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Abstract 

In recent years, research on English for Specific Purposes (ESP) courses has begun 

to study the "process" of course design and implementation (Basturkmen, 2010). In 

Taiwan, studies on the design and implementation of ESP courses are mainly carried out 

at the tertiary level. However, research has pointed out that ESP curriculum has a positive 

impact on vocational high school students’ English learning. Given the fact that 

vocational high school students’ English level vary greatly, and that they generally show 

low interest in learning English, how to successfully design and implement ESP courses 

in vocational high schools (VHSs) deserves further investigation. Therefore, the present 

research investigated two VHS ESP courses in Taiwan to explore the design and 

implementation of VHS ESP courses. It aimed to gain a deeper understanding of the 

factors that need be considered in the process, and the encountered challenges, and the 

teachers’ and students’ perspectives towards the courses. Interview protocols and 

questionnaires items were designed based on Nation and Macalister’s (2010) curriculum 

design model. Two administrators, one English teacher, two content teachers, and eight 

students were interviewed. Also, questionnaire surveys were conducted to gather students’ 

perceptions. Three class observations were also conducted. The findings show that the 

administrators’ planning before the courses, and teachers’ use of Collaborative 

Interdisciplinary Team Teaching (CITT) (Stewart, Sagliano, & Sagliano, 2000) and the 

final showcase had an important positive impact on the design and implementation of the 

two ESP courses. During the design phase, teachers’ considerations included students’ 

learning needs, teaching content and materials and evaluation methods. The courses were 

implemented based on the nature of the learning content and involved different ways of 

teacher collaboration. The challenges faced by teachers mainly were insufficient 

preparation and teaching time, lack of ESP materials, and the English teacher’s perceived 

lack of content knowledge. Both students and teachers held a positive attitude towards 

VHS ESP courses. Students agreed that ESP courses increased their interest in English 

learning and enhanced their speaking skills and knowledge of specialized terms. Teachers 

and students also provided suggestions for the courses. Finally, the research findings were 

discussed, and implications, suggestions for future research are provided. 

 

Keywords: English for Specific Purposes (ESP), ESP in vocational high school (VHS), 

curriculum design and implementation, team-teaching, Collaborative Interdisciplinary 

Team Teaching (CITT) 
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CHAPTER ONE 

Introduction 

Since its conception in 1960s, English for Specific Purposes (ESP) has developed to 

become a key strand in the ELT context (Anthony, 2011; Chen, 2011; Cheng & Anthony, 

2014; Harding, 2007; Huang, 2016; Lo, 2011; Krzanowski, 2008), which is “a result of 

the global spread and use of English” for academic, business or occupational purposes 

(Belcher, 2009, p.4). Its development can be witnessed in the growing number of ESP 

courses offered at higher education level in various countries around the world, the aim of 

which is either to prepare students for education in the internationalized context, or to 

familiarize them with the English they will need to carry out tasks in their specialized 

fields (Harding, 2007). The trend of ESP courses has also attracted the attention of 

researchers, and a growing body of research has been conducted into the key elements of 

ESP, such as needs analysis, genre analysis, discourse analysis, curriculum design, 

assessment methods, and vocabulary lists, all of which have contributed to the design and 

implementation of ESP curriculum. 

While there is a steady growth of ESP curriculum in the more familiar contexts such 

as UK and USA, research and practice of ESP in Asian countries is also burgeoning 

(Cheng & Anthony, 2014). This phenomenon can be reflected in the establishment of 

research communities such as The Chinese Association for ESP and The Asian ESP 

Journal. In Taiwan, with the view to promote ESP in tertiary education for students and to 

promote global literacy for professionals, Taiwan ESP Association1 was established in 

2008. Based on Taiwan’s local context, the association has divided its focus into five 

categories, including business, technology, tourism, law, and medicine. In the following 

																																																								
1 http://www.tespa.org.tw 
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year, the first ESP journal in the country, Taiwan International ESP Journal2, was 

published, enabling professional exchange in ESP issues among scholars and 

communities worldwide.  

On the other hand, universities in Taiwan have been encouraged to offer courses in 

English that serve both students’ academic and vocational needs (Chen, 2014; Huang, 

2012). One such example is the NCKU English Eagle Project3 in National Chung Kung 

University. In 2009, the Department of Foreign Languages and Literature of NCKU 

launched 12 discipline-specific English courses for their sophomore students with the 

hope to enhance their international competitiveness and train them to become global 

citizens. These courses include Career English, English for Economics, English for 

Business Management, English for Business Communication, English for General 

Engineering, English for General Science, English for Health and Medical Care, English 

for Tourism and Hospitality, English for Hi-tech Industries, English for Information 

Technology, English for Biotechnology, and English for Creative Industries. The result of 

the program has received quite positive feedback from students and instructors (Tsou & 

Chen, 2014). 

The situation of ESP research and practice in Taiwan indicates that major attention 

has been mostly placed at the post-secondary level (Huang & Li, 2008; Lo & Sheu, 2008; 

Tsao, 2011). However, this does not mean ESP is a privilege only to higher education. 

According to Dudley-Evans and St. John’s (1998) definition, ESP manifests three 

absolute characteristics and four variable characteristics (p. 4-5). In terms of the 

absolute characteristics, the three points include: (1) ESP is designed to meet specific 

needs of the learner; (2) ESP makes use of the underlying methodology and activities of 

																																																								
2 https://www.tiespj.tespa.org.tw 
3 http://english.ncku.edu.tw	
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the disciplines it serves; and (3) ESP is centered on the language (grammar, lexis, 

register), skills, discourse and genres appropriate to these activities (p. 4-5). In terms of 

the variable characteristics, they define that: (1) ESP may be related to or designed for 

specific disciplines; (2) ESP may use, in specific teaching situations, a different 

methodology from that of general English; (3) ESP is likely to be designed for adult 

learners, either at a tertiary level institution or in a professional work situation. It could, 

however, be used for learners at secondary school level; and (4) ESP is generally 

designed for intermediate or advanced students. Most ESP courses assume basic 

knowledge of the language system, but it can be used with beginners (p. 5). The definition 

of variable characteristics means that although ESP is intended in higher education, it is 

never limited to tertiary level students, and that it may be conducted, if planned properly, 

in teaching and learning contexts where students only possess basic knowledge of 

English. 

One particular strand of secondary education in Taiwan that has a high potential for 

implementing ESP curriculum is Vocation High School (VHS). Much research has shown 

that VHS students’ English learning has always been unsatisfactory (Chang, 2006; Chen 

& Li, 2007; Huang, 1990; Lin, 1995; Liu, 2002; Lo, 2000). The reasons to this issue 

include: (1) insufficient teaching time (Shi, Huang & Lin, 1997; Lin, 1995), (2) students’ 

lack of motivation (Lin, 1995), (3) students’ low English proficiency (Lin, 1995; Shi, Lin, 

Huang & Yeh, 2000), (4) inappropriate teaching approach (Shi, Lin, Huang & Yeh, 2000), 

and (5) English being a neglected subject (Hung & Lo, 1995; Liu, 2002). To break the 

status quo, Hua (2013) examines the VHS English language curriculum and teachers’ and 

students’ experiences of English language education in VHS, and advocates replacing 

EGP with an ESP approach that focuses on students’ communicative ability. Hua and 

Beverton’s (2013) study on Taiwanese VHS students’ perceptions of their English 
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learning purposes, goals and needs also yields similar results. The surveyed students 

prefer vocational English training to general English learning, which leads the researchers 

to suggest an ESP approach in VHSs and call for reviews on English language education 

policies and curricula. Such an examination is done by Yu and Chen (2014). They 

reviewed VHS curricula and related studies, and argue that EGP and ESP should not be 

mutually exclusive. To enhance students’ basic English ability and respond to the fact that 

more VHS students surveyed in previous studies actually continue their study to college 

than those entering the job market, they suggested that the mandatory English courses 

should be kept, and focus can be put on increasing students’ motivation. On the other 

hand, VHSs can design elective ESP courses according to school’s characteristics and 

students’ English levels and needs. This way, according to Yu and Chen (2014), would 

help avoid potential problems related to official textbooks compilation and college 

entrance examination system. Not only will ESP courses not affect the content of 

vocational and technological college/university entrance exam, but instructors have more 

freedom to design their own course contents and materials.  

Despite the possible suggestions to VHS ESP education, compared to ESP research 

and practice on the post-secondary level in Taiwan, that on secondary ESP curricula is 

still scanty. In Lo’s (2011a) study, she investigated the design, implementation and result 

of a 6-month ESP program for 33 Vocational High School students of tourism. The 

program was conducted during weekends and summer vacation through a school-

university partnership. The result supports the feasibility of implementation of ESP in 

secondary education level. Due to the fact that the program was not part of the official 

curriculum of the school, Lo (2011a) calls for further research in situations where ESP is 

part of the school English curricula conducted during the regular academic year.  

In addition to feasibility, little is known about how ESP courses and materials are 
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developed and implemented that transfers ESP curriculum from intention to reality. Yet, it 

demands further examination. As Basturkmen (2017) points out, compared to “products 

of or products for teaching”, “process of teaching” (p.3) in ESP is still a developing 

research topic of which the literature is very limited. Its aims to understand the steps 

taken in developing an ESP program or materials in specific contexts and to shed light on 

the implications of ESP teachers’ role have made “process of teaching” a topic that 

deserves more attention. 

Therefore, owing to the potential of but limited research on ESP courses in VHS 

contexts, especially those conducted during regular academic years, and the need for 

more research on the process of ESP teaching, the current study aims to investigate and 

understand the process of the design and implementation of an ESP program that is 

included in a vocational school’s official curriculum in Taiwan. In general, the study 

hopes to provide an understanding of how administrators play a part in developing the 

program and how teachers design and implement the courses, along with the challenges 

they encounter throughout the process. Students’ perception of the courses is also 

examined. In particular, the study focuses on two ESP courses— Cookery and Hospitality 

for Culinary— in order to probe into the ESP program design and implementation. The 

following questions are to be addressed: 

1. How are the two ESP courses designed and implemented to teach vocational high 

school students with mixed English levels? 

2. What are the experienced challenges in developing and implementing the two 

courses? How do administrators, teachers and students respond to difficulties and 

constraints? 

This is designed to help bridge the gap in ESP research in Taiwan’s VHS English 

education, and to contribute to the case studies on the process of ESP teaching. It is hoped 
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that the result may shed light on future design and implementation of ESP curricula to 

different VHS disciplines.  

 

 

 

 

 

 

 

 

 

 

 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

DOI:10.6814/NCCU202100063

	 7 

CHAPTER TWO 

Literature Review 

This chapter first reviews literature in English for Specific Purposes (ESP) 

curriculum regarding its characteristics and curriculum design. Based on the defining 

features of ESP curriculum, the process of designing and implanting the ESP curriculum 

is then introduced, followed by challenges faced by teachers. Finally, teachers’ and 

students’ perspectives regarding ESP in secondary school setting are elaborated on. 

 

ESP Curriculum Design 

Characteristics of ESP Courses.  As ESP is a special strand in ELT, many 

scholars have made an effort to discern characteristics of ESP courses. Early in the 1970s, 

Strevens (1977) defined that an ESP course should be learner-centered, and materials 

irrelevant to the learner’s purposes should not be introduced. Munby (1978) shared this 

view of learner-centeredness, and further stated that the goals of ESP courses are different 

from the nonlearner-centered criteria for General English. A decade later, Hutchinson and 

Waters (1987) emphasized that ESP “is an approach to language teaching in which all 

decisions as to content and method are based on the learner’s reason for learning” (p. 19), 

and its course design, therefore, should be based on analysis of the learners’ needs, the 

given learning context, the target language, and the existing learning theories, from which 

the syllabus, materials, and method are devised. Indeed, as Belcher (2009) pointed out, 

“commitment to the goal of providing language instruction that addresses students’ own 

specific language learning purposes is what those who take an English for Specific 

Purposes (ESP) approach see as distinguishing it from other approaches to English 

Language Teaching (ELT) (Hyland, 2002)” (p. 1). Moreover, the ESP course needs to be 

intrinsically motivating. In other words, although learner’s needs and purposes of learning 
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are the priority in ESP, motivation serves as the guiding principle in course developer’s 

mind. Considerations should be given to how the course can satisfy learners’ needs and 

provide learning satisfaction at the same time to help them become users of the language. 

The goals derived from need analysis should therefore be realistic instead of idealistic, 

otherwise learners will be de-motivated (Xenodohidis, 2002).  

In addition to the focus on need analysis, another essential feature of an ESP course 

is its need-responsive materials (Belcher, 2009; McKay, 2003; Robinson, 1991). 

Materials for ESP is characterized by its authenticity and tailor-made contents (Belcher, 

2009; Carver, 1983; Coffey, 1985; Tsou & Chen, 2014). Moreover, the role of materials is 

significant in ESP because they provide (1) source of language, (2) learning support, (3) 

motivation and stimulation, and (4) reference (Dudley-Evans & St. John, 1998). In EFL 

contexts, where students have limited resources or contact to English, ESP materials 

become crucial in providing language exposure to these students, which implies that ESP 

materials should not only reflect learners’ needs for learning English but also real 

language used in target situation (Dudley-Evans & St. John, 1998). However, Upton 

(2012) argued that it is insufficient to simply provide real-life text or tasks, as ESP 

learners may not possess required language skills, knowledge or expertise to understand 

them. What is more important, then, is to identify, modify, or create ESP materials so that 

they are accessible to learners and provide necessary scaffolding in the development of 

language competency and content expertise (Upton, 2012).  

Authenticity of tasks or activities is another characteristic of ESP courses which is 

usually embedded in the use of materials (Carver, 1983; Tsou & Chen, 2014). ESP 

courses necessarily involve language in use, as language use and communicative 

competence are the goals of an ESP course (Gatehouse, 2001; Hutchinson & Waters, 

1987; Sysoyev, 2000). According to Basturkmen (2006), the typical function of ESP has 
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been “to help language learners cope with the features of language or to develop the 

competencies needed to function in a discipline, profession, or workplace” (p. 6). 

Authentic tasks create opportunities for meaningful communication, and such output 

practices will not only help familiarize learners with the tasks similar to real-life contexts 

but also foster meaning negotiation (Johns, 1988; Guariento & Morley, 2001; Long & 

Crookes, 1992).  

Parameters of ESP Course Design.  While the characteristics of ESP courses 

generate dots to highlight where ESP considers significant, the parameters of ESP course 

design combine these features into a coherent whole. Dudley-Evans and St. John (1998) 

identified nine parameters that need to be taken into consideration in making decisions 

about course design:  

1. Should the course be intensive or extensive? 

2. Should the learners’ performance be assessed or non-assessed? 

3. Should the course deal with immediate needs or with delayed needs? 

4. Should the role of the teacher be that of the provider of knowledge and activities, 

or should it be as a facilitator of activities arising from learners’ expressed 

wants? 

5. Should the course have a broad or narrow focus? 

6. Should the course be pre-study or pre-experience or run parallel with that study 

or experience? 

7. Should the material be common-core or specific to learners’ study or work? 

8. Should the group taking the course be homogeneous or should it be 

heterogeneous? 

9. Should the course design be worked out by the language teacher after 

consultation with the learners and the institution, or should it be subject to a 
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process of negotiation with the learners? (pp. 145-146) 

Overall, these parameters seek to investigate and clarify the nature, aim, and contexts 

with which the ESP learners, ESP teachers, and ESP courses are involved. 

  

Process of ESP Curriculum Design and Implementation   

A review of past literature shows that much work has to be done in designing ESP 

courses. In terms of designing ESP curriculum, Basturkmen (2010) delineated three main 

considerations, including (1) analyzing needs, (2) investigating specialist discourse, and 

(3) developing the course content and materials. Needs analysis is considered essential in 

an ESP course development process (Hutchison, & Waters, 1987). According to 

Basturkmen, the needs analysis process involves analyzing target situation, required 

discourse, teaching context, learners’ present situation, and learners’ motivation, learning 

preference and perceptions of their needs.  

After investigating needs, the teachers or course developers have to further 

investigate identified specialist discourse in order to obtain detail descriptions of how 

language is used in the specific areas. This can be done by teachers or course developers 

through reading available studies findings. However, time permitting, the teachers and 

course developers can even conduct their own investigations via three approaches: (1) 

ethnography, (2) genre analysis, or (3) corpus analysis. The first approach entails 

observing or interviewing a particular group to gather rich information about the context. 

The second approach entails identifying unique patterns underlying specific text types. 

The third approach entails using concordancing software to identify specific patterns in a 

collection of authentic written or spoken database.  

Once the first two procedures have been completed, the teachers or course 

developers would start to design course content and prepare materials. However, this step 
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does not necessarily follow the previous one. In this step, considerations may include 

deciding whether the course is going to be wide-angled or narrow-angled, whether to 

provide real or carrier content, and whether to use authentic or non-authentic materials 

(Basturkmen, 2010, p. 52).   

