingisen. Permission to administer the
guestionnaires to the students during classes Wwtsned from the dean of each
college. Before administering the questionnaires,researcher asked the head of the
First Year Programme at each college to introduoetb the students in each class
and to encourage them to participate in the sthiéye, | must acknowledge the effort
and support of the teaching staff and the headepartment, who were very helpful
and cooperative in encouraging the students to Eephe questionnaires as
truthfully as possible. All of the students’ questhaires were completed by the
students themselves in the presence of the reszamiabling them to enquire about

anything vague or ambiguous, thus minimizing randess in their responses.

The respondents were first greeted and briefed tatheu general background, the
purpose of the study and the potential significaofaés results. This was followed by
an explanation of the content of the questionn&iosy to answer the different items

and the expected time to complete it (20-25 minutéke researcher reassured the
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respondents of confidentiality and anonymity, expgd that there were no right or
wrong answers and that their views were importstnéssed that they could withdraw
from answering the questionnaires at any time aqessed his deepest thanks for
their patience and cooperation. They were genttperaged to provide as much data
as possible. They were also repeatedly remindezhswver all of the questionnaire
items. A total of 150 questionnaires were admingxte(100% response rate). Of

these, 30 were disregarded as incomplete, leaAAg/alid responses.

The teacher’s version was next administered anongiydo 20 respondents towards
the end of the second semester. The researchet spew time with each ESP
teacher to ask him to participate in the studyJarpg the purpose of the study and
emphasizing the potential importance of its outcorue teaching and learning ESP
in the HSCs as a whole. He then assured them dideoially and anonymity and
that their opinions were valued and their partitgratotally voluntary. They were
given the researcher’'s mobile number and emailesddin case they had any queries
or uncertainties about the questionnaires itemsyTere asked to kindly return their
guestionnaires within two weeks. It took the reskar more than 10 days to collect

all 20 completed questionnaires (100% responsg rate

Finally, the graduates’ questionnaire was anonythyadministered to 150 healthcare
employees. The approval letter obtained from thad&mic and Training Affairs
Committee in the Ministry of Health was sent to thanagers of the five selected
hospitals which employed them. The researcher naath ehospital manager
individually to explain the nature of the study atwd discuss the procedures for
administering the questionnaires to the employeeswas then asked to contact the
research centre at each hospital to facilitateamrwith the respondents. The centre
then provided him with official letters to each degment at the hospital, whose heads
introduced him to their employees and encouragenhtto participate in the study. In
fact, these heads of department helped the resFaiclibecome acquainted with the
respondents, to whom he clarified the purpose efthdy, stressing its importance to
the healthcare profession as a whole. The resptsmdare assured of confidentially
and were informed that the deadline for returnihgirt questionnaires was three
weeks from the receipt date. The researcher mdlbeviap visits to each hospital to

ensure a high response rate. Of the 150 questi@srailministered to employees, 117

119



were returned (78% response rate), 11 of thesgl@iduded as incomplete, leaving

106 valid responses.

3.4.2.1.5. ANALYSIS OF QUESTIONNAIRE DATA

The responses to closed questionnaire items weaby/saa statistically using the
Statistical Package for the Social Sciences (SB8f8yare, which is commonly used
in applied linguistics and education research (Pern2007: 198). Therefore, the
guantitative questionnaire data were coded intoSSB&n descriptive and inferential
statistics were conducted. Descriptive statistcduded the means, percentages and
frequencies of the closed responses. Such statesit help to summarize quantitative
findings by ‘describing the general tendencieshimdata and the overall spread of the
scores’ (Dornyei, 2007: 213). They also formed blasis of the inferential statistics
employed in this study.

The main concern of inferential statistics is tlestihg of statistical significance,
which indicates whether the findings are generbleao the population at large
(Dornyei, 2007: 210). In this study, inferentiahtsgtical procedures were used to
ascertain any significant differences among theedhgroups (students, teachers and
graduates) regarding their perceptions of Englesigliage needs and their attitudes
towards the ESP course and its content. This wag iy employing the Kruskal-
Wallis (K-W) test, which is used to compare threenore independent groups (Field,
2005; Mackey and Gass, 2005; Pallant, 2005; Dorr@7). Here, the K-W test was
used to identify any discrepancies in perceptioms attitudes among the grodps
This test was used because the type of data cadlesbs non-parametric. ‘Non-
parametric data are those which make no assumplomst the population’ (Cohen et
al., 2007: 502). In this study, the questionnaaéadvere considered non-parametric
for a number of reasons. First, they were measonedategorical and ordinal scales
(Pallant, 2005: 286). Secondly, the participatingugps were not equivalent in
number: 120 students, 106 graduates and 20 ESRetsac¢-inally, the data did not

! Ferris (1998) used the K-W test in her languagedseanalysis to assess the degree of agreement
between the students and their instructors. In gotinly course evaluation, Cohen et al. (2007: 553)
also recommend using the the K-W test to determmesignificant difference between the groups on
a rating scale.

120



have a normal distributioh.In other words, they came neither from a normally

distributed population nor from populations witle ttame variance.

Field (2005: 548) explains that the K-W test isdzhen ranked data. The scores are
ordered from lowest to highest regardless of tlmugrto which each score belongs.
The lowest value is ranked 1, the next lowest 2 smadn. After the data have been
ranked, the scores are collected back into theiugg, then the ranks of each group
are summed. The mean rank scores for each grougoameared to determine whether
there is any significant difference. It can be doded that there is a statistically
significant difference between the groups if thelyaility value (p-value) in the K-W
test is less than 0.05.

The K-W test does not enable the researcher todindvhere exactly the differences
lie between the groups (Cohen et al., 2007: 55bgrdfore, a post-hoc test could be
performed in order to see where the significanedéihce exactly lies. One post-hoc
test for the K-W test is the multiple Mann-Whitniegt, but some kind of adjustment
is needed (Field, 2005: 550). In this study, thehallevel was changed to 0.05
divided by 3 (number of tests performed) = 0.01BisTmeans that instead of setting
the p-value to 0.05, it was set to 0.016 (largantthat is not statistically significant),

in order to reduce the Type 1 error rate.

However, as Cohen et al. (2007: 520) note, steaissignificance on its own is seen
as an unacceptable index of effect, because iepentdent on sample size. That is,
very small differences between groups may readisstal significance with large
sample sizes (Pallant, 2005; Dornyei, 2007). Theegfin order to assess the
magnitude of the findings, it was necessary togrerfsome measure of effect size
(ES) (Pallant, 2005; Dornyei, 2007). The ES wasuated by dividing the Z score
(how far a data point was from the mean) by theasguoot of the sample number
(Field, 2005: 32). If the result was close to zahe effect was small (0—0.3=small
effect; 0.3—0.6=medium effect; 0.6 and above=|affect).

! The normality of the distribution of the scoreasnassessed by conducting the Kolmogorov-Smirnov
statistic and by examining the actual shape ofdis&ribution that could be seen in the histograms
(Pallant, 2005: 57-58).
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The data collected by the open-ended questionitaires were mainly qualitative and
hence were analysed using the same procedures dkefonterview data (section
3.5.1.). This is because, as Brown (2001: 212)s)dtee data obtained from open-
ended questionnaire items resemble what peopleirsagesponse to interview
guestions. The gqualitative data obtained from thogsen questions were mainly used
to supplement, validate or illuminate the interviedata and the quantitative

guestionnaire data.

3.5. RELIABILITY, VALIDITY AND TRUSTWORTHINESS

Generally speaking, reliability is defined as thegygbe of consistency of the study’s
results and validity as the degree to which a mebemstrument measures what it is
supposed to measure (Brown and Rodgers, 2002; Bpi2§07). Because the present
study made use of instruments from both qualitativé quantitative paradigms, each
of which has its own perspective on these issuesgems necessary to address the
issue of validity and reliability from both. In tlgiantitative paradigm, reliability can
be seen as ‘the extent to which our measuremettiments and procedures produce
consistent results in a given population in différeircumstances’ (Dornyei, 2007:
50), whereas validity can be defined as the extentvhich the results can be
accurately interpreted and effectively generali@uwn and Rodgers, 2002: 240).
There are different ways to measure the reliabditya questionnaire (Mackey and
Gass, 2005, Dornyei, 2007). A statistical test (axch’s alpha) can be applied when
the number of possible responses is more thanMaeKey and Gass, 2005: 130), as
in the self-report questionnaires of the currentdgt Therefore, this study used
Cronbach’s alpha to measure the degree to whickltsed items in each version of
the questionnaire were related. The results arsepted in Table 3.4. Cronbach’s
alpha has a maximum value of 1 and a minimum ofaljes closer to 1 indicate a
strong relationship between the items of the qaestire (Dornyei, 2007;

Vanderstoep and Johnston, 2009).

122



Table 3.4: Reliability results for each version of the questionaire

Version Sample No. of Items | Reliability (Cronbach’s alpha)
1 Students 121 947
2 Graduates 122 921
3 ESP teachers 110 776

These three high values indicate that the thresiames of the questionnaire were

reliable.

In the qualitative paradigm, many researchers deayrelevance of the concepts of
reliability and validity. In their place, they hapeoposed several alternative concepts
such as ‘trustworthiness’, which comprises foureasq credibility, transferability,
dependability and conformability (Brown and Rodge2002; Dornyei, 2007).
Dornyei (2007: 57) points out that because of thmrresponding quantitative
counterparts, these four concepts are describgxhemslel criteria’

e Credibility: the truth value of the study (the qtetive counterpart of internal

validity);

e Transferability: the applicability of the findingto other contexts (the

gualitative counterpart of external validity);

e Dependability: the consistency of the findings (thelitative counterpart of

reliability);

e Confirmability: the neutrality of the findings (thgualitative counterpart of

external objectivity).

In this study, trustworthiness was ensured by abmimof factors, one of which was
the researcher’s prolonged engagement with thergsed context (Dornyei, 2007;
Rallis and Rossman, 2009), as he had worked foe ti@n three years in colleges of
the kind where the study was set and visited theversl times throughout the course
of the study. This, as well as having good relaiop with the participants and being
familiar with the language and culture of most bérm, enabled him to collect

accurate in-depth data which ensured the trustivmsls of the study.
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The most important procedure for establishing arsligng trustworthiness, however,
was triangulation, i.e. using multiple data coliectand analysis methods or multiple
participant samples (Brown and Rodgers, 2002; DaEirrR007; Rallis and Rossman,
2009). The value of triangulation lies in its capato maximize the possibility of
obtaining rich, in-depth information, to limit bias the findings and to cross-validate
them (Brown, 2001; 228). Three key forms of triaiatjon were applied here. The
researcher collected the required data from a rasfgsources by approaching
different people including current students, ES&dgates, language teachers, course
administrators, managers of hospitals, physiciantsaher health professionals, who
provided different viewpoints from which to obsemtte phenomena in question. As
Norris (2008: 68) notes, it is through the inclusif the perspectives of these people
that objectivity can be sought in course evaluation

A range of methods (interviews, document analysid guestionnaires) was also
utilized in order to gather in-depth informationoab the phenomena. For example,
students’ perceptions of their English languagedsewere elicited and studied
guantitatively through questionnaires and qualigdyi through semi-structured

interviews with students, graduates and teachehnss @llowed the questionnaire
findings to be checked against those resulting ftbe interviews. The study also
applied triangulation in location, which entaildleoting the same types of data and
using the same methods with the same sources atasalifferent sites (Freeman,

1998: 97). Three different HSCs and five hospitaése visited when collecting the

data.
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Another important factor in increasing the validagd reliability of this study was
piloting the questionnaires and interviews on adamf people who were similar to
the target sample of the main study, to check Hiléyaof these methods to gather the
required data and to check questions for clarity ambiguity (Dornyei, 2007: 75).
One of the most common ways to ensure the trudtwass of a study is simply to
refer the instrument(s) to some colleagues wh@aperts in the field (Dornyei, 2007;
Rallis and Rossman, 2009). In this study, bothghestionnaires and the interview
schedules were referred to two PhD holders, expeEslucational Research Methods
and EMP respectively. The questionnaires and tteeviiew schedules were modified

and developed in the light of their helpful andfuséeedback.

3.6. ETHICAL ISSUES

Important ethical issues are involved in any socedearch, including that into
education, which deals with the beliefs, values bwes of people (Dornyei, 2007:
63). These issues may arise at any stage of theands process, including the
collection, analysis and interpretation of the datal publication of the research
findings (McDonough and McDonough, 1997: 67). Thenes the researcher was
meticulous about following certain codes of ethaegl avoiding harm to any of the
participants in any way. Considerable care wasntakerelation to the following

ethical issues noted by a number of scholars (Mobgh and McDonough, 1997;
Pole and Lampard, 2002; Cohen et al., 2007; Dorr3@07; Rallis and Rossman,
2009):

e It was important to obtain informed consent frora fharticipants prior to the
commencement of the study. The purpose of the resead the nature of the
study were clearly explained to the participantseyf were assured that their
participation in the interviews and questionnaingsuld be completely
voluntary and that the information they providedudbbe used only to fulfil
the aims of the study, and were informed of thelr rfight to withdraw from
the interviews or the questionnaires at any tim#ovit giving any reason.

e Care was taken to ensure that the participant beéitgyviewed had no
problem with recording.

e The questions chosen for the interviews were sémctsired because the

researcher wanted to hear how participants fethftioeir own points of view
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rather than his, and to ensure that he did nouenite the answers in any
particular way. The interviewees were asked if thegnted to check the
accuracy of the transcripts before they were useldda study.

e All of the data gathered from the participants wapt confidential and
anonymous, and the participants were informed that data were their
property. To ensure confidentiality and anonymityeudonyms were used for

the interview participants, for example, (StudenGaduate 3).

3.7. CHAPTER SUMMARY

This chapter has discussed the theoretical and auelibgical perspectives that
informed the design of this study. It has also inat the research design and
explained the research procedures used in detamix®d methods research design
was applied, taking a triangulated approach to dallaction on the basis of methods
(interviews, documents analysis and questionnairesjurces (ESP students,
graduates, teachers and administrators, hospitalagess and English-speaking
medical staff), and locations (three HSCs and fikespitals) to allow a
comprehensive analysis of the research questiard,canstructing reliability and
validity. Finally, efforts were made to ensure thegration of ethical considerations

into the research process.
The following two chapters present the quantitagwel qualitative findings of the

study with regard to the students’ language ne€tiggter four) and the ESP course

evaluation (Chapter five).
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CHAPTER FOUR: LANGUAGE NEEDS — DATA ANALYSIS & DISCUSSION

To follow the systematic ESP curriculum developmanoicess introduced in Chapter
2 (Figure 2.1), this chapter reports and analytes data related to the English
language needs of HSCs students. Therefore, deamet from the course evaluation
is analysed in the next chapter in order to idgntiof what extent these needs are
addressed. The reason behind this dual analydis synthesize the data collected

according to the process of the curriculum develepm

This chapter has two primary parts, in which thietfand second research questions
posed in Chapter One are addressed. Thus, thepfrstconcerns ESP students’
language needs in respect of their academic studlgke the second addresses their
work-related language needs. All the relevant datkected in the study are collated
to provide a collective answer to each researclstgpre That is, the qualitative and
guantitative findings in respect of each questioe presented concurrently. The

results are also discussed in relation to relef@mnature.

4.1. LANGUAGE NEEDS FOR ACADEMIC STUDIES
To what extent are the four main English languag#lssrequired in the HSC
students’ academic studies?

This question was mainly directed to investigatimg relative importance of the four
main English language skills (speaking, listenimgiting and reading) to the HSC
students’ academic studies and to identifying vityags of sub-skills in each of these
four skills they needed in their academic studiBise information to answer this
guestion came from sources of four main kinds: entristudents, graduates, ESP
teachers and documents. It was obtained througte timstruments: interviews with
six students, seven graduates and six ESP teachestionnaires completed by 120
students, 106 graduates and 20 ESP teachers; ahaiarof 15 examples of subject

course tests.
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The students’, graduates’ and teachers’ respongeprasented first, then these are
compared to identify any significant differencemdily, the results of the documents

analysis are discussed.

Students’ Responses
To start with, it was important to find out to whexttent students wished to learn

English for academic purposes. Therefore, currteudemts were asked about their
views concerning the reasons for learning Englid (n Students’ Questionnaire,
Appendix B1). According to their responses, 75qant of the students were learning
English because it would help them in their acadesnidies. This suggests that a
majority of the students wished to learn Englishdoademic purposes and thus that
they recognized the importance of English to theademic success.

In the interviews, six students were asked to juithgeimportance of the four major
English language skills in their academic studi€¥3 (in Students’ Interview,

Appendix Al). Their responses are summarized ireraf.

Table 4.1: Summary of students’ views on the impoance of English language
skills for their academic studies

Interviewee Speaking Listening Writing Reading
Student 1| very important | important to a | important very important
great extent
Student 2| important important very important important
Student 3| sometimes fairly important | very important very important
important
Student 4| unimportant important to important very important
some extent
Student 5] not very important not very important &
important important necessary
Student 6| important very important important very important

Table 4.1 shows that all four skills were seen pstof the interviewees (4 of 6) as
important for their academic studies. All intervess, in varying degrees, agreed that
reading was important. One of the students expiairie think reading is very

important because in my subject areas | need ta raalot to get the required

! Space limitations prevent the inclusion of othemsons here. However, some will be reported as is
relevant.
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knowledge from our textbooks and the teachers’ bat#l When questioned further
about the other skills, the same student answered:

To some extent, listening is important, becauseddnto understand what
our subject teachers are saying in lectures... foitimg, it is important,
especially during examinationgyhen] my subject teachers ask me to write
short paragraphs about some medical topics... | wakédto speak English
but our subject teachers do not let us speak verghnand this is why | think
it is unimportant (Student 4)

Student 5 said,Reading is important and necessary because thé¢ea@lways ask
us to readthe textbooks and dictionaries to look up defimsioof medical
terminology... Actuallyin order to succeed in my academic studies, | doneed to
speak, so speaking is not very importak¥hen asked why he thought writing was
not very important, he repliedBécause | have to write only short sentences in

exams.

It can be inferred from the above responses thatests related the importance of
each skill to a particular factor. It can be argukdt the subject course teachers’
styles of teaching may have influenced the studgetseptions of the importance of

each English language skill and why they needed it.

Three students (1, 2 & 6) replied that they neesj@ebking and listening skills for
asking and answering questions during lectures fandomprehending what their
teachers were saying when delivering informatioive Fstudents (1, 3, 4, 5 & 6)
indicated that they had a great need for readinltis sskimming and scanning)
because they were often required to extract importdormation from their subject
textbooks, teachers’ handouts and medical dictiesaand to read the questions

quickly in quizzes and final exams.

In the questionnaire, 120 students were askedtéotn@ importance of each of the
four English language skills for their academic dgtg (Q6 in Students’
Questionnaire, Appendix B1). The ratings were doua-point Likert scale with the
following values: “very important”, “quite importéih “not very important” and “not

important at all”. Table 4.2 summarizes the respsens this question.
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Table 4.2: Students’ perceptions of the importancef English language skills for
their academic studies (frequency and percentage)

Rating Terms SPEAKING | LISTENING | WRITING | READING
Freq| % Freq %| Fre§ % Frdqqg %
Very important 451 37.9 39 32pb 56 497 g4 5B.3
Quite important 49| 40.4 52 4313 4P 330 46 3B.3
Not very important 22| 18.% 23 192 1p 13.8 B q.7
Not important at all 4 3.3 6 5.( 3 2.p 4 1|7

In general, a strong majority of students consideak four skills of English to be
‘quite important’ or ‘very important’ for their adamic studies, with the reading skill
obtaining the highest percentage for ‘very impaité&3%), followed by the writing
skill (47%). This generally complements the regilthe interviews conducted with
six students. One possible explanation is thatestisdmay have felt that their ability
to read and write was much stronger than theintghd speak and listen, making
them think that reading and writing were more imt@ot skills than speaking and
listening. Ribes and Ros (2006: @)serve that the need to speak ‘will only appear if
you have developed the ability to speak in a comemner, otherwise you will avoid

it for fear of being considered not fluent in Esgii

Graduates’ Responses
To begin with, graduates were asked if they stdhted to learn English, and if so, for

what reason (Q1 in Students’ Questionnaire, AppeBd). The results indicate that
90 per cent of the 106 who responded wanted tm IEaglish because it would help
them in their academic studies. Bearing in mind thay were not currently studying
but working, this finding implies that the graduateesalized the importance of
learning English for academic purposes.

In the interviews, seven graduates were asked atuate the level of importance of
the four major English language skills in their demic studies when they were
studying at the HSCs (Q6 in Graduates’ Interviewpé@ndix A2). Table 4.3 presents
a summary of their responses.
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Table 4.3: Summary of graduates’ views on the impdance of English language

skills for their academic studies

Interviewee Speaking Listening Writing Reading
Graduate 1 | important very important important important
Graduate 2 | very important Important important important
Graduate 3| important fairly important very important very impant
Graduate 4 | unimportant Important important very important
Graduate 5| quite important Important very important important
Graduate 6 | very important very important very important venygortant
Graduate 7 | important Important very important | very important

Table 4.3 indicates that the interviewees consdl@tefour skills to be important in
varying degrees for their academic studies, exGrptluate 4, who viewed speaking

as unimportant.

One interviewee (Graduate 6) expressed his strgngam that all four skills were
very important for his academic study:Would say that reading, writing, listening
and speaking are all very important because theypiete each othérHe added, I
remember when | was a student, in order to sucdelead to read textbooks and
notes, and write lab reports and some paragraphsexams... In order to get
clarification from my teachers | had to speak aisteh to them in lecturésAnother
interviewee (Graduate 5) expressed a different viéwskill might be very important
in a particular subject but it might not be verypamtant in another subject. For
example, listening was important in anatomy, wherdawas less important in
biostatistics. One interviewee (Graduate 4), when asked whgdresidered speaking
unimportant, answered] o not mean it was not important at all... in oswbject
courses, we did not have to do presentations aaskspauch... we spoke only when we

needed some explanation or clarification from a-Asabic speaking teachér

The questionnaire asked 106 graduates to rate niporiance of each English
language skill for their academic studies when theyre HSC students (Q6 in
Graduates’ Questionnaire, Appendix B2). The ratingse on a four-point Likert
scale with the following values: “very important®quite important”, “not very

important” and “not important at all”. Their resps®s are presented in Table 4.4.
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Table 4.4: Graduates’ perceptions of importance otnglish language skills for
their academic studies (frequency and percentage)

Rating terms SPEAKING | LISTENING | WRITING | READING
Freq| % | Freq % Freq % Frdq %
Very important 551 519 65 61.3 66 6343 g4 o694
Quite important 35| 33.6 30 28.3 29 294 30 2B.3
Not very important 9 8.5 7 6.6 8 7.b 8 715
Not important at all 7 6.6 4 3.8 3 2.8 4 3|8

More than half of the graduates agreed that alt &kills were very important for
their academic studies when they were studyingpeatcbllege, with the writing skill
obtaining the highest percentage (62%), followedidtgning, reading, and speaking.

These results are generally consistent with thervigw results.

ESP Teachers’ Responses
In the interviews, six ESP teachers were askeddess the level of importance of the

four skills for their students’ academic studies7 (@ ESP Teachers’ Interview,
Appendix A3). Table 4.5 provides a summary of thhegponses.

Table 4.5: Summary of ESP teachers’ views on the ortance of English
language skills for their students’ academic stude

Interviewee Speaking Listening Writing Reading
Teacher 1] not very important| important important very imparta
Teacher 2 very important important very important very important
Teacher J fairly important very important | very important veamportant
Teacher 4 very important very important| very important vemportant
Teacher §H very important very important| very important vemportant
Teacher g Important quite important] very important very imfzont

From Table 4.5, it is apparent that the six ESRHhees regarded all four skills as
important for their students’ academic studies. @hthem (Teacher 5) felt thaall

the main skills are of the same importance... | misy are all very importat
Another (Teacher 1) commentedVé cannot ignore the importance of English skills
for the students’ academic studies because theg eaeh skill to perform a certain
task. He went on to say,Of course, they all are important. In my opinioeading is
the most necessary skill in their studies... i@sy important... Listening and writing
are important... speaking is not very importaihen asked why he considered
reading the most important, his response wdgeatling is a major source of

academic knowledge and it can help students inm #demic learning. They also
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need it to understand questions in exani&acher 6 argued thain“theory, all the
four skills are very important... but in practice, i&ss in our college here, reading
and writing are more important than speaking arsiening. He went on to explain:

Students always need to read their subject textbaokl other relevant
references to follow their academic studiesThey are asked to write in
quizzes and final exams... Otherwise they would legae papers blank
they rarely need to speak in subject lectures..hésé lectures, they need to
comprehend the teachers’ speech

The questionnaire aske?D ESP teachers to rate the importance of eachidhngl
language skill in their students’ academic studi36 in ESP Teachers’
Questionnaire, Appendix B3). The ratings were tlene as those used in the
students’ and graduates’ questionnaires. Respdosiss question are presented in
Table 4.6.

Table 4.6: ESP teachers’ perceptions of the importece of English language skills
for their students’ academic studies (frequency angercentage)

Rating terms SPEAKING | LISTENING | WRITING | READING
Freq| % Freq %| Fre§ % Frdq %
Very important 8 40.Q 8 4090 11 5510 18  90.0
Quite important 10| 50.( 11 55J0 9 44.0 p 190.0
Not very important 2 10.( 1 5.( 0 0 ( (
Not important at all 0 0 0 0 0 0 0 0

There would seem to have been consensus amon@ BIEP teachers that the skills
of writing and reading were important for their dgnts’ academic studies. While a
great majority (over 90%) indicated that listenagd speaking were very important
or quite important, only one of them rated listgnas not very important and two
considered speaking not very important. These tegeherally complement those of

the teachers’ interviews.

Comparing the Perceptions of the Three Groups
This part of the analysis aims to explore the lexfehgreement among respondents

from the three groups on the importance of Engskhls for students’ academic
studies.

Regarding the questionnaire data, the Kruskal-Wakist was used to determine
whether there were any statistically significarifedtences between the perceptions of
the three groups with respect to the importanceaah skill. The significance level
used was 0.05. Accordingly, if the p-value was lbass or equal to 0.05, there would
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be a significant difference among the groups. Tseilts of the K-W test indicate a
statistically significant difference between thegaptions of the three groups on the
importance in the students’ academic studies tériag, writing and reading. With
regard to speaking, there was no significant défiee between the responses of the
three group$x? = 4.216; df = 2; p = 0.121). This result suggests the existence of
a common perception among the three groups withrdep assessing the importance
of speaking to the students’ academic studies. Wewen inspection of the mean
ranks for the groups suggest that the graduatepgnaal the highest scores on the
importance of speaking (132.87), followed by thePE®achers (125.55) and the
students (114.88). This is consistent with therinésv findings, which indicate that
the majority of respondents (12 of 19) considergegaking important or very
important to the students’ academic studies (5 b, 4 ESP teachers and 3

students).

In terms of listening, there was a statisticallyngiicant difference between the mean
ranks of the three groupsi = 19.264; df = 2; p = 0.000). The post-hoc Mann-
Whitney test was run to locate the source of tigaicant differences, which were
found to be between the mean ranks of the studemdsthose of the graduates
(»p = 0.000) on one hand and those of the students and thedz8Rersy{ = 0.014)

on the other. However, the magnitude of the diffeesin the means was very small
as measured by the effect size (ESJhis implies that the apparent statistical
significance of the results may have been due mamthe large sample size rather
than to major differences between the groups. Mbssitally significant differences
were found between the graduates and the teachet0(175). This suggests that
these two groups may have had a common percegerding the importance of
listening. This is consistent with the interviewdings that listening was considered
important or very important by the overwhelming ardy of both graduates and ESP

teachers. In contrast, only 3 students shared/iéve.

With regard to writing, there was a significantference between the mean ranks of
the three groupsxf = 6.364; df = 2; p = 0.041). This implies a lack of clear
consensus among the three groups on the importdribe writing skill for academic
studies. The post-hoc test showed that the statilstisignificant differences were

! Effect size = Z score /™ smaller than 0.28.
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between the students and the graduates (.016) and between the students and the
ESP teachersp(= 0.016), but the ES was smaller than 0.16, suggestingttiese
significant differences may have been due mainlythe large sample size. No
statistically significant differences were foundtween the graduates and ESP
teachers. This suggests that there was consideagbéement between the graduates
and teachers on the importance of writing. Thiswisolly consistent with the
interview findings, as writing was considered intpat or very important by all the

interviewees in the two groups (7 graduates an&B teachers).

Results for reading show highly significant diffeces £2 = 9.103; df =2; p =
0.011) among the three groups regarding its importaocete students’ academic
studies. An inspection of the mean ranks for tloeigs suggests that the ESP teachers
had the highest mean rank (162.30) and thereforeeped reading as more
important. The post-hoc test shows that the siedit significant differences were
between the ESP teachers and the students((002) on one hand and between
teachers and graduates € 0.010) on the other. The ES was smaller than 0.23,
indicating that the magnitude of these differenwas not substantial. No statistically
significant differences were found between the gadels and students. Although the
guestionnaire responses show significant differenaeong the three groups, the
interview responses demonstrate that the six stadeaven graduates and six ESP

teachers were all in agreement that reading waseritaupt or very important.

Overall, of the four language skills, speaking veamsidered the least important,
particularly by teachers and graduates, behindimgadvriting and listening. This

may be, as three students and three graduatesg@ant in the interviews, because
subject teachers did not require oral presentafiordasses or exams. Such a result
might also lead one to suggest that the studente wet assessed on their

participation in class discussions.
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Document Analysis
This section presents the results of examining 1betypical sets of tests or

examinations used in the subject courses (hame&gohmy & Physiology, Healthcare
Basics, Biostatistics & Epidemiology, First Aid abmputer Applications) which
HSCs students take concurrently with the ESP codrsese typical sets of the test
samples were provided by the subject course teagsee samples of these tests in
Appendix C).

An analysis of the test samples indicated that 38%he questions were multiple-
choice items, 9% were in the form of matching bemveolumns and 7% were true-
or-false statements. The content of these questwonked a wide range of health
knowledge and information, and a variety of medieaminology was used, but the
only language skill that the students would ofteguire to comprehend such
guestions was reading. Conversely, it was fount 48&o6 of the questions required
written answers of some kind. The majority of thé28% of the total) were in the
form of gap-filling; 8% required the writing of siicsentences, 4% short paragraphs
and 2% written definitions of medical concepts dadninology; 1% required the
students to write short essays to describe proseasd to draw diagrams or
flowcharts to explain them; 1% instructed them tateva complete essay on a
particular medical topic; and 2% required the stisléo perform mathematical tasks
(e.g. to find the average blood pressure of a samplinally, it was found that
students were not required to perform any listemingpeaking activities (e.g. giving

oral presentations, interacting in laboratory sgt) in their subject exanis.