In terms of implementation, Todd (2003) mentioned that there are six approaches 

commonly found in teaching ESP. They include (1) focusing on inductive learning, (2) 

using process syllabuses, (3) promoting learner autonomy, (4) using authentic materials 

and tasks, (5) integrating technology in teaching, and (6) using team-teaching. These 

approaches are not mutually exclusive. They are prevalent in ESP teaching because they 

are derived from reports of teaching and teaching and learning practice. Among them, 

Todd pointed out that team-teaching is specific to ESP, as it is closely linked to the nature 

of ESP, which entails the teaching and learning of specialized content and language. 

 

The Use of Learners’ L1 in ESP Instruction 

The use of learners’ L1 in ESP for clarity purposes is mentioned in several studies. 

For example, in Amiri and Fatemi’s (2014) study, in which they compared Grammar-

Translation Method and Content-based Instruction in their study of an ESP course for 

university students of Medical Sciences, both English (L2) and Persian (L1) were used as 

medium of instruction in carrying out the ESP classes. This is a novel way of conducting 

ESP courses as most of the ESP courses studied were taught in English (e.g., Yogman & 

Kaylani, 1996; Stewart, 2001). According to another study done by Chirobocea (2018), 

the use of L1 in ESP classroom was justified in that “clarity is important in ESP and not 

confusing two apparently similar terms is often crucial in domains such as science, law, 

aviation, medicine or business” (p. 221). The researcher investigated university students’ 

perceptions of the use of Romanian (L1) in her ESP classes, and the results showed that 
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the majority of students held a positive view, regarding L1 as useful in the learning of 

specialized vocabulary. On the contrary, another similar study conducted by AlTarawneh 

and AlMithqal (2019) revealed an opposite view. In their study, instructors and students at 

an applied medical college in Saudi Arabia generally perceived negatively toward the use 

of L1 in classroom. Clearly, whether or not using learners’ L1 is effective is still a debate, 

and many factors have to be considered before any conclusive findings can be drawn. 

More research is needed in exploring the benefits or potentials of using learners’ L1 in 

ESP instruction. 

 

Challenges in Developing and Implementing ESP Curriculum 

In designing and implementing ESP curriculum, several challenges may arise. Based 

on past literature, the common challenges include (1) the difficulty in finding ESP 

teachers, (2) the limited time for preparation and instruction, (3) the unavailability of ESP 

materials, and (4) the participating students’ low English levels and interest. 

ESP Teachers.  One major challenge in designing and implementing ESP 

curriculum is finding suitable and qualified teachers. Discussing about the demands of 

teaching ESP courses, Basturkmen (2010) pointed out that ESP teachers often find 

themselves teaching professional contents specific to a certain field which they have little 

or no knowledge of. In some cases, the teacher might possess less knowledge and 

experience than the students they are teaching. Likewise, in Tsao, Wei and Fang’s (2008) 

inquiry about students’ and teachers’ perceptions of ESP courses in a university in 

Taiwan, they pointed out that finding instructors who is competent in teaching both 

English and subject content can pose a great challenge. In Saliu’s (2013) study, teachers 

also expressed their struggle to master language and subject matter. To deal with this 

problem, teachers who are assigned to teach the ESP courses either seek advice from 
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subject professionals for insight into the field and needs of learners, or team-teach the 

course with a content teacher (Basturkmen, 2010; Dudley-Evans & St. John, 1998; Johns 

& Dudley-Evans, 1980; Teemant, Bernhardt & Rodriguez-Munoz 1996; Tsao, Wei 

&Fang, 2008). Still, there are ESP teachers who have no assistance and need to work 

alone in designing course and materials. For them, self-education such as reading ESP 

related materials and textbooks are the ways they obtain subject knowledge (Tsao, Wei 

&Fang, 2008). Obviously, the professional training for ESP practitioners is scarce. 

According to several studies that investigated the offering of ESP teacher education, few 

countries provide such training, with most ESP teachers mastering in general ELT (e.g., 

Master 1997; Howard, 1997). 

Other problems related to ESP teachers were identified and enumerated in 

Robinson’s (1991) study, including the low priority given to ESP in timetabling, a lack of 

interaction with content teachers, the lower status than content teachers, isolation from 

other English teachers, and lack of respect from students. Similar challenges are also 

presented in Stewart (2001) as he discussed how to raise ESP English teachers’ low status 

when team-teaching with content teachers. Saliu’s (2013) study also revealed similar 

results of the challenges encountered by teachers. 

Preparation and Instruction Time.  Another challenge facing ESP practitioners is 

not having enough time to prepare and teach the course. One thing the ESP teachers often 

find themselves doing is investigating specialist discourse they are going to teach. 

However, investigating discourse is often time-consuming and teachers may not have 

sufficient time to conduct such research, and some of them may not even have means to 

do so (Basturkmen, 2010). In the study conducted by Tsao, Wei and Fang (2008), teachers 

and students perceived that limited hours of instruction may compromise the 

effectiveness of the ESP courses. 
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 ESP Materials.  A third challenge concerns the ESP materials. As mentioned 

earlier, ESP materials should be tailor-made in order to suit learners’ needs. However, 

suitable materials are hard to come by. In discussing materials development in EAP, 

Swales (2009) described the common scenario which ESP teachers face is the endless 

endeavor in search for suitable materials only to realize none of the available materials 

meet their needs. Therefore, often these teachers have to edit the materials or keep 

digging through other resources. Sometimes they may even have to create materials 

themselves. 

Students’ English Levels and Attitude towards English Learning. Finally, 

students’ low English ability and their lack of interest in English learning also pose a 

challenge to the implementation of ESP courses (Kubanyiova, 2006; Netiksiene, 2006; 

Tsao, Wei & Fang, 2008). As mentioned in Tsao, Wei and Fang (2008), many students 

possess too little English vocabulary to succeed in taking an ESP course. Others may 

regard English as merely a school subject that they ought to pass in order to graduate, 

failing to see the meaning of learning this language. As students are the core participants 

of ESP courses, their learning situations may directly affect the overall success of the 

implementation of the curriculum. 

 

ESP in Secondary Schools 

ESP in the academic contexts is often termed EAP (English for Academic Purposes). 

EAP is an umbrella term whose original coverage ranges from K-12 to college/university 

(Master, 1997). Nowadays, EAP has been less associated with K-12 and more with 

university-level academic English education (Cruickshank, 2009; Master, 1997). 

Although both lines of EAP have seen the improvement in addressing the ever diverse 

and complex student population, they seem to be parallel to each other without any 
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communication. Therefore, Cruickshank (2009) called for a need to connect secondary 

EAP and post-secondary EAP in each country so that both sides can learn from the other. 

While post-secondary EAP could benefit from the effort done by secondary EAP in terms 

of language-content integrated teaching and program organization, secondary EAP would 

also learn from post-secondary EAP regarding the flexibility and responsiveness in 

meeting learner’s specific needs. 

Teachers’ and Students’ Perspectives.  In Taiwan, similar need for a dialogue 

between research done in the tertiary level and high school level may help the design and 

implementation of ESP education in the high school end, especially VHSs. The majority 

of ESP studies have investigated university contexts (Chien & Hsu, 2010; Kang, 2010; 

Lin, 2017; Lo, 2011b; Tsao, 2011; Tsao & Chen, 2014; Tsao & Kao, 2013, Yu, 2011), 

whereas only a handful of studies have attempted to address the issues or explore the 

possibilities of ESP education in VHSs (Hua, 2013; Hua and Beverton, 2013; Lo, 2011a).  

Hua and Beverton (2013) investigated four VHS students’ perceived needs, and the 

result showed that students prefer more vocational-related English courses and materials, 

which conflicts with the current English education they receive. Such discrepancy has led 

the researchers to suggest an ESP approach in response to leaners’ English learning needs, 

which accords with Lo (2011a)’s view. In Hua’s (2013) study, she examined the English 

language curriculum and teachers’ and students’ experiences of English teaching and 

learning. The findings suggested that students actually expect English courses to provide 

vocationally relevant knowledge and skills, but the reality is the reverse of their 

expectation. Other issues include the de-motivating teaching approach and the 

contradiction between the emphasis on examination performance and the recognized 

needs for occupational English. With the view to address the observed inconsistencies and 

dilemma in VHSs English education, a systematic research agenda ought to be set and 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

DOI:10.6814/NCCU202100063

	 16 

conducted in a principled way (Cruickshank, 2009). 

On the other hand, Lo’s (2012) case study of designing an ESP program for 

vocational high school received positive responses from students. They reported 

improvement in their content learning, in their interest in using English, and in their 

overall English ability. They also revealed that the ESP learning experience increased 

their motivation to learn English. 

Challenges of Secondary School ESP Courses.  One challenge faced by teachers 

in tertiary and high school settings alike is students’ low motivation. According to 

Marwan (2017), the vocational high school students in one ESP course in Indonesia were 

not motivated to learning English as they treated English as a secondary subject. The 

study also revealed that the students’ mixed English levels made it difficult for the ESP 

teacher to teach the course, which was supposed to be an advanced-level course. This 

difficulty, according to the interviewed teacher, was partly due to the school’s failing to 

take students’ English proficiency background into account when they recruited students. 

A third challenge confronted by the ESP teacher was the heavy workload. The teacher 

therefore had difficulties delivering classes that met his own standard. 

 

Conceptual Framework 

The present study examines the ESP curriculum based on Nation and Macalister’s 

(2010) curriculum design process model. Drawing ideas from curriculum design theory 

and practice, Nation and Macalister (2010) incorporated the needs analysis approach 

proposed by Hutchinson & Waters (1987) and developed a comprehensive curriculum 

design process model (see Figure 1). 
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Figure 1 Curriculum Design Process Model (Nation and Macalister, 2010) 

 

As Figure 1 shows, the model consists of several parts, including three outside circles, a 

subdivided inner circle and an outermost circle, that represent the different facets or 

phases of course design. The three outsider circles (Principles, Environment, Needs) 

represent the three important factors influencing the design of a course. Principles 

involve those beliefs derived from teaching and learning research. Environment considers 

the factors of teaching and learning situations and how they will influence the course. 

Needs include the investigation of the necessities (what the learner has to know to 

function effectively), lacks (what the learner knows and does not know already), and 

wants (what the learners think they need) drawn from Hutchinson and Waters (1987). 

These three outer circles will exert an influence on the overall syllabus, which is the focus 

of the subdivided inner circle. Goal is placed at the center of the inner circle, which is 

meant to emphasize “the importance of having clear general goals for a course” (Nation 

& Macalister, 2010, p. 1). Content and Sequencing addresses what to cover in the course 

and the order in which the items occur to ensure an effective outcome. Format and 

Presentation represents the units of the course and the underlying teaching techniques and 
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activities. Monitoring and Assessing entails the process of “observing learning, testing the 

results of learning, and providing feedback to the learners about their progress” (p. 2). 

Finally, the large outer circle represents evaluation, which involves a thorough 

examination of every aspect of a curriculum to offer suggestions for future improvements. 

Nation and Macalister’s (2010) curriculum design process model serves as themes 

based on which the interview questions and questionnaire items are formed and the 

collected data are analyzed. In addition, research on ESP programs has mostly focused on 

students’ or teachers’ perspectives. This necessitates a complete look at the design and 

implementation from different angles and at various levels, as multiple perspectives 

gathered from stakeholders can generate a holistic view of a total curriculum (Huang, 

2012; Kelly, 2009; Watanabe, Norris, and Gonzales-Lloret, 2009). In order to examine the 

program in a more systematic way and to provide the whole picture, the current study 

draws data from multiple lenses which represent the planning and teaching process that 

begins with the administrator’s objectives or standards and ends in the students’ minds. 
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CHAPTER THREE 

Methodology 

The present study employed the qualitative single-case study design with embedded 

units of analysis (Yin, 2014). Case study is used in an effort to “investigate a 

contemporary phenomenon in depth and within its real-world context” (Yin, 2014, p.16) 

and “gain an in-depth understanding of the situation and meaning for those involved” 

(Merriam, 1992, p. 19), which allows the researcher to uncover details that are otherwise 

unobtainable through quantitative methods (van den Hoonaard, 2012). In the meantime, 

both qualitative and quantitative methods were utilized to collect students’ feedback on 

the courses. In the following sub-sections, the context of the study and research questions 

are first provided. Subsequently, participants, data collection methods, and data analysis 

procedures are explained in detail.  

Context of the Study 

The present study was conducted at a comprehensive high school in Taiwan that 

provides an ESP program for two groups of students: (1) students of the culinary program 

and (2) students of the tourism program. The goal of the ESP program, according to 

administrators, is to elevate students’ English learning motivation through combining 

English with students’ professional disciplines. It is hoped that this way of learning 

English may tackle students’ lack of motivation in general English classrooms.  

As of the year the study was conducted, the school had designed and run its ESP 

program for more than two years, and the program was embedded in the school’s official 

curriculum for vocational students. In each of the two vocational programs, students are 

further divided into classes according to their English level. Generally, students of each 

class have to take four hours of general English and one hour of English conversation per 

week. However, for students in the advanced class, besides the basic 5-hour English 
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training, they spend another additional three or four hours taking an ESP course. The ESP 

program lasts four semesters, and one course is offered each semester to the two 

vocational programs. Table 1 below shows the information of the courses offered to 

culinary and tourism students. All course names are replaced with pseudonyms. 

 

Table 1 

Offering semesters of the ESP courses 

Track Semester 1st Semester 2nd Semester 3rd Semester 4th Semester 

Culinary 

Fall Course 1  Course 3  

Spring  
Course 2 

(Cookery) 
 

Course 4 

(Hospitality 
for Culinary) 

Tourism 

Fall Course 5  Course 7-1  

Spring  Course 6  Course 7-2 

  

As Table 1 demonstrates, the program is composed of seven courses. Among them, only 

Course 7 is a school-year course. Some of the courses meet once a week for three class 

periods while the others meet for four class periods. In the spring semester of 2018 when 

the present study was conducted, only instructors for Course 2 and Course 4 were 

available to participate in the research, and thus the design and implementation of the two 

courses became the focus of the study. To distinguish the two ESP courses in the 

following chapters, Course 2 is represented as “Cookery” and Course 4 is represented as 

“Hospitality for Culinary”. 
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Participants 

Stakeholders including administrators, teachers and students were recruited to 

participate in this study. A discussion of the different stakeholders follows. 

Two administrators participated for the present study. Administrator A was the 

original developer of the ESP program, and Administrator B was the head of the ESL 

Department. The course developer was the one who drafted the ESP program proposal 

and used to be the language teacher of the ESP courses, so he was able to provide 

precious information and insight regarding the ESP curriculum design and 

implementation. The background information of the administrators is shown in Table 2 

below. 

 

Table 2 

Background of the two administrators  

Administrators Nationality Educational 
Background 

Prior English 
Teaching Experiences 

Administrator A Taiwan and 
Canada Master’s in Education 3 years 

Administrator B Taiwan 
Bachelor’s in 

Hospitality and Food 
Management 

6 years 

 

Since the courses were team-taught by one content teacher and one language teacher, 

two types of teachers were recruited, and a total of three teachers participated in the 

study: Content teacher A, the content teacher of Cookery; Content Teacher B, the content 

teacher of Hospitality for Culinary; English language teacher, the English teacher of both 

courses. They all gave consent to providing class materials, participating in interviews, 
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and the researcher’s recording class observations. The background information of the 

teachers is shown in Table 3 below. 

 

Table 3 

Background of the three teachers 

Teachers Nationality Educational Background Teaching 
Experiences 

Content Teacher A Taiwan 

Vocational High School Diploma 
in Culinary Arts 

Bachelor’s in Leisure and Sport 
Management 

8 years 

Content Teacher B Taiwan 

Vocational High School Diploma 
in Applied English 

Bachelor’s in Airline and 
Transport Service Management   

3 years 

English Teacher Taiwan Bachelor’s in Economics 2.5 years 

 

In addition to the above two types of stakeholders, students were also recruited for 

balanced viewpoints in terms of their learning experience in the ESP program. Notice was 

provided to parents via homeroom teachers to inform them of the two questionnaire 

surveys administered at the beginning and the end of the semester. Among them, a total of 

eight students, consisting of both genders with different English levels, from the chosen 

courses agreed to be interviewed with parents’ consent. Students from both genders and 

of different English levels may perceive the course differently, and thus could generate 

interesting viewpoints regarding the ESP program design and implementation. 

Participant consent forms were signed by the interviewees prior to interviews and by 

teachers before classroom observations. 
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Data Collection 

In order to better understand the nature, aims, and implementation of the ESP 

program, and to answer the intended research questions, research data was collected 

through various sources. The specific methods used to collect data from different 

stakeholders varied from one another, and they are shown in Table 4. 

 

Table 4 

Methods used to collect data from different stakeholders 

Stakeholders Methods 

Two Administrators 
• Document analysis (course design) 

• Interviews 

Team-teaching teachers: 

Two Content teachers 

and one English Language Teacher 

• Document analysis (syllabus, student 
assessment book, and materials) 

• Interviews (semi-structured and informal) 

• Classroom observations 

Students from the two investigated courses 
• Interviews 

• Questionnaires 

 

As Table 2 indicates, the data collection methods include (1) document analysis, (2) 

observation, (3) interviews, and (4) questionnaires. The specific methods used to collect 

data for administrators, teachers and students are discussed in the following paragraphs.  

The data from administrators in this study was collected based on the analysis of the 

documents for the ESP program and interviews of the two administrators. The documents 

included the original design proposal, implementation plan, and syllabi of the ESP 

program. They helped to reveal the original principles and design goals of the program as 
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well as the intended ways of implementing it. In addition, semi-structured interviews 

were conducted to the administrators to understand the purpose, goal, design, 

implementation, and perceived student benefits from the program. The interviews each 

lasted around one and a half hours, and the interview protocol can be found in Appendix 

A. Documents analysis and administrators’ interviews data were gathered during the 

winter vacation before the spring semester of 2018 started.  

The data from each teacher was collected through (1) interviews, (2) analysis of the 

designed syllabus, materials, student assessment books, and (3) class observations. The 

interviews for teachers were conducted twice. For the content teachers, the interviews 

each lasted one hour. For the language teacher, each interview lasted two to three hours, 

as he had to answer questions regarding the two courses. The focus was on their teaching 

background, perceptions of the rationales for the ESP course(s) they teach, beliefs 

regarding the importance of English education, curriculum planning, instruction 

approach, material preparation, assessment methods, intended teaching outcome, and 

perceived effectiveness (see Appendix B for a list of intended interview questions for 

teachers at the beginning of the term, and Appendix C for teacher interview questions at 

the end of the term).  

An analysis of the designed syllabus, on the other hand, helped assess what contents 

were deemed important enough to be covered in the course and deserve the precious 

teaching time. Moreover, the printed teaching and learning materials used in class 

revealed what contents were actually covered. Besides, the items on students’ assessment 

books that were being assessed by teachers disclosed the aspects regarded as important, 

which also reflected the teaching and learning objectives the teachers intended to achieve. 

The purpose of class observations was to understand how the teachers proceed the 

class, what teaching techniques are used to facilitate learning, and how students react 
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during the teaching sessions and the hands-on practice time. The classroom observations 

were conducted three times. The first one was held in the beginning of the semester, 

followed by a second time after students’ midterm exam. The final observation was 

conducted at the end of the course before students’ final showcase. Throughout the 

observation process, the researcher remained an observer and did not participate in any 

activities. During the non-participant observation, the researcher took field notes and 

video taped the course to document classroom teaching and learning situations. However, 

informal interviews with the teachers and students were conducted occasionally to help 

answer questions raised during the observations. It was only in the final showcasing 

events that the researcher participated and interacted with students and their parents.  

Finally, for student data, it was collected through questionnaires and student 

interviews. Questionnaires were administered in the beginning and at the end of the 

course (see Appendix D and E) to all four classes. The first one was used to understand 

their expectations of the course, their learning aims and their perceptions of English 

learning, while the second one sought to investigate their overall experience of the 

curriculum. The interviews for students were conducted before and after they took the 

course. The first interview focused on their perceptions and expectations of the ESP 

courses and their belief regarding the importance of English, while the second interview 

investigated their experiences in the learning process, perceptions of the materials and 

teachers’ teaching, and their self-reported learning gains (see Appendix F). The 

information gathered could help further explain that collected from questionnaires. 

All the interviews were conducted individually and in person, and Mandarin was 

used as it was the preferred language of all the participants. One thing to note is that, 

although English is the main communication language for the administrators and the 

language teacher in school, they had no problem understanding and expressing 
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themselves in Mandarin as it is the first language they acquired. A pilot study was 

conducted prior to the study, based on which the interview protocols and questionnaire 

items were revised to yield better understandings and information. The interviews were 

all tape-recorded, transcribed, and processed for later analysis based on participants’ 

consent. 

In brief, necessary documents examination along with administrators’ interviews 

data were gathered during the winter vacation before the spring semester started. 

Observations of the two chosen courses and individual interviews with teachers and 

students took place in the spring semester of 2018. 

 

Data Analysis 

Data were collected through interviews, document, class observations and 

questionnaires. Interview data were analyzed based on the following steps. First, the 

recordings were transcribed. Next, member checks were conducted with interviewees, 

making sure the notes taken during the interview and observation accord with their 

description. Finally, after the contents were checked by the interviewees, data were 

categorized and compared. Data from class observations were recorded and noted, 

including class content, teacher actions, teaching procedures, and classroom interactions 

between teachers and students. Data from documents, such as course design, syllabus, 

teaching materials, student assessment books were also recorded. Lastly, excel and SPSS 

software were utilized to analyze the data from students’ questionnaires. All the 

documents, observational data, and interview data collected from each of the stakeholders 

were first carefully examined, analyzed and categorized. Then, the identified codes from 

the data of each type of stakeholders were sorted into eight categories based on 

components of the Curriculum Design Process Model proposed by Nation and Macalister 
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(2010). After that, the data were compared across different groups of stakeholders, and 

were further compared and contrasted with patterns derived from previous literature. 

Lastly, the patterns were detected and explanations were developed to answer the research 

questions.  

During each stage of the coding and analysis, triangulation, member checks, and 

peer debriefs were employed to establish validity. Triangulation of multiple data sources 

was used. Also, one student researcher helped examine the researchers’ transcripts, 

documents, notes, recorded interviews, codes, and reports. The feedback received from 

the peer helped to avoid incorrect or misinterpreted data that could undermine the 

research results.  
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CHAPTER FOUR 

Results 

The present chapter presents the development and implementation of the two 

investigated ESP courses for culinary students. Specifically, it aims to show how the 

administrators and teachers make concerted efforts to develop and implement the courses 

in response to a given teaching and learning situation in a vocational high school in 

Taiwan and in light of the particular characteristics of the EFL students. Initially the data 

were sorted into the eight categories of the Curriculum Design Process Model. However, 

during data analysis, it was found that the overall design and implementation of the two 

courses followed the progression of different stages. Therefore, instead of presenting the 

result under the eight categories, this chapter is organized into three sections in terms of 

the progression of the two courses, including administrators’ planning before the courses, 

teachers’ designing and implementing the courses, and learners’ responses to the courses.  

The three stages are further arranged into seven sub-sections. The first section 

describes the background information which led to the initiation of the overall ESP 

program in the school. The second section describes how the administrators assisted in 

the process of program development to help tackle the problem of vocational high school 

students’ varied English levels. The third section describes the expectations of the two 

ESP courses from administrators’ perspectives. The fourth and fifth sections delineate 

how teachers went about designing and implementing the two investigated courses, 

“Cookery” and “Hospitality for Culinary”, respectively as well as describe the difficulties 

and constraints the teachers encountered along the process. Finally, students’ and 

teachers’ perspectives are included in the sixth and seventh sections to provide a 

comprehensive view toward the ESP courses. 
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Before the Courses: Administrators’ Plan 

Initiation of the overall ESP program: addressing the dual needs.  It would not 

be possible to holistically understand the design and development of the two culinary ESP 

courses if the background based on which the courses are developed is not explained 

from the start. As mentioned earlier in Chapter 3, the two courses were part of the ESP 

program for vocational students from culinary and hospitality tracks in a comprehensive 

high school. Based on the interviews with the two administrators from the ESL 

department, when the idea of creating an ESP program first came up, it aimed to address 

two kinds of needs. The first one was the need to improve the unsatisfactory learning 

situations of vocational high school students. According to the administrators, vocational 

high school students had been struggling with their English learning. These students 

generally demonstrated low learning motivation in English classes, as mentioned by 

Administrator A when he talked about his experience of teaching vocational high school 

students before he became the academic supervisor of the ESL department: 

 

When I first came to this school, there was no ESP program, just the ESL classes. 

For vocational high school students who enrolled in the culinary program and the 

tourism program, they had two ESL classes every week. In the first few classes, I was 

not teaching in a traditional way. I used what I learned from the CELTA4 program 

to teach students, but they showed a lack of motivation in learning, because, after 

all, they were relatively disadvantaged in language learning, especially English. 

Secondary vocational students, when they first come to school for their study, they 

have this thought in mind that they are here in vocational high school because they 

																																																								
4	 Certificate in Teaching English to Speakers of Other Languages (CELTA) is an internationally recognized 
teacher training and certification program accredited by Cambridge Assessment English.	
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are not good at studying, and that that’s why they are here. Many students are in a 

state of self-abandonment. They won’t feel proud of being a member of the 

vocational programs simply because they major in culinary or tourism. They 

actually don’t. (AdminA-0327-interview1) 

 

According to Administrator A, many vocational high school students showed a lack of 

self-confidence, and were not aware of the meaning and relatedness of learning English to 

their lives.  

In the interview with Administrator B, she also revealed that vocational high school 

students in the culinary and hospitality programs were relatively disadvantaged in terms 

of their language learning abilities and learning outcomes. “Compared to general high 

school students, or to students of the Applied English program, culinary and tourism 

majors appear to be getting lower scores in English, such as their English proficiency 

tests.” (AdminB-0505-interview 1) These disadvantageous conditions caused many of the 

students to get a repulsive feeling towards English learning. From the administrators’ 

views, the situation had something to do with the distorted education system in Taiwan. 

They thought vocational high school students are put in a powerless and helpless situation 

when the society praises highly of great academic excellence and overlooks students who 

are good at professional skills instead of academic performance. To try to solve this 

problem, they hoped to create a program that can help raise students’ interest in learning 

English while at the same time increase their self-confidence in using English to describe 

things related to their expertise. They believed that showing students that English is not 

just a subject to be tested, but rather a tool that can help them communicate in their 

professional fields, was going to help address the first need. 

The other need they perceived was to increase the school’s competitiveness and 
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reputation. Since the school was a relatively new private school, the administrators back 

then were under a lot of pressure to recruit students to their vocational programs. For 

Administrator B, since the school was known for its English education, the administrators 

of the ESL department had heavy responsibilities: 

 

Well, it is apparent to us. First, [the school] is a city school in a highly competitive 

area. We are in a big city, and we want to focus on English, and we have vocational 

high school system in our school. So I feel the administration is overwhelmed, and 

the school’s reputation to the outside world is under constant scrutinization. 

(AdminB-0505-interview1) 

 

The need to promote the school’s English education in order to boost its image is a heavy 

weight on the shoulders of administrators of the ESL department. They were expected to 

create featured programs to attract more students to come to study in their school, 

because, as Administrator A put it, “If we only use normal school programs to promote 

our school, then basically we are telling parents that we are no different from other 

schools.” (AdminA-0327-interview 1) 

Additionally, they hoped the program could help students get into good universities, 

both domestic and abroad, and increase students’ global mobility. Thus, having an ESP 

program would be not only beneficial for the students but also good for the school’s 

image and reputation, as it would demonstrate internationalization in vocational education 

and training in Taiwan. These two needs underpinned the initiation of creating an ESP 

program. The administrators believed that the program could ameliorate students’ 

learning and at the same time yield better enrollment.  
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Tackling Students’ Varied English Levels.  Knowing the needs was the first step 

toward the ESP course development. A much bigger challenge was figuring out how to 

embody the idea of creating and implementing an ESP program in the vocational high 

school context, in which the students’ English proficiency levels vary greatly, from 

elementary level to upper-intermediate level. To make it work, two steps were taken: (1) 

adopting a team-teaching approach, and (2) stratifying students according to their English 

levels. 

Adopting Team-Teaching.  Originally, the ESL department was going to have their 

foreign teachers take charge of instructing the ESP courses in English. But the thought 

was dropped because of two reasons. Firstly, finding foreign teachers who can be solely 

in charge of teaching both content and English language did not seem feasible, because 

there was no one foreign teacher in the ESL department who was also a subject specialist. 

For Administrator B, the English teacher who was going to teach the ESP courses should 

also possess content knowledge: 

 

…At least [the English language teachers] should major in something related to 

catering…these [ESP courses] are not translation courses. You have to know that 

subject knowledge to be able to make changes [in classroom teaching]. (AdminB-

0505-interview1) 

 

The ideal of finding language teachers who also have content knowledge or skills limited 

the choices among teachers in the program development.  

Secondly, considering vocational high school students’ average English level, the 

administrators were hesitant about using English as the only medium of instruction. The 

reason for the hesitation was due to the upsetting results of the previously offered 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

DOI:10.6814/NCCU202100063

	 34 

English-only ESL classes, as Administrator B revealed in the interview,  

 

They had low motivation in language learning, and the ESL classes were ineffective. 

In the English-only ESL classes, there was often tension between the foreign 

teachers and the students. And the students would also feel…there were students who 

did not appreciate this kind of courses, saying stuff like why they had to have this 

class, or attending foreign teachers’ classes weren’t important. ‘[The teacher] keeps 

saying, and I just don’t understand.’ ‘Whatever the teacher says, I don’t understand a 

word anyway.’ ‘I don’t understand’ is the response you always get from vocational 

high school students. (AdminB-0505-interview1) 

 

The ESL classes that the school had been offering were creating tension between foreign 

language teachers and students. Students in the ESL classes could not understand what 

the foreign teachers were saying, and the teachers, since they did not speak Chinese, had 

difficulties understanding the students, either. This had led to constant communication 

breakdown. Given the situation, the administrators believed it would be better if the ESP 

program is conducted with both Chinese and English as medium of instruction.  

The considerations of using both English and Chinese as medium of instruction, and 

of the fact that the ESL department did not have enough teacher resources to conduct the 

ESP courses meant cooperation with teachers from other departments was necessary. 

After liaising with and receiving approval from the Internship Office, the administrators 

from the ESL department decided to embed the ESP program in the vocational students’ 

internship courses. What that meant was the ESP program would be a collaboration 

between the ESL Department and the Internship Office. Therefore, the courses would 

adopt a team teaching model where a content teacher would be teaching the content in 
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Chinese, while an English language teacher who has operational command of Chinese 

and has moderate knowledge about the subject contents would cover the same content in 

English.  

The reason why the language teacher should be able to speak Chinese is two-fold. 

First, the language teacher would have to engage in constant discussion with the content 

teacher when they teach the ESP courses together. Second, if the language teacher knows 

Chinese, the conflicts that happened in ESL classes would not happen again. It was hoped 

that through this way, the ESP program could successfully combine English with the skill 

courses where students “shine,” as the Dean of the ESL Department put it. Not only could 

it foster understanding of the English content, but it could also create a sense of 

usefulness of learning English, which could help elevate students’ learning motivation. 

Stratifying Students.  When the strategy of team-teaching was agreed on, another 

problem ensued. The ESL department soon realized that there was only one English 

language teacher qualified to teach the ESP program, which meant that there were not 

enough teachers available to teach ESP courses to all the vocational students. On the other 

hand, the department deemed that in order for ESP to work in their vocational high 

school, students participating in the courses should at least reach a certain level of 

proficiency in English. Given the considerations, the ESL department and the Internship 

Office decided to offer the program only to one class of each vocational program. This 

class would comprise of students whose English levels are above average among all the 

newly enrolled students. By doing so, the language teacher would not be overwhelmed 

with classes, and the attending students would be comparatively ready for the English 

courses. Accordingly, the enrolling students were stratified into different classes 

according to their English test results on the Comprehensive Assessment Program for 

Junior High School Students, and each year only those in the advanced class would be 
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having ESP classes.   

 

Expectations of the ESP Courses from Administrators’ Perspectives.  In 

expressing their expectations of the two investigated ESP courses during the interviews, 

what the two administrators had in mind was a big picture of the overall program instead 

of delineating what results they would like to see from each ESP course. Their 

expectations drawn from the interview can be categorized into the following three 

aspects. The first aspect is about cooperation between the language teacher and the 

content teacher. The administrators expected cooperation and collaboration between the 

language teacher and the content teacher in teaching ESP classes, but they left it for the 

teachers to discuss their preferred way of team-teaching the courses. The second one is 

about teaching methods. They expect the ESP courses to be able to elevate vocational 

students’ English learning motivation through creative teaching methodology. They 

mentioned providing a “learning by doing” environment in which students learn content 

and English together, but they did not specify what kind of teaching strategies teachers 

should adopt. The third aspect is about demonstrating tangible results of the course. At the 

end of the ESP courses, students should present something in order to show an increased 

self-confidence in using English to have meaningful communication about contents 

related to their expertise. The tangible results are important for both the school and the 

students. In terms of the school, Administrator A stated: 

 

Like our annual admission information session, every time we show our ESP videos, 

parents and students, I mean the potential students, their feedback was very positive. 

Many of them actually came to study in our vocational department because of the 

ESP program. (AdminA-0327-interview1-1) 
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The learning results from past ESP final showcases served as positive proof of students’ 

improved English skills and the school’s effort in cultivating vocational talents and 

increasing their international mobility, which appeared to have effectively attracted 

attention among parents and students during every year’s information session. As for the 

benefit to vocational students, Administrator A explained: 

 

Now there is this new policy for students to create their learning portfolio, and now 

university admission will take the abilities demonstrated in their portfolio into 

consideration. Many vocational students have these abilities, but they have no place 

to show them under the current system. ESP is a combination of practical courses 

and English courses. In the ESP courses, in each final showcase, they will have 

different positions, such as the role of manager and sommelier. There are different 

roles, such as the leader of the bar section or bartender, or whatever you are. This is 

the presentation of their abilities, because later they can write about these 

achievements in their portfolio. (AdminA-0327-interview1-1) 

 

As vocational high school students are better at hands-on practice than academic 

performance, the administrators believed the ESP learning results could help these 

students stand out from the crowd by demonstrating their strong suit in their learning 

portfolio. In brief, the tangible results could not only serve as evidence of the program’s 

effectiveness, which in turn would influence the school’s reputation, but could also be 

added to the student’s learning portfolio as a way of showing their learning achievements 

to the universities they will be applying to.  