Results Summary
To sum up, the results suggest that English wasmigtvery important for students’

academic success but indeed indispensable toig.sTiggestion is consistent with the
observation of Mauranen et al. (2010: 184) thaeméstudies indicate that English
language proficiency plays a role in academic ss&0®f the English language skills,
reading was considered the most important in theestts’ academic studies, ahead of
writing, listening and speaking. This finding isline with Jordan’s (1997: 50) claim
that reading academic texts is the principal regnént for students in EFL contexts.
Flowerdew and Peacock (2001b: 185) agree, notiag‘tbéading is probably the skill
needed by the greatest number of EAP studentsghout the world'.

! Students had listening and speaking exams in E®fit courses, which are discussed elsewhere in this
thesis.
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4.2. LANGUAGE NEEDS FOR TARGET CAREERS
To what extent are the four main English languag#issrequired in the HSC

students’ target careers?

This question was mainly oriented towards invesiigathe relative importance of

the four major English language skills for the HSdents’ target careers and
determining what types of sub-skill were neededanh of these. The information to
answer this question came from sources of sevedskigurrent students, ESP
teachers, graduates, hospital managers, Engliskisige physicians and health
assistants, and workplace documents. It was gathmreneans of three instruments:
interviews with six students, seven graduates, B&P teachers, five hospital
managers, five physicians and six health assistgoestionnaires completed by 120
students, 106 graduates and 20 ESP teachers; aybianof 48 authentic written

workplace texts.

This section begins by considering the data pralioe students, graduates, teachers,
hospital managers, physicians and health assistdmt® comparisons are made

among these sources; finally, the results of theugent analysis are discussed.

Students’ Responses
To start with, when current students were askeditatbe reasons for learning English

(Q1 in Students’ Questionnaire, Appendix B1), 77 gent of the them said that they
were doing so because it would be needed in thejet careers, while 59% felt that it
would help them to be successful in their medicaieers. This implies that the
majority of the students were aware of the impartaof English in their future

professional lives.
In the interviews (Q2), six students were askeduabweir views of the importance of

the four major English language skills for theirget careers. Their responses are

summarized in Table 4.7.
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Table 4.7: Summary of students’ views on the impoance of English language

skills for their target careers

Interviewee Speaking Listening Writing Reading
Student 1| very important| important Important very importanf
Student 2| very important| very important| notvery important| rywénportant
Student 3| very important | very important| Important very import
Student 4| very important| very important| Important important
Student 5| very important | very important| Important important
Student 6| most important] very important| Important very im@ort

All student interviewees thus indicated that thaw sll four skills as important for
their target careers. Four of them (Students 2,8)d 6) agreed that speaking was the
most important. One of them (Student 6) stated:

There is no doubt at all that English skills areywenportant in the places
where we are going to work ... in the medical fieldhere the language is
English. Speaking is the most important, followgdiftening, because you
need to understand what your foreign work colleagare saying. You also
have to be able to read and write

However, one of the interviewees (Student 1) gavemposite responset think all
the skills are important but reading is the mospamant, followed by speaking and

writing”.

In the questionnaire, the students were askedtéoth@ importance of each major
English language skill for their target careers [(@65tudents’ Questionnaire). The
ratings were on a four-point Likert scale with foowing values: “very important”,

“quite important”, “not very important” and “not jportant at all”. The results are
presented in Table 4.8.

Table 4.8: Students’ perceptions of importance of Bglish language skills for
their target careers (frequency and percentage)

Rating terms SPEAKING | LISTENING | WRITING | READING
Freql % | Freq % Fre§ % Frdq %
Very important 100f 83.3 75 62.% 82 683 §8 7B.3
Quite important 14| 11.7 31 25.8 31 248 232 1B.3
Not very important 5 4.2 11 9.2 7 5.B 1p 83
Not important at all 1 0.8 3 2.5 0 0 0 (
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Generally speaking, consistent with the intervietig, majority of students rated all
four skills as quite important or very importantr fiheir target careers, with the

speaking skill obtaining the highest percentageefy important’ responses.

Graduates’ Responses
Among the 106 HSC graduates working as health eyepk who completed

guestionnaires, 93 per cent indicated that theyt@dato learn English because their
job often required them to use it, while 86 pertaainthem wanted to do so because
they thought it would help them to be successfulliced professionals. This suggests

that English was of great importance in the stusléatget careers.

In the interviews, seven Saudi health employees b studied ESP at various
HSCs were asked to identify the level of importaméethe four major English
language skills in their current careers (Q4 in doedes’ Interview). Table 4.9
presents a summary of their responses. Althougte tivas considerable variation,
these employees perceived all of the major skdlgrgortant to their current careers.
Five of them (Employees 1, 2, 3, 5 and 6) assespedking and listening as more

important overall than reading and writing.

Table 4.9: Summary of employees’ views on the imptance of English language
skills for their current careers

Interviewee | Speaking Listening Writing Reading
Employee 1| very important very important important very import
Employee 2| very important very important important very imgaort
Employee 3| very important very important very importan venyportant
Employee 4| Important Important very important]  very importan
Employee 5| very important very important important very imgaont
Employee 6] very important very important important very important
Employee 7| very important Important important Important

Employee 1, a dental assistant, saidgcén rank both speaking and listening as the
most important, followed by reading and lastly wgt. He explained, I'have to talk
and listen to the instructions of the deritidh contrast, Employee 4, a radiology
technician, placed more importance on reading anithy. “Reading and writing are
very important.. because | have to understand X-ray requests ante vetinical

descriptions.
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Five employees (1, 2, 3, 5 & 6) mentioned that thegded speaking and listening
skills to communicate with their English speakingworkers and patients and to
understand doctors’ oral instructions. The same, fplus Employee 4, stated that they
were often required to read departmental memogemat files and progress reports,

and request forms.

Q6 in the graduates’ questionnaire asked resposdermniate the importance of each
English language skill in their current careersingsthe same ratings as in the
students’ questionnaire. The results are summaiizddble 4.10, which shows that
all four skills were ranked equally as very impattay more than 80 per cent of the
employees. Only one thought that speaking was mpbitant at all, while another
considered writing to be unimportant in his platevork.

Table 4.10: Employees’ perceptions of the importarecof English language skills
for their current careers (frequency and percentage

Rating terms SPEAKING | LISTENING | WRITING | READING
Freq| % Freq %| Fre§ % Frqqg %
Very important 91| 85.§ 86 8l1L 86 811 g5 8.2
Quite important 13| 12.3 15 142 1 142 18 1).0
Not very important 1 0.9 5 4.1 4 3.8 3 2|8
Not important at all 1 0.9 0 0 1 0.9 Q (

ESP Teachers’ Responses
Six ESP teachers were asked to assess the leumpoftance of the four skills for

their students’ target careers (Q9 in ESP Teacheisiview). Table 4.11 shows that
the majority believed all four skills to be veryportant.

Table 4.11: Summary of ESP teachers’ views on thenportance of English
language skills for their students’ target careers

Interviewee Speaking Listening Writing Reading
Teacher 1| very important very important important Important
Teacher 2| very important very important very importan venygortant
Teacher 3| very important | very important important very important
Teacher 4| very important very important very importan venyportant
Teacher 5| very important very important very importan venyportant
Teacher 6| Important Important fairly importan{ very important

As one of them (Teacher 2) put ithé four fundamental skills, through which we

learn language and for which we need language, shserve as the basis of a well-
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rounded comprehensive communication. Thus, all skidls are definitely very
important for the students’ future careérsTeacher 1 gave a different response,
saying that*| think they need speaking very much. So, spealddistening are the
most important skills, writing is third, becauseeyhare sometimes required to write

medical reports in English, and reading is last

Q6 in the teachers’ questionnaire asked them wtotra importance of each English
language skill for their students’ target careersing the same ratings as in the
students’ and employees’ questionnaires. Table ghbfvs that all the ESP teachers
perceived all four skills as quite important orywenportant.

Table 4.12: ESP teachers’ perceptions of the impahce of English language

skills for their students’ target careers (frequeng and percentage)
SPEAKING | LISTENING | WRITING | READING
Rating terms Freq] % | Freq| %| Fre§ % Frdg %
Very important 15| 75.0G 12 60.p 6 3000 17 8%.0
Quite important 5 25.( 8 40p 14 740 ] 1%.0
Not very important 0 0 0 0 0 0 0 0
Not important at all 0 0 0 0 0 0 0 0

A fairly high percentage of the ESP teachers ragatling and speaking as very
important. To a great extent, these results arsistamt with those of the interviews

conducted with the six ESP teachers.

English-speaking Physicians’ and Health Assistant®Responses
Five physicians and six health assistants wereviet®ed and asked about the level

of importance of the four major English languagdiskor HSC students’ target
careers (Q8 in Appendix A5). Their responses aransarized in Tables 4.13 and
4.14 respectively.

Table 4.13: Summary of physicians’ views on the imgtance of English
language skills for students’ target careers

Interviewee Speaking Listening Writing Reading
Physician 1] very important | very important very importaft  venygortant
Physician 2| very important | very important very importa||1t vemportant
Physician 3| very important | very important very importa||1t vemportant
Physician 4| very important | very important very importa||1t vemportant
Physician 5| very important | very important very importa||1t vemportant
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Table 4.14: Summary of health assistants’ views othe importance of English
language skills for students’ target careers

Interviewee Speaking Listening Writing Reading
Health Ass. 1| very important very important important Important
Health Ass. 2| very important very important very importarjt  vemygortant
Health Ass. 3| very important very important important Important
Health Ass. 4] Important Important very importanf  very importamt
Health Ass. 5| very important very important important important
Health Ass. 6] very important very important important Important

Not surprisingly, almost all physicians and healffsistants appeared to believe that
all four major skills of English were very importdor students’ target careers. While
health assistants tended to place more importancespeaking and listening,
physicians appeared to consider all four skillsegual importance. Physician 2
explained that ih the medical profession, all English skills argually very
important, because an inability to understand prhges, read requests, give orders
and so on will cause probleid his view was shared by Physician 4, who sailkley
are all very important. A medical person shouldvidl-informed in all these skills
and the lack of English proficiency in any skilhcaean trouble in our wotk Two
nurses (Health Assistants 2 & 4) emphasized theitapce of reading and writing.
For Health Assistant 4,.“reading and writing are the most important... hesa
doctors write diagnoses and prescriptions in Englonly, and medicine labels are

also written in English

Five health assistants (1, 2, 3, 5 & 6) said tls¢hing was very important because

they often took dictation from their physicians wtgeparing clinical reports.

Hospital Managers Responses
Five hospital managers, all Saudi nationals, waterviewed. They were asked to

rate the importance of the four major English laaggiskills for HSC students’ target
careers (Q8, Appendix A6). The responses are suinadlan Table 4.15.
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Table 4.15: Summary of hospital managers’ views othe importance of English

language skills for students’ target careers

Interviewees Speaking Listening Writing Reading
Manager 1| very important very important very importarjt  venygortant
Manager 2| Important Important important important
Manager 3| very important very important very importarjt  vémportant
Manager 4| very important very important very importarjt  venygortant
Manager 5| very important very important important important

On the whole, the managers were unanimous in ragpedl four skills as important
to their prospective employees’ work. However, tafothem (Managers 1 & 3)
indicated that the level of importance of eachlslauld vary, depending on the type
of profession involved. Manager 3 explaineld:i$ difficult to give a clear-cut answer
because the level of importance of each skill ofi@mes from one health profession
to another; but in general | can say that the falills are all very importarit He
then explained that health assistants lave to read departmental memos, medical
reports and requests, and understand what is reguirom them... They also have to
communicate effectively with their colleagues anscuss work-related issues
Manager 4 noted thathfe more fluent a medical professional is in wntend oral
English, the more successful he or she is in his pmefession, and therefore all the
skills are very importarit He also observed that a poor command of Engtish

cause delays in carrying out medical work.

Comparing the Perceptions of the Groups
This part of the analysis assesses the degreeniffasty or difference among all

respondents from the six groups on the importanfc&mglish skills for health
professions. The questionnaire data obtained flwanstudents, employees and ESP
teachers is analyzed first to see if there aresdatystical differences between them,
then the interview data obtained from all six greugre compared. Because the
samples of managers (n=5), physicians (n=5) antlhhassistants (n=6) were small,

no statistically significant differences could lmeight for these groups.

When the K-W test was applied to the responseshefthree groups (students,
employees and ESP teachers) concerning the impertaxf speaking x? =
1.343; df =2; p=0.511) and readingx? = 2.782; df = 2; p = 0.249), no

statistically significant difference was found beem them. The results of the Mann-
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Whitney post-hoc test also failed to show any défees regarding these two skills.
This suggests a considerable degree of agreememigatine three groups in assessing
the importance of speaking and reading for the esitgd target careers. A cross-
tabulation of the data shown in tables 4.8, 4.10.%2 indicated a general perception
among the majority of respondents in the three ggdbhat both speaking and reading
were very important for the students’ target case€his complements the findings of
the interviews with students, employees and ESkh&ra, that the majority of

interviewees in each group considered speakingeading to be very important for

students’ target careers. This view was also espreby almost all physicians, health

assistants and hospital managers who were inteedew

In regard to rating the importance of listeningerth was a statistically significant
difference between the three groups? € 10.362; df = 2; p = 0.006), with
employees having the highest mean rank (136.9Bywed by ESP teachers (114.60)
and students (113.12). The Mann-Whitney test inditaa statistically significant
difference between the mean ranks of the stulems those of the employegs £
0.002), but the magnitude of the difference was very lbnfleZ = 0.23). No
statistically significant differences were foundvween employees and ESP teachers
(p =0.060) or between students and ESP teachers (.857). A cross-tabulation
found that listening was considered very imporfaytthe majority of respondents,
particularly employees and ESP teachers. This madly consistent with the
interviews, where the majority of respondents insad groups thought that listening

was very important for the students’ target careers

In terms of rating the importance of writing forudents’ target careers, the
guestionnaire responses of the three groups weaghlyhisignificantly different
(x? = 18.470; df = 2; p = 0.000). As measured by the Mann-Whitney test, there
were statistically significant differences betwettie students and ESP teachers
(p = 0.004) and between the employees and ESP teachers)(000). However, the
magnitude of these differences was not large (HZ24 and 0.30 respectively). No
statistically significant difference was found beem students and employees. This

suggests that students and employees held a sipgl@eption of writing as very

Lt is to be noted that most of the student respatsihad not yet experienced the use of English in
their target careers. Therefore, their responsesteve been based mainly on their expectations.
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important. However, there is a considerable dissmmep between these results and
those of the interviews. None of the student inerees said that writing was very
important for their target careers, while only tetmployees, three ESP teachers, two
health assistants and three hospital managers theddview, although all of the

physicians interviewed did so.

Overall, the great majority both of intervieweesd avf questionnaire respondents
agreed that all four main English skills were veanportant for the students’ target

careers.

Document Analysis
This section presents the results of the analysssithentic medical texts of the kinds

which HSC students were expected to read and wmitéheir future workplace
settings, namely hospitals, medical and healthresrand clinics. A total of 48 such
texts were selected by random sampling, collectedamalyzed (see samples of these
in Appendix D). Twelve of them were used in the Rb)y Department, 7 in
Emergency, 7 in Laboratory, 6 in Medical Records,irb Pharmacy, 4 in
Administrative Affairs, 4 in Dentistry and 3 in Ojdions.

It was found that 56% of them were formally writtenboth Arabic and English.
Most of these bilingual texts were written on oneicted page: Arabic on the right
and English on the left. It is interesting to nttat one of these texts (a Radiology
Department internal memo) was originally written English and its Arabic
translation was handwritten at the bottom, probdhythe Chief Radiologist (see
Appendix D). This implies that there were some tieptofessionals who were still

unable to comprehend the English text.

The most common types of these medical workplaxs teere reports (41%), request
and report forms (18%), prescriptions (10%), inéérrmemos (8%), physical
examination forms (8%), procedural texts (6%) aontes of patient progress (6%).
All of these texts required healthcare professimi@ahave a high level of medical and
health knowledge and to be familiar with a variefymedical terminology, often
written in the form of abbreviations (e.g. TB fabtrculosis) or acronyms (e.g. AIDS

for acquired immunodeficiency syndrome).
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It was also found that 54% of the hospital formasisted entirely of checklists or
tick-box sheets and 25% of written script, while ttemaining 20% included both

checklists and cursive handwriting.

Based on the above, in terms of English readintsski can be concluded that HSC
students were expected to read instructions inrgemglish to carry out particular
tasks, some related to the health profession imebbnd others to the hospital. They
were also expected to read a wide range of metkcalinology and abbreviations,
particularly in medical reports and requests, anocgdural templates, including
checklists. Prospective health professionals alseded to be able to read and

comprehend the cursive handwriting of other medita.

With regard to English writing skills, it seems tiséudents were not always expected
to write. For the most part, hospital forms regdiomly the ticking of boxes, although
some (e.g. patient history/progress forms) requtred writing of short diagnostic
notes and brief chronological reports. Quick arehchandwriting was also required
on the part of health professionals, as this walldw them to fill out the forms
accurately while gathering information from theipat. Indeed, this is one of the
guidelines outlined in the ethical code of the raliprofession in Saudi Arabia
(Aljarallah et al., 2008: 21). However, it is oduht this guideline does not specify the

language (English or Arabic) in which the forms glddbe written.

Results Summary
On the whole, students rightly expected to neeceatgleal of English in their target

careers. All the traditional language skills wensidered to be very important.
Overall, the findings support the view of Hernan@emtes and Blank (2009: 5) that
the ability to interact in English in hospitals $hhédecome as important as specific

occupational skills’.
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4.3. CHAPTER SUMMARY

This chapter has presented, discussed and analymedindings regarding the
academic and professional language needs of HSfergg1 A mix of method was
used: semi-structured interviews with 35 particisamuestionnaires completed by
246 participants, and analysis of 15 subject cotasis and 48 workplace documents.
A comparison between the responses of the pantitspaas performed to determine

differences.

The results of the language needs analysis hasrrated that English played a
major role in the students’ academic studies argktacareers. By and large, the data
suggest that all four main language skills weredrtgnt for their studies and target
careers. More precisely, the data suggest thatewbiding and writing skills were

given greater attention in academic studies, spga&nd reading skills tended to be

required more than writing and listening in thedgtnts’ target careers.
The next chapter presents the results regarding:ttent to which the current ESP

course at the HSCs has fulfilled its students’ aosid and work-related language

needs, as well as their language learning needs.
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CHAPTER FIVE: COURSE EVALUATION — DATA ANALYSIS &
DISCUSSION

Having presented and discussed the findings ohdeels analysis, it is now necessary
to determine to what extent the identified needsmaet by the current ESP course.
Therefore, this chapter analyzes and discussedataecollected to address the third
major research question, concerning the evaluatibrthe appropriateness and
effectiveness of the ESP course offered at the H8CQ®s two primary parts. The
first is on the appropriateness of the course aresestigated; and the second is on
the effectiveness of the ESP course (see Tablm ZBapter 2).

The evaluation information on the ESP course wéleaed from two major sources:
related documents and the course stakeholdersanguage teachers, administrators,
current students and graduates (past studentsp @atstakeholders’ views and
attitudes towards the ESP course were collectedmi®ans of semi-structured

interviews and questionnaires.

5.1APPROPRIATENESS OF THE ESP COURSE
To what extenis the ESP course appropriate?

A process-based approach to ESP course evaluatasn agopted to answer this
guestion by going deeply into some of the constitygarts of the course and its
processes in an attempt to identify problems, yf @md to suggest possible solutions,
as well as to highlight its strengths. The infonmatcollected on the specified aspects
of the course (curriculum organization and syllalspecifications, teaching and
learning materials and aids, classroom activitied methodologies, and assessment
procedures; see Table 2.3) is qualitatively anchtjtadively analyzed to evaluate the
appropriateness of these areas to students’ lgpamd target needs, and hence to the
course objectives.

5.1.1ESP Curriculum Organization
In this section, the focus is primarily on some artpnt specifications of the ESP

course: its duration, focus and objectives, as wsllthe qualifications, roles and

training of the teachers.
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5.1.1.1 Course Duration

Students’ Responses
All six student interviewes felt that the auent number of hours devoted to the E

course (12 peweek for twosemesters) was inadequadesatisfy their needs. Stude
3 complained thahe HSC gave“more time to other subjects..his complicates ou
focus on learning Engli¢’. Another interviewee (Student 2) arguditht “a single-
year English course is very sh... We need more time &nglish instruction to cog

with our academic studies and future j".

This area of concern was further explored in thestjonnair, which asked tr
studentsat the end of the ESP course whether they d that the timeallotted was
insufficient and that more time should be giverkEtglish language instruction at t
HSCs (Q12f) Figure 5.1 shows thresponses in terms of percentage of the
respondents. le mean and standard deviation (SD) figures arsdores on a fo-
point Likert scale, where 1 = strongly disagree dnd strongly agre. More than
three-quarters7@.3 per cel) of respondents agreed or strongly adrimat the course
was too short and thatore time should be given to English instruct while only
21.6 per cent disagrdeoi strongly disagreedThese results generally support w

was expressed in the interviev

Figure 5.1: Percentageof student questionnaire respondentsagreeing hat
the ESP course duration was inadequate (Mean= 3.18D= 0.898
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Bearing in mind that the ESP studewere likely tohave different levels of Englis
proficiency and thathey were not streamed because the courseed an official
placenent test, it is possie that it was the less proficiewho considere2 hours

per week insufficientwhile the more proficient ones saw thissasdficient. However
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a strongmajority of studentswere in favour of increasing the number of con
hours. This was also one of the points mften expressedby 53 studen) in
response to the opemdedquestionnaire iterwhich invited suggestions to make |

course more effective and appropri

Graduates’ Responses

When seven former students were rviewed, five of themalso complained abo
the inadequatduration of the course and suggested that the nuaflentact hour
should be increase@raduate 6 saic“The courses too short... | remember that d
to the lack of time, teachers were exping the lessons in a rush in order to
through the textbooksHe suggested thathe whole first year at the college sho
be devoted to the English coL”. Another former studeniGraduate 3) also felt th
“the time allocated to the coursetoo short... fiey should increase the contact ho

of listening, reading and writir”.

Whenformer students were askin the questionnaire whether thagreed that the
course duration wamadequate and that more time should be alloc(Q12f), their

responsegsee Figure 5.2indicated that a strongajority (about 89%agreed or
strongly agreedwhile only about 10 per cent of graduatdsagreed oistrongly

disagreed.

Figure 5.2: Percentageof graduates agreeing thatthe ESP courseduration

was inadequatg(Mean= 3.4%, SD= 0.759)
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ESP TeachersResponse
All six teachers interviewed also thought thathours per week wasasufficient anc

stressed the importance of increasing the coursgacbhoursTeacher 2 observe
that “this two-semesteESP couse is designed for those students who have a
grounding in English, but the fact is that the nigyo[who join the HSC:< are very
poor in English... Mere isa great gap, causing deep troubléde went on to sugge
“a placement test before the couregins. Another respondenfTeacher 4) pointe
out that ‘because most students join our ESP course a very poor command ¢
English, we often spend much time teaclvery basicEnglish ... so we are unable
teach all the required lessc”. He suggested thata“threeterm course would b
appropriaté.

Similarly to current students and graduates, 20 Eahers were also asked ak
the allocation ofcourse time (Q1). The questionnaire data show that the ¢
majority (85%)agreed ostrongly agreed that the course duration imasequate and
that more time should ballotted 6ee Figure 5.3). Only 15 per cent of teacl
disagreed and norstrongly disagred.

Figure 5.3: Percentageof ESP teachersagreeing that the course duration was
inadequate (Mean= 3.55SD= 0.759)
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Administrators’ Response
When administrators were interviewethree of thefive felt that the preseramount

of time devoted to the ESP courwas insufficient. For examplédministrator 3

said, 1 think the time availab now to learn English language in the HSC<oo
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little... students need more time on learning Engiisbrder to reach a level where

they can follow their academic studie¥he other two administrators indicated that
the course duration was appropriate and put thendléor any weakness on the
students, who usually joined the HSCs with a vemytéd command of English.

Summary
To sum up, the interview data show that the majaftinterviewees (20 of 24) were

in favour of increasing the number of course cantamurs. The great majority of
guestionnaire respondents (206 of 246) agreed tmighview. This finding is in line
with the claims made by McDonough (1984: R@binson (1991: 3) and Basturkmen
(2006: 18) that students in ESP classrooms oftea haited time to learn English.

The K-W test indicated that there was a statidficagnificant difference between the
guestionnaire responses of the three groups,tudests, graduates and ESP teachers
(x2 =9.809; df = 2; p =0.007). The Mann-Whitney test indicated that the
statistically significant difference was betweere tetudents and the graduates
(p = 0.005), but its magnitude was very small (EZ= 0.18).sTtesult suggests that
the graduates felt more strongly than the studdwatisthe present course duration was
inadequate and that more time should be allocatetet course. However, as it was
generally felt that inadequate time was devoteithéocourse, it can be concluded that
the focal point of course duration constitutesveakness of the current ESP course.
By analogy, as Jureckov (1998: 44) maintains, ‘H&&ners require not only a
desired and substantial “meal” but also an appatgrtime for its consumption,
otherwise they cannot digest it'. McDonough (1984) also points out that ‘the
relatively small amount of time that can be sparthe language class may well bring

about a decrease in its efficiency’.

5.1.1.2 Course Focus

Students’ Responses

Four of the six students interviewed were of thenigm that ESP instruction should
focus more on medical rather than general Engli$teir comments included:The
lessons are not related to the medical field. I'lknow why there are so few medical
topics' (Student 2); Most of the course content is general English... Rgads
totally general, no medical content is includ¢8tudent 5). Thus, it was important to

ask the students in the questionnaire how far tgreed with the following two
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ideas: ESP instruction should focus on ME (Q12@uestionnaires); ESP instruction
should focus on GE (Q12e in Questionnaires). Figudeshows that the results were
not in line with the interview responses: 80 pentoef students agreed or strongly
agreed that the course instruction should focu&Bnas opposed to only 68 per cent
who agreed or strongly agreed that the focus shibeldn ME, while almost a third

(32%) disagreed or strongly disagreed with a faouME.

Figure 5.4: Percentage of students agreeing thate¢hESP course should focus on
Medical English and General English (ME: mean=2.92,SD=1.038; GE:
mean=3.15, SD=0.932)
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Graduates’ Responses
Four of the seven graduate interviewees, like tlagorty of student interviewees,

preferred a focus on medical English. For exam@gduate 3 said,l “think they
should concentrate on English needed for medicadies and professions, not only
general topics Another former student (Graduate 7) maintained tha content of

the course was not really related to our field widyand worK.
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Figure 5.5: Percentage of graduates agreeing th#te ESP course should focus
on Medical English and General English (ME: mean=29, SD=0.971; GE:
mean=3.15, SD=0.860)
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Figure 5.5 shows the proportion of responses bgusies to questionnaire items
concerning the focus of instruction in the cour@d4d&e), which again contrasted
with interview data. More than three-quarters pé8 cent) of graduates agreed or
strongly agreed that the focus should be on GElewdmly two-thirds (66 per cent)

agreed or strongly agreed with a focus on ME.

ESP Teachers’ Responses
Five of the six teachers interviewed felt that to&rse instruction should focus more

on ME. One of them (Teacher 1) commentddhink the present course curriculum
should be changed... The focus should be on the ahdidilcl... Currently, students
are exposed to medical input in only one subjecichiviis medical terminology
Teacher 6 also argued thdahé students in the first year study some subjebish
are not related to their target career... The Englsburse should be oriented to
students studies and joBs Teacher 3 agreed that the courshduld be medical-
oriented rather than on general EnglistSimilarly, Teacher 4 suggested thahé¢

course should be planned for medical purpbses
This time, the teachers’ questionnaire data (Figué¢ showed more agreement with

the interviews: 75 per cent of respondents agreestrongly agreed that the course

instruction should focus on ME, while only 25 percdisagreed. At the same time,
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60 per cent of teachers agreed or strongly agreadthe focus should be on GE,

while 40 per cent disagreed.

Figure 5.6: Percentage of ESP teachers agreeing ththe ESP course should
focus on Medical English and General English (ME: raan=3.25, SD=0.0851;
GE: mean=3.00, SD=0.918)
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Administrators’ Responses
Three of the five administrators interviewed betidvhat the ESP course instruction

should focus more on ME. One of these (Administrajofelt that the course is too
general... it is not centred on the language needenhédical contexts The other
two administrators thought that the focus shouldsbkely on GE during the first

semester, with more ME during the second semester.

Summary
To recapitulate, while two-thirds of interviewed$ (of 24) were in favour of focusing

on ME, the stronger tendency among the questiomnegspondents (students,
graduates and teachers) was to suggest that tingecostruction should focus on GE.
This implies that there were still perceived to many students who needed to
improve their GE proficiency, which was thus sesibaing too low. In answering the
second open-ended question in their questionnaiagy students admitted that they

could not construct a grammatical sentence.

It is worth noting that the K-W test showed no #igant difference between the

responses of students, graduates and ESP teacitier®spect to the suggestion that
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the course instruction should focus on GE € 0.718; df = 2; p = 0.698); nor did

it show any significant difference between the oceses of these groups with respect
to the suggestion that the course instruction shéadus on ME 2 = 1.522; df =

2; p = 0.467). This suggests that the perceptions of the tgreaps were relatively
close to each other, with the majority in favoubafancing the course focus between
GE and ME. This seems to be in line with Mohammé€@395: 10) suggestion that
GE is important in ME. It can be concluded that rseufocus is another general

weakness of the current ESP course.

5.1.1.3 Objectives of Course Components
It is assumed that the stated objectives of anyseoserve to set its scope and limits.

What is crucial is that these objectives should coasistent, feasible, realistic,
relevant and appropriate. The focus of investigaiiothis part is mainly on assessing
to what extent the stated instructional objectioéseach of the four ESP course

components are appropriate and relevant to thestsicheeds.

When the Head Administrator (Administrator 1) waskead in interview what the
Ministry of Health or the HSCs wanted the studeatbe able to do in English while
studying at the HSCs and when they graduated,pgiiede “‘the HSCs want them to be
able to communicate in health-oriented and genesi&liations using all of the
language skills However, according to the GDHCI (2007: 3), theell objective
of the ESP course is to improve students’ Engbsiyliage so that they are able to use
it for the purposes of study and communicationsTdverall objective is broken down
into more specific instructional objectives for kdanguage component of the ESP
course in each of its two semesters. Each of tf@se components — Writing &
Grammar, Listening & Speaking, Reading, and Meditaminology — has its own
stated objectives, as discussed in Chapter Onggiselc2.1.1, which detail what the
students should be able to do at the end of thrapooent.