The teachers who are going to teach the ESP courses need to act on the 
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administrators’ expectations when they go about designing and implementing their 

courses. As can be seen in the following sections, while trying to carry out the plan, 

teachers sometimes had to make adjustments or follow their hunch in meeting the 

expectations, especially when it comes to teaching different levels of students in the same 

class and demonstrating the program’s results.  

 

During the Courses: Teachers’ Design and Implementation — “Cookery” 

Background information of the course.  “Cookery” is offered yearly in the 

spring semester to second-year culinary students. In the present study, the course 

consisted of 38 eleventh-grade VHS students from the advanced class. As mentioned 

earlier, the students in this class were selected based on their English performance on the 

exam for junior high school students. The class met every Tuesday for a four-hour 

session, and the course lasted for one semester. The students had already taken three other 

ESP courses in the previous three semesters, and “Cookery” was their final ESP course in 

vocational high school.  

 

The design phase.  In the design phase, what the two teachers had to do mainly 

include four aspects: (1) discussing the students’ learning needs, (2) deciding on the 

contents and designing the English learning materials, and (3) determining the topic and 

way of presenting students’ final showcase event. During their discussion, they also took 

into consideration administrators’ expectations and students’ feedback on last year’s 

course. 

Determining learning needs.  The teachers made use of multiple sources to 

determine students’ English learning needs from this course. The first source was the 

content teacher himself, who would be team-teaching with the English language teacher. 
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As the language teacher was not a specialist in cookery, he discussed with the content 

teacher before the semester started to determine the students’ learning needs. They both 

agreed that beside the learning of baking skills, speaking ability and professional terms 

are the two important skills students should have.  

Having had the experience of working in the restaurant of an international hotel, the 

content teacher talked about what he thought to be essential when asked what English 

students need to learn: 

 

Language is about being able to speak…to improve your English ability, you’ve got 

to improve it by speaking, yes, speak more English. When you can speak, you will 

develop more interest in it. And when you have more interest in it, you will start to 

want to sharpen your English on your own. (CTA-0327-interview 1) 

 

For the content teacher, one of the most important things about learning English is 

speaking, and being able to speak is the key to developing interest in learning English. In 

other words, he believes that interest in learning English can be cultivated intrinsically 

and deepened over time. The content teacher’s view about English learning seemed to 

have come from his years of work experience in the field, as he revealed in the interview, 

 

When I was working in Evergreen, because Evergreen had many foreign guests, so 

basically what we talked about, the ingredients, all of them, we used English to talk 

about them. We also wrote our recipes in English. This was the requirement of our 

chef. Because, after all, it’s an international hotel, the company of course hoped that 

it’s employees can improve their English skills. So the company also asked the cooks 

in the restaurant to write the cooking recipes in English. (CTA-0327-interview 1) 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

DOI:10.6814/NCCU202100063

	 40 

 

Since the content teacher holds a more instrumental view of English, accuracy in 

speaking and perfect grammar were less emphasized, as indicated in his remark:  

 

You listen to what other people say in English. It’s not that difficult. Just some simple 

specialized terms and that’s all. You don’t have to… and you don’t have to say it 

using complicated sentences. (CTA-0622-interview 2) 

 

To be able to speak in English, building up professional English vocabulary was deemed 

necessary as vocabulary is the foundation for all kinds of communication. So he made 

sure students know the English terms of all the ingredients and equipment he used in 

class. He would ask them what the English word for each item was while he guided them 

through the recipes. 

The second source was the English teacher’s experience of teaching ESL classes for 

vocational high school students in the first year of his teaching career. For the English 

teacher, another learning need was practical English communication opportunities. 

According to him, the English learning environment in Taiwan emphasizes rote learning, 

tests and grammar, and students are not provided enough opportunities to practice 

speaking in English. As a result, students may possess a lot of vocabulary and yet dread to 

speak in his ESL classes, as he mentioned during the interview:  

 

I think the the education in Taiwan makes you feel that English classes are like 

Chinese literature classes, which you have to ‘learn’ [English], but the way of 

instruction is rigid. So the students have to keep memorizing English, and then take 

tests, and then study grammar, so the environment in Taiwan can’t really provide a 
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situation for them to practice speaking…In fact many people in Taiwan are good at 

grammar or possess a good amount of vocabulary, and that’s how they learned it, 

but they are afraid of saying anything [in English]. (ET-0318-interview 1-1) 

 

The English teacher thought it is a pity that students do not have the courage to speak in 

English, despite the fact that they already know some grammar and vocabulary, and he 

believed this has something to do with the English education they receive in which 

communication opportunities are missing. On the other hand, like the administrators, the 

language teacher also mentioned in the interview that students do not see the value of 

English ability because they have not experienced the situations where they feel the real, 

urgent need to use it for meaningful purposes. Having these thoughts in mind, he believed 

that one of the reasons for having the ESP courses is to create an environment in which 

English is required for meaningful communication. Also, the environment should be a 

friendly one so that students can build up the courage to express themselves to achieve 

communicative purposes instead of feeling held back in fear of losing face. 

The third source was the feedback collected from the students of last year’s course. 

At the end of last year’s ESP cookery course, the language teacher had students fill out a 

feedback form. He made use of the direct feedback from students to guide him through 

any possible improvement that he could make for this school year in order to yield better 

results. For example, he mentioned that students would provide feedback on how the final 

showcase could have been done better, what learning contents they liked most, or what 

they expected to learn more about, and he would make necessary adjustment accordingly 

after discussing with the content teacher. 

In summary, the teachers perceived that speaking skills, jargon, and meaningful 

communication opportunities were what students need from the ESP course. Bearing in 
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mind these learning needs, the teachers tried to incorporate them into the design of course 

materials, activities and assessment. 

Deciding on contents and designing English learning materials.  The teaching 

and learning contents mainly consisted of baking recipes which the content teacher 

deemed important. Since the language teacher was not a content teacher himself, the 

content teacher took charge of choosing the content and materials for the course. The 

decision was made based on his years of experience and knowledge about what recipes 

are most useful to the students in terms of their future job requirements as well as passing 

the skill test for Level C technician for baking food, as the content teacher mentioned in 

the interview, “What I teach are either required for the skill test or are commonly made on 

the market”, and those recipes showed students “the skills they can better make use of 

when they enter the job market once they graduate” (CTA-0327-interview 1).  

Once the Chinese recipes were decided on, the content teacher would provide all the 

necessary Chinese recipes along with some available English recipes at hand for the 

English teacher. The language teacher would then set about translating them into English 

learning materials. The recipes were first translated into English versions, and then key 

vocabulary or phrases were selected to be covered in class. For the chosen vocabulary, the 

language teacher would create vocabulary learning sets on Quizlet5 or vocabulary games 

on Kahoot6 in advance, and use iPads to teach the words in class. The recipes were also 

made into blank-filling activities for students to practice in class. Segments of Chinese 

recipes and English learning materials are provided in Appendix G.  

Determining topic and way of presentation for final showcase.  As the 

administrators and teachers wanted to create a “learning by doing” environment where 

																																																								
5	 an interactive online vocabulary learning platform: https://quizlet.com/zh-tw	
6	 a free game-based learning platform: https://kahoot.com	
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English learning goes hand in hand with content learning, and there was a need to present 

the tangible learning outcome, a project-based assessment was considered to be an 

indispensable element in the ESP course. According to the content teacher, a final 

showcase was necessary because students need something to push them to work hard, and 

parents need to see that their children are receiving quality education from the school, as 

he explained in the interview: 

 

The final showcase is like setting a final goal for the students. At least there has to 

be a goal for these students to learn. And you still need to show the outcome of this 

course to the parents, and after they see the results, understand that the school has 

this program, and realize that their children can demonstrate this high level of 

English ability. So that’s why we set a goal for them (the students). (CTA-0327-

interview 1) 

 

In other words, this final project-based assessment not only set the learning goal for 

students but also showed the parents their children can benefit from this vocational 

program, which was important for promoting the school’s reputation. Therefore, besides 

the regular quizzes and mid-term exams for content knowledge and English, there was 

also a final showcase at the end of the term for students to demonstrate their learning 

results based on a chosen theme. Students’ performance on the final showcase could also 

serve as the tangible outcome of the course. On the final showcasing day, school 

administrators and parents would be invited to participate in the event. Students would 

have to introduce the process of making the dessert in English, making use of the skills 

and English they have learned throughout the semester to present a dessert of their own 

creation. 
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The implementation phase.  From class observations and document inspections, it 

was found that the units of the course were arranged based on different recipes, and 

included two phases, namely, recipes learning and hands-on practice. Therefore, a 

complete cycle of a unit generally included one week of demonstration and one week of 

skill practice. According to the content teacher, the arrangement was purposeful: 

 

 To raise their (students’) learning interest, in terms of professional skills, you need to 

teach something special, yeah, and when we are explaining, we need to demonstrate. 

That’s why we need four hours to show the whole process to the students. By so doing, 

we can explain more professional contents, and we can show the detailed making 

process thoroughly, like how it’s made, which step may cause problems, and if the 

problems occur, what outcome would look like. We can spend more time explaining. 

Because we used to spend only one period on demonstration, and then gave students 

two periods of class time to practice, and in the final period they would do the clean-

up. And then the teachers had to talk a lot of things in theory just to fit in the one 

period of class time. And, after all, this is a hands-on practice course, and for 

vocational high school students, asking them to sit in the classroom listening to theory 

is very difficult. Because they are vocational students! (CTA-0327-interview 1) 

 

Dedicating a complete four-hour class time to learn one recipe was important to the 

content teacher, as it would allow more time for detailed skill instruction time and 

demonstration, which was important to raise students’ learning interest. Therefore, in the 

first week, students would have their classes in a cooking demonstration room, where the 

Chinese content teacher and English language teacher co-teach the classes. In the 
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following week, the students would be practicing their skills in the practice classroom 

right next to the demonstration classroom with the two teachers monitoring around. 

However, the content teacher finished teaching all the recipes weeks before the end of the 

semester so that during the remaining weeks when the final showcasing day was 

approaching, the whole class could spend time getting ready for the most important 

assessment of the course. As the researcher had managed to observe the course three 

times, one in demonstration week, another in practice week and the other during the final 

showcasing event, the details of what have been observed and noted are described in the 

following subsections. 

Recipe-learning.  According to interviews with the teachers and classroom 

observations, in a typical demonstration week, the Chinese content teacher would teach 

first for about two to three periods, and then the English language teacher would spend 

the rest of the time teaching the English contents. The time allotted for content and 

English in each demonstration week varied, depending on the difficulty of the recipes. 

However, for the two teachers, the cooperation was not difficult, but rather flexible and 

enjoyable. 

As for the focus of the classes, it was evident that, besides contents, the main focus 

of English learning during demonstration weeks was specialized terms and oral practice. 

In the first classroom observation, the Chinese content teacher listed all the baking 

ingredients on the whiteboard before the class began for students to note down on their 

assessment record book. When the class began, he double-checked whether the students 

had noted down the recipe, and then went over the recipe by asking students the English 

term for each ingredient on the whiteboard. After that, he demonstrated each step of 

making the dessert shown in the recipe in Chinese.  

Meanwhile, the English teacher sat at one side of the classroom. He would either 
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listen to the demonstration or prepare for the teaching materials. Once the content teacher 

put the pastry into the oven, the English teacher took up the class. He first handed out 

iPads to every student and guided them over all the key English terms for the ingredients 

and baking utensils of the current unit. After making sure the students had understood 

each word and its meaning, he asked students to open a document on their iPad in which 

there was an English recipe of the dessert with some words left blank. Students were 

asked to fill in those blanks by entering the words they learned on that day. Once they 

checked the answers, the teacher then asked the students to record themselves as they 

read aloud the baking steps on the recipe. The recordings would be saved on an online 

teaching-learning platform called Seesaw7, and the teacher would check each recording 

and provide feedback on how students can improve their pronunciation. 

For the English teacher, using technology in classroom teaching is a way for him to 

attract students’ attention as well as motivate them to learn English. 

 

I was thinking that maybe the way we teach the course can trigger their interest. So 

now I try to integrate the iPad into the classroom to let them play. Through playing 

games, the method of playing games repetitively to let them…at least have the 

impression of this word or….I can’t promise that they can remember or spell all the 

words, but at least they know how to say the words when they see them…And when I 

have triggered their interest, and when [the English contents] is relevant to what 

they’ve learned in the Chinese classes, I think they will realize that they’ve learned it 

before, and that [the English they’ve learned] is helpful for their content learning. 

(ET-0318-interview 1-1) 

 

																																																								
7	 https://web.seesaw.me	 	
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The English teacher saw technology as a means to help students memorize vocabulary in 

a more interesting way and better connect English to content learning. Also, his 

confidence in using technology in teaching came from his observation that students did 

learn better and in a less rigid and stressful way, as he shared his discovery to the 

researcher: 

 

Well…actually I enjoy making use of technology now, like combining interactive 

games [with classroom learning], because to be honest I don’t really want my 

classroom to become something like I say something, and your repeat after me, and 

just keep repeating, yeah, or keep asking them to do rote memorization of 

vocabulary, right. And, to be honest, in the ESP classes…I…I don’t push them to 

remember vocabulary, but somehow students can remember how to say those words. 

(ET-0318-interview 1-3) 

 

Indeed, from the observation, it was noted that “most of the students completed the oral 

practice attentively,” and many of them would even “redo their recording several times to 

make sure the performance was good enough before they submitted their final work on to 

Seesaw” (researcher’s field notes-0320). 

Hands-on practice.  In the skill practice week, both content teacher and language 

teacher were in the practice room together. Students were grouped into six teams. The 

content teacher would monitor students’ progress in making the dessert, while the English 

teacher would walk around the classroom asking students what they were doing or what 

utensil they were using in English. From the recorded video of the hands-on practice 

sessions, it can be seen that when students could not answer the question, the English 

teacher would remind them the correct term for the ingredients or utensils, and had them 
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repeat the words or sentences one more time (recorded teaching video-0327). Here, one 

thing worth noting was students’ varied English levels. As mentioned earlier, students in 

this class were selected based on their exam performance. However, according to 

classroom observations and discussion with the course instructors, the students’ 

proficiency in English still varied greatly, from beginner to intermediate level. Therefore, 

the language teacher still had to make use of different strategies to cope with the situation. 

For instance, as noted on the field notes, when asking questions of a student who was at a 

lower English level, the English teacher would choose to ask lexical items (i.e. the 

English term of the ingredients or utensils). On the other hand, when facing a student 

whose English level appeared to be higher, the teacher would choose to elicit sentential 

responses, such as having the student to explain what he or she was doing in English 

(researcher’s field notes-0327). As can be seen in the next subsection, students’ mixed 

language levels also had a huge impact on how the final showcase should be presented. 

Despite the challenge, the teachers strove to deliver satisfactory results on the final 

showcasing event.  

Final showcase.  Another important phase in implementing this course is the final 

showcase. As mentioned earlier in the design phase, a project-based assessment was 

incorporated into the ESP course along with regular quizzes and mid-term exams. It was 

done through a final showcase at the end of the term for students to demonstrate their 

learning results based on a chosen theme. The theme for this term’s Cookery final 

showcase was “Éclair”, a French dessert similar to cream puffs. After students finished 

learning all the recipes of this semester, they spent the rest of the course time preparing 

for this event. They used their creativity and inspiration from daily lives to come up with 

a special flavor and design for their team’s special Éclair. Once they had discussed with 

the content teacher about the ingredients, they had to go through a series of trial and error 
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until they found the perfect balance of the flavor and texture.  

 

This is a student-led final showcase, and teachers are facilitators. For example, the 

content teacher teaches them how to do it [Éclair], and they practice by themselves. 

And after they’ve practiced a couple of times, he lets them design and develop [their 

own Éclair], and then maybe take a time or two to make adjustment to the 

ingredients. If they got stuck, then the content teacher will assist them in changing 

the formula or something, but normally just some minor adjustment because he still 

respects students’ own idea and creation. And me, too, in terms of the English part. 

(ET-0706-interview 2-1) 

 

The teachers considered themselves as facilitators in the preparation of final showcase. 

The content teacher provided only necessary guidance to allow students to maximize their 

potential. In the meantime, the English teacher assisted the students in several English 

related tasks. First, he taught students how to produce an introductory video of Éclair’s 

making process using an iPad. The videos would be shown on iPads that were placed on 

each group’s demonstration table on the final showcasing day. Second, he helped students 

draft and rehearse the script for illustrating the idea of the flavor and design. Third, he 

would pretend to be one of the attending parents and each group practiced teaching him 

how to decorate their Éclair step by step in English. 