1 Of course, there is no simple or single way toleate the appropriateness of course objectives
(Genesee and Upshur, 1996: 22). However, the sesfithis investigation can give us an overall
indication of their importance.
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In order to identify any mismatches between thenméa curriculum and the
perceptions of the course participants, an itertheéstudents’, graduates’ and ESP
teachers’ questionnaires (Q11) asked them to hateelative importance of the stated
objectives of each language component to the stsidacademic studies and to their
target careers. A four-point scale was used: 4=wawyortant, 3=quite important,
2=not very important, 1=not important at all. Thegsponses were compared
statistically by running the K-W test to identifynasignificant differences. For the
sake of clarity, the statistical results are présgrseparately for each language

component, then a summary of these results is geadvi
Writing & Grammar

In this language component, writing was integratéth grammar. It had four stated

objectives. The results of rating the importancehefse objectives for the students’
academic studies are summarized in Table 5.1, wiashcolumns and rows for each
of the following statistics for each objective: thean rank for each group and the

degree of significance of the differences betwé&engroups.

Table 5.1: A comparison of the three groups’ percdmns of the importance of
Writing & Grammar objectives for academic studies

Groups
Studentyl Graduated Teachers
Objectives of Writing & Grammay Chi- ,
*MR MR MR Sig.

Square
107.90 141.19 123.38] 13.9¢10.007

1. To write a text using the
acquired writing techniques

2. To produce good writing by
taking care of spelling,
punctuation, cursive handwriting
and grammatical points
3. To express ideas correctly anll 156 61 | 14829 |  93.45| 26.6140.000
to follow writing techniques
4. To apply all grammatical poin{s
in both spoken and written 112.99 140.18 98.18 12.8950.002
English
*MR=Mean Rank,'=significant at 0.05 or lower.

111.33 143.23 91.95 17.4400.000

Generally, the mean ranks of the three groups atei¢hat none of these four
objectives was considered not at all important. Gamson between students’,

graduates’ and ESP teachers’ ratings of the impoetaf the four stated objectives to
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academic studies shows that graduates tendedde piare importance than the other
two groups on all four objectives. Statisticallgrsficant differences were found in
the responses of the three groups to all four dbEsx; as shown in Table 5.1.

In terms of Objective 1, the post-hoc test indidatieat the statistically significant
difference was between graduates and studgrtd)(000). As for Objectives 2, 3 and
4, the significant differences were between graskiand student® (= 0.000; 0.000;
0.002) and between graduates and ESP teacpers @.002; 0.001; 0.005). No
significant differences were found between studems ESP teacherp = 0.203;
0.319; 0.416).

The results of rating the relative importance afheaf the four objectives of Writing
& Grammar to the students’ target careers are ptedein Table 5.2. Again,
graduates tended to place more importance tharotther two groups on all four
objectives. There were highly significant differeacin the responses of the three
groups to Objectives 2, 3 and 4. According to tlustihoc test, the statistically
significant differences were between graduatessaudients® = 0.001; 0.000; 0.000).
The post-hoc test did not show any differences eetwstudents and ESP teachers (
= 0.722; 0.621; 0.117) or between graduates and tE&thersy = 0.066; 0.064;
0.499).

Table 5.2: A comparison of the three groups’ percdmns of the importance of
Writing & Grammar objectives for target careers

Groups
Studenty Graduateq Teachers

Objectives of Writing & Gramma} *MR MR MR Chi- Sig.
Square

116.51 130.85 126.48 3.01p 0.232

1. To write a text using the
acquired writing techniques

2. To produce good writing by
taking care of spelling,
punctuation, cursive handwriting
and grammatical points

3. To express ideas correctly anl
follow writing techniques
4. To apply all grammatical poin{s
in both spoken and written 107.75 139.82 131.52 14.1770.001
English
*MR=Mean Rank,'=significant at 0.05 or lower.

110.00 140.55 114.12 12.6%90.002

107.87 142.70 115.55  16.5740.000
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Listening & Speaking
In this component, which had four stated objectivistening was integrated with

speaking. Table 5.3 summarizes the results of gathme importance of these
objectives for the students’ academic studies. fEsponses of the three groups are

combined and compared.

Table 5.3: A comparison of the three groups’ percejons of the importance of
Listening & Speaking objectives for academic studies

Groups
Studenty Graduateqd Teachers

Objectives of Listening & Speaking

*MR MR MR sﬁngre Sig.

113.05 141.00 93.48| 14.74%.001

1. To understand any spoken or
written instruction in English

2. To form everyday statements anfl
questions

3. To explain student’s related
problems to the teachers in spoken
English with fluency of speech and
accuracy of pronunciation

4. To comprehend lectures in Engligh
and to take notes and dictation in 117.45 138.14 82.20| 15.9qm.00d
English

*MR=Mean Rank,*zsignificant at 0.05 or lower.

120.85 130.61 119.59 3.08L 0.283

109.82 141.18 111.99 13.24D.0071

According to Table 5.3, the graduate respondemisgs yielded the highest mean
rank. The K-W test indicated that there was a ficamt difference in the mean ranks
of the three groups with regard to rating the iniggace of Objectives 1, 3 and 4.
Regarding Objectives 1 and 3, the post-hoc testwvstiothat the statistically
significant difference was between graduates andesits p = 0.001; 0.000). As for
Objective 4, the significant differences were betweyraduates and studengs £
0.001) and between graduates and ESP teagher.002).

The three groups also rated the importance of eatte four objectives of Listening
& Speaking for the students’ target careers, asnsamzed in Table 5.4. The mean
ranks for the three groups suggest that the mgjofithem considered all four stated
objectives of Listening & Speaking to be very impot or quite important for the
students’ target careers. Comparing the mean rahtte three groups indicates that
those for graduates were higher than those ofttier groups.
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Table 5.4. A comparison of the three groups’ percdmns of the importance of
Listening & Speaking objectives for target careers

Groups
Objectives of Listening & Students| Graduated Teachers
Speakin i-
peaxing *MR MR MR Chi- 1 g,

Square

117.14 132.60 113.40 4.49¢ 0.10p

1. To understand any spoken or
written instruction in English

2. To form everyday statements
and questions

3. To explain student’s related
problems to the teachers in
spoken English with fluency of | 113.21 134.81 125.30 6.88
speech and accuracy of
pronunciation

4. To comprehend lectures in
English and to take notes and 114.31 137.84 102.60 11.4440.003
dictation in English
*MR=Mean Rank,'=significant at 0.05 or lower.

108.70 139.99 124.90|  14.3%70.001

0.032

Q)

Table 5.4 shows that there were statistically $icgmt differences among the mean
ranks of the three groups in terms of rating thpdrtance of Objectives 2, 3 and 4.
With regard to Objectives 2 and 3, the differenassmeasured by the post-hoc test
were statistically significant between graduated studentsy = 0.000; 0.009). As
for Objective 4, the significant differences wereen graduates and studemts=(
0.003) and between graduates and ESP teagher.009).

Reading
This component had eight stated objectives. Theilteesof rating the relative

importance of each of these for the students’ avadstudies are presented in Table
5.5. An inspection of the mean ranks for the grasymggests that graduates tended to

place more importance on the objectitlean the other two groups did.
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Table 5.5: A comparison of the three groups’ percdmwns of the importance of
Reading objectives for academic studies

Groups
Studentyl Graduated Teachers
Objectives of Reading Chi- ,
*MR MR MR Sig.

Square

1. To read English with pleasure
and interest and comprehend whatl12.96 140.15 98.48 13.3420.001
you read
2. To read faster and read in ways
that meet the students’ 120.13 131.39 101.90 4.28
expectations
3. To understand and practice th
English reading strategies

4. To talk and think about a text
new ways

5. To formulate and articulate
ideas more precisely

6. To experience the connection
between reading and writing

7. To find out new ideas, facts ahd
experiences

8. To think in English and build
linguistic competence as well as|] 119.55 132.34 101.12 4138 0.011
performance
*MR=Mean Rankf:significant at 0.05 or lower.

0.137

Q)

©118.42 | 13017 102.42| 434 0.196

N114.19 137.71 104.05 8.88p 0.01

113.40 139.99 96.70 12.7460.002

® 113.28 139.08 102.25|  10.6320.005

112.20 142.11 92.62 15.6970.000

Table 5.5 shows statistically significant differescbetween the groups’ responses
regarding Objectives 1, 4, 5, 6 and 7. In term®bjectives 1, 4, 5 and 6, the post-hoc
test indicated that the statistically significaiffatences were between graduates and
students ¢ = 0.001; 0.008; 0.002; 0.004). As for Objective thhg significant
differences were between graduates and studpnts0(001) and between graduates
and ESP teacherp € 0.003).

In the same way, the three groups rated the relatiwortance of each of the
objectives of Reading to the students’ target aaréiéhe results, summarized in Table
5.6, indicate that responses to Objectives 2, 8, B,and 8 differed significantly, with

graduates placing more importance than students EB#d teachers on all eight

objectives.
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Table 5.6: A comparison of the three groups’ percdmwns of the importance of
Reading objectives for target careers

Groups
Studenty Graduated Teachers
Objectives of Reading Chi-
*MR MR MR Sig.

Square

1. To read English with pleasure
and interest and comprehend whatl21.25 128.15 112.38 1.47p 0.479
you read

2. To read faster and read in wa
that meet students’ expectations
3. To understand and practice th
English reading strategies

4. To talk and think about a text
new ways

5. To formulate and articulate
ideas more precisely

6. To experience the connection
between reading and writing

7. To find out new ideas, facts ahd
experiences

8. To think in English and build
linguistic competence as well as|] 113.81 137.56 107.12 9.30p 0.61f0
performance
*MR=Mean Rankf:significant at 0.05 or lower.

/511705 | 133.34 104.65| 6.38p 0.04h

€118.83 131.43 109.45 3.56p 0.148

N112.68 139.35 104.40 11.6350.003

109.96 141.88 107.35|  16.230.000

® 11391 | 136.58 111.70| 7.89F 0.61o

110.69 140.78 108.75 13.2130.001"

With respect to Objective 2, the post-hoc test sibtihat the statistically significant
difference was between graduates and ESP teachers (.003). Regarding
Objectives 4 and 5, the significant differencesenesetween graduates and students (
= 0.002; 0.000) and between graduates and ESPeisaph=0.015; 0.011). As for
Objectives 6, 7 and 8, the significant differenaese between graduates and students
(p =0.007; 0.001; 0.005).

Medical Terminology
The Medical Terminology component had five statbpctives. The results of rating

the importance of each of these to the studenesdemic studies are summarized in
Table 5.7.
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Table 5.7: A comparison of the three groups’ percdmns of the importance of

Medical Terminology objectives for academic studies
Groups

StudentsGraduatep Teacher

Objectives of Medical Terminology Ch
*MR | MR MR Squ;re Sig.

1. .To use the new medical terms in all 1‘01ur104.62 14355 13050! 20 286.000
skills of language

2.To use thg medical terms in professior aI97.29 14528 16539 385Mm00d
communication

3. To recognize _aII body systems with thE|r117.64 13013 | 12350 2.28b0 320
names and medical courses
4. To comprehend and write short medic4l
situations using the medical terms

5. To understand, read and write short
medical reports

*MR=Mean Rank,'=significant at 0.05 or lower.

105.08| 147.14 | 108.75| 23.640.000

104.94| 144.54 | 123.35| 19.440.000

Table 5.7 shows that there were significant diffiees in the three groups’ ratings
with regard to four out of the five objectives. ttrms of Objectives 1, 2 and 5, the
post-hoc test indicated that the differences weadistically significant between
graduates and studengs £ 0.000; 0.000; 0.000). As for Objective 4, thgnsicant
differences were between graduates and studpnts0(000) and between graduates
and ESP teacherp € 0.010).

The three groups also rated the importance of e&the five objectives of Medical

Terminology for the students’ target careers. Tdselits are presented in Table 5.8.

Table 5.8: A comparison of the three groups’ percepns of the importance of

Medical Terminology objectives for target careers
Groups

Students| Graduatep Teacher

Objectives of Medical Terminology Ch
*MR MR MR Squ;re Sig.

U1228 | 134.76] 131.1d 10.3m0006

1.To use the new medical terms in all fg
skills of language
2.To use the_ medical terms in professio 1al10 08
communication '

3. To recognize gll body system with thelrllol95 13724 126.0d 1268007
names and medical courses

4. To comprehend and write short medita d 500
situations using the medical terms !L07'80 143.17 113.43 21, 00
5. To understand, read and write short

medical reports.
*MR=Mean Rankf:significant at 0.05 or lower.

141.04| 111.1d 17.7jroood

119.35 130.70 110.24 3.899.142
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This shows significant differences in the grougdings with regard to four of the five
objectives. For Objectives 1 and 3, as calculatethb post-hoc test, the statistically
significant difference was between graduates amdiesits p = 0.002; 0.000). In terms
of Objectives 2 and 4, the significant differeneese between graduates and students
(» = 0.000; 0.000) and between graduates and ESRetesag = 0.010; 0.011).

Summary
To summarize, the statistical analysis above indgdhat there were significant

differenced between the graduates and the students and bethegraduates and the
ESP teachers, in rating the importance of the dtatkjectives of the course
components for students’ academic studies andtteageers. However, there were no
significant differences in responses between thdestts and the ESP teachers. It
would appear, therefore, that the perceptions efstindents and of the ESP teachers
were relatively close to each other but signifibardifferent from those of the
graduates. It should be noted that the mean rahksearaduates were significantly
higher than those of the students and of the E&Phéss. This means that the
graduates tended to rate almost all objectiveseag important, unlike the students
and the ESP teachers, who appear to have been $&@amevere selective in their
ratings.

Comparatively speaking, the three groups’ meangamkating the importance of the
stated objectives for students’ target careers vingher than their mean ranks in
rating the importance of these objectives for ttemademic studies. This probably
means that the stated objectives of each languag@anent were more appropriate
to the students’ target careers than to their anadstudies. Despite this, it seems
reasonable to conclude that in general, there wasomsiderable degree of
correspondence between the planned curriculune(statjectives) and the students’,
graduates’ and teachers’ perceptions of studeeeds However, this does not mean
that what was planned was necessarily or could een taught or learned. The
extent to which the course objectives were realiseédvestigated elsewhere in this
chapter (section 5.2.1.3). Meanwhile, the followswupsection considers the roles of

ESP teachers and their preparedness for these.

11t is important to note that for all these diffeces the measure of effect size is smaller tha6, 0.2
suggesting that the statistically significant résuhay be due mainly to the large sample size rathe
than to major differences between the groups.
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5.1.1.4 ESP Teachers’ Qualifications, Roles andniing
‘It is teachers themselves who ultimately determthe success of a program’

(Richards, 2001: 209). This evaluative focus on E8&rse teachers’ qualifications
and performances is considered under the key areauwmiculum Specifications
because, according to GDHCI (2007), a specific eac workforce is required to
deliver the four components of the course. The E&irse description for each of
these components states that members of the tggsfaiffi should hold PhD, master’s
or bachelor’s degrees in English language. Theifsgegoon gives no further details,
such as levels of English language proficiency, tiwieteachers should be native or
non-native speakers, teaching experience, or mmioiesl qualifications in the
teaching of English as a foreign language (TEFISPEetc.

As of September 2008, the ESP courses in the 10sH&€Ch had an average of 7
members of teaching staff. There were 72 Englislguage teachers in total
delivering these courses, of whom 35 held MAs iglish language and literature, 13
held MAs in the teaching of English to speakerstbier languages (TESOL), 9 held
MAs in applied linguistics, 7 held MAs in TEFL ar®held bachelor’'s degrees in
ELT. These members of teaching staff varied widelgxperience: from 1 to 28 years
in GE teaching and from 1 to 13 years in ESP temghi

Language Teachers’ Roles
On the 18 of November 2006, the GDHCI established a committe oversee the

revision and development of the content of thelteak for each course component.
Although six of the 72 ESP course teachers sit o tommittee, all the other

important roles of ESP practitioners are out ofsfjo@s. These six members are
required to meet once a year, usually at the baggnof the academic year, in order
to assess the appropriateness of the textbookstheydmay occasionally suggest
alternatives. This unsystematic and unplanned sissag of textbooks is not based on
any set of predefined evaluation criteria, but @atbn the members’ impressions of
the material, or what Cunningsworth (1995: 1) cattgpressionistic overview'. For

example, in one of its annual meetings, the comemitlecided that ‘the Grammar
textbook currently used is quite useful for thé skmester, but we should select a

textbook that is more relevant to health sciencslesits in the ™ semester. In

! (from theGDHCl internaldocuments)
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another meeting, the committee concluded: ‘We ghdwdep using the current
textbooks for reading, writing and listening. Howevwe need to ask the author to
delete some of the repetitious parts in these oekiH and include new content instead
of these parts! Surprisingly, the nature and form of this new teom was not
explained or described, but was left without anytfer detail. As McGrath (2002: 40)
warns, ‘because the choice of a coursebook can &acte an important impact on
learners and teachers, the decision-making processis to be careful and
systematic’. Being already overloaded with teachinayirs (an average of 22 per
week), ESP teachers may not show initiative withpeet to generating culture-
specific in-house materials themselves, althougty tbhould be aware that such
material ‘potentially has a dynamic and maximaévahce to local needs’ (Sheldon,
1988: 238).

Language Teachers’ Training
‘Teachers in an institution may not always haveghsicular knowledge and skills a

program needs, so it may be important to seletit fsiaspecialized training to meet
these needs’ (Richards, 2001: 213). At the tim#hisfstudy, such support for the ESP
course teachers seemed to have been neglected.widreynormally specialists in
English literature, applied linguistics, TESOL dEAL who had never been trained in
the teaching of ESP, let alone of ME.

In their questionnaire (Q2), the ESP course teachezre asked the following
guestion: Have you ever joined an ESP (or Medical Englishacteer-training
course? All 20 respondents answereNd. During the interviews, while admitting
that they had received no such training, all singleage teachers agreed on the
importance of this kind of course for developingithteaching skills, performance
and subject-matter knowledge. Four of the five audsiiator interviewees (1, 2, 4 and
5) claimed that they were unable to release teadbersuch training courses because
of a chronic shortage of teaching staff. Theseirfigsl appear to support the claims of
McDonough and French (1981b: 5) and Kennedy (1988 that many ESP

programmes overlook teacher-training provision.

! These (translated) quotations were taken fronGR¥HCl internaldocuments.
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Evaluating Teaching
It is very important that teachers’ performancerbgularly evaluated in order to

provide quality teaching in any programme (Richar2801: 220). However, the
interviews conducted with the ESP course adminmtsaand teachers demonstrated
that there was no formal evaluation of languagehews’ performance. Administrator
3 said: We make some visits to classrooms in order to atalteachers... We also
sometimes ask two students from each class to sagtkeg English language
teachers’ work However, all six ESP course teachers interviewtded that they
had never been formally evaluated. One (Teachelathed to have...no idea about
any kind of evaluatidn while Teacher 6 said:l ‘have never heard about any
evaluation, and | am not aware if there is any mepwr evaluation which concerns

our performance

Summary
In summary, the focal point of language teacheusilifications seems to constitute a

good feature of the current ESP course. Howeverpther points investigated here,
concerning teachers’ roles, training and evaluatmpear to constitute weaknesses of
the ESP course.

5.1.2 Teaching and Learning Materials and Aids
At the time of the study, none of the HSC ESP caeaiisad a self-access learning

centre. However, they did enjoy the use of othacheng aids and facilities such as
course textbooks, audio-visual materials and lagguaboratories. Due to time and
space constraints, the focus of evaluation in $leistion is on the course textbooks
being used, in view of the apposite remark of Sheld988: 237): ‘Whether we like
it or not, these [textbooks] represent for bottldshis and teachers the visible heart of
any ELT programme’. There follows a closer examorabf the appropriacy of the
primary teaching and learning materials, namelybteaks, which were adapted to
meet the stated objectives of the four course compis. This is followed by an
investigation of the use of supplementary matesalsh as audio-visual aids inside

the ESP classrooms.
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5.1.2.1 Evaluation of Course Textbooks

The Three Groups’ Evaluations of the Course Tex¢boo

In the interviews, five language teachers indicatfest one of the problems their
students faced in the ESP course was the inapptepass of the textbooks. One
(Teacher 3) cogently criticized some of the texdsool am not happy with the
textbooks for writing, listening and speaking, gnaan and reading... They include
many topics that are not related to the studetasgetcareers. Another (Teacher 4)
commented: I'teach listening and speaking... The textbookH@ component is very
difficult... not appropriately graded. It is alsmn-motivating and inappropriate to
our students neetlsSimilarly, Teacher 1 observed thamnbtst of the topics in the
listening and speaking textbook are based on westalture, which is difficult for
our students to understahdA teacher of reading (Teacher 5) stated thia¢ level of
the students is far below the level of the readexgbooK. Finally, Teacher 2 pointed
out that the textbooks are sourced from different compariigsre is no integration

at all between the different skills

When interviewed, five students and five graduates criticized the textbooks for
lack of direct relevance to their specialism andldeing above their language level.
Student 1 complained:The textbooks are more suitable for those Wwhwve a solid
command of general English, which we do not ha%udent 2 added thatHe
textbooks are very difficult... | cannot understamdrgthing, particularly in listening
& speaking, and the reading classe&raduate 3 expressed a similar opiniohhé
textbooks were much harder than our English langudgyvel when we started
studying them... There was a big gap between et bnd the textbooks

The questionnaire respondents were all asked ttuatea in general terms, the
appropriateness of the textbooks being used onE®e course (Q9). Table 5.10
summarizes all three groups’ evaluations in fregie=n and percentages, with a

calculation of the average percentage for eactuatiah term across the groups.
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Table 5.10: Users’ evaluations of the ESP textbooKgequency and percentage)

Students Graduates Teacher$ Average
Evaluation Terms Freq % Freq % Freg % %
4=Very appropriate 171 14.0D 7 6.6D 2 10J00 10.20
3=Quite appropriate 39 3250 3p 30.8 a 20100 27.p6
2=Not very appropriate 500 416 Sff 50.p4 B 4000044.20
1=Not appropriate atall 14 1146 1B 12.p6 b 30.0017.97

The average percentages in the final column giwraprehensive picture of the
groups’ collective evaluations of the appropriatenef the textbooks. Over 44 per
cent of all respondents thought the textbooks wetevery appropriate and nearly 18
per cent considered them not to be appropriatd. a&f@nversely, only 10 per cent of
respondents believed the textbooks to be very gpjatte. It is worth noting that there
was no statistically significant difference betwestndents, graduates and language
teachers in their evaluations of the textbooks=£ 4.838; df = 2; p = 0.089).

The same three groups (120 students, 106 gradaate20 language teachers) also
indicated the extent of their agreement or disagesg with the view that the content

of the course textbooks was above the studentdidgbnignguage level (Q12g). Table

5.11 presents all three groups’ responses in frezleée and percentages, with a
calculation of the average percentage for eacheaggat/disagreement term across
the groups.

Table 5.11: Questionnaire responses as to whethdret content of the textbooks
was above the students’ English language level (freency and percentage)

Students Graduatds ESP Teachéksrage
Agreement/Disagreement Terfngreq| % |[Fred % | Freq| % %
4=Strongly Agree 38| 31.4627 | 25.470 7 35.00] 30.71
3=Agree 51| 425p58|54.71 11 | 55.00| 50.73
2=Disagree 19| 15.4316 | 15.09 1 500 | 11.97
1=Strongly Disagree 12 10.p05 | 4.71| 1 5.00 6.57

Table 5.11 shows that a high percentage of respdsidever 80%) agreed or strongly
agreed that the textbook content was above theestsidEnglish language level, as
compared with only 18% who disagreed or strongbadreed. Again, there was no
significant difference between the responses ofthihee groupsx? = 1.200; df =

2; p = 0.549).
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The introductions to the textbooks indicate thatythwere designed mainly for
students with an intermediate level of English. ldger, the above results show that
their content was found to be difficult for the HSudents, because it did not
generally match their level of English. This sudgethat the English language
proficiency of most students beginning the courss Wwelow the intermediate level.
This assessment is supported by data from theviates with language teachers and
administrators, who stated that the majority ofirtiséudents joined the course with
very poor English (see section 5.1.1.1). This isorgjly consistent with the
observation of Waters (1993: 15) that ‘in recenarge the audience for ESP has
begun to include a much higher percentage of lesnwéh only a limited command
of English’.

Generally speaking, the results of the interviewd questionnaires support those of
the two-stage evaluation presented earlier. Howesiatilar conclusions and more
reliable evaluations should be expected only whbka predefined evaluation

parameters are agreed upon and used by all respisnde

5.1.2.2 Supplementary Materials

The use of supplementary materials such as audib eteo tapes, overhead
transparencies and computers is very importantegching and learning ESP
(Dudley-Evans and St John, 1998: 170). Therefdrejas necessary to see to what
extent such supplementary materials were used @& ESP classrooms. The
guestionnaire respondents were asked (Q12i) wh#tbgragreed that supplementary

materials were used in ESP classes. Table 5.12 avgas the results.

Table 5.12: Questionnaire responses as to whetherpplementary materials were
used in ESP classrooms (frequency and percentage)

Agreement/Disagreement| Students Graduatey ESP Teachlrerage
Terms Freq] % | Freq %| Freqg % %
4=Strongly Agree 10| 8.38 2 1.8 0.0 0.p0 3.40
3=Agree 26| 21.6p 14 |13.20 1 5.00] 13.28
2=Disagree 39| 32.50 62 |58.49 16 | 80.00 56.99
1=Strongly Disagree 45| 37.%028 | 26.41 3 |15.00 26.30
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The average percentages in Table 5.12 indicate abet 83% of all respondents

disagreed or strongly disagreed with the claim sugplementary materials such as
audio-video tapes, overhead transparencies and uwterspwere used in their ESP
classrooms, while only 17% agreed or strongly afjr@#ere was no statistically

significant difference between the responses ofthihee groupsx?® = 0.105; df =

2; p = 0.949).

Summary
According to the above discussion, the inappropniess of the Grammar, Writing (1),

Listening and Speaking (I) & (Il) and Reading teodks being used, as well as the
failure to use supplementary materials (e.g. awdioal tapes and computers) in
classrooms can be said to constitute weaknesshe &SP course.
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5.1.3 Classroom Activities and Methodologies
Following the evaluation framework of the curretudy (Table 2.3), the potential

classroom categories include teaching methodologied the motivation and
participation of students. The first category fasusn the activities suggested by the
course description and the methodologies employethé ESP teachers, while the
second is concerned with the extent of studentgivaiiton and participation within
the classroom.

5.1.3.1 Teaching Methodologies

The students’ and graduates’ evaluation of the smuextbooks indicated that a
majority of them (131 of 226) were unsatisfied witlese materials (Table 5.10). This
may be because students used differing criterevéduate their appropriateness. For
example, a majority of students may have been igfisat with the methodologies

employed in teaching the content of the books. hiegc methodologies here are
‘what practicing teachers actually do in the classn in order to achieve their stated

or unstated teaching objectives’ (KumaravadiveQ& 84).

According to the course description under studg, iiein classroom activities that
should be employed in teaching the ESP componeatpair-work and group-work
(GDHCI, 2007: 2). This implies that the teachersudti adopt a communicative
methodology whereby students are asked to workairs pr groups. Although the
course descriptions of the Medical Terminology &dting & Grammar components
clearly state that students should work in palre,dorresponding textbooks were not
found to include explicit instructions encouragstgdents to work in pairs or groups,
such as ‘Compare your answer with your partnefAork in pairs’.

In order to establish to what extent such actisitieere employed in teaching the
course components, questionnaire respondents vwaked ao state their level of
agreement with the proposition that students werengthe opportunity to work in
groups or pairs (Q12j). Table 5.13 below shows tiegtrly 70 per cent of the students
and 79 per cent of the graduates disagreed orgdjraisagreed that they were given
the opportunity to work in pairs or small groupdereas the ESP teachers neither

disagreed nor strongly disagreed.
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Table 5.13: Questionnaire responses — Are studentgven the opportunity to
work in groups or pairs?

Agreement/Disagreement Terths Students | Graduatgs ESP Teaclhéngerage
Freq| % | Fre§ % | Freq| % %
4=Strongly Agree 18] 15.J09 | 8.49 11 | 55.00 26.16
3=Agree 17| 141613 [12.24 9 45.00] 23.80
2=Disagree 62| 51.4664 | 60.371 0.00 | 0.00] 37.34
1=Strongly Disagree 23] 19.1&20 | 18.89 0.00 | 0.00] 12.67

The K-W test indicated that there was a statidficagnificant difference between the
responses of three groups?(= 38.984; df = 2; p = 0.000). The post-hoc test
showed that the statistically significant differeacwere between ESP teachers and
students § = 0.000) and between ESP teachers and gradyate(000). The ES
indicated that these differences were not substaiis = 0.45, 0.52 respectively) and
there was no significant difference between thelestts and the graduatep £
0.300). A plausible interpretation of these disarepes between teachers and their
students is that teachers may sometimes have #s&edtudents to work in pairs or
groups, but in practice many were perhaps unsuittesorganizing such classroom
activities. The success of pair- and group-wddpends on careful and effective
organization (Ur, 1996: 233). It is possible thasues like class size and time

allocated do not usually help teachers to condraxi/pair work successfully.

A sample of records for ten ESP classes indicatstihe class size ranged from 23 to
29 students, with an average of 26 students pss.clacan be tentatively suggested
that such class sizes do not normally allow foy\arccessful participation in group
or pair work. This is supported by Ferris (1998080who concludes that larger
classes are less likely to allow small group workt are smaller classes. In summary,
as Richards (2001: 208) notes, ‘class size affinetsquality of instruction’. Oladejo
(1993: 11) points out that in developing countri@sge class size is a well-known
problem for ESP learning. However, observation lagroom practices would have

helped to confirm this.
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Language Teachers’ Methodologies and Performance

The problem of inappropriate teaching methodologypleyed by some language
teachers was identified by some students and gresluehen they were asked about
the difficulties they encountered in learning Eslglin their language courses (Q9 in
Interviews and Q13 in Questionnaires). For examptees interviewee (Student 3)
stated thatthere is no actual practice in listening and spegkclasses... The teacher
just gives some instruction and then asks us tthe@xercisés Student 4 added that
“the method of explaining and clarifying the lesssnnot good at all... Some
textbooks are good but the teachers do not exglEnimportant points clearly...
They also do not make the lessons very interésthghird student (5) complained:
“l think the reading textbook is complicated... Whsat worse, the teaching
methodology employed in reading classes is notttigBraduate 1 reported that
“some [teachers] used spoon-feeding methods of teachinGraduate 4 also
complained thatthe grammar textbook was very difficult... | thinlsttvas because
the teacher used an inappropriate style when teaglti.

The questionnaire respondents were asked to imdibatv far they agreed or
disagreed with the claim that the teaching methmgleb used by language teachers
were appropriate and useful (Q12h). Table 5.14 sanzes their responses to this

guestion.

Table 5.14: Questionnaire responses as to whetheazaiching methodologies were
appropriate and useful (frequency and percentage)

Students Graduates] ESP Teachdrgerage
Agreement/Disagreement Terngs.

Freq % Freq % Freq % %
4=Strongly Agree 13 10.8( 9 8.49 2 10J009.76
3=Agree 16 13.33 18] 16.98 6 30.00] 20.10
2=Disagree 58 48.33 521 49.0511 | 55.00] 50.79
1=Strongly Disagree 33 27.5D 2] 25471 5.00| 19.32

Table 5.14 shows that a high percentage of respismdever 70%) disagreed or
strongly disagreed that the teaching methodologgesl by language teachers were
appropriate and useful, whereas only 30% thoughkt ¢bntrary. There was no
significant difference between the responses oftlihee groups in terms of whether

the teaching methodologies were appropriate antlluge? = 4.363; df = 2; p =
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0.113). This finding appears to undermine the argumhbat tformer students who
evaluate courses with the added perspective of wliediffer systematically from
students who have just completed a course whemuavad teaching effectiveness’
(Marsh, 1987: 275).

However, it was necessary to investigate to whaergxlanguage teachers were
helpful and successful in their teaching, becatige they who adopt and employ
teaching methodologies. In the interviews, two rang issues were raised by four
students (1, 3, 4 and 5) and five graduates (3, &, and 7) concerning the classroom
performance of their language teachers. The fasiie was that some teachers were
unable to convey the information clearly. Fifteémdents and 18 graduates also used
the open-ended questionnaire item (Q 13) to reghastas one of the difficulties that
they had encountered in learning ESP at the HS@sthé interviews and
guestionnaires, some student and graduate respsndiso complained about the

unintelligible accents of some language teachers.

Student 3 explainedThere is a problem associated with some teacheosamd from
East Asia... | cannot understand what they are sawihgn they explain the lesson
because their speech is unintelligibl8imilarly, Student 5 admittedTb be honest, |
don’'t understand what the teacher is talking abquayticularly in listening and
speaking classebecausehe way he speaks is not cléa®ne of the five graduate
interviewees (Graduate 3) expressed the same contine teaching members of
staff were non-native speakers of English... Somadatidpeak fluently... They often
mispronounced English wortsThe difficulty of not comprehending the speedh o
language teachers was also pointed out by 33 studaad 27 graduates in the open-

ended questionnaire item (Q13).
The students, graduates and teachers who parédipatthe questionnaire survey

were askedvhether they agreed thdte ESP teachers were helpful in their teaching
(Q12L). Table 5.15 summarizes the results.
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Table 5.15: Questionnaire responses as to whetheSP teachers were helpful in
their teaching (frequency and percentage)

Students Graduates ESP Teachprs Avelage
Agreement Rate Freg % Freg % Freq % %
4=Strongly Agree 17 14.00 1§ 14.90 10 50400 26.00
3=Agree 52 43.30 32| 30.1B 10 50.00 41.16
2=Disagree 38 31.70 37 34.90 0.40 0.00 22.320
1=Strongly Disagre§ 13 1080 2P 205 0.0 0J00 510,

Table 5.15 shows that the majority of respondeal®ijt 67%) agreed or strongly
agreed that language teachers were helpful. Howethere was a statistically
significant difference between the responses ofttee groupsx? = 25.262; df =

2; p = 0.000). The post-hoc test indicated that the differeweas statistically
significant between ESP teachers and students@.000) and between ESP teachers
and graduate(= 0.000). The ES showed that these differences warsubstantial
(ES =0.36, 0.41, respectively). These signifidifierences could be attributed to the
fact that more than 42 per cent of students angesent of graduates disagreed or

strongly disagreed, whereas all ESP teachers agresttbngly agreed.

While one can argue against the reliability of stud’ ratings, since they are
sometimes ‘more indicative of students’ needs @irde than they are of teaching
quality’ (Henning, 1987: 150), the results abovggast that broadly speaking, the
methodologies employed by language teachers wegpropriate. It seems that a
teaching methodology commonly employed was theitiom@l teacher-centred
approach where teachers considered themselvesmittgrs of information and
students were rarely given opportunities to intex@cparticipate. This could have
been verified if another research instrument (elgssroom observation) had been
used.
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5.1.3.2 Studest Motivation and Participation in the ESP Classroom

It is suggested that good teachers can compensatany deficiencies in the
curriculum or the materials they use in their téaghRichards, 2001: 209) and that
their ‘skills in motivating learners should be seencentral to teaching effectiveness’
(Dornyei, 2001b: 116).

Four of the six student interviewees said thatrttegiguage teachers did not always
encourage them to participate. Two of the sevedugte interviewees also felt that
they had been unmotivated in English classes bedhey thought that their teachers
encouraged the strong students more than the wesskHowever, when interviewed,
four language teachers blamed their students forgbenwilling to participate in
classroom activities, having failed to prepare propfor their lessons. It may have
been that some students tended not to see the g@owobrking hard because their
teachers always regarded them as passive anddreerdifl not encourage them to
participate. Still, Lee and Ng (2010: 312) conclutlteere are many factors which
encourage student unwillingness to participate angliage classrooms, including
teacher interaction strategy, lesson objectivesaaidities, and the proficiency level

of the students.

Questionnaire respondents were asked whether theed that the ESP teachers
motivated the students in English classes (Q12k¢g mMajority of students, graduates

and language teachers agreed or strongly agrebdhvait view (Table 5.16).

Table 5.16: Questionnaire responses as to whethelSP teachers motivated the
students in English classes (frequency and perceiga)

Students Graduates ESP Teach&verage

Agreement/Disagreement Termrs

Freq| % Fre(h % | Freg| % %
4=Strongly Agree 241 20.016 | 15.09 15 | 75.00 36.69
3=Agree 49 | 40.8839|36.79 5 |25.000 34.20
2=Disagree 33| 27.5028 | 26.41] 0.00| 0.00f 17.97
1=Strongly Disagree 14 11.¢623 | 21.69 0.00| 0.00f 11.11

The K-W test indicated that there were significdifiterences between the responses
of students, graduates and teachers® = 30.714; df = 2; p = 0.000).The
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differences, as measured by the post-hoc test, statistically significant between
ESP teachers and students<{0.000) and between ESP teachers and gradyates (
0.000). This was expected, because no teachergrelexh with the proposition.
However, the ES showed that these differences m@rsubstantial (EZ = 0.41 and 0.
47 respectively).

Summary

Since actual classroom observations were not caedu investigate the above
categories or subcategories, it would be diffitalpresent a clearer picture of them.
However, the above findings suggest that the tegchiethodologies and the extent
of students’ interaction, motivation and participatwere not appropriate, at least in
some classes, and that they needed improvemense Tihrelings appear to support
Waters (1993: 16), who found that ESP was beingéasingly taught to large classes
of poorly-motivated learners by inexperienced teashvith very limited resources’.

5.1.4Language Assessment Procedures
The area of assessment procedures constituteassthgalrt of the investigation into the

appropriacy of the ESP course, which comprised foomponents (Writing &
Grammar, Listening & Speaking, Reading, and Mediaiminology) in each of its
two semesters. Every component was graded out @f#rks in each semester. A
student’s final grade in each language componeist tha subtotal of the final test
mark out of 50 plus another 50 marks for the camus assessment element
throughout the course, including marks for quizzasd midterm tests, oral
presentations, participation and class behaviowreMpecifically, the distribution of
marks for each component in each semester wadlas$o10 marks for two quizzes
(5 each), 30 marks for two monthly tests (15 eaBhyarks for oral presentations, 5
marks for participation and class behaviour, andagks for the final examination. A
student’s final percentage mark for the whole E®Brse was then calculated by
adding the four marks together and dividing thaltby four. Each student needed at
least 60 marks to pass at the end of each semé&kteusual grading system was: less
than 60 = fail; 60-69 = pass; 70-79 = good; 80-8&ry good; 90-100 = excellent.
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All six language teacher interviewees showed dssation with the current
assessment system, for various reasons. Teaclwngdlained: ¥We have two quizzes
and two monthly tesis each semester... This is too taxing... | mean isesoth
teachers and students a lot of tiredness @nds time-consuminiyg Teacher 2’s
criticism was that the current assessment scheme leads our studentscts
completely on the English course and ignore othebjects in the first year
programmé. He explained: the students’ assessment in each language component
depends largely on three tegteszo monthly and one finaland two quizzes... This
means that students have 12 tests and 8 quizascinsemester... so they may well
be under a lot of stress for the whole timed this couldaffect their academic

performance, not only in language components lad &l other academic subjetts

When five administrators were interviewed, only Adistrator 2 thought that the
assessment procedures used in the ESP course me@@rapriate. However, there
appeared to be no good reason why students cotildenprovided with their grades
in each language component, along with their awerfatpl grades. At least, they

themselves would be able to revise the calculations

To overcome the danger that students would neglEatain components,
Administrator 1 (a proponent of the existing asses# procedures) called for the
pass mark to apply to each language componentiditien to the overall average
grade. However, assigning a pass mark for each aoem would not be of great help
if the negligence was due to difficulties and pewbs$ in the assessment methodology

per se.

In interview, three students and four graduates &t that the course assessment
procedures were inappropriate. Student 3 objett@dtaving many tests and quizzes
makes me tense and nervous... | feel worried abaditpassessed by getting many
marks. Student 4 also observed thahé course assessment scheme creates the idea
that | should get as many marks as | can, regasdtgshow much language | actually
learn”. Similarly, Graduate 2 indicated thatht assessment system makes us care

more about marks than about knowletige
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The questionnaire participants were asked abouthg&hehe assessment procedures
currently used in the course were appropriate udestts’ needs (Q12m). More than
95% of participants disagreed or strongly disagrédeat the course assessment
procedures were appropriate, whereas only 4.45%edgor strongly agreed (Table
5.17).

Table 5.17: Questionnaire responses as to whethenet assessment procedures
used in the course were appropriate to students’ mels (frequency and
percentage)

Students Graduates ESP Teachi&verage

Agreement/Disagreement Ter""ffreq % | Fre§ % | Freq| % %
4=Strongly Agree 3 2.5( 4 1.8 0.00 0.p0 1.46
3=Agree 4 33 6] 566 000 0.0 2.99
2=Disagree 9 750 14 13206 |30.000 16.90
1=Strongly Disagree 104 86.6@4 | 79.24 14 | 70.00 78.63

The K-W test did not show any statistically sigrefnt difference between the
responses of students, graduates and teactters §.510; df = 2; p = 0.173).

Summary

Broadly speaking, the interview and questionnairglifigs suggest that the ESP
course assessment scheme on the whole constitutesala point of the course.

Gaffney and Mason (1983: 98) note that inappropragsessment procedures ‘tend
seriously to undermine program effectiveness’. Avestigation of the effectiveness

of the ESP course is therefore due.
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5.2EFFECTIVENESS OF THE ESP COURSE

To what extent is the ESP course effective?

This question was directed to an investigationhef éxtent to which the ESP course
had been effective in improving its students’ Eslglianguage proficiency in general
and in providing them with the skills needed inartb communicate effectively in
the target situation. In answering this questibe,focus is mainly on the achievement
of course objectives, learning outcomes (studelatsjuage achievement) and the

responsiveness of the course to students’ needs.

This section starts with an investigation of thecpptions of ESP course stakeholders
(current students, graduates, language teachers adinistrators) on its
effectiveness. This is followed by a study of studeachievement grades in the four

course components.

5.2.1.Course Stakeholders’ Perceptions
The experience of course stakeholders or partitspenthe key to unlocking the

‘black box’ of course quality (Kiely and Rea-Dickin2005: 11). Their opinions of a
course are sometimes used as an outcome measuiss (\W&72: 41). This kind of
measure is strongly recommended by Sharp (1991):\288n he urges practitioners
to consider course effectiveness from a broad pt@Entl Therefore, this section
presents findings related to the perceptions oomstakeholders in the ESP course
on the importance of the course, their satisfactvih it in terms of needs fulfilment,

the achievement of objectives and their generduatians.
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5.2.1.1 Importance of the Course

To begin, the three stakeholder groups (studemtsjugtes and language teachers)
were asked in the questionnaire about how theytsawnportance of the ESP course
both to the students’ academic studies and to theget careers (Q4 & Q5). The
average percentages in Table 5.18 and Table 5di€ate that over 90 per cent of
respondents considered the course very importarqude important, both to the
students’ academic studies and to their targetecsyrevhereas less than 9 per cent
assessed it as less important than this.

Table 5.18: Questionnaire responses on the importar of the course to students’
academic studies (frequency and percentage

Importance Rating Students Graduates ESP Teach&verage
Freg| % | Fre§ % | Freq] % %
4=Very important 72| 60.0p75|70.79 14 | 70.000 66.91
3=Quite important 27| 225021 119.8] 6 |30.00 24.10
2=Not very important 171 14167 | 6.60] 0.00] 0.0¢ 6.92
1=Not important at all 41 3383 J 283 0.0 O0p0 2.05

Table 5.19: Questionnaire responses on the importar of the course to students’
target careers (frequency and percentage)

Importance Rating Students Graduates| ESP Teachefs/erage
Freq % Freq % Freg % %
4=Very important 74| 61.66 64 60.37 1 35.p0 52.34
3=Quite important 31| 25.88 30 2830 1 60J00 38.04
2=Not very important 11 9.14 9 8.49 1 5.4J0 7.5%
1= Not important at all 4 3.33 3 288 0.0 0.00 52.0

The K-W test did not show any significant differeadetween the groups regarding
their perceptions of the importance of the coumss¢he students’ academic studies
(x? = 4.069; df = 2; p = 0.131). Similarly, there was no significant difference
between the groups concerning their perceptionthefimportance of the course to
the students’ target careers? (= 2.892; df = 2; p = 0.236). The findings seem to
imply that the ESP course was seen as needed poshadlents not only in their

academic studies but also in their future careers.

Generally speaking, the majority of the three gspuparticularly the students and
graduates, appeared to recognize the value of §eddurse and that their success in

both academic studies and target careers was litkebe partially dependent upon
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their ability to use English as a medium of instieic at the HSCs and of
communication at work (in hospitals). The implicati is that they might be
encouraged to take their ESP course seriouslyefiver they would be more likely to
accept recommended changes for improving it, cembke it more effective and

successful.

5.2.1.2 Fulfilment of Students’ Language Needs

The same three participating groups were askedi@stgpnnaire item Q1l2a whether
they thought that the course had met the studéariguage needs so that they could
function satisfactorily in their academic studi€able 5.20 shows that the majority of
the three groups (about 70%) replied positively 3% negatively. The K-W test did
not show any significant differences between theugs ¢? = 3.587; df = 2; p =
0.166).

Table 5.20: Questionnaire responses as to whethdret course had met students’
language needs to function in their academic studie

Students Graduates| ESP Teachefs/erage
Satisfaction Rate | Freq % Freq % Freg % %
4=Strongly agree 6 5.0( 12 11.30 ? 10J00 8.76
3=Agree 69| 5750 53] 50.0p 1% 75.90 60.93
2=Disagree 32] 26.7¢ 31 29.40 y 10.00 21.96
1=Strongly disagree 13 10.80 1p 9.40 I 5.p0 8.40

The three groups were also asked whether they éghee the course had met the
students’ language needs so that they could fumdmtisfactorily in their target

careers (Q12b). About 56% of respondents felt thatcourse had fulfilled these
language needs and 44% did not (Table 5.21). TWaseno statistically significant

difference between the groupg’ (= 0.694; df = 2; p = 0.723).

Table 5.21: Questionnaire responses as to whethdret course had met students’

language needs to function in their target careers
Students Graduates| ESP Teachefs/erage
Satisfaction Rate | Freq % Freq % Freg % %
4=Strongly agree 13] 10.8Dp 1% 14.20 I 5.p0 10.00
3=Agree 541 45.00 45| 425p 10 50.90 45.843
2=Disagree 43] 35.80 39 33.Q0 f 2500 31.26
1=Strongly disagree 10 8.30 11 10.40 | 2000 12.p0
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Comparatively speaking, the statistical analysidicates that the percentage of
respondents who agreed that the course had medtuldents’ functional language
needs in respect of their academic studies wasidmmably higher than for the
corresponding response regarding their target rsteEhis suggests that students,
graduates and teachers were likely to be lessfisdtisvith the existing course
regarding its responsiveness to the language reddtisse in the target careers. This
also appears to imply that the stated objectili®fESP course, i.e. to meet students’
current and future English language needs, hadaatally been fully met by the
teaching and learning taking place on the courseve¥er, this tentative conclusion
needs to be supported by examining the specifieablves of the four components of

the course to establish how far these have beaavach This is considered next.

5.2.1.3Achievement of Objectives of Course Components

The questionnaire (Q11) asked the three groupsadfcppants to indicate to what
extent they felt that the stated objectives of eaoclirse component had been
achieved, using a four-point scale: 4=fully achatve3=partially achieved,
2=minimally achieved, 1=not achieved atZllhe responses were analysed using the
K-W test (followed by the Mann-Whitney test) in erdto assess the statistical
significance of the resulting differences amongttiree groups of data. Due to space
limitations, frequencies and percentages are nvatngnere. The results related to each

course component are presented below.

! Both kinds of language needs have been discubseatighly in Chapter Four.
2 |n a recent study, Atherton (2006: 16) used thiscedure to assess the effectiveness of the EAP
course at Kingston University, UK.
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Writing & Grammar
The three groups’ ratings of the four objectives tbé Writing and Grammar

component are statistically compared and summaiizéichble 5.22. Although they
were all considered important both for studentsidemic studies and for their target
careers (see Tables 5.1 & 5.2), the mean rankssugtat they were not seen as fully

achieved.

Table 5.22: A comparison of the three groups’ view®sn the achievement of
Writing & Grammar objectives

Groups
Objectives of Writing & Grammar [Student$Graduatep Teachers
*MR MR MR Chi-Squargq Sig.

1. To write a text using the acquired
writing techniques

2. To produce good writing by taking
care of spelling, punctuation, cursive|] 115.02] 123.92 172.2( 12.289 0.0q2
handwriting and grammatical points
3. To express ideas correctly and
follow writing techniques

4. To apply all grammatical points in
both spoken and written English
*MR=mean rank/=significant at 0.05 or lower.

114.88] 126.50] 159.3d 7.854 0.620

112.85] 126.05] 173.90 14.269 0.001

119.45] 122.65| 152.3( 4.196 0.123

The mean ranks of the language teachers suggedsthiamajority thought that
Objectives 2 and Bad been partially achieved, while Objectives 1 drithd been
minimally achieved. The mean ranks of students gratluates suggest that both
groups felt that all four objectives had been malisnachieved.

Table 5.22 shows that the scores of the languagdhées on the four objectives were
generally higher than those of the students andugites. The graduates in turn scored
more highly than the students. The K-W test indidathat there were statistically
significant differences in the responses of thedhgroups to Objectives 1, 2 and 3.
Regarding Objective 1, the post-hoc test showed tiha statistically significant
difference was between students and language tesafphe 0.008). As for Objectives
2 and 3, the significant differences were betweaedents and teacherp € 0.001;
0.000) and between graduates and teachers 0.002; 0.002). However, it is
important to note that for all these objectives #iect size was less than 0.30,
suggesting that the statistically significant resuhay have been due mainly to the

large sample size, rather than to major differeheataeen the groups.
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Listening & Speaking
In the same way, the three groups were also askeatd how well they thought that

the four stated objectives of Listening & Speakhmd been met. The results are
summarized and compared in Table 5.23. Overalljtean ranks suggest that these
objectives were not fully achieved or even pastialkthieved, although they were seen

as important to academic studies and target cafeeesTables 5.3 & 5.4).

Table 5.23: A comparison of the three groups’ view®n the achievement of
Listening & Speaking objectives

Groups
Objectives of Listening & SpeakingStudents| GraduatdsTeachers
*MR MR MR Chi-Squarg Sig.

1. To understand any spoken or
written instruction in English
2.To _form everyday statements ang 120,34 118.97 166.54 8.850 0.6
guestions

3. To explain students’ related
problems to the teachers in spoken
English with fluency of speech and
accuracy of pronunciation

4. To comprehend lectures in Engligh
language; take notes and dictation [n 121.32 120.92 150.25 3.468 0.177
English language
*MR=mean rank/=significant at 0.05 or lower.

119.14 121.25 161.55 6.975| 0.081

113.17 126.50 169.6¢ 12.509 0.06p2

Table 5.23 shows that there were significant déifiees in the mean ranks of the three
groups with regard to Objectives 1, 2 and 3. Thstpoc test indicated that for
Objectives 1 and 2 the statistically significarffetiences were between students and
teachers{ = 0.010; 0.006) and between graduates and teacher(012; 0.003),
while in the responses related to Objective 3, theke between students and teachers
(p =0.002) and between graduates and teachers (0.001). Despite reaching
statistical significance, the actual differenceghe mean ranks between the groups
were quite small, as the ES for all these diffeesneas less than 0.30.
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Reading
The achievement levels of the eight objectiveshef Reading component were also

rated by students, graduates and language teadfadile 5.24 below compares the
mean ranks of the three groups to these objectives.

Table 5.24: A comparison of the three groups’ view®n the achievement of
Reading objectives

Groups
Objectives of Reading Students| Graduated Teachers
*MR MR MR Chi-Squarg Sig.

1. To read English with pleasure
and interest and comprehend whatl22.10 123.67 131.00 0.307 0.8948
you read

2. To read faster and in ways thd
meet students’ expectations

3. To understand and practise th
English reading strategies

4. To talk and think about a text
new ways

5. To formulate and articulate
ideas more precisely

6. To experience the connection
between reading and writing

7. To find out new ideas, facts ahd
experiences

8. To think in English and build
linguistic competence as well as] 119.57 123.39 147.70 3.021 0.231
performance
*MR=mean rankf:significant at 0.05 or lower.

11672 | 11062 18475 18.011 0.6do

©120.35 118.99 166.30 8.779 0.01

N117.28 121.08 173.65 12.104 0.6q2

115.32 126.58 156.20 6.743 0.6

® 120.81 126.07 126.00 0.395 0.831

109.26 128.13 184.38 21.909 0.6do

As was the case in rating the achievements of Mgri€ Grammar and of Listening &
Speaking, the mean ranks of teachers were higlzer tinose of the students and
graduates. There was a statistically significarifecBnce between the groups in
Objectives 2, 3, 4, 5 and 7. In terms of Objecti2es3, 4 and 7, the post-hoc test
indicated that the statistically significant di#eces were between students and
teachersf = 0.000; 0.005; 0.001; 0.000) and between graduatdsteachersp(=
0.000; 0.003; 0.001; 0.000). As for Objective 5e thignificant difference was
between students and teachers=(0.014). Again, the ES for these differences was

smaller than 0.36, implying that the differenceseweot substantial.
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Medical Terminology
The results of rating the achievement levels of file objectives of the Medical

Terminology component are shown in Table 5.25.

Table 5.25: A comparison of the three groups’ view®sn the achievement of
Medical Terminology objectives

Groups
Objectives of Medical Terminology Students| Graduated Teacherg
*MR MR MR Chi-Squarg Sig.

1. To use the newly given medical
terms in all four skills of language

2. To use the medical terms in
professional communication

3. Torecognize all body systems Withy g 6o | 10951 | 1666 13434 0.0
their names and medical courses

4. To comprehend and write short
medical situations using medical 108.99 127.24 190.75 25.189 0.600
terms

5. To understand, read and write shor, i
odical ranors t1074 | 12740 17934 18711 o0.600

*MR=mean rank/=significant at 0.05 or lower.

124.52 122.02 125.2¢ 0.094 0.9p4

117.50 125.49 149.0d 3.851 0.1#16

The statistical results indicate that there weignificant differences in the three
groups’ responses to Objectives 3, 4 and 5. IndesfrObjective 3, the post-hoc test
showed that the difference was statistically sigaiit between graduates and teachers
(»p =0.001). As for Objective 4, the significant diffaces were between students and
teachersy = 0.000) and between graduates and teaclpets(Q.000). With respect to
Objective 5, they were between students and tescfper 0.000) and between
graduates and teachegs= 0.000). However, these differences were not subatan

as the ES was less than 0.30.
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Summary
The findings indicate that in the eyes of both ehtd and graduates, 20 of the 21

objectives had been only minimally achieved. Intcast, the language teachers rated
only 10 objectives as negatively as this, while iy@aining 11 objectives were seen
to have been partially achieved. This was to beeetqul, since teachers and students
often differ in their perceptions of what is tauglrd learned (Holmes, 2008: 8).
However, while the three groups recognised the mapoe of the stated objectives
for students’ academic studies and target cartderg,broadly did not think that these

objectives had been achieved at the optimum level.

Based on the above findings, it seems reasonalskegigest that in general, the course
did not lead to a satisfactory achievement of ligectives or ‘target performance’
(Scott and Scott, 1984: 213). That is, what wasnqea appeared to have been poorly
implemented and attained. This is in line with thew of Nunan (1989: 185) that
‘teachers do not always teach what has been planmag may be due to such
factors as the inappropriate textbooks used (setoseb.1.2.1), the teaching styles
and methodologies followed (see section 5.1.3.@}ufficient time devoted to
achieving the objectives (see section 5.1.1.1)large classes. The nature of some of
these objectives might also be questioned, inqa4dati whether they were unrealistic,
over-ambitious or invalid because they were nangrily derived from an analysis of
students’ needs. Xenodohidis (2002: 8) notes tiuatests will be demotivated if the
goals and objectives of the ESP curriculum are alistic. It is also possible to
guestion whether these objectives might changendurmplementation, since
‘learning situations are dynamic’ (Weir and Robgei894: 21).

However, any conclusions from these findings cdy be tentative. In order to draw
more reliable conclusions, classroom observati@tguures could be used to assess
the achievement of course objectives, because \@ig®r is the only way to obtain
direct data ‘on the reality of programme impleméota (Weir and Roberts, 1994:
164). This does not mean that the achievement ctobes would provide a full
picture of course effectiveness (Richards, 200R2)2%he next section, therefore,
focuses on the extent to which the course was s@emaving been helpful in

improving the students’ main language skills, graanand vocabulary.
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5.2.1.4 Helpfulness of the Course

The amount of improvement in students’ languagétgloionstitutes the ‘bottom line’

in any given language course (Weir and Roberts,41%¥). Therefore, in the
interviews (Q7), six students and seven graduaégs asked to assess the helpfulness
of the course in improving their English ability general and in particular their four
main language skills, their grammar and their gain@rmedical vocabulary. The six
ESP teachers who were interviewed were asked the gaestion with regard to their
students (Q6).

All six students felt unsatisfied with the helpfass of the course in improving their
English. Student 1 said|t*has only helped me about 10 percent in writilgening

and readingand] not at all in speaking Similarly, Student 4 replied that the course
“was somewhat helpful in improving my listening,timgi, reading and grammar...
but not helpful enough in speakingvhile the assessment of Student 3 was even less
positive: ‘Frankly speaking, it did not help me very much pkee grammar and
medical terminology, which became a little bétter

Graduate interviewees tended to be slightly morsitpe in their responses than
current students. All reported that the course bhadn helpful to some extent in
improving their English. Graduate 2 stated thatdberse helped me to improve my
skills... It also helped me in building up a goddre of vocabulary; while Graduate
3 noted that the course was useful, especially in writing arsdeling. Similarly,
Graduate 6 said that he thought the course had‘ibseful for me... My English skills
have improved because df it

The six teachers interviewed claimed that the aoiiasd been helpful in improving
their students’ language skills and vocabulary.chea 1 said, The majority of our
students achieved a reasonable level of improverparticularly in writing... but it is
unsatisfactory, while Teacher 3 observed thaih*“the first semester, weut a lot
effort into teaching students because they entercturse with very poor English...
Their English skills in the second semester suiralyrove... It is noticeable... Our
workload is reduced in the second seméstenally, Teacher 4 said that the course
was ‘helpful in improving students’ language skills armtabulary... however, they

are still below average
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In the questionnaires (Q7), the students and gtaduaere asked to make similar
judgments to those of interviewees, about the h&ipfs of the course in improving
their own language skills, grammar and vocabulasyng a four-point Likert scale: 1
= not at all helpful, 2 = not very helpful, 3 = sewhat helpful, 4 = very helpful (see
Tables 5.26 & 5.27). In a similar way, the 20 E®Rchers were asked about the

helpfulness of the course to their students (Qg9 [&able 5.28).

Table 5.26: Students’ evaluation of course helpfulsss in improving their main
skills, grammar and vocabulary

Speaking| Listening| Writing | Reading | Grammar| General | Medical

Helpfulness Vocab. Vocab.
F|l % | F| % Fl | F| %] F %| H %| %

4= Very 12] 10 | 8] 6.7] 20 16Jr41]34.2]25]20.8]21]17.5]29] 24.2
3= Somewhat| 54 45.839] 32.5] 61| 50.8] 57| 47.5]55] 45.8] 56| 46.7| 51| 42.5
2= Not very 46| 38.94 53| 44.2] 33| 27.5] 18| 15 | 31| 25.8] 36| 30 | 31| 25.8
1= Not at all 7] 5.8] 2q 16.f 6 5 41 33| 9] 75 71 54 9 75

*F= frequency, %= percentage.

Table 5.27: Graduates’ evaluation of course helpfaless in improving their main
skills, grammar and vocabulary

Speaking| Listening | Writing | Reading | Grammar| General | Medical
Helpfulness Vocab. Vocab.

]l % | F| % FI %] FI] %| F %| H %| H %
4= Very 13| 12.3 13] 12.3] 26| 24.5| 29 27.4] 16] 15.1] 19| 17.9] 28] 26.4
3=Somewhat| 34 35.839] 36.8] 38| 35.8] 44| 41.5] 43] 40.6] 50| 47.2] 44| 41.5
2= Not very 47] 44.4 48] 45.3] 39| 36.8] 32| 30.2] 39| 36.8] 32| 30.2| 29| 27.4
1= Not at all 8| 75| 6] 57] 3 24 1 0p B 75 |5 4.7 |%7

*F= frequency, %= percentage

Table 5.28: ESP teachers’ evaluation of course hélpness in improving their
students’ main skills, grammar and vocabulary

Speaking| Listening | Writing | Reading | Grammar| General | Medical
Helpfulness Vocab. Vocab.
1 % | F| % FI %] FI] %| F %| H %| H %
4= Very 1 5 5] 25 3] 15| 1L 55| 3] 15| 8] 40| 14 60
3=Somewhat| 14 75 | 12] 60 15) 75 ] 9| 45| 17] 85 | 120 60 | 6 | 30
2= Not very 41 20) 3] 15 1 14 0O D ( 0 2
1= Not at all 0 0 0] O 0 0 ( 0 ] D ( 0

*F= frequency, %= percentage.