The success of the event, according to the English teacher, was of utmost 

importance, as school administrators and parents would be invited as guests to witness the 

learning outcome of the students: 

 

We are asking ourselves whether we want to present a perfect showcase, or a 
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challenging showcase, because…to put it this way, since there are going to be 

department heads and other teachers, even people from the higher management 

team present, and even parents, but the most important ones would be the parents, of 

course. If students, if we provide some random challenges to students, what if they 

performed badly? What would these guests think about this? (ET-0706-interview 2-

1) 

 

The English teacher was concerned about the feedback on students’ performance from the 

parents and guests when he was planning the final showcase. In particular, he was 

worried what would happen to the course if the final showcase did not meet the 

expectations of the people present. To prevent things from going wrong, he thought it was 

still a better idea to present the whole event in a planned way.  

Moreover, on the final showcasing day, students were the stars. They took the lead in 

introducing the process of making Éclair in English, demonstrating the baking knowledge 

and the English they had acquired throughout the semester to present an Éclair of their 

own creation. However, instead of going through all the process together, it was found 

that the students of each group had been assigned different tasks for the event, and they 

did not speak the same amount of English. The English teacher explained that it was the 

teachers’ decision to make such arrangement: 

 

Each group has students of different English abilities. Actually we made this 

decision when we were grouping them so that each group would have students with 

better English abilities working with students whose English are at a lower level. 

This way, each group would be more balanced. (ET-0706-interview 2-1) 
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Based on what was observed by the researcher, in the first half of the event, 

administrators and parents were seated in a demonstration room. There, two students who 

took charge in introducing the process of making the Éclair puff pastry in English. Next, 

each group took turns going to the front holding a tray full of their Éclair, and only one of 

them would be explaining the design and flavor. Once all the groups had finished, the 

guests were directed to the practice room where the rest of the members from each group 

who did not get a chance to speak taught the guests how to pipe the cream into the pastry 

and decorate the Éclair using simple English. According to the English teacher, this 

arrangement was prearranged and purposeful. Because of students’ mixed and varied 

English levels, not everyone can handle speaking in front of a whole room of guests. To 

cope with this situation, assigning different tasks to students of different English levels 

would be a better way of evaluating their learning.  

In summary, in the implementation phase, both teachers made use of implicit and 

explicit ways to address the problem of students’ mixed English levels in the course. 

Common techniques they applied include combining students’ L1 with English learning; 

integrating e-learning technology into classroom; and conducting differentiated 

instruction and evaluation. 

 

Responding to difficulties and constraints.  In the Cookery course, the 

difficulties were mostly felt by the language teacher. Among the many difficulties and 

constraints, translating Chinese recipes into English learning materials was considered the 

challenging part as the process was extremely time-consuming. According to him, his 

lack of professional skill knowledge had a huge impact on the material planning process: 

 

I’m…this was not my major, like I have never learned how to bake, yeah. So when I 
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have to teach this course, I have to do a lot of research online…. And the resources 

online may be limited…so sometimes I have to go and buy some books to read…. 

Also, many of the translation online, and even in books, may be different…. like 

‘cook until caramelized’, you really have to learn it to be able to use these words. So 

when I am preparing for the classes, I will have to spend a lot of time finding these 

words and information. (ET-0318-interview 1-1) 

  

In response to the challenge, the English teacher had to work extra hours in the designing 

phase so as to catch up on the knowledge needed to teach the ESP course. When the terms 

really confused him, he would consult the content teacher to ensure the correctness of the 

English learning materials. On the other hand, during demonstration weeks, when the 

content teacher mentioned new details that were not on the English handouts, he would 

let the English teacher know immediately and provide necessary explanation to help keep 

the English teacher in the loop. 

 

During the Courses: Teachers’ Design and Implementation — “Hospitality for 

Culinary” 

Background information of the course.  “Hospitality for Culinary” is offered 

yearly in the spring semester to VHS students who are in their first year of high school. In 

the present study, the course consisted of 44 tenth-grade culinary students, and again they 

were all from the advanced class. As was the case for Cookery, the students for this 

course were selected according to their English levels when they first entered the school. 

The class met every Friday for a three-hour session, and the course lasted for one 

semester. However, unlike students in Cookery, students in Hospitality for Culinary had 

only finished one ESP course in the fall semester, and this was their second one. 
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The Design Phase.  In the design phase, what the two teachers of this course had to 

do include the following four aspects: (1) determining the students’ learning needs, (2) 

selecting the contents to be covered, (3) designing the English learning materials, and (4) 

discussing the way of presenting students’ final showcase event. During their discussion, 

they also took into consideration the administrators’ expectations and feedback on last 

year’s final showcase. 

Determining Learning Needs.  The needs perceived by the content teacher and 

English teacher for the course was straightforward. For the content teacher, what students 

need to learn from this course was the language required for them to perform well on 

their future job. Specifically, as the course was about hospitality, she hoped that they can 

learn useful sentences that they can say when serving customers. 

 

If you take a look at people who work as waiters or receptionists, like at a hotel 

reception or whatever, I think they definitely need English. But students may have 

heard or learned those English, but they are afraid of using it. So this course is to let 

them use English with confidence, that’s it. For example, if they run into a foreign 

customer and they are going to ask this customer how he or she would like the steak 

cooked, at least they need to be able to say it. (CTB-0313-interview 1) 

 

As it was inevitable that students would encounter foreign customers in their future job, the 

ability to speak English on the job was deemed important by the content teacher. For the 

English teacher, since it was a project-based ESP course, the learning needs of students was 

determined based on the English they would need for the major event of the semester – the 

final banquet. That entailed the language needed for greeting and entertaining the guests, 
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introducing items on the menu, taking orders, serving the food, responding to customers’ 

requests and so on. Of course, he acknowledged that the language needed for the banquet 

was also going to be helpful for students when they embark on a career in the hospitality 

industry, as he explained in the interview: 

 

The course [Hospitality for Culinary] means serving customers. Like what you’ve seen 

during the class observation, I will teach students the basic language they will need 

when serving customers, like showing the customers to their table, making reservations, 

taking orders, to seeing customers off, or checking in with them during their meal. 

Right, and actually, this course would be more like a preparation that leads to the final 

showcase. That is, the content that I teach from the beginning to the end will be… I 

hope the content is what they can apply to the final banquet. It may not be closely 

related to their test subject, yeah. The English for Hospitality for Culinary is more 

final showcase-oriented. Of course the language is what they need for their future job. 

(ET-0318-interview 1-3) 

 

As the final banquet was an event that simulates real service procedures, what the English 

teacher planned to teach was useful for the final showcase as well as for real work situations. 

Deciding on Learning Contents.  Different from the Cookery course, which was a 

skill test course, Hospitality for Culinary was a professional course, meaning it was a 

subject that is going to be tested in the Technological and Vocational Education (TVE) 

joint college entrance examination. What that means was that the content teacher had a 

textbook which needed to be covered. Now that the course was transformed into an ESP 

course, the balance had to be struck between content teaching and English learning. So, 

after constant discussion, what the content teacher and the English teacher decided was to 
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convert only certain chapters from the textbook for ESP learning, as she explained in the 

interview: 

 

We chose the chapters that are suitable for ESP. After all, hospitality is a test subject. 

It’s too difficult to turn all the contents in the textbook into ESP. So, the chapters we 

chose are related to restaurant service procedures. These are in fact what they 

(students) would encounter when they go to work. So basically we selected the 

chapters in which the contents are going to be tested and at the same time are what is 

to be expected in the workplace, and transformed them into ESP learning contents. 

(CTB-0313-interview 1) 

 

For the two teachers, ESP was not a translation class, so it did not make sense to teach 

everything in English again. Instead, they believed the course should “embody the spirit 

and purpose of ESP,” and they tried to figure out “what exactly are students expected to 

learn from the course of hospitality,” (CTB-0622-interview 2) and it was based on these 

considerations that they decided on the final content. Therefore, the content for this 

course mainly covered the conversations during restaurant service procedures, along with 

specialized terms for hospitality. 

Designing the English learning materials.  While the content teacher had a 

textbook to follow for content teaching, the language teacher had to self-create most of 

the English learning materials. Moreover, unlike Cookery classes, in which there were 

Chinese recipes for the English teacher to take as reference, the textbook for this course 

was about content knowledge and procedures, whereas what the language teacher needed 

were mostly about sentences for conversations at a banquet. Under such circumstances, 

the English teacher made use of his past experience of running a restaurant, textbooks for 
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hospitality English and conversations, hospitality English materials available on the 

market in designing the learning materials. The vocabulary and conversation phrases and 

sentences were made into handouts and online games to help students learn. One of the 

English learning handouts obtained from classroom observation is provided in Appendix 

H. 

Discussing the Way of Presentation for Final Showcase.  The project-based 

assessment was considered to be the most important part of the ESP course. At the final 

banquet, the school principal, administrators and parents would be invited to participate 

in the event. Students take charge of hosting the event all on their own, presenting the 

whole restaurant service procedures in English. It is therefore really important for the 

teachers to come up with a plan in advance. However, due to the students’ varied English 

levels and the unpredictability nature of the event, all that the teachers could do at the 

design phase was to review the report as well as students’ and administrators’ feedback on 

last year’s final showcase, and discuss how they could do better this year. Everything else 

had to be constantly discussed as the course proceeded. 

 

The Implementation Phase.  According to teacher interviews and classroom 

observations, it was found that the cooperation between the two teachers were very 

dynamic. Thus, the implementation phase can be further divided into three stages, with 

every stage leading up to the final banquet. In each stage, the cooperation between 

teachers, the teaching contents, and forms of presenting the classes differed. The details 

of each stage are delineated in the following paragraphs. 

The First Stage: Learning of Non-ESP Related Content with Additional 

Conversation.  As mentioned earlier, the Hospitality for Culinary course is a 

professional course, and it is a test subject of a high-stake exam for VHS students. On the 
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other hand, the school has made it into an ESP course, as they believed it will help the 

students to learn English better and at the same time promote the school. So, it became 

crucial for the content teacher to cover all the contents while allocating time for the 

implementation of ESP teaching. After the discussion with the English teacher, they 

decided to first allow more time for the content teacher to cover the Chinese contents. 

Therefore, in the first stage, during the weekly three-hour ESP classes, two hours were 

allocated for Chinese content learning, and one hour for the English teacher to teach ESP 

related conversations. At this time, the content teacher would cover the textbook chapters 

that were not directly related to the ESP content that the teachers decided to teach. 

 

After all there are a lot of professional contents to cover, so what we do is that in the 

first part of the semester, I teach the first two periods, covering the textbook content. 

And then in the third period, the English teacher will teach conversation. When most 

of the textbook contents have been taken care of, we would then start to teach 

together. (CTB-0313-interview 1) 

 

For the content teacher, it was crucial to make sure that the content that are going to be 

tested were taken care of prior to teaching ESP-related content. 

The Second Stage: Learning of ESP-Related Content and Conversations.  In the 

middle of the semester, equal time was given to both ESP related content learning and 

English learning. Normally, the content teacher would teach first, covering the chapters 

related to restaurant service procedures. What was different from the Cookery course is 

that when the content teacher of this course was teaching, the English teacher would not 

be in the classroom. Instead, he would be at the office preparing for the teaching 

materials. After the content teacher finished her part, she would let the English teacher 
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know, and he would then show up and continue the classes by teaching vocabulary and 

sentences that students would need at a banquet. For the content teacher, she seemed quite 

happy and satisfied with this way of collaboration when she expressed positively 

regarding team-teaching with the English teacher: 

 

I think it’s quite good. I mean combining English and the professional subject. I think 

English is a professional field, and so professional content teachers…their English 

may not be that good, and those who specialize in teaching English, just like I said 

earlier…I was learning applied English and felt I didn’t have a specific thing 

(professional subject). But I can’t be good at both, so I feel that having two teachers 

co-teach the course is good. (CTB -0313-interview 1) 

 

The content teacher used to be a vocational high school student in the Applied English 

Program, but she later changed to pursue studies in Hospitality because she wanted to be 

able to make use of her English ability in a specific field. Although she possessed certain 

English skills, she thought it was not enough for her to teach the content in English. 

Therefore, having an English teacher to teach the ESP course with her seems to be a 

better way.  

In addition, she regarded the learning of Chinese content as a form of scaffolding, 

preparing students for the learning of the English content, as she explained in the 

interview: 

 

…because if students are not good at English, and they don’t know about the 

professional knowledge, either…after all they are vocational high school students, 

they know nothing about the content. And if you throw a lot of English into this 
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course, they wouldn’t understand, nor would they dare to ask or do anything, and 

then everything would not be right. So I think this way is actually not bad. After 

they’ve learned the Chinese content, and then we teach them the English 

conversation, and then we teach together for the final banquet. (CTB-0313-

interview 1) 

 

According to her, vocational high school students are not good at English, and although 

students in the advanced class generally are better at English, it would still be difficult for 

them to learn content in English as they have no prior knowledge. Therefore, it is better 

for them to first learn the content in their first language, and when they have understood 

the content, they will feel more comfortable and mentally ready for the English content. 

The English teacher also expressed a similar view: 

 

Because for vocational high school students, it is still easier for them to understand 

[the content] in Chinese. So when they have the Chinese content knowledge, then I 

use English to explain, it is easier for them to make connections or understand, 

right, so in other words, they don’t have to worry about English comprehension. 

Instead, they can focus more on applying English to real use. (ET-0318-interview 1-

3) 

 

For the English teacher, although he originally thought that ESP should be conducted 

solely in English, he believes that in this specific context, students’ first language is 

helping students learn better. 

In terms of the method of teaching the content and language, the content teacher 

made use of the slides provided by the textbook publisher to guide students over the key 
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points. The English teacher, on the other hand, made use of e-learning technology to 

make his classroom more interesting. For example, in one of the classroom observations, 

the teacher gave students a handout of ten sentences. After guiding them over each 

sentence and allowing some time for practice, he then used Kahoot to test students’ 

familiarity of the sentences. In the Kahoot game, the ten sentences were made into ten 

questions. In each question, a sentence was broken into four parts and at random order, 

and students had to reorganize them into a correct sentence. The faster a student put the 

sentence into correct order, the higher score he or she would get. The students who got 

the top three highest scores would receive a treat. According to what was noted by the 

researcher, the students were “very involved” and “engaged” in the game, the process was 

“full of laughter”, and “almost every one strove hard just to win the first place” 

(researcher’s field notes-0316). 

The Final Stage: Preparing for the Banquet.  After students finished their second 

midterm exam, the course moved on to the final stage, where the two teachers would both 

show up at the same time training students for the final showcase. At this point, the 

students would no longer be learning in the classroom. Instead, they would all be at the 

hospitality service room and the mini banquet room rehearsing the procedures for the 

event. They were separated into groups, with each group being assigned different roles at 

the banquet. Most of the time the two teachers would train each group together, with the 

content teacher focusing more on the serving skills and manners and the English teacher 

focusing more on the language part. Meanwhile, other groups would also be practicing on 

their own. Some would be practicing their skills, others would be revising their English 

scripts, still others would be making videos using iPads.  

According to teachers, the groups were prearranged earlier in the second stage. They 

asked students to choose the role they wanted, and then the teachers would discuss and 
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make the final decision. The arrangement was made based on students’ English levels and 

personalities. To the content teacher, separating students into groups is beneficial both for 

teaching and learning: 

 

Every student has different English levels, so group teaching would be more 

effective. For example, for students whose English level is higher, we can teach them 

more. For students whose English ability falls in the middle, they can learn, but they 

can’t perform as well. And then there are students who know only basic vocabulary. 

If the two of us have to teach these three groups of students together, it is going to be 

challenging. (CTB-0313-interview 1) 

 

Based on the content teacher’s observation, although the average English level of students 

of this class was better than other classes, their proficiency still varied greatly from 

beginner to intermediate level. To teach the mixed-level classes, the English teacher 

contended that by assigning different roles to them, these students would not feel 

intimidated by the same amount of English they needed to learn or speak. Rather, he 

believed that “through giving them different roles, every student makes improvements by 

learning at their own pace”	(ET-0706-interview 2-1), and thus they would not feel the 

pressure of having to compare their English abilities with other peers. On the other hand, 

it was easier for teachers as well, as the content teacher contended that they could provide 

more challenges to students who possess higher English levels by giving them a more 

challenging role; for students who are less capable of speaking English, the teachers can 

provide useful but easier sentences for them to remember, and these sentences will be all 

that they need to use when they serve the guests at the banquet.  

According to the content teacher, for students with higher English proficiency, they 
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would be assigned the roles of hosting the banquet event, introducing the dishes on the 

menu or describing the process of decapsulation. For students with intermediate English 

levels, they would be the captains. Captains are in charge of explaining what food the 

restaurant is serving and taking orders from the guests. For students who only possess 

basic English skills, they were assigned the roles of waiters or waitresses. 