The K-W test was used to assess the differencegebatthe three groups in the

evaluations shown in Tables 5.26, 5.27 and 5.28.r€Bults are shown in Table 5.29

below.
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Table 5.29: Comparison of three groups’ evaluationsf course helpfulness

Groups
Students Graduates | ESP Teachers

Skills *MR MR MR Chi-Square | Asymp. Sig.
Speaking 124.66 117.31 149.35 4.075 0.130
Listening 109.52 129.52 175.45 18.378 0.000
Writing 121.46 122.07 143.32 1.958 0.376
Reading 127.55 111.46 163.02 11.070 0.004
Grammar 127.47 112.70 156.92 8.318 0.016
General Vocabulary 118.37 120.03 172.70 12.123 @00
Medical Vocabulary 117.52 121.52 169.85 10.547 600

*MR=mean rank;=significant at 0.05 or lower.

The mean ranks in Table 5.29 indicate that thees®egf perceived helpfulness varied
from one skill to another. A cross-tabulation foutttht the highest degree of
helpfulness was in improving reading, followed bgdital vocabulary. This may be

attributed to the fact that in the course orgamratreading and medical vocabulary
are the only two areas which are taught as tworasp#éaanguage components. The
cross-tabulation also indicated that the same appeie amount of helpfulness

provided by the course was noticeable in writind general vocabulary. Finally, the

course was thought to be least helpful in improVisgening, behind grammar and

speaking.

Comparatively speaking, the results show that teamranks of the teachers were
higher than those of both the students and theugtad. This suggests that ESP
teachers generally tended to be more positiveair #valuation of course helpfulness

than the students and graduates. This is consistdnthe interview findings.

The results also show statistically significanfeliénces between the groups in their
evaluations of helpfulness in improving listenimgading, grammar, general and
medical vocabulary. In terms of listening, genesradcabulary and medical
vocabulary, the post-hoc test indicated that ttagissically significant differences
were between ESP teachers and students{.000; 0.001; 0.001) and between ESP
teachers and graduates € 0.003; 0.001; 0.003). Regarding reading and grammar
the differences were significant between ESP teached graduatesp & 0.002;
0.004). The ES for all these differences was lkeas 0.33, implying that the apparent
significance may have been due mainly to the laample, rather than to major

differences between the three groups.
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Despite these differences, the majority within theee groups seemed to agree that
the course was most helpful in improving readinigisTis entirely consistent with the
results obtained when the three groups were askaadicate which language skill
was most improved (Q8 in Questionnaires). The tesuk presented in Table 5.30.

Table 5.30: Questionnaire responses regarding the ost improved skill
(frequency and percentage)

Students Graduates ESP Teachprs Avelage
Skill Freq % Freq % Freq % %
Reading 54 45.0( 58 54.70 8 40.Pp0 46.56
Writing 30 25.00 22 20.80 4 20.00 21.93
Speaking 27 22.5( 12 11.3p 3 15.p0 16.47
Listening 9 7.50 14 13.20 5 25.40 15.28

The average percentages in Table 5.30 indicateofhiaie four main language skills,
reading was considered by the majority of the gsotgpbe the most improved skill,
followed by writing, speaking and listening. The ViK-test did not show any
statistically significant difference in the evaligais of the three groupsx{ =
3.495; df = 2; p = 0.174).

Two conclusions can be drawn from the above redhiltst, taken together, this result
and those of the perceived importance of langukilje for academic studies reported
in Chapter 4 (section 4.1) tend to suggest thattimeent course was more helpful in
improving those skills which were more important $tudents’ academic studies and
correspondingly less helpful in improving thosellskivhich were less often needed.
At the same time, it can be tentatively suggedtedl the course was likely not to be
very helpful in improving speaking, which was calesied the most important skill

for students’ target careers (see Chapter 4, secti@). These suggestions are
supported by the result reported in Tables 5.205ad, showing that the number of
those who were generally satisfied with the coumsierms of equipping its students
with the language skills they needed to functiotis&ectorily in their academic

studies was markedly greater than the number whaifailarly about target career

skills.
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The three groups were also asked to evaluate thgfulmeess of the course in
improving the students’ overall English languagéitgb The results are presented in
Table 5.31.

Table 5.31: Evaluation of course helpfulness in immpving students’ English
language ability

Students Graduates| ESP Teachefs/erage
Helpfulness Freq % Freq % Freg % %
4=Very 9 7.5 16 15.1 3 15 12.53
3=Somewhat 77 64.2 46 43.4 1p 7% 60.86
2=Not very 31 25.8 42 39.6 2 10 25.13
1=Not at all 3 2.5 2 1.9 0 00 1.46

Overall, the majority of the groups considered ¢barse to be moderately helpful in
improving its students’ overall English ability. @hK-W test did not show any
statistically significant difference in the evalisat of the three groupsxt =
4.971; df = 2; p = 0.083).

5.2.1.5 Evaluation of the Course

The questionnaire respondents were asked to eegalbhat whole ESP course in
general terms (Q10) on a four-point Likert scale: Aot successful & effective at all,
2 = successful & effective only in few of its asfg = successful & effective in
most of its aspects, 4 = very successful & effectiVable 5.32 summarizes the three
groups’ impressionistievaluations of the course in frequencies and pé&axges, with

the average percentage for each evaluation terosagroup evaluations.

Table 5.32: The three groups’ impressionistic evahtions of the ESP course
Students | GraduatgsTeacher$ Averagg
F* % F % FI % %

Evaluation Terms

4=Very successful & effective 13 10830 | 8501 3| 15.0 11.44
3=Successful & effective in most aspectg 70 58.83| 55.66| 15| 75.0] 62.99
2=Successful & effective in a few aspect P8 23.33] 30.18] 2 | 10.0 21.17

Lo

1=Not successful & effective at all
*F= frequency, %= percentage

Overall, the average percentages in Table 5.32¢ea comprehensive picture of the

790 |6 5p6 | @O 4.38

groups’ collective attitudes toward the ESP cousknost three-quarters of all

respondents felt that the course was successfukHadtive, at least in most of its
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aspects, whereas a fifth (21%) considered it ssfgkeand effective in only few
aspects and only 4% believed that the whole coueseunsuccessful and ineffective.
The K-W test was used to discover whether the tlyeeips were significantly
different from each other in their impressionisgéealuations of the course. No
statistically significant difference was found betm any of the three groups of
informants &2 = 5.015; df = 2; p = 0.081). However, while nine students and six
graduates had strongly negative attitudes towales course, no teacher did. In
summary, a solid majority of all three groups sae& ESP course as successful and

effective, although they differed in their estinaatiof the extent to which this was so.

The results reported above can only be a genedadator of course effectiveness.
Language proficiency tests could be used to maxirtiiz reliability of these results.
However, this does not necessarily mean that etrafpa course by testing students
is without limitations (Sharp, 1990: 132). Fulcti®99: 233) effectively argues that
‘if students do not take tests seriously their oeses [...] are not likely to be adequate
samples of their ability, which in turn threatem®re meaning, and hence validity’.
Richards (2001: 300) also notes that ‘it is notaglsveasy to be sure that changes in
learning as measured by tests are a direct rebtdtaohing’ and that ‘sound tests —
tests that reflect principles of reliability andidéy — are difficult to construct’. This

is why testing as an evaluation procedure was s@d in this study. Instead, students’

final achievement scores in the course componeeats used and are considered next.

5.2.2Students’ Achievement Grades

‘Course grades are regularly treated within high#ucation as a principal indicator
for student academic success’ and they can bepmeted ‘as a direct sign of
individual achievement or learning’ (Norris, 2008L0). This implies that students’
grades can be generally used to measure chandgasgnage learning (Weir and
Roberts, 1994: Richards, 2001). Such data (studiamé grades) were employed in
this study in order to discover whether there wag significant improvement in

students’ language ability by the end of the caurse

It is to be noted that | have collected data messment of students’ individual language abilitoes
space limitations prevent their inclusion here.
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At the end of the 2007-2008 academic year, a samipE20 course students was
randomly chosen from the three HSCs (40 studepnts ®ach college). Their final
achievement gradéén the four ESP course components in the two starsesf this
academic year were accessed from the course reaoddarranged anonymously in a
database. The purpose was to compare the scooss d&@nguage components in each
of the semesters in turn, followed by the centmahparisons, between semesters, in

order to assess the degree of improvement in eaguage component.

In the first semester, students completed eaclviohedl component with reasonable
success rates (see Table 5.33) and it is partigulatable that they scored the highest
achievement marks in Listening & Speaking (consgdethe least important skills)
and the lowest in Reading (the most imporfarithe average score in all course
components was 72.32%. However, nine of the 12fesiis (7.5%) scored below the
required pass mark of 60 in Writing & Grammar, f(#é6) in Listening & Speaking,
fifteen (12.5%) in Reading and twelve (10%) in Me=diTerminology.

Table 5.33: Descriptive statistics of %t semester final achievement grades (out of
100) in the four course components (N=120)

Course Components Minimuth  Maximujmn Mear Std. Déwiat
Writing & Grammar 18 96 70.50 14.337
Listening & Speaking 41 99 75.38 12.402
Reading 26 99 69.61 16.387
Medical Terminology 24 99 73.80 16.817

Marks were higher in the second semester thanirgte($ee Table 5.34). Again, it is

notable that students scored best in Listening &a8jmg and lowest in Reading.

Table 5.34: Descriptive statistics of % semester final achievement grades (out of
100) in the four course components (N=120)

Course Components Minimuth  Maximujmn Mear Std. Démiat
Writing & Grammar 26 95 74.23 12.347
Listening & Speaking 42 98 79.32 12.507
Reading 16 93 72.58 13.493
Medical Terminology 22 99 75.72 16.201

! See section 5.1.4 (under Language AssessmentdRies for more information about the final
achievement grades.
2 See section 4.1 in Chapter Four.
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Table 5.34 also shows that mean achievement in eactponent was satisfactory
(above 70). Consequently, the average overall ¢&d6) was also satisfactory, the

pass mark being 60, and slightly higher than infitisé semester.

The failure rate in the second semester was lowan ffor the first. Only three
students (2.5%) scored below the pass mark in Wgri& Grammar, three (2.5%) in
Listening & Speaking, and eight (6.6%) in Readindpile the number who failed
Medical Terminology remained unchanged at twe\N@24)L

Degree of Improvement in Course Components

In order to compare the means of eight subsetgares for students’ achievement
(two sets of scores for each of the four coursepmmants) and because the two sets
came from the same cases and were interval scdiespaired-test(matched t-tests)
was selected as the appropriate statistical asa{i®rnyei, 2007: 215). It revealed
that the difference in mean scores between sersestes statistically significant for
each of the four course componenf§able 5.35).

Table 5.35: The paired samplestest for each course component (N=120)

Course Components t Df Sig. (2-tailefl) Effect sife
Writing & Grammar -6.250 119 .000 0.24
Listening & Speaking -4.860 119 .000' 0.16
Reading -4.025 119 .000 0.11
Medical Terminology -2.574 119 011 0.05

"=significant at 0.05 or lower, *Effect sizet@ squareji=t*/ (t + Number of students 1) (Pallant, 2005: 212)

By and large, this significant difference indicatbat language learning appeared to
have taken place and that the course as a wholengpiul in improving students’
language achievement, although the overall pergerddimprovement was not large,
at 4.349% (see Table 5.36).

Yt should be noted that although with large sansjites ‘the impact of any deviations from normality
diminishes’ (Dornyei, 2007: 209), the distributionfsthe eight sets of scores were examined anddfoun
to be reasonably normal and symmetrical. Spacedimmns prevent the inclusion of the histograms of
these distributions.

2 For Medical Terminology, the effect size was smalbicating that although the difference was
significant, its magnitude was too small to be Iseadeaningful.

® The improvement percentage was calculated usmépttowing equation:

% improvement = " term mean score 1% term mean scoyé 1% term mean score] x 100.
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Table 5.36: £' and 2" semester mean scores and improvement percentages

Course Components Mestan SCOres 1 Mnedan SCOTeS 1 nyitterence | . ~ercentage
1> Semester| 2 Semester improvement

Writing & Grammar 70.50 74.23 3.73 5.29%
Listening & Speaking 75.38 79.32 3.94 5.22%
Reading 69.61 72.58 2.97 4.26%
Medical Terminology 73.80 75.72 1.92 2.60%
Average 72.32 75.46 3.14 4.34%

It should be noted that any conclusions based wtests’ achievement grades are
tentative at best. One might argue, as Norris (2&I®) does, that ‘grades are
themselves susceptible to a variety of potentisdriening variables from both the
student’s (e.g., variable performance over semgested the teacher’s (e.g., grade
inflation) side of the grade equation, leadingristability in the exact meaning of an
individual student’s grade’. Moreover, studentst&ss in the course components (or
the whole ESP course) does not necessarily imglffgeency in English or the ability
to use English in communication situations. Jordad Matthews (1978: 8) observe

that ‘it is possible for a student to pursue hisree of studies uttering hardly a word'.

5.3 CHAPTER SUMMARY

This chapter has addressed the question of theoppgieness and effectiveness of
the ESP course. It started by analyzing the quizitaand quantitative data gathered
from stakeholders and relevant documents on spdcdspects of the course, then
analyzed those on the students’ language achieemen

Generally speaking, the data indicate that the E&ise was effective to some
extent. However, this claim of effectiveness doet mecessarily entail the absolute
appropriateness of all areas of the course. Thengs#son underlying the analysis of
data from documents, interviews and questionnaitas been that the general
organization of the ESP course was not structurecording to an accurate
assessment of its context or of the specific neéds participants, so that its existing
duration, focus, components, materials, methodokryy assessment procedures are

likely to be in need of improvement.

The final chapter, which follows, draws conclusioasamines the implications of the

results and makes recommendations for further relsea
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CHAPTER SIX: CONCLUSION & RECOMMENDATIONS

This chapter presents a summary of the study andéley findings, followed by a
consideration of pedagogical implications for thgprovement of the ESP course, as
well as recommendations for further research. Tingdtions of the study are then
assessed and the chapter concludes with a briemawnof the researcher’s
reflections and lessons learnt from undertaking stiidy.

6.1 SUMMARY OF THE STUDY AND ITS KEY FINDINGS
The primary objective of this study was to devellog current ESP curriculum at the

Health Science Colleges in Saudi Arabia throughdseanalysis and course
evaluation. Therefore, the ESP curriculum develapgmprocess started with
identifying the English language needs of the sttel®oth while at the HSCs and
during the early stages of their future healthcareers. Then, the current ESP course
was evaluated in order to investigate to what extewas appropriate and effective.
Finally, the findings from the needs analysis andrse evaluation were analysed in
order to propose improvements so that academiavankplace language needs could
be integrated, thus enhancing students’ immedradefture achievements.

As high school leavers, most students join the H®@k an inadequate level of
communicative English proficiency. They can at bdwt described as low
intermediate learners of EFL. Thus, a legitimaigahgoal of the ESP course at the
HSCs be to improve their language ability in geharad to provide them with the
skills they need in order to communicate effectnalthe target situation. In the past,
health sciences departments at the HSCs, as wetlsstals and other health centres,
have frequently claimed that the ESP course didommtide its students with optimal
English skills to facilitate their academic studiesd to allow them to function
efficiently in their areas of study and in theirget careers. It was believed that the
main weaknesses of the course stemmed from thethatttwo vital steps in its
development, namely needs analysis and courseataiuhad never been followed
since its inception in 1991. The current study meaak attempt to respond to these
important requirements. To achieve its objectite, study has addressed three main

research questions:
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1. To what extent are the four main skills requiredtie HSC students’
academic  studies?

2. To what extent are the four main skills requiredha HSC students’ target
careers?

3. To what extent is the current ESP course at the H&@propriate and

effective?

To provide answers to the above questions, thraétgtive and quantitative research
instruments were developed: documents analysistvietvs and questionnaires. The
research methodology was built on the statemerth@fproblem and the research
guestions, as well as the theoretical discussionne#ds analysis and course
evaluation. Triangulation was applied in this stuyterms of data collection tools,

sources of information and locations. Seven grafpsarticipants (current students,
graduates, language teachers, course administrataregers of hospitals, physicians
and health professionals) were approached for tingoge of data collection. The data
collected were analyzed qualitatively and quantiédy. The study has reached a
number of findings, produced a profile of needs @ndvided some suggestions,
which together help to answer the research quesaad achieve the main objectives
of the study.

The findings are divided into three major themesvee from the research questions:
(a) English language needs in students’ academitiest, (b) English language needs
in students’ target careers and (c) the weaknemseésstrengths of the ESP course.

They are summarized below in that order.
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6.1.1 English Skills Needed in Students’ Academidglies
The data suggest that the majority of studentsdugees and language teachers

recognized the importance of English language fodents’ academic work. Data

from both interviews and questionnaires indicata the overwhelming majority of

informants in all groups (students, graduates aadhers) considered all four main

English language skills to be very important in deraic studies, amongst which

reading was seen as most important, followed byirng; listening, and speaking.

However, the statistical analysis revealed sigaiftcdifferences between the three

groups, mainly in relation to perceptions of thegartance of reading, writing and

listening skills.

The analysis of the interviews, questionnaires @mcbments indicated that the HSC

students needed many English language sub-skilis tble to complete tasks in their

academic studies. These are summed up as follows:

1. Reading lecture handouts and notes, subject cotestbooks and other
references in the students’ own field of study;

2. Reading both medical and general dictionaries;

3. Reading with the goal of extracting relevant acaidéinowledge;

4. Reading and comprehending graphic information:esbtiagrams, charts and
graphs;

5. Skimming and scanning to find the required inforigraguickly;

6. Understanding the differences between medical quare

7. Understanding quizzes, tests and exam questions vaiitthg appropriate
answers;

8. Understanding exam terminology (e.g. ‘define’, ‘ofgf ‘classify’, ‘discuss’);

9. Coping with medical terms and recognizing theirrgbns;

10. Understanding mathematical vocabulary and symbols;

11.Making notes from academic texts;

12.Writing essays of different types for various puwse® (e.g. summary,
explanation, definition, cause and effect, compariand contrast);

13. Writing short sentences, paragraphs and lab reports

14.Writing clearly, taking care of spelling and cuesiwvandwriting;

15. Listening to and comprehending academic lecturdsdatussions;

16. Comprehending spoken instructions in a range afrabpronunciation;

17.Asking and answering questions during lectures;
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18. Asking for clarification and repetition;

19. Translating academic texts from English into Arabic

6.1.2 English Skills Needed in Students’ Target Caers
The study found English to be considered importanstudents’ target careers. The

results also suggest that having a fluent commdratad and written English is an
integral part of being a successful health protesdi The majority of interviewees
and questionnaire respondents perceived all fouguage skills as being of equal
importance in students’ target careers. They Felt speaking, listening, writing and
reading were all very important in the workplacegpitals and other healthcare
facilities). However, student interviewees did nohsider writing very important for

their target careers.

While statistical analysis of the questionnaireulisssuggests significant differences
among students, employees and ESP teachers, thiesggtoups of respondents were
in agreement that speaking and reading were the mygmortant skills needed for

students’ target careers. The analysis of authemtdkplace texts revealed that

students were expected to read more than to write.

The analysis of the interviews, questionnaires amkplace texts indicate that

students should expect during their target careenseed to carry out many tasks

requiring English language sub-skills. These aremaad up as follows:

1. Reading patients’ files and history/progress reqort

2. Comprehending and filling out request and repontnf (e.g. lab reports, X-ray
request and reports), procedural, accident & enmesgand discharge summary
forms;

3. Reading and comprehending the handwriting of plesssc and other medical
personnel in requests, reports, memos, prescrgptod other related forms;

4. Reading and comprehending medical terminology amdttabulary items,
abbreviations and acronyms;

5. Writing labels, memos, short notes (e.g. nursintesjowith clear handwriting
and accurate spelling;

6. Comprehending physicians’ oral instructions aneédions;
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7. Communicating satisfactorily with co-workers;

8. Discussing medical reports, patient issues andrdibalth-related topics with
medical staff;

9. Communicating with patients (in Arabic and English)

10. Pronouncing words intelligibly and correctly;

11.Translating medical reports from English into Aigbi

12.Interpreting from English into Arabic.

6.1.3 The ESP Course — Strengths and Weaknesses

On the whole, the results of the document analysigrviews and questionnaires
suggest that the ESP course was effective andutétpimproving students’ language
ability, to some extent. The majority of coursekstelders agreed that it adequately
prepared students’ for their academic studies. Wewebout 44% disagreed that the
course satisfactorily prepare students’ for thaigét careers. Granted that a language
course can hardly be without limitations, a develeptal approach to ESP course
evaluation should have aimed at identifying its kv@aints while underscoring its

strong ones.
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6.2 RECOMMENDATIONS FOR CHANGES IN THE ESP COURSE AND
FOR FUTURE RESEARCH
While this study is highly context specific, som®@dxer implications can be drawn

from it before introducing those related to the iethate context. One implication is
the prominent place of English as an internatidaauage of medicine. Thus, a
fluent command of written and oral English is s@snan integral part of being a
successful medical professional. Another implicai®that workplace experience can
aid English language learners in mastering oralamdl communication skills. Such
experience can also be very beneficial for ESPssdevelopers. By spending some
time in the workplace, course developers can seethe content, skills and tasks on
which they want to base the course are actuallg liseworkers in the real word.
Hence, an accurate ESP learner NA should incluésettkinds of target needs.
Collecting multiple types of data from various sms in NA and course evaluation is
also necessary to gain a deeper understandingoiihg and target needs.

Recommendations and implications for the develograéthe ESP curriculum under

investigation are presented below. Following thé& E8rriculum development model

introduced in Chapter 2 (Figure 2.1), the findiogshe NA and course evaluation are
applied to the other parts of the curriculum depsient process, namely course
objectives, materials, classroom teaching and sss®d procedures. That is, the
information and insights gained from the NA and rseuevaluation are used to
formulate the course objectives, to form the ba$ian approach to course teaching
and to select the tasks, materials and assessmmddores that would lead to the

desired learning outcomes.
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6.2.1.1 Aims and Objectives
Following the ESP curriculum development model (ifgg2.1), the needs analysis

and course evaluation (its formative side in patig should have the aim of
informing and be able to inform decision-making alhother aspects of curriculum
development, including the resetting and adjustnanits objectives and aims if
needed. The findings of the questionnaires sugthedt the majority of students,
graduates and teachers thought that most of these&oobjectives had not been
attained to the optimum level (see sections 5.1&.8.2.1.3). The low level of
achievement of the objectives seems to be partialpted to their articulation. It is
suggested that the present objectives lack claspgcificity and do not adequately
indicate the commutative skills students need mirthcademic studies and target
careers. Therefore, modifications and renewaloimiilation may be necessary for
clarification purposes, in view of the NA and foriwa evaluation findings.

The overall course objective is ‘to improve thedstots’ English language and enable
them to use it during study and in communicatiégart from the ambiguity of using
the expression “students’ English language”, insgéhat the focus of the objective is
on communication skills. One component of the ES&rse is named ‘Listening &
Speaking’ and covers the conversational skillsstéhing and speaking. If the overall
objective of the ESP course were the mere imprownémkthe oral communication
skills, there would accordingly be no need for titeer components of Reading,
Writing & Grammar, etc. Instead, both the literaayd fluency skills of Medical
English should be included in the overall objectokethe course. According to
Dudley-Evans and St John (1998: 49), medical stsdéave to read textbooks and
articles, and write essays and short clinical respofo be precise, the primacy of the
two language components of Reading and Writing &r@nar should be articulated
clearly. Also, a short account is needed in ordeationalize and to guide the general
organization of the curriculum. For example, thé&sea need to emphasize the
students’ proficiency level at entry and the impode of presenting the language
components in a more realistic and integrated nratim& resembles the target
language in use and responds to the learners’mirasd target language needs. These
language presentation guidelines should be utilizbdoughout the course
implementation, including the classroom processed sis teaching and assessment.
It is recommended that the course should fill thp getween the evidently low level

of students’ general English ability and the spemd English proficiency as dictated
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by the target situation needs. Consequently, tleenhain objectives of the new ESP
course are to improve the students’ language wbilitgeneral and to provide them
with the literacy and fluency skills of Medical Hislp they need in a realistic and
proper way that would enable them to communicatefanction effectively in their
academic studies and target careers.

In order to match objectives to needs, the instvuet objectives of the course
components should be derived from the differengetitasks identified above (see
sections 6.1.1 & 6.1.2). Such tasks can be the basis for the design of pedagogical

tasks as explained below.

6.2.1.4 Classroom Activities and Methodologies
This study came to the conclusion that the classrapproaches adopted by ESP

teachers were generally inappropriate (see seétibi3.1). Part of the problem may
be that the teacher, constrained by limited time lange class size, has become ‘so
bogged down in carrier content that he loses sifitourse objectives’ (Scott and
Scott, 1984: 215). The main teaching strategieh®fReading, Writing & Grammar
and Medical Terminology components include, forregke, ‘pair-work and group-
work’ (GDHCI, 2007: 2). In the present case, thelsssroom activities can be said to
be ineffectively employed by some teachers (sedeT&ll3). Therefore, relevant
teachers are advised to employ these dynamic olasstechniques and activities
effectively and appropriately, acting and seeingnikelves as learning facilitators
rather than information transmitters. Interacti@iween pairs and groups of students
is thought by researchers to play an important molthe development of linguistic
and communicative competence; it ‘increases theuamof student participation in
the class’ and ‘enables the teacher to work more dacilitator and consultant’
(Richards and Lockhart, 1996: 153). However, ‘arlgssroom activity has the
potential for conflict if students do not have tmeta-language required for taking
turns in pairwork or groupwork’ (McCarter and Jak809: 160). Therefore, it is
strongly recommended that teachers should not as&ihg their students to work in
pairs or groups until the second and third terrmgshay become more advanced. It is
also recommended that each class should have lzeteabo is capable of managing
such classroom interaction activities and of flifg the specific objectives of the
language component in order to satisfy the relemaeds. More importantly, raising

teachers’ awareness of the advantages of suchtigstin classroom interaction and
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training them to use them is strongly recommend&deacher’s self-awareness
knowing why we teach the way we dois central to our effectiveness as teachers,

our job satisfaction and our professional develapim&lyland, 2006: 293).

The ESP staff can be helped to teach more effégtlwe means of enhancing close
cooperation and direct contact between the langtesgders and the subject teachers.
Such purposeful collaboration could ultimately mialeze in the form of ‘team-
teaching’ where a subject teacher and a languagehe¢e work together in the
classroom (Dudley-Evans and St John, 1998: 45)alsx such ‘joint teaching’ is
‘time consuming’ (Jordan, 1997: 121), it could hetpresent case be best utilized
during the proposed intensive ME phase of the @urkis approach is particularly
applicable to the second language component of MiEd-S. In practice, after
considerable coordination between the languagesabgkect tutors, the latter might
prepare and present a lecture on an appropriajecsuturing which students were
asked to take notes. Afterwards, teachers and sisid@uld engage in conversation
and discussion of the academic medical discoursetla use of the appropriate
language genre, to which students would be purpbgeéxposed. According to
Jordan (1997: 121), one important advantage of fiee@ching is that ‘the students see
that their subject tutors take the [ESP] classeswsdy’. Meanwhile, it can help to
compensate for language teachers’ scant knowlefigheosubject field (Belcher,
2006: 139).

However, to be successful, this teaching procedemgeires willingness, ‘openness’
and ‘flexibility’ from all participants, especialthe subject specialists (Dudley-Evans
and St John, 1998: 47). Therefore, only those stileachers having positive
attitudes towards the ESP course, sympathizing ustheachers and students, and
showing some interest in ESP matters may be askedke part in the venture,
particularly in its early days (Hutchinson and Watd 987: 164).
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6.2.1.5 Assessment Procedures
On the whole, the course assessment procedureowad fo constitute a weak area of

planning and implementation. All of the problemswamed to arise from giving equal
weight in the assessment to each of the four laggeamponents and from students’
noticeable negligence of certain components coelaxpected to vanish under the
proposed integration scheme. It is also recommetiggdhe integration of the course
should not be considered to end with the integnapian itself. Individual differences

in language proficiency amongst students are toekpected and should be
considered. A test should therefore be administetethe outset of the course for
diagnostic purposes, to make sure that the integ@turses meet the students’ needs.
If necessary, certain students should accordinglgxempted from following parts of
the course which would be too easy for them andniotmative at all, thus using the

initial test for placement purposes.

In addition, quizzes, presentations, assignments eard-of-term exams should be
used as continuous assessment procedures. Undenetheassessment scheme,
quizzes and an end-of-term exam would be usedarfitst term of the course (the
intensive GE phase). Successful students would beerallowed to move to the
second term. In the second and third terms, atyadkassessment tools (quizzes,
presentations, assignments and end-of-term examd)l ®e used to alleviate the
problem of heavy dependence on exams. Each stgd@mi! average grade for the
second and third terms would indicate whether re pessed the ESP course. The

weight given to each language component shoulcebeled by its importance.

It is highly recommended that in the second andittérms, the exam requirements
should represent the students’ academic and profedsgoals, rather than pass/fail
ones. That is, exams should measure the studdmlities and knowledge relevant to
their academic studies and to their target carettnss providing a beneficial
washback effect. This can be carried out throughube of authentic assessments.
Such assessments require the students to completd-life task that they will likely

to encounter in their target situations.
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6.4 REFLECTIONS OF THE RESEARCHER
My initial assumption was that conducting a needslysis and evaluation research

would not demand much time. Later, when | wentuhfothe research process, | had
to admit that the time needed was a real limitatdrsuch studies. However, this
research has enabled me to learn how to managplamany time effectively. It has
also enabled me to recognize the role of both naadlysis and evaluation not only
in theory, but also as practical aspects of languamurse design and development.
The experience of doing this research has alsthtang some valuable lessons and
provided me with research skills that | lacked. Example, it has greatly developed
my interviewing and communication skills through eneg and interacting with
different kinds of people: administrators, languatgachers, students, hospital
managers and medical staff. Moreover, | have lehhwv to use the SPSS software
in order to obtain both descriptive and inferensiatistics. It has also taught me to be
an independent, critical and neutral thinker.

Having taught on the ESP course for more than theses, | am familiar with the
context of the present study, the events discuaeddhe issues arising. However, in
doing this research, | took care not to impose mng@nal views on any aspect of it,
including its participants and outcomes. | detachagself from the study,
continuously reflecting and taking a critical loak my research in order to improve
its validity and recognize its limitations. My cealtrole as an insider researcher was
to investigate the questions addressed with thpgser of developing the current ESP

course. In short, | had no desire to make thingk &ther good or bad.

Surely, the experience of doing this research &aght me many things which cannot
be covered in this limited space. | will draw onstlexperience, when serving on
committees or curriculum teams, to design and/eeld® ESP courses and syllabi.
This experience will, | believe, serve me well pits of the challenges and obstacles
thrown up by events, administrations, programmeskameaucracy in the process of

curriculum development.
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APPENDIX Al: Current Students’ Semi-structured Interview Schedule

1. Do you think English is important in your acadersiadies and target
career?

2. To what extent, do you think, the four main skdalise important to your
target career?

3. To what extent, do you think, the four main skdie important to your
academic studies in this college?

4. Do you think that it is necessary to have a fluemthmand of oral and
written English to be a successful medical protess?