Assessing Students’ Learning: The Final Showcase.  Beside the regular midterm 

and final exams, the most important assessment of the ESP course was students’ 

performance on the final showcase. The teachers considered this project-based 

assessment as an authentic way of evaluating students’ overall learning and improvement 

in both content and language. In terms of the content, the content teacher reckoned that: 

 

 In terms of ESP, the students’ performance on the final showcasing day directly reflects 

their learning. Whether it’s their way of speaking or treating the guests, or their 

familiarity with the restaurant procedures, or their skills, these are part of the 

assessment. You can see what they are like in a real hospitality situation…because 

some students may perform well during practice, but when parents come, they can’t 

even smile. They panic. The real reaction on the banquet day is the most authentic. 

(CTB-0313-interview 1) 

 

To her, even thought regular midterm exams and weekly quizzes were a necessary part of 

the assessment, the final showcase was still the most important, for no matter how well 

student perform on the paper-based tests, their performance on a task that simulates real 

workplace situations was what really shows their readiness on the job.  

In terms of the language, the English teacher revealed: 
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because every student has their own assigned tasks, and they have to speak those 

English, like waiters have to speak English related to serving customers, captains have 

to introduce the menu and take orders. So I will assess them based on their English 

fluency and their customer service attitude. (ET-0706-interview 2-1) 

 

Indeed, based on the observation on the final showcasing day, students were in charge of 

everything from start to finish, while the two teachers were monitoring on the side, 

providing assistance only when necessary. So students’ performance on that day reflected 

their learning outcome. Their performance also served as the tangible outcome that 

demonstrated the effectiveness of the course.  

 In addition, according to the teachers, the final showcase could actually help trigger 

students’ English learning motivation. When some students with lower English abilities 

saw that a student with a good English proficiency could take on the roles of a restaurant 

manager, an assistant manager, or a sommelier, using fluent English in front of school 

officials and parents, they would develop admiration and motivation. In the next semester, 

some would take the initiative to take up these challenging roles, and they would really 

work hard to learn English for this, as the English teacher mentioned in the interview: 

 

When they take on different roles, they can see how well they perform on that 

particular job, and think about what kind of job they would want to do when they 

have a choice. Seeing other classmates’ performance, they would think something 

like ‘I want to try and be a host because that seems to be awesome’. Yeah, some 

students would write reflections like this on their student assessment book. (ET-

0706-interview 2-1) 
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English learning motivation at this point would be an internal driving force instead of an 

external one. Similarly, the English teacher also mentioned that when students with lower 

English levels were assigned to lower-level jobs such as serving tea or serving food, they 

would realize that if they do not work hard to learn English, they would be less valued in 

the workplace in the future. In other words, the opportunity of holding a banquet helps 

students understand the relationship between English learning and career development. 

In summary, in the implementation phase, the two teachers made use of both implicit 

and explicit ways to address the problem of students’ mixed English levels in the course. 

Common methods include combining students’ L1 with English learning; integrating e-

learning technology into classroom; conducting differentiated instruction and evaluation; 

and using final showcase to simulate workplace experience so as to inspire their inner 

drive to learn English. 

 

Responding to Difficulties and Constraints.  Overall, two major difficulties and 

constraints were experienced by the two teachers. The first challenge concerns the ESP 

materials, and the second one concerns teachers’ teaching and preparation time. 

ESP Materials.  The first difficulty the two teachers experienced is the lack of 

suitable ESP material for their hospitality course. However, for them, the lack of suitable 

ESP materials is a mixed blessing. One the one hand, preparing for the classes without the 

help of suitable materials can be troublesome, as they would have to make everything out 

of thin air. On the other hand, due to the lack of available materials, they can be very 

creative and flexible regarding how to teach and what to teach the ESP course. Therefore, 

instead of letting this problem stop them, they turned the situation to their advantage by 

selecting what they deemed the most important content to teach to the students, and the 

English teacher would then design English learning materials based on the chosen 
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contents. Without the restrictions of the textbook, they were even able to come up with 

their unique way of team-teaching the course which they both felt comfortable of. 

Moreover, according to the content teacher, when reference was needed, there were still 

available materials about hospitality English on the market for the English teacher to 

consult, and they also had discussions fairly frequently so that whenever a problem came 

up, they dealt with it right away. 

Teaching and Preparation Time.  The second challenge they faced is not having 

enough time for teaching and preparing for the final showcase. The content teacher gave a 

helpless gesture when she revealed the constraints of her teaching time in the final 

interview:  

 

Originally when this was not an ESP course but a normal hospitality course, I had 

three classes a week to teach the professional subject. When the English language 

teaching part was included, supposedly the teaching time should be extended, but it’s 

the other way around. There was less teaching time for me, and everything became 

more strenuous because I had to spend a lot of extra time when I was not teaching to 

teach and train the students. (CTB-0622-interview 2) 

 

Because of the reduced content teaching time during regular class sessions, the content 

teacher found herself constantly catching up with the syllabus or borrowing students’ free 

time, such as their lunch time or break time, in order to cover all the contents in the 

textbook as well as finish all the necessary training for the final showcase. The same 

challenge was expressed in the final interview with the English teacher: 

 

I think the most challenging part for this course is the allotment of time. Sometimes I 
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felt like I didn’t have enough time. I wanted to teach them (the students) more, but 

due to time constraints…I had to face trade-offs. I think it’s a pity that we didn’t have 

enough time. There were only three periods, and the two of us had to share that three 

periods, yeah, so sometimes I couldn’t teach them more even when I wanted to. (ET-

0706-interview 2-2) 

 

When there was not enough time for the English teacher, he had to decide what to leave 

out in his teaching. Moreover, just like the content teacher, he also had to sacrifice hours 

of extra time to help students write their scripts for the final showcase or train their 

English speaking skills, not to mention the extra time the two teachers spent on discussing 

how to present the final showcase. But to them, it was all worth it, as they believe ESP is 

the right way to help their students gain confidence in English and realize the importance 

and usefulness of learning it. 

 

After the Course: Students’ and Teachers’ Responses to the Courses 

In this final stage, reports on the statistical results of the students’ questionnaire 

items as well as their written feedback on the two courses are presented. Teachers’ 

responses after teaching the courses are also revealed. 

Students’ Responses to Cookery.  This section first reports on the statistical results 

of the students’ questionnaire items as well as their written feedback on the Cookery 

course. The percentages of 13 questionnaire items regarding their experience in the 

course are provided in Table 5 below.  
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Table 5 

Descriptive statistics of students’ responses toward “Cookery” 

N = 37 

5 

Strongly 

Agree 

4 

Agree 

3 

No 

idea 

2 

Disagree 

1 

Strongly 

Disagree 

M SD 

1. The location of the 

ESP course helped 

increase my interest in 

English learning. 

21.6%  

(8) 

40.5%  

(15) 

32.4%  

(12) 

5.4%  

(2) 

0%  

(0) 

3.78 .854 

2. The English 

teacher’s teaching 

methods helped 

increase my interest in 

English learning.  

16.2%  

(6)  

56.8%  

(21) 

21.6%  

(8) 

5.4%  

(2) 

0%  

(0) 

3.84 .764 

3. The mode of learning 

in Chinese first and 

then in English helped 

me understand the 

professional English 

content. 

37.8%  

(14) 

54.1%  

(20) 

2.7%  

(1) 

5.4%  

(2) 

0%  

(0) 

4.24 .760 

4. The mode of learning 

in Chinese first and 

then in English helped 

increase my interest in 

learning English.  

32.4%  

(12) 

37.8%  

(14) 

18.9%  

(7) 

10.8%  

(4) 

0%  

(0) 

3.92 .983 

5. The content of the 

learning materials 

presented in English 

helped enhance my 

interest in English 

learning.  

16.2%  

(6) 

45.9%  

(17) 

29.7%  

(11) 

8.1%  

(3) 

0%  

(0) 

3.70 .845 

6. The final showcase 

of the ESP course can 

29.7%  

(11) 

32.4%  

(12) 

35.1%  

(13) 

2.7%  

(1) 

0%  

(0) 

3.89 .875 
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effectively reflect my 

learning of the skill 

subject.  

7. The final showcase 

of the ESP course can 

effectively reflect my 

learning of English.  

27%  

(10) 

62.2%  

(23) 

8.1%  

(3) 

2.7%  

(1) 

0%  

(0) 

4.14 .673 

8. My English 

"speaking" ability 

regarding the 

professional content of 

this course has 

improved. 

27%  

(10) 

48.6%  

(18) 

18.9%  

(7) 

5.4%  

(2) 

0%  

(0) 

3.97 .833 

9. My English 

"vocabulary" regarding 

the professional content 

of this course has 

improved.  

27%  

(10) 

51.4%  

(19) 

16.2%  

(6) 

5.4%  

(2) 

0%  

(0) 

4.00 .816 

10. I am now more 

willing to use English 

to communicate. 

27%  

(10) 

54.1%  

(20) 

16.2%  

(6) 

2.7%  

(1) 

0%  

(0) 

4.05 .743 

11. Overall, I think the 

ESP course meets my 

subject learning needs. 

8.1% 

(3) 

48.6% 

(18) 

35.1% 

(13) 

8.1% 

(3) 

0%  

(0) 

3.57 .765 

12. Overall, I think the 

ESP course meets my 

English learning needs. 

21.6% 

(8) 

45.9% 

(17) 

24.3% 

(9) 

8.1% 

(3) 

0%  

(0) 

3.81 .877 

13. I think this ESP 

course meets my 

expectations. 

21.6%  

(8) 

59.5%  

(22) 

8.1%  

(3) 

10.8%  

(4) 

0%  

(0) 

3.92 .862 

 

Overall, in response to the above-mentioned course design and implementation, the 

majority of students responded favorably to the two ESP courses. The results below are 
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presented with regards to (1) the English learning interest, (2) the two languages as 

medium of instruction, (3) the final showcase, (4) the learning of speaking and 

specialized terms and (5) the learning needs and expectations.  

Responses regarding the English learning motivation.  In statement one, 62.1% of 

the students agreed that the location of the ESP course increased their English learning 

interest, while only 5.4% disagreed (M=3.78, SD=.854). In statement two, 73% of the 

students agreed that the English teacher’s teaching methods helped increase their English 

learning interest, while only 5.4% disagreed (M= 3.84, SD=.764). In statement three, 

62.1% of the students agreed that the English learning materials helped enhanced their 

interest in learning English, while only 8.1% disagreed (M=3.70, SD=.845). 

Responses regarding the use of both Chinese and English as medium of 

instruction.  In statement four, the vast majority of the students agreed that the mode of 

learning in Chinese (L1) first and then in English (L2) helped them better understand the 

ESP content (91.9%), with only 5.4% of them disagreeing with the statement (M=4.24, 

SD=.760). In statement five, 70.2% of the students agreed that this learning mode helped 

increase their interest in learning English, while 10.8% of them disagreed (M=3.92, 

SD=.983) 

Responses regarding the final showcase.  In statement six, 62.1% of the students 

agreed that the ESP final showcase effectively reflected their learning of the skill subject, 

with only 2.7% disagreeing with it (M=3.89, SD=.875), while in statement seven the vast 

majority of the students agreed that the final showcase effectively reflected their learning 

of English (89.2%), with only 2.7% showing disagreement (M=4.14, SD=.673).  

Responses regarding the learning of specialized terms and speaking.  In statement 

eight, 75.6% of the students agreed that their speaking ability has improved, while only 

5.4% disagreed (M=3.97, SD=.833). On the other hand, in statement nine, 78.4% of the 
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students agreed that their vocabulary has improved, while only 5.4% disagreed (M=4.00, 

SD=.816). Also, in statement ten, 81.1% of the students agreed that they are now more 

willing to use English to communicate, with only 2.7% showing disagreement (M=4.05, 

SD=.743). 

Responses regarding the learning needs and expectations.  In terms of the overall 

learning experience, 56.7% of the students agreed to the statement that the ESP course 

meets their subject learning needs, with 8.1% of them expressing disagreement (M=3.57, 

SD=.765); whereas 67.5% of the students agreed to the statement that the ESP course 

meets their English learning needs, with 8.1% of them disagreeing with it (M=3.81, 

SD=.877). Finally, in statement thirteen, 81.1% of the students agreed that the ESP course 

meets their expectations, while only 10.8% disagreed (M=3.92, SD=.862). 

In summary, the students showed an improvement in English learning motivation, 

and they regarded “the English teacher’s teaching methods” as the top one factor that 

contributed to the improvement. Also, most of them expressed an improvement in jargons 

and speaking ability. They also favored the use of both Chinese and English as medium of 

instruction. Finally, the vast majority of the students also considered that the ESP courses 

meets their expectations.  

Written feedback on the course.  The students’ written feedback mostly focused on 

how they felt about the course, what they have learned from the course, and suggestions 

to the course. In terms of how they felt about the course, one student wrote that the course 

“provided us more opportunities to speak English, whether the conversation is about daily 

lives or learning content.” Another student wrote, “the ESP course helped us learn English 

and skills simultaneously.” Other students also mentioned about the course being 

“interesting,” “very enriching,” and “focused on comprehensive and integrated learning.” 

One student specifically wrote that “the English teacher’s teaching is excellent.” In terms 
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of what they have learned from the course, three students mentioned that “the ESP course 

is awesome,” with one expressing that the course was “meaningful,” another saying that 

“I learned different vocabulary and skills in every ESP final showcase,” and the other 

stating that “every ESP is helpful for us” and that “during the four ESP courses, I have 

learned many more English terms for utensils, names for different equipment and 

ingredients.” Four other students also specifically mentioned they have learned many 

professional terms. 

On the other hand, five students offered suggestions to the teachers for the course. 

First, two of them mentioned that the course can provide more speaking opportunities. 

Three of them expressed their wish for a longer final showcase preparation time, as one 

of them pointed out that “this time the preparations were more hurried than last semester” 

and that “the final showcase would have been even more successful if more time had 

been given.” 

 

Students’ Responses to Hospitality for Culinary.  This section continues to report 

on the statistical results of the students’ questionnaire items as well as their written 

feedback on the Hospitality for Culinary course. The percentages of 13 questionnaire 

items regarding their experience in Hospitality for Culinary courses are provided in Table 

6 below.  

 

Table 6 

Descriptive statistics of students’ responses toward “Hospitality for Culinary” 

N = 40 

5  

Strongly 

Agree 

4 

Agree 

3 

No  

idea 

2 

Disagree 

1 

Strongly 

Disagree 

M SD 

1. The location of the 27.5%  17.5%  45%  5%  5%  3.58 1.107 
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ESP course helped 

increase my interest in 

English learning. 

(11) (7) (18) (2) (2) 

2. The English teacher’s 

teaching methods 

helped increase my 

interest in English 

learning.  

22.5%  

(9) 

40%  

(16) 

37.5%  

(15) 

0%  

(0) 

0%  

(0) 

3.85 .770 

3. The mode of learning 

in Chinese first and 

then in English helped 

me understand the 

professional English 

content. 

30%  

(12) 

35%  

(14) 

27.5%  

(11) 

7.5%  

(3) 

0%  

(0) 

3.88 .939 

4. The mode of learning 

in Chinese first and 

then in English helped 

increase my interest in 

learning English.  

20%  

(8) 

40%  

(16) 

32.5%  

(13) 

5%  

(2) 

2.5%  

(1) 

3.70 .939 

5. The content of the 

learning materials 

presented in English 

helped enhance my 

interest in English 

learning.  

17.5%  

(7) 

42.5%  

(17) 

27.5%  

(11) 

10%  

(4) 

2.5%  

(1) 

3.63 .979 

6. The final showcase 

of the ESP course can 

effectively reflect my 

learning of the 

professional subject.  

20%  

(8) 

37.5%  

(15) 

40%  

(16) 

2.5%  

(1) 

0%  

(0) 

3.75 .809 

7. The final showcase 

of the ESP course can 

effectively reflect my 

17.5%  

(7) 

62.5%  

(25) 

20%  

(8)  

0%  

(0) 

0%  

(0) 

3.98 .620 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

DOI:10.6814/NCCU202100063

	 73 

learning of English.  

8. My English 

"speaking" ability 

regarding the 

professional content of 

this course has 

improved. 

20%  

(8) 

57.5%  

(23) 

22.5%  

(9) 

0%  

(0) 

0%  

(0) 

3.98 .660 

9. My English 

"vocabulary" regarding 

the professional content 

of this course has 

improved.  

22.5%  

(9) 

55%  

(22) 

20%  

(8) 

0%  

(0) 

2.5%  

(1) 

3.95 .815 

10. I am now more 

willing to use English 

to communicate. 

20%  

(8) 

42.5%  

(17) 

32.5%  

(13) 

2.5%  

(1) 

2.5%  

(1) 

3.75 .899 

11. Overall, I think the 

ESP course meets my 

subject learning needs. 

22.5% 

(9) 

47.5% 

(19) 

30% 

(12) 

0%  

(0) 

0%  

(0) 

3.93 .730 

12. Overall, I think the 

ESP course meets my 

English learning needs. 

20% 

(8) 

52.5% 

(21) 

27.5% 

(11) 

0%  

(0) 

0%  

(0) 

3.93 .694 

13. I think this ESP 
course meets my 
expectations. 

25%  
(10) 

52.5%  
(21) 

22.5%  
(9) 

0%  
(0) 

0%  
(0) 

4.03 .698 

 

Overall, in response to the above-mentioned course design and implementation, the 

majority of students also responded positively to the two ESP courses. The results below 

are presented with regards to (1) the English learning interest, (2) the two languages as 

medium of instruction, (3) the final showcase, (4) the learning of speaking and 

specialized terms and (5) the learning needs and expectations.  