5. How well do you think the current ESP course méeth your academic
study and target career needs?

6. Could you tell me what you like and do not like abthe current ESP
course?

7. How helpful is the current ESP course in improuing following:
Your level of English
Your language skills (reading, listening, writirgppeaking)
Your grammar
Your vocabulary (general, medical)

8. Have you encountered any problems or difficultidsleviearning English
at the HSC? If yes, could you tell me about them?

9. What suggestions would you like to make for theriovpment of the ESP
course at the HSCs in order to make it more effectind relevant to

students’ needs?

Would you like to comment or add anything? Ywe very welcome.
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APPENDIX A2: Graduates’ (Employees) Semi-structured
Interview Schedule

According to your working experience, do you thilnglish is
important in your current career?
Do you think that it is necessary to have a flumrmmand of oral and

written English to be a successful medical professi?

3. How often do you use English in your career?

4. To what extent, do you think, the four main skale important to your

7.

current career?

Have you encountered problems while using Engligh yaur
workplace? If yes, could you tell me about them?

To what extent, do you think, the four main skilere important to
your academic studies, when you were studyingeatHtBCs?

How helpful was the ESP course in improving théofeing:

Your level of English

Your language skills (reading, listening, writirgpeaking)

Your grammar

Your vocabulary (general, medical)

8.

How well, do you think, the ESP course at the HS& ivoth your
academic study and target career needs?

Did you encounter any problems or difficulties wehiyou were
learning English at the HSCs? If so, could yourned about them?

10. Could you tell me what you like and do not like abthe ESP course?

11. What suggestions would you like to make forithprovement of the

ESP course at the HSCs in order to make it moextfe and relevant to

students’ needs?

Would you like to comment or add anything? Yoe very welcome.
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APPENDIX A3: ESP Teachers’ Semi-structured Interviav
Schedule

1. How many years have you been a teacher at thisgeitl Have you
ever attended a teacher-training course, in eigegreral or medical
English?

2. Do you think that English is important to your stats in their
academic study and target careers?

3. What do want your students to be able to do witgliEh?

4. What do you perceive as the needs of your studentbeir academic
studies and target careers?

5. What do you need to satisfy your students’ needs?

6. How helpful is the current ESP course in improwuing following:

Their level of English

Their language skills (reading, listening, writirgpeaking), grammar and

vocabulary (general, medical)

7. To what extent, do you think, the four main skadle important in your
students' academic studies?

8. Do you think that it is necessary to have a flumrmmand of oral and
written English to be a successful medical professi?

9. To what extent, do you think, the four main skile important in your
students’ target careers?

10.Could you tell me what you like and do not like abthe current ESP
course?

11.Do you encounter any problems while teaching Ehglisthe HSCs?
What about your students, do you think they encaruahy problems
in learning English?

12.What suggestions would you like to make for therowvpment of the
ESP course at the HSCs in order to make it moex&fe and relevant

to students’ needs?

Would you like to comment odaahything? You are very welcome.
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APPENDIX A4: Course Administrators’ Semi-structured
Interview Schedule

1. What do the Ministry of Health or the HSCs wantsthatudents to be
able to do in English while studying at the HSC amden they
graduate? What is the main objective of the ESPsedu

2. Do you think that English is important to your stats in their
academic studies and target careers?

3. How satisfied are you with the level of Englishyour graduates?

4. What do you perceive as the needs of your studenteir studies
and target careers?

5. On what basis is the content of the curriculumetednined?

6. Do you think that students encounter any problenhdewlearning
English at the HSCs?

7. How satisfied are you with your ESP teachers? Vdnatthe criteria
against which their work is evaluated?

8. What suggestions would you like to make for therowpment of the
ESP course at the HSCs in order to make it moez&fe and relevant

to students’ needs?

Would you like to comment or add anything? You\sey welcome.
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APPENDIX A5: English-speaking Physicians and Health
Assistants’ Semi-structured Interview Schedule

1. Do you think English is important in your work?

2. How often do you use it and with whom? Do you thifkglish has a
role in the quality of healthcare services in thispital? If so, please
give examples.

3. Do you think that it is necessary to have a flummrhmand of oral and

written English to be a successful medical protess?

4. How satisfied are you with the level of Englishtié HSC graduates?

5. How do you see their language skills (reading.efistg, writing,
speaking) their grammar and vocabulary (generatlicad?

6. What, exactly, are the HSC graduates able andbietta do in terms
of English?

7. Please describe the work situation in which youdrteespeak English
with the HSC graduates. Do you think it is difficth communicate
with them in English?

8. To what extent, do you think, the language skitks inportant to the

HSC students target careers?

o

. Do you think they are prepared to use English teetntbeir work
requirements?
10.What can the HSCs do to prepare the graduates ettthe kind of

English required for their work?

Would you like to comment or add anything are very welcome.
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APPENDIX A6: Hospital Managers’ Semi-structured Interview
Schedule

=

Do you think English is important in your hospital?

2. Do you think it has an effect on the quality of lieeare services you
provide in this hospital? If so, please give exaapl

3. Do you think that it is necessary to have a flumrhmand of oral and
written English to be a successful medical protessr?

4. How satisfied are you with the level of Englishtleé HSC graduates?

5. How do you see their language skills (reading.etistg, writing,
speaking) their grammar and vocabulary (generatlicad?

6. What, exactly, are the HSC graduates able andbietta do in terms
of English?

7. Do your foreign employees who speak English expdessatisfaction
because of their limited English proficiency?

8. To what extent, do you think, the language skitks inportant to the

HSC student target careers?
. Do you think that the ESP course they took prepdinedn well for

o

their work requirements?
10.What can the HSCs do to prepare the graduates liettthe kind of

English required for their work?

Would you like to comment odaahything? You are very welcome.
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APPENDIX B1: Current Students’ Questionnaire
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1. Why are you learning English? TiclgY more than one option if applicable

o

(

TTe@meaoT

(
(
(
(
(
(
(
(

GPA

) because it is a compulsory subject

) because | am interested in various Englistuces

) because | need it in order to obtain my degre

) because | will need it in my target career

) because | need it to help me in my acadetodiss

) because it is interesting and | enjoy leagntn

) because it will help me to be a successidlical professional

) because | need it when I travel abroad
) because it is easy, therefore | can get ggades and upgrade my

J. () because | need it for my daily life

() because it will make me a prestigious andebetducated person
() because it will broaden my knowledge and view
. Other, please specify

Which language do you prefer in order to commueicaith your work

colleagues in your target career? Please tigk ynder the box that best
expresses your opinion

Arabic only

English only

English & Arabic

3. How much do you enjoy studying English at the gl
Very enjoyable| Quite enjoyablp Not very Not enjoyable at all
enjoyable
4. How important do you believe the ESP course isyfur academic studies at
the college?
Very Quite important Not very importany Not important at al
important
5. How important do you believe the ESP course ig/éar target career?
Very Quite important Not very importan{ Not important at al
important
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6. Please rate eachKILL below TWO TIMES . First, indicate how important
do you think these skills are in your academic istudn the college, and
THEN indicate how important do you think these skilte @ your target
career. Please put a tick)(in the box that best expresses your opinion.

For mystudies in the colleg For mytarget careel this skill
this skill is is:
(tick one) (tick one)
El.5[z5| s | S 5l o5l55| 2
O Q
st =5 25| 58 cclzc| S| 584
>Sa|loa|l oo (@) Sa|loal|l oo @)
£ E|l =z E = S E|l =z E 2
= = = g = = = g
Speaking
Listening
Writing
Reading

Please rate eac®KILL/AREA belowTWO TIMES . First, rate your current

ability in each skill/area, aniHEN indicate to what extent the ESP course
had helped you in improving the skill/area. Plepaea tick (/) in the box

that best expresses your opinion.

My current ability in this The help of the ESP cours
skill/area is: in improving this skill/area
was:
> -
= © = — . I _
S5[8|l<|€|=|3 Skills/Areas =k >5| T3
| 28|le|8]%Z gs|la | >5[ ®E
P -
IR >2[5|52|8¢2
wr> 3 > o = p
Speaking
Listening
Writing
Reading
Grammar
General Vocabulary
Medical Vocabulary
English overall
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8. What the language skill do you think the ESP coymsejoined at the college
improved most? Please choose one.

Speaking Writing

Listening Reading

9. To what extent, do you think, in general, that tierently used textbooks in
the ESP course are appropriate and relevant tongeds?

Very Quite appropriate Not very
appropriate appropriate

Not appropriate at
all

10.How would you evaluate the ESP course in generaig® Please put a tick
(v) under the box that best expresses your opinion

Very
successful &
effective

Successful &
effective in most of
its aspects

Successful &
effective only in few
of its aspects

Not successful
& effective at all

11.Please rate eacROURSE OBJECTIVE below THREE TIMES . First,
indicate to what extent thebjective had beeachieved. Second, indicate how
important theobjective is for your academic studies in the college. Third,
indicate how important thebjectiveis for your target career after graduation.
Please put a tick /) in the box that best expresses your opinion.
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This objective was For my studies in the For my target career

(tick one) college this objective is this objective is:
(tick one) (tick one)
3 ourse Objectives 8 = | E g | 8 = | 8
> c +© o
8| >8] 23| ¢ : S5 | 25|l |£|5|28|£E_
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= L Q| S| o > | = Ze| > | = ZE| =
S o ] S = ] [ =] = o
L pd > (o4 zZ > (04 zZ

To use the new medical terms in p
four skills of language

To use the medical terms in
professional communication

To recognize all body systems with
their names and medical courses

To comprehend and write shart
medical situations using the
medical terms

To understand, read and write shiort
medical reports.

To write a text using the acquired
writing techniques

To produce good writing by taking
care of spelling, punctuation,
cursive handwriting and
grammatical points

To express ideas correctly and |to
follow writing techniques

To apply all grammatical points in
both spoken and written English

To understand any spoken [or
written instruction in English

To form everyday statements aphd
guestions

To explain student’'s related
problems to the teachers in spoke
English with fluency of speech and
accuracy of pronunciation

To comprehend lectures in English
language and take notes ahd
dictation in English language

To read English with pleasure and
interest and comprehend what ypu
read

To read faster and read in ways that
meet the students’ expectations

To understand and practice the
English reading strategies

To talk and think about a text |n
new ways

To formulate and articulate ideas
more precisely

To experience the connections
between reading and writing

To find out new ideas, facts and
experiences

To think in English and build a
linguistic competence as well as
performance T
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12.Please indicate to what extent do you agree orgBsawith the following
statements:

D ()
Solo |2 |5
c 91 9 (= c o
Statements © ol o d S 3
a3[<|a |58
a. The ESP course has met my language needs ttiofuhc

satisfactorily in my academic studies.

b. The ESP course has met my language needs tdiolupc
satisfactorily in my target career.

c. English classes are relevant to my needs

d. Instruction should focus on Medical English

e. Instruction should focus on General English

f. The present time assigned for the course isfficgnt, and
more time should be given to English language uicsion in
the college

g. The content of the course's textbooks is aboyeEnglish
language level

h. The teaching methodologies used by the langteagherg
are appropriate and useful

i. Supplementary materials (e.g. audio-video tapesthead
transparencies and computers) are used in Endlishas

j- | am given the opportunity to work in groups [airs in
English classes

k. Teachers of English language motivate me in iBhg
classes

I. Teachers of English language in my course altpfiilein
their teaching

m. The assessment procedures used in the cours¢ are
appropriate

n. Having a fluent command of written and oral Estglis an
integral part to be a successful medical profession

p. English ought not to be necessary in Saudi talspand
medical clinics

13.Please write below any problems or difficulties yancounter while learning
English in your ESP course:



14.Please write below any problems or difficulties yewcounter while using
English at your college or outside the college:

15.Thank you very much for your kind participation anelp and time. Please
feel free to add your comments or suggestions fone the ESP course and
make it effective and appropriate (you can usebthek of this sheet if you
need).



APPENDIX B2: Graduates’' (Employees) Questionnaire
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1. Do you want to learn English? Yes ( ) (No)
If ‘No’, please explain why? If ‘Yes’ Why do youamt to learn English?
Tick (v”) more than one option if applicable

a. ( ) because my job often requires me to use Bmglis

b. ( ) because | am interested in various Englistuces

c. ( ) because it makes me a more qualified job ickatel in my chosen
field

d. ( ) because | need it for promotion in my career

e. () because | need it to help me in my futuredacaic studies

f. () because itis interesting and | enjoy learning

g. () because it will help me to be a successtilical professional

h. () because | need it when | travel abroad

i. () because | need it for my daily life

J. () because it is the global language of medicine

k. () because it will make me a prestigious andebettiucated person

[. () because it will broaden my knowledge and view

m. Other, please
SPECITY i e ————————

2. Which language do you prefer in order to commueicaith your work
colleagues while performing your job in the hodfitRlease tick ) under

the box that best expresses your opinion

Arabic only English only English & Arabic

3. How much did you enjoy studying English at the egd?

Very enjoyable| Quite enjoyabl Not very Not enjoyable at all
enjoyable

D

4. How important do you believe the ESP course wagydor academic studies
at the college?

Very Quite important Not very importan{ Not important at al
important
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5. How important do you believe the ESP course wagdar current career?

Very
important

Quite important

Not very importan

Not important at al

6. Please rate eacBKILL below TWO TIMES . First, indicate how important

do you think these skills were in your academidigtsl in the college, and
THEN indicate how important do you think these skilis @ your current
career. Please put a tick)(in the box that best expresses your opinion.

For mystudies in the colleg For mycurrent careetr this
this skill was skill is:
(tick one) (tick one)

2l gl =g = Skills 2l gl =g 2
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Speaking
Listening
Writing

Reading

Please rate ea®KILL/AREA belowTWO TIMES . First, rate your current
ability in each skill/area, andiHEN indicate to what extent the ESP course
had helped you in improving the skill/area. Plepaea tick (/) in the box

that best expresses your opinion.

My current ability in this

The help of the ESP courg

skill/area is: in improving this skill/area
was:
> -
— © = —_ g _
o o : _ - | =_
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Speaking
Listening
Writing
Reading
Grammar

General Vocabulary

Medical Vocabulary

English overall
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8. What the language skill do you think the ESP coymsejoined at the college

improved most? Please choose one.

Speaking

Writing

Listening

Reading

9. To what extent, do you think, in general, thattlsed textbooks in the course
were appropriate and relevant to your needs?

Very
appropriate

Quite appropriate

Not very
appropriate

Not appropriate at

all

10.How would you evaluate the ESP course in generaig® Please put a tick
(v) under the box that best expresses your opinion

Very
successful &
effective

Successful &
effective in most of
its aspects

Successful &
effective only in few
of its aspects

Not successful
& effective at all

11.Please rate eacROURSE OBJECTIVE below THREE TIMES . First,
indicate to what extent thebjective had beeachieved. Second, indicate how
important theobjectivewas for your academic studies in the college. Third
indicate how important thebjectiveis for your current career. Please put a tick
(v) in the box that best expresses your opinion.
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This objective was
(tick one)

Fully achieved

Partially
achieved
Minimally
achieved
Not achieved at

all

Course Objective

For my studies in the
college this objective

For my current career
this objective is:

was: (tick one)

(tick one)
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To use the new medical terms in p
four skills of language

To use the medical terms in
professional communication

To recognize all body systems with
their names and medical courses

To comprehend and write shart
medical situations using the
medical terms

To understand, read and write shprt

medical reports.

To write a text using the acquired
writing techniques

To produce good writing by taking
care of spelling, punctuation,
cursive handwriting and
grammatical points

To express ideas correctly and |to

follow writing techniques

>

To apply all grammatical points i
both spoken and written English

To understand any spoken or

written instruction in English

To form everyday statements apd

guestions

To explain student's relate
problems to the teachers in spok]
English with fluency of speech an
accuracy of pronunciation

[N}
Q':!

To comprehend lectures in English

language and take notes apd

dictation in English language

To read English with pleasure and

interest and comprehend what ypu

read

To read faster and read in ways that

meet the students’ expectations

To understand and practice the

English reading strategies

To talk and think about a text in
new ways

To formulate and articulate ideas
more precisely

To experience the connectiopns

between reading and writing

To find out new ideas, facts and
experiences

To think in English and build a
linguistic competence as well as
performance
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12.Please indicate to what extent do you agree orgdisawith the following

statements:

Statements

Strongly
Agree

Agree

Disagree

Strongly
Disagree

a. The ESP course had met my language needs tbofuihc

satisfactorily in my academic studies

b. The ESP course had met my language needs ttidfc

satisfactorily in my current career.

c. English classes are relevant to my needs

d. Instruction should focus on Medical English

e. Instruction should focus on General English

f. The present time assigned for the course isffiognt,

and more time should be given to English language

instruction in the college

g. The content of the course's textbooks was abuyd
English language level

h. The teaching methodologies used by the langteagders
were appropriate and useful

i. Supplementary materials (e.g. audio-video tapesthead
transparencies and computers) were used in Entgisbes

j- I was given the opportunity to work in groups pirs in
English classes

k. Teachers of English language motivated me inliEmg
classes

|. Teachers of English language in my course wefgftl in
their teaching

m. The assessment procedures used in the course
appropriate

wer

n. Having a fluent command of written and oral Estgis an
integral part to be a successful medical profesdion

p. English ought not to be necessary in Saudi kalspand
medical clinics

13.

Please write below any problems or difficulties yload encountered while

learning English in your ESP course:




14.Please write below any problems you encounter wisiag English in your
current career:

15.Thank you very much for your kind participation anelp and time. Please
feel free to add your comments or suggestions fwone the ESP course and
make it effective and appropriate (you can usebthek of this sheet if you
need).



APPENDIX B3: ESP Teachers’ Questionnaire

Dear Language Teacher

Please find enclosed a questionnaire on the stsidemguage needs and the ESP
course provided by the Health Sciences Colleges.

This questionnaire contains closed and open quesstiat ask about your perceptions
of students' present and target language needs,atiihddes towards their ESP
course's objectives, content and methodology akasegjour evaluation of the whole
course in general terms. Such data is of paramwmopbrtance in the process of
developing the current ESP course which is thectagi my PhD thesis (at the
University of Leicester, UK). | am using this quesnhaire with other data gathering
means to collect information on students' langusegrls, and process and products of
the course under investigation.

As a staff member in the ESP course, you can peovidaluable data for an effective
and fruitful course evaluation which would be te thenefit of the course and all its
stakeholders. This questionnaire allows you to gi@er opinions anonymously and
in a more systematic way, and help us to maketbatethe English course is meeting
the needs and interests of its students. | wokdth assure you that there are no right
or wrong answers, and all answers you provide vérgibsitive or negative would be
severely treated confidentially and used exclugivet the purposes of this research.
Please include your personal postal address orileatnne end of this questionnaire
in case you wish to be informed about the finalltssand recommendations of this
research.

It would not take you more than 25 minutes to catgthe whole questionnaire. All
you need to do is to tick) under the box that best expresses your opinidso,A

please take your time to answer the open questiotise last page as much as you
can. Meanwhile, if you have any further commentssaggestions towards the
improvement of the course, you are most welcomeriie them down. Please do not
hesitate to contact me if needs be to clarify esjaes item

(Please note that answering this questionnaire istadly voluntary. If you do not
like to take part in this questionnaire, you can lave it blank)

Thank you very much in advance for your kind heid aooperation and time.
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1. How many years have you been teaching Englisheati®C? .........

2. Have you ever joined an ESP (or Medical Englishacher-training
course? Yes () No ( ), if'yes' please gietils

3. How much do you enjoy teaching English at the gafePlease put a tick
(v) in the box that best expresses your opinion.

Very Quite enjoyable Not very Not enjoyable at all
enjoyable enjoyable

4. How important do you believe the ESP course is yfour students’
academic studies at the college?

Very Quite important Not very importany Not important at al
important

5. How important do you believe the ESP course isytarr studentstarget
careers?

Very Quite important Not very importan{ Not important at al
important
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Please rate eaclBKILL below TWO TIMES . First, indicate how
important do you think these skills are in yourdets’ academic studies
in the college, andHEN indicate how important do you think these skills
are in your students’ target careers. Please pigka,/) in the box that

best expresses your opinion.

For mystudentsstudies in For mystudentstarget
the collegethis skill is careersthis skill is:
(tick one) (tick one)

Sl o 5[3E[ 2| ™ 5| 25| 35| .z
>l 2e|l 2| g8 >l 8e|l 2| 58—
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Speaking
Listening
Writing

Reading

. Please rate eac8BKILL/AREA below TWO TIMES . First, rate your
students’ current ability in each skill/area, ahHHEN indicate to what
extent the ESP course had helped them in impraviagkill/area. Please
put a tick (/) in the box that best expresses your opinion.

Studentsturrent ability in The help of the ESP
this skill/area is: course in improving this
skill/area was:
g |8 g o] i E > =
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Speaking
Listening
Writing
Reading
Grammar
General Vocabulary
Medical Vocabulary
English overall
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8. What the language skill do you think the ESP couatstne college improved
most? Please choose one.

Speaking

Writing

Listening

Reading

9. To what extent, do you think, in general, that therently used textbooks in
the ESP course are appropriate and relevant tosfadents’ needs?

Very
appropriate

Quite appropriate

Not very
appropriate

Not appropriate at

all

10.How would you evaluate the ESP course in generaid® Please put a tick
(v) under the box that best expresses your opinion

Very
successful &
effective

Successful &
effective in most of
its aspects

Successful &
effective only in few
of its aspects

Not successful
& effective at all

11.Please rate eacROURSE OBJECTIVE below THREE TIMES . First,
indicate to what extent thebjective had beeachieved. Second, indicate how
important theobjectiveis for your studentsacademic studies in the college.
Third, indicate how important thebjectiveis for your students’ target careers.
Please put a tick /) in the box that best expresses your opinion.
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This objective was
(tick one)

Fully achieved

Not achieved at]

Minimally
achieved
all

Partially

academic studies thig

For students’

For students’ target
careers this objective ig:

Course Objectives

objective is: (tick one)

(tick one)
< = = = € =
|8 S| s | & 5
8| 8 215888 =

| a| & g | 2

ElElgE|E|E|E |52 |E
> = o = > += o =
|5 | 82| 895 |5 | 82|88
> | O |z2E|z8> | O|zZ2E| 2%

To use the new medical terms in p
four skills of language

To use the medical terms in
professional communication

To recognize all body systems with
their names and medical courses

To comprehend and write shart
medical situations using the
medical terms

To understand, read and write shprt

medical reports.

To write a text using the acquired
writing techniques

To produce good writing by taking
care of spelling, punctuation,
cursive handwriting and
grammatical points

To express ideas correctly and |to

follow writing techniques

>

To apply all grammatical points i
both spoken and written English

To understand any spoken or

written instruction in English

To form everyday statements apd

questions

To explain student's relate
problems to the teachers in spok]
English with fluency of speech an
accuracy of pronunciation

[N}
Q—:!

To comprehend lectures in English

language and take notes apd

dictation in English language

To read English with pleasure and
interest and comprehend what ypu

read

To read faster and read in ways that

meet the students’ expectations

To understand and practice the

English reading strategies

To talk and think about a text in
new ways

To formulate and articulate ideas
more precisely

To experience the connectiopns

between reading and writing

To find out new ideas, facts and
experiences

To think in English and build a
linguistic competence as well as
performance
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12.Please indicate to what extent do you agree orgrhsawith the following
statements:

Statements

Strongly
Agree
Agree
Disagree
Strongly
Disagree

a. The ESP course has met my students' languagks ne
function satisfactorily in their academic studies

1%

b. The ESP course has met my students' languagis rie
function satisfactorily in their target careers.

1%

c. English classes are relevant to their needs

d. Instruction should focus on Medical English

e. Instruction should focus on General English

f. The present time assigned for ESP is insufficiand more
time should be given to English language instructio the
college

g. The content of the course's textbooks is aboyestondents
English language level

h. The teaching methodologies used by the langteagherg
are appropriate and useful

i. Supplementary materials (e.g. audio-video tapesthead
transparencies and computers) are used in Endéishes

j- Students are given the opportunity to work iougrs or paird
in English classes

k. Teachers of English language motivate studentsnglish
classes

I. Teachers of English language in the course aipfll in
their teaching

m. The assessment procedures used in the coursg are
appropriate

n. Having a fluent command of written and oral Esiglis an
integral part to be a successful medical profesdion

p. English ought not to be necessary in Saudi kaspand
medical clinics

13.Please write below any problems or difficulties ythink your students
encounter while learning English in their ESP ceurs



14.Please write below any problems or difficulties yemcounter in teaching
English at this course:

15.Thank you very much for your kind participation anelp and time. Please
feel free to add your comments or suggestions fwone the ESP course and
make it effective and appropriate (you can usebiek of this sheet if you
need).
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APPENDIX D: SAMPLES OF WORKPLACE DOCUMENTS

0/ / 5 [a_.:ﬁ_,.ll
. \+3 S / t EJU."
cilaa i il dala'tes dusuual ¢y hubd) datall 4y pyll

KING FAHAD SPECIALIST HOSPITAL
Buraidah, Al-Qassim, K.S5.A.

RADIOLOGY DEPARTMENT
URGENT!!!

11 May 2008 (06 Jumada Awal 1429)

TO : ENGR. AHMED AL-SADOUN
Director of General Services

THRU : DR. YOUSEF AL-MANSOUR
Hospital Director

FROM ; DR. ALAA KHALIFA
Chief of Radiology

SUBJECT : MAINTENANCE OF RADIOLOGY EQUIPMENT

This to bring to vour kind notice that,from now on NO RADIOLOGY STAFF
should directly contact the Bio-Medical Department by interrupting work, for any
equipment malfunction,except through the proper channel which is ,via the CHIEF
of the DEPARTMENT or through the Personnel responsible for equipment in our

department (MR. ALI AL-GHAFIS).
_ 3\_}0}
‘Thank you for your cooperation. . )
\ ¢> o ‘ 5 }\ /)

RN

DR. ALAA KHALIFA
Chief of iology

wy Dr, Alaz Whalifa /\ < C‘ B ”
| Fo1 | 52227 U—V‘ T A é

Consultant Radioiogist

KFSH-Buraidah 3 ; C/ - ] /
© .0 }// N

Copy t : Hospital Directo
OIEY ; % os«?oi Ra:i?olntgy Technologists " (_.y C",J k J\Ev £ o " Y\ %
% ;
N ) c / ) -\ F 4 O
4 o N
.

www.qassim-health.com YV WOA: uSLa  ¥o1¥a9: (uS1T  TYFO0-T-YYY WM ails  YYA0: cim Buy
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TLD terms of USE

Prince Sultan Cardiac Center

Catheterization Laboratories Department

Printed On  29/11/1428 10:31:18
EmployeelD Gender
Name Nationality
Job No Marital Status
Job Title Date of birth
Firm Age
PSCCQ
TLD No TLD date of start
5545

- TLD or film badge is a mean to detect the
radiation dose you have been exposed to

- Apply a further care to this device keep it worn
anytime you are within work field

- Don't expose this device to direct sun rays

- Losing this device will cost you 200 SR

- It is recomended to wear this device over the
lead apron at thyroid level

- TLD or Film badge is sent every three months
for analysis and dose readings

- Before going for vacation, device should be
received by Chief Technologist

- At end of training season or contract, device
should be received by Chief Technologist

- It is recommended NOT to keep TLD closely to
a radiation source

Employees-Name: 1 oo

Date

Signature

Cath. Lab. Chief Technician 1oe 1 inia

Mishal Saleh Al-Mutairi
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e wnceevo: J00000000000
) P [ TV

el e
Bilaisiry oL Haak Consultant In-Charge: ««««s«ccsssssmmsvesesssvisssovsosssssiosssmmansad
(HoserraL V| Doptis e aesscrrecreessssesseene Uil corseressassesresio

X-RAY REQUEST & REPORT FORM  iclill ,u,ilq wlb a5ea)

SOURCE: ]
Type of Request: Routine I:I E.mergenc;' D Portable D
| Allergies: Iodine D Others (Specily)
| R, 0 U Contraceptive Pill: Yes E] No D Pregnant: E]Ym No D
Examination Requested: .......... oot e Appointmnent for xray
Brief Clinical Descriplion: ««v=«seessesisraseseomssinsrssssmsnnisnesnsassssomsasssboasesssssssinis (Date and Time)
................................................................................. e
DABGIOSIS: «+veeeeveveeeeeeiiieeeseiiieeas S S —G——— (R sors |
Patient's Next Appointment with ClRic: - ceouvveiiiiiiiiiiriiiiiiii e,
Physician's Name: -.....ocoooomeeoermaeemoneaaaaes. Signature: ..ooooeeeeeioeiioeioeeee.... Date:
FOR USE OF X-RAY DEPARTMENT
Radiographer: [Cheé:ked By:
Screening Time: X-Ray No.:
POSITION ; KV MAS TOTAL NO. OF FILMS
35x43 | 35x35 | 35x40 | 30x40 | 24x30 [ 18x24 | DENTAL occ

Requested by: -~ ---oomvoiiii Signalure: ----r-cvmecoeimiiiiirieiaeaan, Date:

Form No. 38 ' YA o3, pist
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o Medical Record: [ [ | [ ] [ ][] ][]
Age: I:] D Yrs:/ Month  Sex: l:l M D F
PO

Ministry of Health Natinnality:
B Aol dsall LY Ay ke
ey al gl 25 e el s Ll i Consultagt In-Charge: : ;
KNGABDULAZIZHOSPITAL & ONCOLOGY CENTER -JEDDAH | w7 21l Roomy/ Bed wosommpans

NUTRITIONAL ASSESSMENT

S: Diet Prior to Admission:
Eating Habits:

Preferences: [ ] Culturat/ Ethnic: [] Religious: [0 Other:
Food Allergies: .. Intolerances: Dislikes:
Usuat Appetite: Weight History:

Diagnosis: :

Diet Order: Av. Po, Intake:

Difficutty: [ ] Chewing [] Swaltowing [] Nausea []Vomiting [_] Diarthes

0: Diagnosis:

Diet Order: . . Av. Po. Intake:
Height: .. - Weight: Kg. Desirable Weight: «ommenne Kgo + 10% woerrrrirriee
LAB
Date: Glu Bun/Creat Na + K+ H/H Alb
Potential - Food - Interaction:
Food - Drug Counseling:
A: " Nutritional Risk Factors
[] Inadequate PO Intake [ Chewing/ Swallowing Problem
[] Hx Significant W.eight Loss [J Abnormal Lab Values
[] Knowledge / Compliance Deficit [] Dx of GI Tract
Poor Skin Integrity [ Surgical Geriatric Patient
n Increased Nutritional Needs O Other:
| p: . Nutritional Risk
] Minimal []Moderate . [JHigh

Continue / Progress Diet as ordered
Assist In menu selection

Mounitor:
Recommendations to Physician:

Daate: e . Patient Education
O Instructed In Diet

O Determined education needs of patient/ family.