Responses regarding the English learning motivation.  In statement one, only 

45% of the students agreed that the location of the ESP course increased their English 
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learning interest, while 10% disagreed (M=3.58, SD=1.107). In statement two, 62.5% of 

the students agreed that the English teacher’s teaching methods helped increase their 

English learning interest, while no student expressed disagreement (M= 3.85, SD=.770). 

In statement three, 60% of the students agreed that the English learning materials helped 

enhanced their interest in learning English, while 12.5% disagreed (M=3.63, SD=.979). 

Responses regarding the use of both Chinese and English as medium of 

instruction.  In statement four, 65% of the students agreed that the mode of learning in 

Chinese (L1) first and then in English (L2) helped them better understand the ESP 

content, while 7.5% of them disagreed with the statement (M=3.88, SD=.939). In 

statement five, 60% of the students agreed that this learning mode helped increase their 

interest in learning English, while 7.5% of them disagreed (M=3.70, SD=.939) 

Responses regarding the final showcase.  In statement six, 57.5% of the students 

agreed that the ESP final showcase effectively reflected their learning of the skill subject, 

with only 2.5% disagreeing with it (M=3.75, SD=.809), while in statement seven the vast 

majority of the students agreed that the final showcase effectively reflected their learning 

of English (80%), with no one showing disagreement (M=3.98, SD=.620).  

Responses regarding the learning of specialized terms and speaking.  In statement 

eight, 77.5% of the students agreed that their speaking ability has improved, with no one 

expressing a contrary opinion (M=3.98, SD=.660). On the other hand, in statement nine, 

77.5% of the students agreed that their vocabulary has improved, while only 2.5% 

disagreed (M=3.95, SD=.815). Also, in statement ten, 62.5% of the students agreed that 

they are now more willing to use English to communicate, with 5% showing 

disagreement (M=3.75, SD=.899). 

Responses regarding the learning needs and expectations. In terms of the overall 

learning experience, 70% of the students agreed to the statement that the ESP course 
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meets their subject learning needs, while no one expressed disagreement (M=3.93, 

SD=.730). Similarly, 72.5% of the students agreed to the statement that the ESP course 

meets their English learning needs, with no one disagreeing with the statement (M=3.93, 

SD=.694). Finally, in statement thirteen, 77.5% of the students agreed that the ESP course 

meets their expectations, and no student disagreed with it (M=4.03, SD=.698). 

In summary, the students on average agreed that the English teacher’s teaching 

methods and the English learning materials helped elevate their English learning interest. 

They also reported an improvement in specialized terms and speaking ability. They also 

agreed that the final showcase reflected their English learning results. Finally, the vast 

majority of the students also considered that the ESP courses meets their subject and 

English learning needs and expectations.  

Written feedback on the course.  The students’ written feedback on the Hospitality 

course include how they felt about the course and about the English teacher’s teaching 

method, what they have learned from the course, and suggestions to the course. In terms 

of their perceptions of the course, one student wrote that “the ESP course is exclusive to 

the advanced class, so we should cherish the opportunity.” Some students mentioned that 

the course are “meaningful” and “perfect,” and that they have learned a lot from it and 

have become more interested in learning English.  

In terms of teaching, while one student mentioned that the overall teaching was 

excellent, two students commented specifically on the English teacher’s teaching 

methods. For example, one student wrote that “the integration of games into classroom 

can better engage students compared to lectures.” Another student mentioned that “ever 

since I took the English teacher’s classes, I have become more interested in ESP.” Still 

another student revealed that “I feel that using the iPad helps improve class efficiency.” 

As for what they have learned, four students pointed out the course and the final 
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showcase helped improve their speaking skills. For example, one student wrote, “ESP 

classes can help me sharpen speaking ability, and the final showcase showed my learning 

achievement!” Another student expressed that “I learned about professional serving skills 

and English speaking; this semester I took the cruise and said many English that I learned 

from ESP; thanks to ESP, I was able to comprehend some professional vocabulary.” A 

third student mentioned that “I learned that I can use other words to express what I want 

to say if I forget the specific term.” On the other hand, two students contended that the 

ESP course was helpful for their future employment as it offered them a chance to 

experience the banquet procedures in advance. One student also mentioned that “ESP 

content indeed enables me to understand some professional terms.” 

For suggestions, nine students offered their feedback on the course regarding time, 

content, and interaction. Five students expressed their desire for teachers to allocate more 

to English teaching in this ESP course so that they can learn more. One student had hoped 

for another ESP English teacher. Two students had hoped to have more interactions 

during the content teacher’s teaching time. Finally, one student mentioned the need for 

more discussion time for final showcase. 

 

Teachers’ Responses to the Two Courses. This section reports on the three 

teachers’ perspectives regarding the design and implementation of the two ESP courses. 

Generally speaking, the teachers were quite satisfied with the results of the courses, but 

they also expressed their suggestions and hopes for future improvement on the courses.  

Responses to Cookery. When asked about his perspectives toward the Cookery 

course, the English teacher revealed that since this was just the second time he taught the 

course, while he felt that “the students’ performance final showcase have improved 

compared to last semester”, there were “still many aspects that require some adjustment”	
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(ET-0706-interview 2-1), such as how to better evaluate students’ English learning during 

the practice weeks.  

In addition, he expressed the positive influence of the teachers’ cooperation on 

students’ English learning. 

 

I feel that the content teacher of this course, of course other content teachers as well, 

like, they would test students’ English. I think this is definitely a good thing, right. 

They would even ask me how something is called in English, and even ask students 

to answer those questions. I mean when students see that the teachers are taking this 

seriously, and they would never feel that we are on the opposite side. Like, I mean, 

the interaction and relationship between teachers is important, and so far we are all 

having a good time working together. I feel I am very lucky to be able to get along 

well with the content teachers. So yeah, we make a good team. (ET-0706-interview 

2-1) 

The English teacher experience the consonance in the team-teaching model, and he 

believed this would affect students’ recognition of ESP learning. In other words, when the 

teachers cooperate happily, the students can sense it and in turn will not repulse English 

learning.  

Moreover, the English teacher mentioned that his ability to speak Chinese is 

beneficial to students as this comfort their English learning anxiety. 

 

During our interaction, I want to let them know that I’m here to help you, and as 

long as you are willing to try, I sill support them, right. So if I can speak Chinese, 

this actually is helpful for them. They will feel more at ease when dealing with 

language learning. (ET-0706-interview 2-1) 
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To the English teacher, the way the ESP courses were implemented was in contrast to the 

ESL classes the school used to offer to vocational high school students. The ESL classes 

the school offered to vocational students was taught solely in English. However, 

vocational students on average did not have the competency to comprehend what the 

English teachers taught. The situation coupled with students’ repulsive feeling towards 

English learning had created tension between teachers and students. In contrast, the 

English teacher’s ability to understand and speak Mandarin in the ESP classroom helped 

alleviate students’ pressure toward English learning. Therefore, students were in a more 

receptive attitude toward language learning than they were in the ESL classroom. 

As for the content teacher, he too was happy about the overall result of the course. 

Part of the reason lay in the fact that the course “can push them to speak English” (CTA-

0622-interview 2). He thought the students should make the most out of this course, as 

“they only have this one more course to sharpen their English” (CTA-0622-interview 2). 

However, he still considered that the students’ performance left a lot to be desired: 

 

[Many students] still didn’t speak English with courage. They were still afraid I 

think. They were afraid and nervous, and this led to their lack of fluency in English 

delivery on the stage. But it’s not that hard, just couple of professional words, right? 

And they don’t have to make it complicated. Chinese is far more difficult. So I still 

hope that in terms of the English part, the students can practice more, and speak 

with confidence. This would better match what I had initially envisioned the course 

would be. (CTA-0622-interview 2) 

 

The content teacher did not expect the students to speak perfect English, as he explained 
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during the first interview that the ability to speak English is more important than 

constructing error-free sentences. Therefore, to him, the students’ performance on the 

final showcase was not good enough, and he still hoped that the students could learn to 

conquer their fear so that they could present their creation on the stage with confidence.  

Responses to Hospitality for Culinary. When asked about his perspective toward the 

ESP course, the English teacher contended that he was happy with the students’ 

performance this year, and “the final showcase of this semester have been the most 

successful compared to previous ones”, but he found that the students’ “on the spot 

reactions” to situations still need further training, which was one of the aspects he hoped 

to work on in future classes (ET-0706-interview 2-2).  

In addition, similar to students’ responses, the English teacher also admitted that the 

time was a major constraint. 

 

Sometimes I felt the time was not enough, and the content teacher might have felt the 

same, so we were both in a hurry, yeah, but this is within the existing curriculum, 

and that’s all [the time] we can get. (ET-0706-interview 2-2) 

 

As the ESP courses were embedded in the students’ internship program, there was only so 

much time for the two teachers to distribute. Although he felt the time was not enough, 

the teachers and students still managed to get everything done as close to their 

expectations as possible, and he hoped that they can make improvement every year, as he 

stated in last the interview: 

 

I am satisfied, but as I mentioned, there are still many problems, and I hope they can 

be taken care of gradually, and we can do better every year. This not only brings 
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students a better way to learn and demonstrates better learning results, but it also 

helps the school promote a better featured curriculum. (ET-0706-interview 2-2) 

 

As can be clearly seen, the English teacher took both the students’ learning and the 

school’s needs to promote the vocational program into consideration when considering 

the outcome of and ways to improve the course as these were the two major needs that 

contributed to the development of the ESP program in the first place. Despite the 

problems, overall he was convinced through his observation that most of the students had 

made improvement in their English learning through the course. 

As for the content teacher of this course, she was very pleased and satisfied with the 

ESP course of this semester. She said the final showcase was better than her expectations, 

and students have made much improvement regarding their confidence in speaking in 

English: 

 

I feel that have more confidence towards speaking English, and overall I can feel that 

they are different now. Before the final showcase, they showed a lack of confidence, 

and were uneasy, being very shy when speaking English. Now that they have this 

experience, they feel more confident about it now. (CTB-0622-interview 2) 

 

She explained that the students did not understand how the final showcase work prior to 

the experience, coupled with the fact that they needed to speak in English, and thus they 

panicked and were very stressful. But she saw them working extremely hard before the 

final banquet, and after they completed this project together, they have changed a lot. This 

change, according to her, included the students’ interaction with the teachers as well as 

their perception of the ESP course.  
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Besides the positive influence on students’ English speaking and confidence, she also 

believed the course affected their interest in learning English because the course was 

practical. 

 

The content of the ESP course is about the real banquet event, about English speaking, 

and plus the service process. I think for them, this is what hospitality is in real life, 

and this is helpful to them. Although what we teach are the basics of hospitality, I 

think it has a great impact on their confidence and interest. (CTB-0622-interview 2) 

 

The content teacher explained that these students know their English was not good, so 

when they were able to complete the final banquet in English, the realization of it boosted 

their interest in English learning. 

 On the other hand, the content teacher expressed her regret about not being able to 

create a printed material for the course. She said that so far they only had handouts, and 

they were not the same as a specific ESP textbook. The two teachers had discussed about 

this matter, but since it would have to take a lot of effort and time to compile, they just 

did not have that much time to embark on this. 

 In summary, the three teachers responded positively to the two ESP courses. They 

were happy about students’ improvement in English learning, the cooperation between 

teachers, and the interaction with students, while they also pointed out the aspects that 

required further adjustment, such as the need for more time, a better way to evaluate 

students’ learning, and the development of ESP teaching and learning materials.  
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CHAPTER FIVE 

Discussion 

  The overall objectives of the study are to investigate the process involved in 

designing and implementing ESP courses in the secondary school setting where 

vocational high school students have mixed English levels, and to identify challenges and 

constraints experienced by administrators, teachers and students. As mentioned in the 

previous chapter, for a clearer presentation, instead of following the framework, data 

were presented following the linear progression of the two courses, beginning with 

administrators plan before the courses and ending with students' and teachers' 

perspectives after the courses. In this chapter, answers to the two research questions will 

first be provided. After the answers are presented, issues that are identified as a result of 

the research question will be further discussed.  

 

Research Question 1: How are the two ESP courses designed and implemented to 

teach vocational high school students with mixed English levels? 

To answer the first research question, explanations should first be provided 

regarding the “how” of the questions. According to Basturkmen (2010), the process of 

teaching should focus on “understanding how courses and/or materials were 

developed rather than delineating what course designs or materials were developed 

(p. 71). That is, her main concern is on the “how” during course design and 

preparation. On the other hand, Stewart (2018b) has called for an attention to how 

ESP can be taught in implementing ESP courses. His emphasis, compared to 

Basturkmen’s, was on the “how” in the implementation stage. The “how” in this 

question, therefore, entails both (1) the decision-making process with different 

steps taken to ensure the smooth implementation of the ESP courses before the two 
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courses began, and (2) the approaches that are made used of in teaching the 

courses. The answer to this research question is presented below. 

 

Administrative Aspect 

The findings indicate that the planning stage prior to the design and implementation 

phases is pivotal to the smooth sailing of the ESP courses. In this study, during the 

planning process of the two ESP courses in question, administrators played a crucial role 

in making the ESP curriculum possible in this specific teaching and learning context. 

Without administrators’ planning in advance, the two investigated courses would not 

have been launched successfully. Decisions were made by the administrators by 

considering a wide range of factors, including lessons learned from past ESL course 

experience, current needs of the students, and future prospect of the school. Their 

preliminary work determined how the ESP courses would be carried out by teachers and 

who could participate in the courses in order to maximize the learning outcome.  

Team-teaching. To cater to the vocational high school students’ mixed English 

levels, the administrators in the planning stage orchestrated the ESP curriculum so that it 

was embedded within the subject curriculum. This way, each of the two courses could be 

team-taught by a content teacher and an English teacher to foster comprehension. This 

corresponds to Todd (2003)’s view that team-teaching is a teaching approach “specific to 

ESP” (p. 151). Since it is often the case that ESP English teachers are not subject 

specialists themselves, and they cannot become one simply through self-training, having a 

content teacher to co-teach the ESP courses can help alleviate the burden of the English 

teacher. This finding is also supported by Johns and Duley-Evans (1980). They believed 

that ESP is often best approached through collaboration between a subject specialist and 

an English teacher, and one way of such collaboration may be achieved in the form of 
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team-teaching. In addition to the benefit of reducing the English teacher’s pressure, the 

findings from students’ responses also show that team-teaching works well in elevating 

students’ motivation to learn English. This dual benefit is consistent with Teemant, 

Bernhardt and Rodriguez-Munoz’s (1996) study that working with a subject specialist 

helps take some of the pressure off the English teacher in terms of planning subject-

specific contents and materials, and with Kennedy and Bolitho’s (1991) view that 

students showed a rise in motivation in an environment where language and content are 

taught together.  

In this study, part of the motivating effect mentioned above might have to do with 

the use of students’ L1. Unlike other team-teaching contexts where both the content 

teacher and English teacher use English as medium of instruction (e.g. Yogman & 

Kaylani, 1996; Stewart, 2001), the investigated courses were taught using both Mandarin 

and English. The content teachers in the two investigated ESP courses mainly conducted 

their teaching in Mandarin with only occasional reference to English terms. On the other 

hand, the English teacher, who was an English-Mandarin bilingual, mainly used English, 

but would occasionally switched to Mandarin when he saw students were having 

difficulty understanding him. Given that past research has revealed that students in 

vocational programs in Taiwan on average are known to be lower achievers in English 

learning and many possess low confidence in their English abilities, the arrangement of 

combining students’ L1 with English learning would help students better comprehend the 

content and lower their anxiety toward learning English. This in turn would help create 

more positive English learning experiences and eventually improve their learning 

motivation. This finding is in line with many previous studies on L1’s role in the L2 

classroom. In fact, many previous studies have pointed out the positive impact of 
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students’ L1 on their learning of L2 (Atkinson,1993; Butzkamm, 2003; Kayaoğlu, 2012; 

Krashen, 1982; Nation, 2003).  

Student stratification. Apart from adopting team-teaching, the administrators also 

decided to stratify students of each grade/level into classes based on their English levels, 

with only one class having the ESP courses, to ensure that the participated students were 

relatively ready to embark on this new form of content and English learning experience. 

This finding corresponds to Dudley-Evans and St. John’s (1998) belief that “most ESP 

assume basic knowledge of the language system” (p.5), and to Yogman and Kaylani’s 

(1996) study on ESP program design for mixed level students, in which they found that a 

minimum proficiency level is required of students in order to participate and learn in an 

ESP classroom. 

 

Teaching Aspect 

As for the teaching aspect, the findings are discussed in terms of the integration of 

technology in classroom, the use of differentiated instruction and evaluation, the use of 

final showcase to create “modeling” effect, and the adoption of the CITT model. 