O Assessed abilities / readiness to leam

O Adjusted instruction d/t O Cutturat. Religious Practice OLanguage bamier
O Reviewed take-home written educational materials and individual meal plan
Evaluation: Comprehensive; Recep[ivity: A e s s
Date f o e e Nutrsing Progress Notes
KAAH & OC : NUTRITIONAL ASSESSMENT Gode#APP-NAF-00
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KINGDOM OF SAUDI ARABIA \* 2o P
2o Y h

MINISTRY OF HEALTH T

Health Affairs Directorate : ram—=1 | I
Jeddah X sty Tl S 5y i
Date : /s Al 3,1y ANt/ / Fah

Ministry of Hosith
BB dadls i dugdl dioy
CONTROLLED PSYCHIATRIC PRESCRIPTION

PATIENT NAME : RS
NATIONALITY S 4 sl SEX et oo 00 op § Sl
FILE NO.: ol o3, ACGES ot o o 2§ o)
DIAGNOSIS : . g e |

Ol 09t Bl ¥l B 0¥
( Print in Capital letters without Abbreviating )

Medicine Scientific Name : i __,..bdl slpdl ot
Pharmacological Composition : sVl dse
Concentratio-n : i 1
Hequés!ed Quantity (by number) : - Lae o L ghhll L5
Usage : CplamsaY da b
Doctor's Name : ' ; DS T
Speciality : . | sl
License No. : Dol
Doctor's Signature and stamp : i s ki =l
Name of issuing pharmacist : o Sall U ‘_E;_,UI Jaadl
License No. : - D et Al )
Date of |ssue : Dl Al
Pharmacist's Signature : D daall ady
Pharmacy Stamp : Dl e

01-00108
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APPENDIX E1: Sample of Students’ Interviews
(Student 4)

Do you think English is important in your academicstudies and target career?
Yes, sure.

To what extent do you think the four main skills ae important to your target
career?1 think speaking is very important... or let’'s gag most important. Listening
is also very important because | should understamat the doctor is saying. Reading
and writing skills are important.

To what extent do you think the four main skills ae important to your academic
studies in this college? think reading is very important because in myjeabareas

| should read very much to get the required knogdettom our textbooks and the
teachers’ handouts... Regarding listening, to s@xeent, listening is important
because | need to understand what our subjectdéesaeine saying in lectures... For
writing, it is important, especially during examiioas, as my subject teachers ask me
to write short paragraphs about some medical topitsvould like to speak English
but our subject teachers do not let us speak tochnamd this is why | think it is
unimportant.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professionalfes, certainly, one should be
fluent in oral and written English if one is goitggbe a medical professional.

How well do you think the current ESP course meetboth your academic study
and target career needs'Not much, becauskstill lack important language skills,
like speaking.

Could you tell me what you like and do not like abot the current ESP course?
don'’t like the assessment scheme. The course asseisscheme creates the idea that
| should get as many marks as | can regardlessowf thuch language | actually
learn... | like Medical Terminology textbooks.

How helpful is the current ESP course in improvinghe following:

Your level of English?lIt is helpful, but not very.

Your language skills (reading, listening, writing, speaking), grammar,
vocabulary (general, medical)?The course was somewhat helpful in improving my
listening, writing, reading and grammarhbut not helpful enough in speaking. It is
really very helpful in improving my vocabulary, paularly medical vocabulary.

Have you encountered any problems or difficulties Wile learning English at the
HSC? If yes, could you tell me about them?¥es, | have some problems. Firstly, the
method of explaining and clarifying the lessonsia$ good at all... some textbooks
are good but the teachers do not explain the impbpoints clearly... They also do
not make the lessons very interesting. Also, somabi&-speaking teachers use
Arabic in the classroom.

279



What suggestions would you like to make for the immvement of the ESP course
at the HSCs in order to make it more effective andelevant to students’ needs?
More time is needed, as the course is too shoddthtion, technology should be used
in teaching our courses... Textbooks should inclomlical topics and the current
assessment schersieould be changed

If you would like to add anything you are very welome. Thanks.

Thank you very much for your time and participation.
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APPENDIX E2: Sample of Graduates’ (Employees) Interiews
(Graduate 3)

According to your working experience, do you thinkEnglish is important in your
current career? Englishis veryimportant inour work here... It is more important
than Arabic.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professiona¥zs,you know English now is the
language of medicine... Actually, you have to lgmad speaker and writer of English
in order to understand your work and to carry auinduties.

How often do you use English in your career200%, | mean we always use English
in our career.

To what extent do you think the four main skills ae important to your current
career? Basically, they are all very important. However, | think spegk and
listening skills are slightly more important thagading and writing skills. | always
need to speak to my English-speaking colleaguegatients about medical issues. |
also have to listen to my doctors’ instructionsr Feading, | often need to read
departmental memos, patients’ files and other welted documents such as X-ray
requests and report forms.

Have you encountered problems while using Englisht your workplace? If yes,
could you tell me about them?Not all the time. | have problems sometimes, like
misspelling. | have problems spelling some wordsnvh fill out requests for CT
reports, but | can still understand.

To what extent do you think the four main skills wee important to your
academic studies, when you were studying at the H®@uring that time, our
academic studies required us to read a lot tongetrnation from textbooks and other
references, so reading was very important. Alsdingrwas very important because
we were always asked to write in mid-term and fexdminations. As for listening, it
was fairly important. Speaking was important, simeesometimes asked our lecturers
for clarification.

How helpful was the ESP course in improving the fédwing:

Your level of English? In fact, it improved my English language to sonx¢est.
However, it was not very helpful.

Your language skills (reading, listening, writing, speaking), grammar,
vocabulary (general, medical)?l feel that the course was useful, especially in
writing and listening... It was less useful in reaginspeaking, grammar and
vocabulary.

How well do you think the ESP course at the HSC mddioth your academic study
and target career needsThat course was not effective in meeting my academd
work needs.

Did you encounter any problems or difficulties whie you were learning English
at the HSC? If so, could you tell me about them¥es, there were some problems.
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The teaching members of staff were non-native sgrsaéif English... Some did not
speak fluently... they often mispronounced Englishrdgo Also, the textbooks were
much harder than our English language level wherstaged studying them... There
was a big gap between our level and the textbooks.

Could you tell me what you like and do not like abot the ESP course?The time
allocated to the course is too short... they shouldteiase the contact hours of

listening, reading and writing... The timetable ig meell-organized. | liked writing
and listening classes.

What suggestions would you like to make for the immvement of the ESP course
at the HSCs in order to make it more effective andelevant to students’ needs?

think they should concentrate on the English neetted medical studies and

professions, not only general topics. Also, | sisgdkat they increase the number of
hours in the course.

If you would like to comment or add anything you ae very welcomeNo.

Thank you very much for your time and participation.
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APPENDIX E3: Sample of ESP Teachers’ Interviews
(Teacher 1)

How many years have you been a teacher at this aagle?Nine years, | think.

Have you ever attended a teacher training coursenieither general or medical
English? Regardinggeneral English, | have done my master’s degree| haven't
taken any special course for teaching ESP or mkdioglish. In fact, as ESP
teachers, we need such training. It is definitelgassary.

Do you think that English is important to your students in their academic study
and target careers?English is very important, particularly when thene alealing
with medical sciences... | mean English is necesadugn they start their learning...
If they don’t learn properly, how can they learrtheut English?... There are many
books only in English which are not available iry ather languages, so they need to
know English. This is a basic thing in order to fgetir knowledge about medical
science, whatever. Another thing... you know har8audi Arabia people come from
different countries...at the same time, doctors are working over thareheir
hospitals where they are going to join too. Thisangethat they have to talk with them
in English... If they do not understand English, hayuld they do their work?

What do you want your students to be able to do whit English? It varies... | mean
if the students study a lot... Reading, particylartthat gives them vocabulary, lets
them know grammar and other things, it increases thinking capabilities so that
they can do better if they read at their home alBmen they will be able to
comprehend medical texts in their references.

What do you perceive as the needs of your studentsr their academic studies
and target careers?The basic thing is motivation... Motivation is a shin order to
learn English... They should know why they wantléarn English and that will
motivate them. For their academic studies and ta@eers, they should at least learn
enough English so that they can understand thek$and explain whatever they
have understood.

What do you need to satisfy your students’ needsPhe thing is that we need a
suitable syllabus, a lab... | mean a proper bigd#hough we have a lab.

How helpful is the current ESP course in improvingtheir overall level of
English, language skills, grammar and vocabulary (gneral, medical)? The
majority of our students achieved a reasonablel lefvenprovement, particularly in
writing... but it is unsatisfactory... | mean,adfurse it helps, but because the course is
above their level we don’t get the results we wahe ultimate result which we want
is not there, because there is a difference betwesnlevel and the books they are
studying.

To what extent do you think the four main skills ae important in your students’
academic studies?We cannot ignore the importance of English skiks the
students’ academic studies, because they needskiidio perform a certain task... Of
course, they all are important. In my opinion, iagds the most necessary skill in
their studies. It is very important... Listening andting are important... Speaking is
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not very important... Reading is a major sourceacddemic knowledge and it can
help students in their academic learning... They aksed it to understand questions
in exams.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professiona¥zs. They should understand their
books here in the college, and apart from that winety go to their workplace...
hospitals, there they can write short messagey, ¢ha talk with their colleagues,
they can understand what the doctors are sayifigese types of things.

To what extent do you think the four main skills ae important in your students’
target careers?The thing is that all four skills are important amecessary, but there
may be variations, as | think ... they need spepkiery much. So, speaking and
listening are the most important skills, writingtherd, because they are sometimes
required to write medical reports in English, aadding is last.

Could you tell me what you like and do not like abot the current ESP course?
The thing is that the books don’t match the leviebar students. We need a course
prepared by the ministry itself, suited to the stutd of HSCs.

Do you encounter any problems while teaching Engls at the HSCs? What
about your students, do you think they encounter ay problems in learning
English? No, | don’t have any problems, but the level of thedstuts when they come
from their schools, when they join the collegéeyt do not understand anything... At
that time | face difficulty in order to explain tigs... Most of the topics in the
listening and speaking textbook are based on westgture, which is difficult for
our students to understand. Also, we have two gsiand two monthly tests in each
semester... This is too taxing... | mean, it causeb bedchers and students a lot of
tiredness and it is time-consuming.

What suggestions would you like to make for the immvement of the ESP course
at the HSCs in order to make it more effective andelevant to students’ needs?
The suggestion, | mean the important thing... hkhihe present course curriculum
should be changed...The focus should be on the mddbtd.. Currently, students
are exposed to medical input in only one subjebickvis medical terminology.

If you would like to comment or add anything you ae very welcomeNo, thank
you very much.

Thank you very much for your time and participation.
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APPENDIX E4: Sample of Course Administrators’ Interviews
(Administrator 3)

What do the Ministry of Health or the HSCs want these students to be able to do
in English while studying at the HSC and when thegraduate? What is the main
objective of the ESP course?s you know, English is the medium of instruction in
Health Colleges and the language of communicatiddaudi hospitals. Therefore, the
objective is to improve their English to the degitevel where they can understand
their medical studies, and to prepare them to comeate effectively in their work.

Do you think that English is important to your students in their academic studies
and target careers?Yes, because they cannot understand, read, wrigpeak in any
medical situation without having good competencEnglish... | strongly believe that
having a good command of English is one of the nrogortant aspects of career
development in any health profession.

How satisfied are you with the level of English oyour graduates?The problem...

| think, the lack of language practice... Our studéhere in the college, in fact, do not
practice their English because they are afraid aking mistakes... Also, when they
start their work in hospitals they face some protdeGenerally speaking, their level
is not satisfactory.

What do you perceive as the needs of your students, their studies and target
careers?Actually, 1 don’'t have a clear idea about their adeebecause they have not
been identified... but | think they need basic Estglbefore they start the course
because it is above their level. | mean they shbalte general English first and then
study the ESP course. They also need communicskitia in order to cope with their
work requirements.

On what basis is the content of the curriculum detenined? We are not involved
in designing the curriculum. The General Directeraf Health Colleges in the
Ministry of Health determines the course curriculum

Do you think that students encounter any problems Wile learning English at the
HSCs?As | told you beforepur students still feel shy of practicing the laage and
this is related to the lack of competence, whicimas built up correctly during the
earlier stages.

How satisfied are you with your ESP teachers®hat are the criteria against
which their work is evaluated? | am satisfied to some extent. Regarding their
evaluation, we make some visits to classroomsderaio evaluate teachers... We also
sometimes ask two students from each class tosaisss English language teachers’
work.

What suggestions would you like to make for the immvement of the ESP course
at the HSCs in order to make it more effective andelevant to students’ needs?
First, testing students before admission and giving reat@diurses for all students in
need... Teacher training is also very importaner&éhs an urgent need for more well
qgualified teachers because we suffer from a shert#gteaching staff... Choosing
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more integrated text books... Increasing the hair€English teaching per week
because | think the time available now to learnliShganguage in the HSCs is too
little... Students need more time on learning Engirslorder to reach a level where

they can follow their academic studies.

Would you like to comment or add anything? You arevery welcome.Thank you.

Thank you very much for your time and participation.
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APPENDIX E5: Sample of English-speaking Health Asstants’ Interviews

(Health Assistant 2)

Do you think English is important in your work? Well, we have to understand each
other. Actually, the language spoken here is Ehglie English is very important.

How often do you use it and with whom™ere we talk only English... Sometimes
we use Arabic with patients, but with staff we aj@aise English.

Do you think English has a role in the quality of lealthcare services in this
hospital? If so, please give examplek.will affect it because this is teamwork, so we
have to understand what they are taking, what éineyprescribing. For example, drug
labels prescribed by doctors should be clear amténgtood, otherwise it can cause
very serious harm to the patient.

Do you think that it is necessary to have a fluentommand of oral and written
English to be a successful medical professional* course, it must be. It is of great
importance to have a good command of English, éslheahen we are dealing with
co-workers of different nationalities... This isatework, and if a member lacks this
command, it will not be successful. He might notphgou to do the work
successfully.

How satisfied are you with the level of English othe HSC graduates?They are
OK, but we have to give them more time to pick upren. | mean they can
understand English, but speaking... | think it @rendifficult for them.

How do you see their language skills (reading, lishing, writing, speaking), their
grammar and vocabulary (general, medical)?Their speaking is not good — they
speak simple English. Some of them struggle tolspame understand what you are
saying, and some don’'t. Their reading and writinge dair, but many use
ungrammatical language... some don’t know many catevords.

What exactly are the HSC graduates able and not ablto do in terms of English?
They can only read and speak simple English... y&y, simple. They need to learn
English further because they are weak in spealragnmar, medical terms, and also
spelling.

Please describe the work situation in which you neéeto speak English with the
HSC graduates.Sometimes here when | am assigned to a CT scawl..l have to
teach the new Saudi radiographers, so | have tahtein everything in English,
sometimes they can’t understand when | refer tqo#rés of the body. It takes a little
longer for them to understand what | am tryingag ®© them.

Do you think it is difficult communicating with them in English? Sometimes, yes,
but they eventually understand what you say.
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To what extent do you think the language skills (rading, listening, writing,
speaking) are important to the HSC students’ targetareers?In our hospital, all
of these are very important. However, in our departt, | think reading and writing
are the most important, because we deal with medécpests and reports... Also,
listening is very important for understanding ooctbrs’ dictation when we prepare
medical reports.

Do you think they are prepared to use English to net their work requirements?
Not really, butl can say that they are progressing.

What can the HSCs do to prepare the graduates bettdor the kind of English
required for their work? They should teach them communication skills, patarly
speaking, and how to use grammar and spelling.eStadneed to practice English
before they come here. They have to understangrteedures of medical requests
and reports.

Would you like to comment or add anything? You arevery welcome.No thanks.

Thank you very much for your time and participation.
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APPENDIX E6: Sample of English-speaking Physiciandhterviews
(Physician 2)

Do you think English is important in your work? It is our medium of
communication. Everyone working in this hospitaéas English. Our work relies
heavily on open and honest communication, sohtigely important.

How often do you use it and with whomt is the 100% mode of communication
between the doctors and the staff of all natioeslit

Do you think English has a role in the quality of lealthcare services in this
hospital? If so, please give example¥.es, becaus@effective communication in
English, either poorly verbalised or poorly intesigd, can put the patient in danger.
Therefore, effective communication in English olesimportant in the provision of
healthcare. Mostly, the instructions for drug adstmation routes, as well as other
orders to be carried out on patients, are writtefemglish. Misunderstanding these
orders or not understanding the orders in Englishendanger the life of the patient.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professiona¥zs, 100%. It is very beneficial for
the patients... for the staff and everybody arousd. We should use English as the
mode of teaching, mode of learning and mode of camaation.

How satisfied are you with the level of English othe HSC graduates?They are
improving. Definitely, they have improved.

How do you see their language skills (reading, lishing, writing, speaking), their
grammar and vocabulary (general, medical)?The way they speak is not perfect,
but it is generally understood. They do not writechm.. reading and listening are OK,
but they do not have enough vocabulary for good rnaamication, particularly
medical terminology.

What exactly are the HSC graduates able and not ablto do in terms of English?
Their English is reasonable for the work hepeyt | think if they take on more
responsibilities, their current level is not goowegh.

Please describe the work situation in which you neleto speak English with the
HSC graduates.| often ask one of my team to take a patient’s dléar testing.
Sometimes, | need them to translate my questiamghat the patient understands
them.

Do you think it is difficult communicating with them in English? No, | don’t
usually have problems... because | try in easy iEmgbtherwise | bring somebody
who can translate.

To what extent do you think the language skills (rading, listening, writing,
speaking) are important to the HSC graduates’ cares? In the medical profession,
all English skills are equally very important, besa an inability to understand
procedures, read requests, give orders and solboawse problems. One must have
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a very good level, at least, in these skills. HogreVthink that a high level of English
is needed if the case is more complicated.

To what extent do you think that their level of Endish prepares them for their
work requirements? | am not sure... | think most of them don’t havege@nough
conversational English skills. They should enroEimglish courses.

What can the HSCs do to prepare the graduates bettdor the kind of English
required for their work? Undoubtedly, they need to be trained in doctosaur
communication skills... There should be an emphasisfluency in speaking.
Graduates should also be familiar with the diffétgpes of hospital forms.

Would you like to comment or add anything? You arevery welcome.Thank you.

Thank you very much for your time and participation.
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APPENDIX E7: Sample of Hospital Managers’ Interviews

(Hospital Manager 3)

Do you think English is important in your hospital? Definitely. In our hospitalwe
have multinational workers... They communicate wéhch other in English...
Medical reports are mostly written in English. Alsmost items of medical
terminology are only known in English.

Do you think it has an effect on the quality of helthcare services you provide in
this hospital? If so, please give examplek.does very much in a way, because in the
medical field most of the data are kept in Engliahgd we work as a team, so poor
English will badly affect the management of pat&health.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professiona¥es. It is very necessary.

How satisfied are you with level of English of thtHSC graduates?Frankly, | am
not satisfied... They are below my expectations.

How do you see their language skills (reading, lishing, writing, speaking), their
grammar and vocabulary (general, medical)? cannot tell you exactly how they
are in these aspects, but as | said, their oviesadl is very low.

What exactly are the HSC graduates able and not ablto do in terms of English?
Actually, 1 don’t know.

Do your foreign employees who speak English expredsssatisfaction because of
their limited English proficiency? Yes, many times.

To what extent do you think the language skills aramportant to the HSC
students’ target careers?t is difficult to give a clear-cut answer, becaubke level
of importance of each skill often varies from orealth profession to another, but in
general | can say that the four skills are all venportant... They have to read
departmental memos, medical reports and requestsuaterstand what is required
from them... They also have to communicate effecyiweith their colleagues and
discuss work-related issues.

Do you think that the ESP course they took preparedhem well for their work
requirements? Unfortunately, no. Sometimes, we ask them to attemglish courses
in order to improve their language skills.

What can the HSCs do to prepare the graduates bettdor the kind of English
required for their work? | think the HSCseed toteach them how to speak, listen,
read and write properly... particularly in healéhated topics.

Would you like to comment or add anything? You arevery welcome. Good luck.
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APPENDIX E1: Sample of Students’ Interviews
(Student 4)

Do you think English is important in your academicstudies and target career?
Yes, sure.

To what extent do you think the four main skills ae important to your target
career?1 think speaking is very important... or let’'s gag most important. Listening
is also very important because | should understamat the doctor is saying. Reading
and writing skills are important.

To what extent do you think the four main skills ae important to your academic
studies in this college? think reading is very important because in myjeabareas

| should read very much to get the required knogdettom our textbooks and the
teachers’ handouts... Regarding listening, to s@xeent, listening is important
because | need to understand what our subjectdéesaeine saying in lectures... For
writing, it is important, especially during examiioas, as my subject teachers ask me
to write short paragraphs about some medical topitsvould like to speak English
but our subject teachers do not let us speak tochnamd this is why | think it is
unimportant.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professionalfes, certainly, one should be
fluent in oral and written English if one is goitggbe a medical professional.

How well do you think the current ESP course meetboth your academic study
and target career needs’Not much, becauskstill lack important language skills,
like speaking.

Could you tell me what you like and do not like abot the current ESP course?
don'’t like the assessment scheme. The course asseisscheme creates the idea that
| should get as many marks as | can regardlessowf thuch language | actually
learn... | like Medical Terminology textbooks.

How helpful is the current ESP course in improvinghe following:

Your level of English?lIt is helpful, but not very.

Your language skills (reading, listening, writing, speaking), grammar,
vocabulary (general, medical)?The course was somewhat helpful in improving my
listening, writing, reading and grammarhbut not helpful enough in speaking. It is
really very helpful in improving my vocabulary, paularly medical vocabulary.

Have you encountered any problems or difficulties Wile learning English at the
HSC? If yes, could you tell me about them?¥es, | have some problems. Firstly, the
method of explaining and clarifying the lessonsia$ good at all... some textbooks
are good but the teachers do not explain the impbpoints clearly... They also do
not make the lessons very interesting. Also, somabi&-speaking teachers use
Arabic in the classroom.
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What suggestions would you like to make for the immvement of the ESP course
at the HSCs in order to make it more effective andelevant to students’ needs?
More time is needed, as the course is too shoddthtion, technology should be used
in teaching our courses... Textbooks should inclomlical topics and the current
assessment schersieould be changed

If you would like to add anything you are very welome. Thanks.

Thank you very much for your time and participation.
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APPENDIX E2: Sample of Graduates’ (Employees) Interiews
(Graduate 3)

According to your working experience, do you thinkEnglish is important in your
current career? Englishis veryimportant inour work here... It is more important
than Arabic.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professiona¥zs,you know English now is the
language of medicine... Actually, you have to lgmad speaker and writer of English
in order to understand your work and to carry auinduties.

How often do you use English in your career200%, | mean we always use English
in our career.

To what extent do you think the four main skills ae important to your current
career? Basically, they are all very important. However, | think spegk and
listening skills are slightly more important thagading and writing skills. | always
need to speak to my English-speaking colleaguegatients about medical issues. |
also have to listen to my doctors’ instructionsr Feading, | often need to read
departmental memos, patients’ files and other welted documents such as X-ray
requests and report forms.

Have you encountered problems while using Englisht your workplace? If yes,
could you tell me about them?Not all the time. | have problems sometimes, like
misspelling. | have problems spelling some wordsnvh fill out requests for CT
reports, but | can still understand.

To what extent do you think the four main skills wee important to your
academic studies, when you were studying at the H®@uring that time, our
academic studies required us to read a lot tongetrnation from textbooks and other
references, so reading was very important. Alsdingrwas very important because
we were always asked to write in mid-term and fexdminations. As for listening, it
was fairly important. Speaking was important, simeesometimes asked our lecturers
for clarification.

How helpful was the ESP course in improving the fédwing:

Your level of English? In fact, it improved my English language to sonx¢est.
However, it was not very helpful.

Your language skills (reading, listening, writing, speaking), grammar,
vocabulary (general, medical)?l feel that the course was useful, especially in
writing and listening... It was less useful in reaginspeaking, grammar and
vocabulary.

How well do you think the ESP course at the HSC mddioth your academic study
and target career needsThat course was not effective in meeting my academd
work needs.

Did you encounter any problems or difficulties whie you were learning English
at the HSC? If so, could you tell me about them¥es, there were some problems.
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The teaching members of staff were non-native sgrsaéif English... Some did not
speak fluently... they often mispronounced Englishrdgo Also, the textbooks were
much harder than our English language level wherstaged studying them... There
was a big gap between our level and the textbooks.

Could you tell me what you like and do not like abot the ESP course?The time
allocated to the course is too short... they shouldteiase the contact hours of

listening, reading and writing... The timetable ig meell-organized. | liked writing
and listening classes.

What suggestions would you like to make for the immvement of the ESP course
at the HSCs in order to make it more effective andelevant to students’ needs?

think they should concentrate on the English neetted medical studies and

professions, not only general topics. Also, | sisgdkat they increase the number of
hours in the course.

If you would like to comment or add anything you ae very welcomeNo.

Thank you very much for your time and participation.
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APPENDIX E3: Sample of ESP Teachers’ Interviews
(Teacher 1)

How many years have you been a teacher at this aagle?Nine years, | think.

Have you ever attended a teacher training coursenieither general or medical
English? Regardinggeneral English, | have done my master’s degree| haven't
taken any special course for teaching ESP or mkdioglish. In fact, as ESP
teachers, we need such training. It is definitelgassary.

Do you think that English is important to your students in their academic study
and target careers?English is very important, particularly when thene alealing
with medical sciences... | mean English is necesadugn they start their learning...
If they don’t learn properly, how can they learrtheut English?... There are many
books only in English which are not available iry ather languages, so they need to
know English. This is a basic thing in order to fgetir knowledge about medical
science, whatever. Another thing... you know har8audi Arabia people come from
different countries...at the same time, doctors are working over thareheir
hospitals where they are going to join too. Thisangethat they have to talk with them
in English... If they do not understand English, hayuld they do their work?

What do you want your students to be able to do whit English? It varies... | mean
if the students study a lot... Reading, particylartthat gives them vocabulary, lets
them know grammar and other things, it increases thinking capabilities so that
they can do better if they read at their home alBmen they will be able to
comprehend medical texts in their references.

What do you perceive as the needs of your studentsr their academic studies
and target careers?The basic thing is motivation... Motivation is a shin order to
learn English... They should know why they wantléarn English and that will
motivate them. For their academic studies and ta@eers, they should at least learn
enough English so that they can understand thek$and explain whatever they
have understood.

What do you need to satisfy your students’ needsPhe thing is that we need a
suitable syllabus, a lab... | mean a proper bigd#hough we have a lab.

How helpful is the current ESP course in improvingtheir overall level of
English, language skills, grammar and vocabulary (gneral, medical)? The
majority of our students achieved a reasonablel lefvenprovement, particularly in
writing... but it is unsatisfactory... | mean,adfurse it helps, but because the course is
above their level we don’t get the results we wahe ultimate result which we want
is not there, because there is a difference betwesnlevel and the books they are
studying.

To what extent do you think the four main skills ae important in your students’
academic studies?We cannot ignore the importance of English skiks the
students’ academic studies, because they needskididio perform a certain task... Of
course, they all are important. In my opinion, iagds the most necessary skill in
their studies. It is very important... Listening andting are important... Speaking is
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not very important... Reading is a major sourceacddemic knowledge and it can
help students in their academic learning... They aksed it to understand questions
in exams.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professiona¥zs. They should understand their
books here in the college, and apart from that winety go to their workplace...
hospitals, there they can write short messagey, ¢ha talk with their colleagues,
they can understand what the doctors are sayifigese types of things.

To what extent do you think the four main skills ae important in your students’
target careers?The thing is that all four skills are important amecessary, but there
may be variations, as | think ... they need spepkiery much. So, speaking and
listening are the most important skills, writingtherd, because they are sometimes
required to write medical reports in English, aedding is last.

Could you tell me what you like and do not like abot the current ESP course?
The thing is that the books don’t match the leviebar students. We need a course
prepared by the ministry itself, suited to the stutd of HSCs.

Do you encounter any problems while teaching Engls at the HSCs? What
about your students, do you think they encounter ay problems in learning
English? No, | don’t have any problems, but the level of thedstuts when they come
from their schools, when they join the collegéeyt do not understand anything... At
that time | face difficulty in order to explain tigs... Most of the topics in the
listening and speaking textbook are based on westgture, which is difficult for
our students to understand. Also, we have two @siand two monthly tests in each
semester... This is too taxing... | mean, it causeb bedchers and students a lot of
tiredness and it is time-consuming.

What suggestions would you like to make for the immvement of the ESP course
at the HSCs in order to make it more effective andelevant to students’ needs?
The suggestion, | mean the important thing... hkhihe present course curriculum
should be changed...The focus should be on the middbtdh.. Currently, students
are exposed to medical input in only one subjebickvis medical terminology.

If you would like to comment or add anything you ae very welcomeNo, thank
you very much.

Thank you very much for your time and participation.
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APPENDIX E4: Sample of Course Administrators’ Interviews
(Administrator 3)

What do the Ministry of Health or the HSCs want these students to be able to do
in English while studying at the HSC and when thegraduate? What is the main
objective of the ESP course?s you know, English is the medium of instruction in
Health Colleges and the language of communicatiddaiudi hospitals. Therefore, the
objective is to improve their English to the degitevel where they can understand
their medical studies, and to prepare them to comeate effectively in their work.

Do you think that English is important to your students in their academic studies
and target careers?Yes, because they cannot understand, read, wrigpeak in any
medical situation without having good competencEnglish... | strongly believe that
having a good command of English is one of the nrogortant aspects of career
development in any health profession.

How satisfied are you with the level of English oyour graduates?The problem...

| think, the lack of language practice... Our studéhere in the college, in fact, do not
practice their English because they are afraid aking mistakes... Also, when they
start their work in hospitals they face some protdeGenerally speaking, their level
is not satisfactory.

What do you perceive as the needs of your students, their studies and target
careers?Actually, 1 don’'t have a clear idea about their adeebecause they have not
been identified... but | think they need basic Estglbefore they start the course
because it is above their level. | mean they shbalte general English first and then
study the ESP course. They also need communicskitia in order to cope with their
work requirements.

On what basis is the content of the curriculum detenined? We are not involved
in designing the curriculum. The General Directeraf Health Colleges in the
Ministry of Health determines the course curriculum

Do you think that students encounter any problems Wile learning English at the
HSCs?As | told you beforepur students still feel shy of practicing the laage and
this is related to the lack of competence, whicimas built up correctly during the
earlier stages.

How satisfied are you with your ESP teachers®hat are the criteria against
which their work is evaluated? | am satisfied to some extent. Regarding their
evaluation, we make some visits to classroomsderaio evaluate teachers... We also
sometimes ask two students from each class tosaisss English language teachers’
work.

What suggestions would you like to make for the immvement of the ESP course
at the HSCs in order to make it more effective andelevant to students’ needs?
First, testing students before admission and giving reat@diurses for all students in
need... Teacher training is also very importaneréhs an urgent need for more well
qualified teachers because we suffer from a shert#gteaching staff... Choosing
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more integrated text books... Increasing the hair€English teaching per week
because | think the time available now to learnliShganguage in the HSCs is too
little... Students need more time on learning Engirslorder to reach a level where

they can follow their academic studies.

Would you like to comment or add anything? You arevery welcome.Thank you.

Thank you very much for your time and participation.
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APPENDIX E5: Sample of English-speaking Health Asstants’ Interviews

(Health Assistant 2)

Do you think English is important in your work? Well, we have to understand each
other. Actually, the language spoken here is Ehglie English is very important.

How often do you use it and with whom™ere we talk only English... Sometimes
we use Arabic with patients, but with staff we aj@aise English.

Do you think English has a role in the quality of lealthcare services in this
hospital? If so, please give examplek.will affect it because this is teamwork, so we
have to understand what they are taking, what éineyprescribing. For example, drug
labels prescribed by doctors should be clear amténgtood, otherwise it can cause
very serious harm to the patient.

Do you think that it is necessary to have a fluentommand of oral and written
English to be a successful medical professional* course, it must be. It is of great
importance to have a good command of English, éslheahen we are dealing with
co-workers of different nationalities... This isatework, and if a member lacks this
command, it will not be successful. He might notphgou to do the work
successfully.

How satisfied are you with the level of English othe HSC graduates?They are
OK, but we have to give them more time to pick upren. | mean they can
understand English, but speaking... | think it @rendifficult for them.

How do you see their language skills (reading, lishing, writing, speaking), their
grammar and vocabulary (general, medical)?Their speaking is not good — they
speak simple English. Some of them struggle tolspame understand what you are
saying, and some don’'t. Their reading and writinge dair, but many use
ungrammatical language... some don’t know many cakevords.

What exactly are the HSC graduates able and not ablto do in terms of English?
They can only read and speak simple English... y&y, simple. They need to learn
English further because they are weak in spealragnmar, medical terms, and also
spelling.

Please describe the work situation in which you neéeto speak English with the
HSC graduates.Sometimes here when | am assigned to a CT scawl..l have to
teach the new Saudi radiographers, so | have tahtein everything in English,
sometimes they can’t understand when | refer tqo#rés of the body. It takes a little
longer for them to understand what | am tryingag ®© them.

Do you think it is difficult communicating with them in English? Sometimes, yes,
but they eventually understand what you say.
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To what extent do you think the language skills (rading, listening, writing,
speaking) are important to the HSC students’ targetareers?In our hospital, all
of these are very important. However, in our departt, | think reading and writing
are the most important, because we deal with medécpests and reports... Also,
listening is very important for understanding ooctbrs’ dictation when we prepare
medical reports.

Do you think they are prepared to use English to net their work requirements?
Not really, butl can say that they are progressing.

What can the HSCs do to prepare the graduates bettdor the kind of English
required for their work? They should teach them communication skills, patarly
speaking, and how to use grammar and spelling.eStadneed to practice English
before they come here. They have to understangrteedures of medical requests
and reports.

Would you like to comment or add anything? You arevery welcome.No thanks.

Thank you very much for your time and participation.
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APPENDIX E6: Sample of English-speaking Physiciandhterviews
(Physician 2)

Do you think English is important in your work? It is our medium of
communication. Everyone working in this hospitaéas English. Our work relies
heavily on open and honest communication, sohtigely important.

How often do you use it and with whomt is the 100% mode of communication
between the doctors and the staff of all natioeslit

Do you think English has a role in the quality of lealthcare services in this
hospital? If so, please give example¥.es, becaus@effective communication in
English, either poorly verbalised or poorly intesigd, can put the patient in danger.
Therefore, effective communication in English olesimportant in the provision of
healthcare. Mostly, the instructions for drug adstmation routes, as well as other
orders to be carried out on patients, are writtefemglish. Misunderstanding these
orders or not understanding the orders in Englishendanger the life of the patient.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professiona¥zs, 100%. It is very beneficial for
the patients... for the staff and everybody arousd. We should use English as the
mode of teaching, mode of learning and mode of camaation.

How satisfied are you with the level of English othe HSC graduates?They are
improving. Definitely, they have improved.

How do you see their language skills (reading, lishing, writing, speaking), their
grammar and vocabulary (general, medical)?The way they speak is not perfect,
but it is generally understood. They do not writechm... reading and listening are OK,
but they do not have enough vocabulary for good rnaamication, particularly
medical terminology.

What exactly are the HSC graduates able and not ablto do in terms of English?
Their English is reasonable for the work hepet | think if they take on more
responsibilities, their current level is not goowegh.

Please describe the work situation in which you neeto speak English with the
HSC graduates.| often ask one of my team to take a patient’s dléar testing.
Sometimes, | need them to translate my questiamghat the patient understands
them.

Do you think it is difficult communicating with them in English? No, | don’t
usually have problems... because | try in easy iEmgbtherwise | bring somebody
who can translate.

To what extent do you think the language skills (rading, listening, writing,
speaking) are important to the HSC graduates’ cares? In the medical profession,
all English skills are equally very important, besa an inability to understand
procedures, read requests, give orders and solboawse problems. One must have
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a very good level, at least, in these skills. HogreVthink that a high level of English
is needed if the case is more complicated.

To what extent do you think that their level of Endish prepares them for their
work requirements? | am not sure... | think most of them don’t havege@nough
conversational English skills. They should enroEimglish courses.

What can the HSCs do to prepare the graduates bettdor the kind of English
required for their work? Undoubtedly, they need to be trained in doctosaur
communication skills... There should be an emphasisfluency in speaking.
Graduates should also be familiar with the diffétgpes of hospital forms.

Would you like to comment or add anything? You arevery welcome.Thank you.

Thank you very much for your time and participation.

303



APPENDIX E7: Sample of Hospital Managers’ Interviews

(Hospital Manager 3)

Do you think English is important in your hospital? Definitely. In our hospitalwe
have multinational workers... They communicate wéhch other in English...
Medical reports are mostly written in English. Alsmost items of medical
terminology are only known in English.

Do you think it has an effect on the quality of helthcare services you provide in
this hospital? If so, please give examplek.does very much in a way, because in the
medical field most of the data are kept in Engliahgd we work as a team, so poor
English will badly affect the management of pat&health.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professiona¥es. It is very necessary.

How satisfied are you with level of English of thtHSC graduates?Frankly, | am
not satisfied... They are below my expectations.

How do you see their language skills (reading, lishing, writing, speaking), their
grammar and vocabulary (general, medical)? cannot tell you exactly how they
are in these aspects, but as | said, their oviesadl is very low.

What exactly are the HSC graduates able and not ablto do in terms of English?
Actually, 1 don’t know.

Do your foreign employees who speak English expredsssatisfaction because of
their limited English proficiency? Yes, many times.

To what extent do you think the language skills aramportant to the HSC
students’ target careers?t is difficult to give a clear-cut answer, becaubke level
of importance of each skill often varies from orealth profession to another, but in
general | can say that the four skills are all venportant... They have to read
departmental memos, medical reports and requestsuaterstand what is required
from them... They also have to communicate effecyiweith their colleagues and
discuss work-related issues.

Do you think that the ESP course they took preparedhem well for their work
requirements? Unfortunately, no. Sometimes, we ask them to attemglish courses
in order to improve their language skills.

What can the HSCs do to prepare the graduates bettdor the kind of English
required for their work? | think the HSCseed toteach them how to speak, listen,
read and write properly... particularly in healéhated topics.

Would you like to comment or add anything? You arevery welcome. Good luck.
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APPENDIX E1: Sample of Students’ Interviews
(Student 4)

Do you think English is important in your academicstudies and target career?
Yes, sure.

To what extent do you think the four main skills ae important to your target
career?1 think speaking is very important... or let’'s gag most important. Listening
is also very important because | should understamat the doctor is saying. Reading
and writing skills are important.

To what extent do you think the four main skills ae important to your academic
studies in this college? think reading is very important because in myjeabareas

| should read very much to get the required knogdettom our textbooks and the
teachers’ handouts... Regarding listening, to s@xeent, listening is important
because | need to understand what our subjectdéesaeine saying in lectures... For
writing, it is important, especially during examiioas, as my subject teachers ask me
to write short paragraphs about some medical topitsvould like to speak English
but our subject teachers do not let us speak tochnamd this is why | think it is
unimportant.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professionalfes, certainly, one should be
fluent in oral and written English if one is goitggbe a medical professional.

How well do you think the current ESP course meetboth your academic study
and target career needs’Not much, becauskstill lack important language skills,
like speaking.

Could you tell me what you like and do not like abot the current ESP course?
don'’t like the assessment scheme. The course asseisscheme creates the idea that
| should get as many marks as | can regardlessowf thuch language | actually
learn... | like Medical Terminology textbooks.

How helpful is the current ESP course in improvinghe following:

Your level of English?lIt is helpful, but not very.

Your language skills (reading, listening, writing, speaking), grammar,
vocabulary (general, medical)?The course was somewhat helpful in improving my
listening, writing, reading and grammarhbut not helpful enough in speaking. It is
really very helpful in improving my vocabulary, paularly medical vocabulary.

Have you encountered any problems or difficulties Wile learning English at the
HSC? If yes, could you tell me about them?¥es, | have some problems. Firstly, the
method of explaining and clarifying the lessonsia$ good at all... some textbooks
are good but the teachers do not explain the impbpoints clearly... They also do
not make the lessons very interesting. Also, somabi&-speaking teachers use
Arabic in the classroom.
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What suggestions would you like to make for the immvement of the ESP course
at the HSCs in order to make it more effective andelevant to students’ needs?
More time is needed, as the course is too shoddthtion, technology should be used
in teaching our courses... Textbooks should inclomlical topics and the current
assessment schersieould be changed

If you would like to add anything you are very welome. Thanks.

Thank you very much for your time and participation.
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APPENDIX E2: Sample of Graduates’ (Employees) Interiews
(Graduate 3)

According to your working experience, do you thinkEnglish is important in your
current career? Englishis veryimportant inour work here... It is more important
than Arabic.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professiona¥zs,you know English now is the
language of medicine... Actually, you have to lgmad speaker and writer of English
in order to understand your work and to carry auinduties.

How often do you use English in your career200%, | mean we always use English
in our career.

To what extent do you think the four main skills ae important to your current
career? Basically, they are all very important. However, | think spegk and
listening skills are slightly more important thagading and writing skills. | always
need to speak to my English-speaking colleaguegatients about medical issues. |
also have to listen to my doctors’ instructionsr Feading, | often need to read
departmental memos, patients’ files and other welted documents such as X-ray
requests and report forms.

Have you encountered problems while using Englisht your workplace? If yes,
could you tell me about them?Not all the time. | have problems sometimes, like
misspelling. | have problems spelling some wordsnvh fill out requests for CT
reports, but | can still understand.

To what extent do you think the four main skills wee important to your
academic studies, when you were studying at the H®@uring that time, our
academic studies required us to read a lot tongetrnation from textbooks and other
references, so reading was very important. Alsdingrwas very important because
we were always asked to write in mid-term and fexdminations. As for listening, it
was fairly important. Speaking was important, simeesometimes asked our lecturers
for clarification.

How helpful was the ESP course in improving the fédwing:

Your level of English? In fact, it improved my English language to sonx¢est.
However, it was not very helpful.

Your language skills (reading, listening, writing, speaking), grammar,
vocabulary (general, medical)?l feel that the course was useful, especially in
writing and listening... It was less useful in reaginspeaking, grammar and
vocabulary.

How well do you think the ESP course at the HSC mddioth your academic study
and target career needsThat course was not effective in meeting my academd
work needs.

Did you encounter any problems or difficulties whie you were learning English
at the HSC? If so, could you tell me about them¥es, there were some problems.
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The teaching members of staff were non-native sgrsaéif English... Some did not
speak fluently... they often mispronounced Englishrdgo Also, the textbooks were
much harder than our English language level wherstaged studying them... There
was a big gap between our level and the textbooks.

Could you tell me what you like and do not like abot the ESP course?The time
allocated to the course is too short... they shouldteiase the contact hours of

listening, reading and writing... The timetable ig meell-organized. | liked writing
and listening classes.

What suggestions would you like to make for the immvement of the ESP course
at the HSCs in order to make it more effective andelevant to students’ needs?

think they should concentrate on the English neetted medical studies and

professions, not only general topics. Also, | sisgdkat they increase the number of
hours in the course.

If you would like to comment or add anything you ae very welcomeNo.

Thank you very much for your time and participation.
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APPENDIX E3: Sample of ESP Teachers’ Interviews
(Teacher 1)

How many years have you been a teacher at this aagle?Nine years, | think.

Have you ever attended a teacher training coursenieither general or medical
English? Regardinggeneral English, | have done my master’s degree| haven't
taken any special course for teaching ESP or mkdioglish. In fact, as ESP
teachers, we need such training. It is definitelgassary.

Do you think that English is important to your students in their academic study
and target careers?English is very important, particularly when thene alealing
with medical sciences... | mean English is necesadugn they start their learning...
If they don’t learn properly, how can they learrtheut English?... There are many
books only in English which are not available iry ather languages, so they need to
know English. This is a basic thing in order to fgetir knowledge about medical
science, whatever. Another thing... you know har8audi Arabia people come from
different countries...at the same time, doctors are working over thareheir
hospitals where they are going to join too. Thisangethat they have to talk with them
in English... If they do not understand English, hayuld they do their work?

What do you want your students to be able to do whit English? It varies... | mean
if the students study a lot... Reading, particylartthat gives them vocabulary, lets
them know grammar and other things, it increases thinking capabilities so that
they can do better if they read at their home alBmen they will be able to
comprehend medical texts in their references.

What do you perceive as the needs of your studentsr their academic studies
and target careers?The basic thing is motivation... Motivation is a shin order to
learn English... They should know why they wantléarn English and that will
motivate them. For their academic studies and ta@eers, they should at least learn
enough English so that they can understand thek$and explain whatever they
have understood.

What do you need to satisfy your students’ needsPhe thing is that we need a
suitable syllabus, a lab... | mean a proper bigd#hough we have a lab.

How helpful is the current ESP course in improvingtheir overall level of
English, language skills, grammar and vocabulary (gneral, medical)? The
majority of our students achieved a reasonablel lefvenprovement, particularly in
writing... but it is unsatisfactory... | mean,adfurse it helps, but because the course is
above their level we don’t get the results we wahe ultimate result which we want
is not there, because there is a difference betwesnlevel and the books they are
studying.

To what extent do you think the four main skills ae important in your students’
academic studies?We cannot ignore the importance of English skiks the
students’ academic studies, because they needskididio perform a certain task... Of
course, they all are important. In my opinion, iagds the most necessary skill in
their studies. It is very important... Listening andting are important... Speaking is
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not very important... Reading is a major sourceacddemic knowledge and it can
help students in their academic learning... They aksed it to understand questions
in exams.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professiona¥zs. They should understand their
books here in the college, and apart from that winety go to their workplace...
hospitals, there they can write short messagey, ¢ha talk with their colleagues,
they can understand what the doctors are sayifigese types of things.

To what extent do you think the four main skills ae important in your students’
target careers?The thing is that all four skills are important amecessary, but there
may be variations, as | think ... they need spepkiery much. So, speaking and
listening are the most important skills, writingtherd, because they are sometimes
required to write medical reports in English, aadding is last.

Could you tell me what you like and do not like abot the current ESP course?
The thing is that the books don’t match the leviebar students. We need a course
prepared by the ministry itself, suited to the stutd of HSCs.

Do you encounter any problems while teaching Engls at the HSCs? What
about your students, do you think they encounter ay problems in learning
English? No, | don’t have any problems, but the level of thedstuts when they come
from their schools, when they join the collegéeyt do not understand anything... At
that time | face difficulty in order to explain tigs... Most of the topics in the
listening and speaking textbook are based on westgture, which is difficult for
our students to understand. Also, we have two @siand two monthly tests in each
semester... This is too taxing... | mean, it causeb bedchers and students a lot of
tiredness and it is time-consuming.

What suggestions would you like to make for the immvement of the ESP course
at the HSCs in order to make it more effective andelevant to students’ needs?
The suggestion, | mean the important thing... hkhihe present course curriculum
should be changed...The focus should be on the middbtd.. Currently, students
are exposed to medical input in only one subjebickvis medical terminology.

If you would like to comment or add anything you ae very welcomeNo, thank
you very much.

Thank you very much for your time and participation.
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APPENDIX E4: Sample of Course Administrators’ Interviews
(Administrator 3)

What do the Ministry of Health or the HSCs want these students to be able to do
in English while studying at the HSC and when thegraduate? What is the main
objective of the ESP course?s you know, English is the medium of instruction in
Health Colleges and the language of communicatiddaudi hospitals. Therefore, the
objective is to improve their English to the degitevel where they can understand
their medical studies, and to prepare them to comeate effectively in their work.

Do you think that English is important to your students in their academic studies
and target careers?Yes, because they cannot understand, read, wrigpeak in any
medical situation without having good competencEnglish... | strongly believe that
having a good command of English is one of the nrogortant aspects of career
development in any health profession.

How satisfied are you with the level of English oyour graduates?The problem...

| think, the lack of language practice... Our studéhere in the college, in fact, do not
practice their English because they are afraid aking mistakes... Also, when they
start their work in hospitals they face some protdeGenerally speaking, their level
is not satisfactory.

What do you perceive as the needs of your students, their studies and target
careers?Actually, 1 don’'t have a clear idea about their adeebecause they have not
been identified... but | think they need basic Estglbefore they start the course
because it is above their level. | mean they shbalte general English first and then
study the ESP course. They also need communicskitia in order to cope with their
work requirements.

On what basis is the content of the curriculum detenined? We are not involved
in designing the curriculum. The General Directeraf Health Colleges in the
Ministry of Health determines the course curriculum

Do you think that students encounter any problems Wile learning English at the
HSCs?As | told you beforepur students still feel shy of practicing the laage and
this is related to the lack of competence, whicimas built up correctly during the
earlier stages.

How satisfied are you with your ESP teachers®hat are the criteria against
which their work is evaluated? | am satisfied to some extent. Regarding their
evaluation, we make some visits to classroomsderaio evaluate teachers... We also
sometimes ask two students from each class tosaisss English language teachers’
work.

What suggestions would you like to make for the immvement of the ESP course
at the HSCs in order to make it more effective andelevant to students’ needs?
First, testing students before admission and giving reat@diurses for all students in
need... Teacher training is also very importaner&éhs an urgent need for more well
qgualified teachers because we suffer from a shert#gteaching staff... Choosing
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more integrated text books... Increasing the hair€English teaching per week
because | think the time available now to learnliShganguage in the HSCs is too
little... Students need more time on learning Engirslorder to reach a level where

they can follow their academic studies.

Would you like to comment or add anything? You arevery welcome.Thank you.

Thank you very much for your time and participation.
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APPENDIX E5: Sample of English-speaking Health Asstants’ Interviews

(Health Assistant 2)

Do you think English is important in your work? Well, we have to understand each
other. Actually, the language spoken here is Ehglie English is very important.

How often do you use it and with whom™ere we talk only English... Sometimes
we use Arabic with patients, but with staff we aj@aise English.

Do you think English has a role in the quality of lealthcare services in this
hospital? If so, please give examplek.will affect it because this is teamwork, so we
have to understand what they are taking, what éineyprescribing. For example, drug
labels prescribed by doctors should be clear amténgtood, otherwise it can cause
very serious harm to the patient.

Do you think that it is necessary to have a fluentommand of oral and written
English to be a successful medical professional* course, it must be. It is of great
importance to have a good command of English, éslheahen we are dealing with
co-workers of different nationalities... This isatework, and if a member lacks this
command, it will not be successful. He might notphgou to do the work
successfully.

How satisfied are you with the level of English othe HSC graduates?They are
OK, but we have to give them more time to pick upren. | mean they can
understand English, but speaking... | think it @rendifficult for them.

How do you see their language skills (reading, lishing, writing, speaking), their
grammar and vocabulary (general, medical)?Their speaking is not good — they
speak simple English. Some of them struggle tolspame understand what you are
saying, and some don’'t. Their reading and writinge dair, but many use
ungrammatical language... some don’t know many catevords.

What exactly are the HSC graduates able and not aélto do in terms of English?
They can only read and speak simple English... y&y, simple. They need to learn
English further because they are weak in spealragnmar, medical terms, and also
spelling.

Please describe the work situation in which you neeto speak English with the
HSC graduates.Sometimes here when | am assigned to a CT scawl..l have to
teach the new Saudi radiographers, so | have tahtein everything in English,
sometimes they can’t understand when | refer tqo#rés of the body. It takes a little
longer for them to understand what | am tryingag ®© them.

Do you think it is difficult communicating with them in English? Sometimes, yes,
but they eventually understand what you say.
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To what extent do you think the language skills (rading, listening, writing,
speaking) are important to the HSC students’ targetareers?In our hospital, all
of these are very important. However, in our departt, | think reading and writing
are the most important, because we deal with medécpests and reports... Also,
listening is very important for understanding ooctbrs’ dictation when we prepare
medical reports.

Do you think they are prepared to use English to net their work requirements?
Not really, butl can say that they are progressing.

What can the HSCs do to prepare the graduates bettdor the kind of English
required for their work? They should teach them communication skills, patarly
speaking, and how to use grammar and spelling.eStadneed to practice English
before they come here. They have to understangrteedures of medical requests
and reports.

Would you like to comment or add anything? You arevery welcome.No thanks.

Thank you very much for your time and participation.
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APPENDIX E6: Sample of English-speaking Physiciandhterviews
(Physician 2)

Do you think English is important in your work? It is our medium of
communication. Everyone working in this hospitaéas English. Our work relies
heavily on open and honest communication, sohtigely important.

How often do you use it and with whomt is the 100% mode of communication
between the doctors and the staff of all natioeslit

Do you think English has a role in the quality of lealthcare services in this
hospital? If so, please give example¥.es, becaus@effective communication in
English, either poorly verbalised or poorly intesigd, can put the patient in danger.
Therefore, effective communication in English olesimportant in the provision of
healthcare. Mostly, the instructions for drug adstmation routes, as well as other
orders to be carried out on patients, are writtefemglish. Misunderstanding these
orders or not understanding the orders in Englishendanger the life of the patient.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professiona¥zs, 100%. It is very beneficial for
the patients... for the staff and everybody arousd. We should use English as the
mode of teaching, mode of learning and mode of camaation.

How satisfied are you with the level of English othe HSC graduates?They are
improving. Definitely, they have improved.

How do you see their language skills (reading, lishing, writing, speaking), their
grammar and vocabulary (general, medical)?The way they speak is not perfect,
but it is generally understood. They do not writechm.. reading and listening are OK,
but they do not have enough vocabulary for good raamication, particularly
medical terminology.

What exactly are the HSC graduates able and not ablto do in terms of English?
Their English is reasonable for the work hepeyt | think if they take on more
responsibilities, their current level is not goowegh.

Please describe the work situation in which you neeto speak English with the
HSC graduates.| often ask one of my team to take a patient’s dléar testing.
Sometimes, | need them to translate my questiamghat the patient understands
them.

Do you think it is difficult communicating with them in English? No, | don’t
usually have problems... because | try in easy iEmgbtherwise | bring somebody
who can translate.

To what extent do you think the language skills (rading, listening, writing,
speaking) are important to the HSC graduates’ cares? In the medical profession,
all English skills are equally very important, besa an inability to understand
procedures, read requests, give orders and solboawse problems. One must have
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a very good level, at least, in these skills. HogreVthink that a high level of English
is needed if the case is more complicated.

To what extent do you think that their level of Endish prepares them for their
work requirements? | am not sure... | think most of them don’t havege@nough
conversational English skills. They should enroEimglish courses.

What can the HSCs do to prepare the graduates bettdor the kind of English
required for their work? Undoubtedly, they need to be trained in doctosaur
communication skills... There should be an emphasisfluency in speaking.
Graduates should also be familiar with the diffétgpes of hospital forms.

Would you like to comment or add anything? You arevery welcome.Thank you.

Thank you very much for your time and participation.
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APPENDIX E7: Sample of Hospital Managers’ Interviews

(Hospital Manager 3)

Do you think English is important in your hospital? Definitely. In our hospitalwe
have multinational workers... They communicate wéhch other in English...
Medical reports are mostly written in English. Alsmost items of medical
terminology are only known in English.

Do you think it has an effect on the quality of helthcare services you provide in
this hospital? If so, please give examplek.does very much in a way, because in the
medical field most of the data are kept in Engliahgd we work as a team, so poor
English will badly affect the management of pat&health.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professiona¥es. It is very necessary.

How satisfied are you with level of English of thtHSC graduates?Frankly, | am
not satisfied... They are below my expectations.

How do you see their language skills (reading, lishing, writing, speaking), their
grammar and vocabulary (general, medical)? cannot tell you exactly how they
are in these aspects, but as | said, their oviesadl is very low.

What exactly are the HSC graduates able and not ablto do in terms of English?
Actually, 1 don’t know.

Do your foreign employees who speak English expredsssatisfaction because of
their limited English proficiency? Yes, many times.

To what extent do you think the language skills aramportant to the HSC
students’ target careers?t is difficult to give a clear-cut answer, becaubke level
of importance of each skill often varies from orealth profession to another, but in
general | can say that the four skills are all venportant... They have to read
departmental memos, medical reports and requestsuaterstand what is required
from them... They also have to communicate effecyiweith their colleagues and
discuss work-related issues.

Do you think that the ESP course they took preparedhem well for their work
requirements? Unfortunately, no. Sometimes, we ask them to attemglish courses
in order to improve their language skills.

What can the HSCs do to prepare the graduates bettdor the kind of English
required for their work? | think the HSCseed toteach them how to speak, listen,
read and write properly... particularly in healéhated topics.

Would you like to comment or add anything? You arevery welcome. Good luck.
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APPENDIX E1: Sample of Students’ Interviews
(Student 4)

Do you think English is important in your academicstudies and target career?
Yes, sure.

To what extent do you think the four main skills ae important to your target
career?1 think speaking is very important... or let’'s gag most important. Listening
is also very important because | should understamat the doctor is saying. Reading
and writing skills are important.

To what extent do you think the four main skills ae important to your academic
studies in this college? think reading is very important because in myjeabareas

| should read very much to get the required knogdettom our textbooks and the
teachers’ handouts... Regarding listening, to s@xeent, listening is important
because | need to understand what our subjectdéesaeine saying in lectures... For
writing, it is important, especially during examiioas, as my subject teachers ask me
to write short paragraphs about some medical topitsvould like to speak English
but our subject teachers do not let us speak tochnamd this is why | think it is
unimportant.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professionalfes, certainly, one should be
fluent in oral and written English if one is goitggbe a medical professional.

How well do you think the current ESP course meetboth your academic study
and target career needs’Not much, becauskstill lack important language skills,
like speaking.

Could you tell me what you like and do not like abot the current ESP course?
don'’t like the assessment scheme. The course asseisscheme creates the idea that
| should get as many marks as | can regardlessowf thuch language | actually
learn... | like Medical Terminology textbooks.

How helpful is the current ESP course in improvinghe following:

Your level of English?lIt is helpful, but not very.

Your language skills (reading, listening, writing, speaking), grammar,
vocabulary (general, medical)?The course was somewhat helpful in improving my
listening, writing, reading and grammarhbut not helpful enough in speaking. It is
really very helpful in improving my vocabulary, paularly medical vocabulary.

Have you encountered any problems or difficulties Wile learning English at the
HSC? If yes, could you tell me about them?¥es, | have some problems. Firstly, the
method of explaining and clarifying the lessonsia$ good at all... some textbooks
are good but the teachers do not explain the impbpoints clearly... They also do
not make the lessons very interesting. Also, somabi&-speaking teachers use
Arabic in the classroom.
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What suggestions would you like to make for the immvement of the ESP course
at the HSCs in order to make it more effective andelevant to students’ needs?
More time is needed, as the course is too shoddthtion, technology should be used
in teaching our courses... Textbooks should inclomlical topics and the current
assessment schersieould be changed

If you would like to add anything you are very welome. Thanks.

Thank you very much for your time and participation.
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APPENDIX E2: Sample of Graduates’ (Employees) Interiews
(Graduate 3)

According to your working experience, do you thinkEnglish is important in your
current career? Englishis veryimportant inour work here... It is more important
than Arabic.

Do you think that it is necessary to have a fluentcommand of oral and written
English to be a successful medical professiona¥zs,you know English now is the
language of medicine... Actually, you have to lgmad speaker and writer of English
in order to understand your work and to carry auinduties.

How often do you use English in your career200%, | mean we always use English
in our career.

To what extent do you think the four main skills ae important to your current
career? Basically, they are all very important. However, | think spegk and
listening skills are slightly more important thagading and writing skills. | always
need to speak to my English-speaking colleaguegatients about medical issues. |
also have to listen to my doctors’ instructionsr Feading, | often need to read
departmental memos, patients’ files and other welted documents such as X-ray
requests and report forms.

Have you encountered problems while using Englisht your workplace? If yes,
could you tell me about them?Not all the time. | have problems sometimes, like
misspelling. | have problems spelling some wordsnvh fill out requests for CT
reports, but | can still understand.

To what extent do you think the four main skills wee important to your
academic studies, when you were studying at the H®@uring that time, our
academic studies required us to read a lot tongetrnation from textbooks and other
references, so reading was very important. Alsdingrwas very important because
we were always asked to write in mid-term and fexdminations. As for listening, it
was fairly important. Speaking was important, simeesometimes asked our lecturers
for clarification.

How helpful was the ESP course in improving the fédwing:

Your level of English? In fact, it improved my English language to sonx¢est.
However, it was not very helpful.

Your language skills (reading, listening, writing, speaking), grammar,
vocabulary (general, medical)?l feel that the course was useful, especially in
writing and listening... It was less useful in reaginspeaking, grammar and
vocabulary.

How well do you think the ESP course at the HSC mddioth your academic study
and target career needsThat course was not effective in meeting my academd
work needs.

Did you encounter any problems or difficulties whie you were learning English
at the HSC? If so, could you tell me about them¥es, there were some problems.
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The teaching members of staff were non-native sgrsaéif English... Some did not
speak fluently... they often mispronounced Englishrdgo Also, the textbooks were
much harder than our English language level wherstaged studying them... There
was a big gap between our level and the textbooks.

Could you tell me what you like and do not like abot the ESP course?The time
allocated to the course is too short... they shouldteiase the contact hours of

listening, reading and writing... The timetable ig meell-organized. | liked writing
and listening classes.

What suggestions would you like to make for the immvement of the ESP course
at the HSCs in order to make it more effective andelevant to students’ needs?

think they should concentrate on the English neetted medical studies and

professions, not only general topics. Also, | sisgdkat they increase the number of
hours in the course.

If you would like to comment or add anything you ae very welcomeNo.

Thank you very much for your time and participation.
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