Integration of technology in teaching. According to Todd (2003), integrating 

technology in teaching is one of the approaches which ESP generally places a greater 

emphasis on. Likewise, the English teacher of the ESP courses was convinced that 

incorporating technology in his teaching would be an effective way in making his mixed 

English level classes motivating. Especially, from his experience, using online learning 

platforms could motivate students who were at lower English levels to compete in the 

game, making them want to learn the English content in order to win. The use of 

technology in classroom was also shown in Yogman and Kaylani’s (1996) study on a 

short-term overseas ESP program to be an effective way of increasing learner motivation.  
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Use of differentiated instruction and evaluation. The findings show that the 

teachers of the two ESP courses provided different challenges to students during teaching 

by asking them different questions, and during the final showcase by assigning them 

different tasks to evaluate their learning outcome. This suggests that in order to succeed 

in teaching an ESP course where students’ English levels vary, meeting students’ 

individual learning needs is crucial, and the teachers’ ability to provide suitable learning 

challenges to each student is key in helping them learn at their own pace. This is in 

accord with Barbara (1993), who believes that students perform best when the level of 

English learning challenge is slightly above their current competence level, which is 

similar to Vygotsky’s (1978) seminal notion of Zone of Proximal Development. 

In addition, the findings also show that grouping is important in creating positive 

learning experience. In the Cookery course, heterogeneous grouping method was used 

because each group had to take charge of preparing their own Éclair presentation from 

start to finish, and the process required students of different English proficiency to work 

together. Students of different English levels were grouped together, and each student 

was given different learning tasks that were slightly above their current language level. 

With a more capable peer in the group, members with lower English level were more 

willing to learn English or finish English related tasks, such as making an English video 

introducing their Éclair. This is similar to Yogman and Kaylani’s (1996) study of a short-

term ESP program, where low level students were motivated and willing to take some 

risks when they were paired with more proficient students in mini projects. The 

heterogeneous grouping method is beneficial in improving low-level students’ learning 

outcome by raising their learning motivation.  

In the Hospitality for Culinary course, on the other hand, students with similar 

English levels were grouped together. This is because each group would perform a 
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specific task that required different amount of English use on the final showcasing event, 

and students of the same group were given the same task, such as taking orders or serving 

dishes. Within the same group, students who were at similar English levels practiced their 

assigned English speaking task and subject skill tasks together without feeling pressured 

by students whose English level were higher. This arrangement helped lower their anxiety 

in learning English, making English more acceptable to low-level English learners. This 

is similar to Kao’s (2002) finding that students in a homogeneous group demonstrated 

better attitude toward learning activities.  

Had the two courses used a different grouping method, the results would not have 

been as effective. For instance, if the teachers of the Cookery course had students of 

similar English proficiency levels work together, the group that was comprised of 

students of elementary English level would feel extremely frustrated as none of them 

could step up to the plate and present their Éclair fluently in English in front of the 

parents. If Hospitality of Culinary made use of heterogeneous grouping method, there 

might be situations where students with higher English levels had only limited 

opportunities to speak English because they were given the role of waiters or waitresses, 

while students with lower English levels were forced to speak English in front of all the 

attending guests because they were assigned the role of hosts. Either of the two 

hypothetical arrangements would in turn create an undesirable learning experience. 

In sum, the teachers’ providing different challenges in teaching and final showcasing 

events, and their use of different grouping methods are all essential in instructing mixed-

level students. 

 

 Use of final showcase to create “modeling” effect. It is found that both the 

content teachers and English teacher unintentionally exploited final showcase events to 
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create “observational learning” and “modeling” among peers. They realized some lower-

level students’ attitudes toward English have changed before and after the final showcase. 

For example, one student, who previously did not like to speak English, took the initiative 

to express his desire to the English teacher, hoping to take on a more challenging role in 

the next final showcase. The teacher attributed this change to the positive influence of the 

more capable peers, whose confidence in speaking English in front of the teachers and 

parents they admired. What they observed correspond to the two notions put forth by 

Bandura in his Social Learning Theory (1977). In this theory, it stated that a person is 

capable of learning through observing, and during observation the ability of modeling can 

be triggered if a desired behavior is observed. It also stated that an individual’s behavior 

both influences and is influenced by the environment. In other words, modeling effect 

involves a person’s behavior, his or her personal qualities, and the surrounding 

environment.  

This explains why some of the students with lower English level would change from 

avoiding speaking English to wishing to speak English in a public event. In their case, the 

environment is the final showcasing event where teachers and parents are present. During 

the event, some students with lower English ability who saw other peers speaking fluently 

in front of parents, teachers and administrators aroused admiration within them. 

Accordingly, they would want to perform just as well as those more competent peers. 

They observed the performance of their peers during the event, this in turn triggered their 

inner desire to be like them, and eventually led to the motivation to learn English. 

The findings show that this motivation to learn English took two different forms. In 

one scenario, the student would decide to study hard to improve English so that he or she 

could take on a more challenging role and speak more English in next semester’s final 

showcase. In another scenario, they would want to learn more English so as to perform 
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better on the similar job in next semester’s event. Final showcasing events serve as a very 

important role in motivating students in mixed English level classes. The driving effect 

coming from the modeling effect may sometimes turn out to be more powerful than 

teachers’ direct instruction in classroom. 

Adoption of the Collaborative Interdisciplinary Team Teaching model 

(CITT). In terms of the approach to team-teaching, Sandholtz (2000) identified three 

types of collaboration: (1) co-teachers loosely sharing responsibilities; (2) co-teachers 

planning as a team, but instructing individually; and (3) co-teachers planning, teaching, 

and evaluating students’ learning experiences jointly. The collaboration between the 

content teachers and English teacher in the two ESP courses was a close and on-going 

one. It began during the design phase and continued throughout the whole semester, and 

their approach to team-teaching closely resembles the third type of collaboration. In 

addition, it was found that the subject and English teachers had equal say in deciding 

students’ final score of the courses. Their way of collaboration closely corresponds to the 

Collaborative Interdisciplinary Team Teaching model (CITT) (Stewart, Sagliano, & 

Sagliano, 2000). According to Stewart (2018b), the principal feature of CITT is that 

“language is taught and evaluated within mainstream credit courses alongside discipline 

content”, and “the course is evaluated with half of the points going to language learning 

and half to content learning” (p.32). 

Moreover, the content teachers and English teacher worked hand in hand in every 

step of the way with mutual respect, and they invested a huge amount of time both inside 

and outside of the classroom into the ESP courses, because their common goal was to 

help students learn. These results accord with Stewart’s studies (2018a; 2018b). Stewart 

stressed that collaboration is vital for the success of ESP programs and pointed out that 

successful collaboration between content teachers and language teachers usually displays 
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two features: (1) mutual respect and (2) commitment. This view echoes Yogman and 

Kaylani’s (1996) study as they pointed out that “time” and “territory” are barriers to 

interfaculty cooperation (p. 315). In terms of mutual respect, Teemant, Bernhardt and 

Rodriguez-Munoz (1996) suggested that one of the strategies in working with content-

area teachers is to clarify teaching roles. English teachers may do so by recognizing the 

limits of their own expertise as well as the content-area teacher as the content expert. This 

attitude was clearly expressed by the English teacher of the two ESP courses. In terms of 

commitment, although the teachers did express that the collaboration was time-

consuming, they were all convinced that such commitment was worth it. The findings 

displayed a good relationship between teachers, which further pointed out a third factor 

contributing to the successful implementation of CITT. In Gladman’s (2015) study, 

students’ and teachers’ perspective on the collaborative classroom revealed that “good 

relationship between teaching partners” is a prime factor in the success of CITT (p. 142). 

 

Research Question 2: What are the experienced challenges for administrators, 

teachers and students in developing and implementing the two courses? 

In the two investigated ESP courses, administrators, content teachers and English 

teacher, and participating students all faced different challenges. The encountered 

challenges among the different stakeholders are now presented and discussed below. 

Administrators’ perspective 

For administrators, the main challenge they faced was the limited suitable ESP 

teacher resources available either locally or internationally. The available English 

teachers in the school are mostly trained as general ESL teachers. Even if they want to 

recruit their ideal ESP language teachers, the funding needed to cover the higher salary 

demand may pose a problem. This echoes Tsao, Wei and Feng’s (2008) study, in which 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

DOI:10.6814/NCCU202100063

	 92 

they pointed out that it can be a very challenging task to find ESP teachers who are both a 

content specialist and language teacher. To cope with this difficulty, the administrators 

decided to be more pragmatic and recruited ESP teachers who posses relevant work 

experience. 

  

Subject and English Teachers’ perspective 

Difficulties encountered by both content teachers and the English teacher include (1) 

students’ low confidence and (2) teaching and preparation time, while the challenges 

experienced by the English teacher include (3) developing ESP materials and (4) the lack 

of content knowledge. 

Students’ low confidence. Both subject and English teachers indicated that 

vocational high school students generally demonstrate a low confidence in themselves, 

and this had made it more difficult for the teachers to encourage some students to speak 

more English either in class or during final showcase, which in turn created a negative 

impact on their English learning. This result is consistent with the findings revealed in 

Poedjiastutie’s (2017) study, in which she revealed that students’ low personal confidence 

and the high expectations of ESP course posed challenges. To cope with this difficulties, 

the teachers worked together in familiarizing students with the vocabulary, encouraging 

them to speak, and allowing more time for students to rehearse for the final showcase so 

that students could feel more emotionally ready for the speaking task. 

 

Teaching and preparation time. Another challenge faced by the teachers is the 

severely limited instruction time. As the ESP courses are embedded within the subject 

curriculum, the teaching time for the content teacher is seriously reduced, and the time 

given to the English teacher appeared to be not enough for him to cover more in his class. 
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The result is consistent with Ho’s (2011) finding that time limit is a major constraint for 

ESP teachers who hope to achieve more desired teaching and learning goals of the course. 

In response to this difficulty, the content teacher for the Cookery course had to leave out 

some of the less important recipes to allow more instruction time for more important 

ones. As for the content teacher for the Hospitality for Culinary course, she had no choice 

but to resort to traditional lecturing method so that she could teach faster. Sometimes she 

would also find herself borrowing time from other teachers just to finish teaching all the 

contents. As for the English teacher, he had to focus exclusively on the language needed 

for the final showcasing events, and sacrifice other important but less relevant learning. 

ESP materials. The ESP materials has always been a point of discussion when it 

comes to ESP curriculum. As mentioned by Stewart (2018a), ESP practitioners have to 

take on the roles of teacher, course designer, materials developer, and collaborator all at 

the same time. As the materials available on the market generally fail to meet the needs of 

specific ESP courses (Wu, 2011), it becomes the English teachers’ responsibility to create 

their own. To overcome this challenge, the English teacher of the two courses generally 

collect and assemble materials from three sources: (1) English materials provided by the 

content teachers, (2) subject-specific books and self-learning reference materials on the 

market, and (3) online teaching videos and websites. What’s even more challenging to the 

English teacher is creating materials for two distinct ESP courses, and he sometimes felt 

exhausted.  

 

The English teacher’s lack of content knowledge. Another challenge encountered 

by the English teacher has to do with his educational background. Although the English 

teacher had experience running a restaurant in Canada, which provided him with relevant 

experience in hospitality, he did not major in the subjects he was teaching. The content 
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knowledge required by the Cookery course was especially challenging to him, as he did 

not posses the professional content knowledge. This pose a problem as he constantly 

found himself researching for information in order to catch up. Similar difficulties 

commonly encountered by ESP practitioners were mentioned in many previous studies, 

such as Luo and Garner (2017), Saliu (2013), and Tsao, Wei and Feng (2008). For 

example, in the current study, the English teacher expressed his hope that ESP workshops 

or other forms of training can be offered so that he could improve his teaching skills and 

subject knowledge. This result echoes Lu and Garners’ (2017) study in China, where 

findings revealed that a lack of training was one of the general difficulties the ESP 

teachers faced. 

  

Students’ perspective  

Students constitute a major part of an ESP classroom, and therefore the importance 

of students’ perspective in the collaborative classroom cannot be overlooked (Gladman, 

2015; Tijano & Tijano, 2000) For the students of the two ESP courses, two difficulties 

they faced were (1) not enough final showcase preparation time and (2) not enough 

English teachers. 

 Final showcase preparation time. One great constraint commonly referred to by 

students of the two courses was the short preparation time for final showcase. 

Participating in an ESP course is a demanding job, and sometimes full commitment is 

required so that students can complete the final project as planned. Some students felt 

overwhelmed with getting everything done within a limited amount of time, as they had 

other coursework from other subjects and activities outside of school. However, many 

previous studies have investigated challenges and constraints encountered by teachers 
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(e.g. Stewart, 2001; Tsao, Wei and Feng, 2008) whereas student’s voice was not 

receiving enough attention.  

 Student-English teacher ratio. Another identified challenge for students was a lack 

of available English teacher in the school. As there was currently only one English 

teacher in school, he was always busy handling students’ questions and practices of the 

two courses. Compared to content teachers, each of whom only had to take care of one 

course, the English teacher was not able to allocate sufficient time for each student. This 

student-English teacher ratio was far from ideal, and rendered many students feeling 

anxious especially during the final showcase preparation when many students frequently 

had to consult the English teacher for important questions and arrangement. Therefore, 

some students expressed the hope that the school can recruit more English teachers for 

ESP courses. 
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CHAPTER SIX 

Conclusion 

This chapter concludes the present study by summarizing the purpose and results of 

the research, discussing possible pedagogical implications for future ESP curriculum 

design and implementation, pinpointing the limitations of the study. Suggestions for 

future research are also provided. 

 

Summary of the Study 

The purpose of the study was to understand how the two ESP courses were 

developed, designed and implemented to teach vocational high school students with 

mixed English levels. It also aimed to investigate challenges and difficulties encountered 

by the stakeholders of the courses. Adopting a case study approach, both qualitative and 

quantitative data were collected, including interviews with stakeholders, class 

observations, document inspections, and questionnaires.  

The findings showed that the development and implementation of the two courses 

was achieved through the positive cooperation and collaboration among administrators 

and teachers. While administrators primed the launch of the ESP courses, the teachers 

adopted a Collaborative Interdisciplinary Team Teaching model to ensure the smooth 

running of the courses. Decisions made by the administrators included stratifying students 

and adopting team-teaching, with emphasis on the English-Mandarin abilities of the 

English to ensure that he can be in close liaison with administrators and content teachers. 

Strategies adopted by the teachers, on the other hand, included the integration of 

technology in teaching; the use of differentiated instruction and evaluation; the use of 

final showcase to create modeling. These together contributed to the positive results of 

the ESP curriculum, as evidenced by students’ responses.  
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In terms of challenges faced by different stakeholders, the main challenge for 

administrators was the limited qualified ESP teacher resources. Challenged encountered 

by both subject and English teachers were students’ low confidence, and limited teaching 

and preparation time, while the challenges experienced solely by the English teacher 

include developing ESP materials and his lack of content knowledge. Finally, challenges 

experienced by the students were limited final showcase preparation time and shortage of 

ESP English teachers to seek advice from. 

 

Implications of the Study 

Adopting the CITT model in ESP curriculum. As the findings demonstrate, CITT 

model is crucial in the design and implementation of the EPS courses. Previous research 

has shown concerns regarding the issues of attitudes and commitment that lead to the 

failure of team-teaching between co-teachers (e.g. Yogman & Kaylani, 1996). To address 

this, the advocacy of adopting CITT model in ESP team-teaching could help alleviate the 

problem. As the model value mutual respect and reciprocal learning between co-teachers, 

this positive form of cooperation between teachers may also benefit students’ learning 

and motivation in the long run (Gladman, 2015). 

Expanding ESP teamwork to include different stakeholders. The findings of the 

present study have echoed the importance an effective ESP team stressed by Chamberlain 

(1980), Gladman (2015) and Stewart (2018). Effective ESP teamwork involves not only 

the teachers themselves, but should be expanded to include administrators and students as 

well, as they all participate in the design and implementation of the course, with their 

needs and goals interwoven. Without any one of them cooperating, the group dynamics 

can easily become strained. The dynamics of stakeholders, therefore, should be carefully 

examined and planned in order for a successful ESP program to be achieved. For schools 
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or individual teachers that are interested in developing ESP curriculum, this research can 

serve as a reference. Some of the key factors affecting the implementation, such as 

student’s mixed English levels and interaction among ESP teaching faculty, as well as 

how the administrators and teachers went about addressing different issues along the way, 

may help shed light on future ESP curriculum design and implementation. Moreover, 

students, who constitute the main body of an ESP course, should also be seen as part of 

the ESP team, as only with their cooperation and feedback can the course be designed and 

implemented to meet their needs. 

Adopting different strategies in teaching ESP. The present study identified three 

strategies used in ESP classrooms to help ESP practitioners teach mixed-level English 

classes, including integrating technology in teaching, using differentiated instruction and 

evaluation methods, and designing authentic tasks such as final showcase. Future ESP 

teachers may make use of these strategies to create better learning experience for 

vocational students in other contexts. 

Offering professional development opportunities for ESP practitioners. ESP 

teachers take on many roles. With these demanding roles, they feel the strong need to 

continue learning new things so that they can better teach the ESP courses. However, the 

workshops or professional development program for ESP teachers do not seems to serve 

them well in providing necessary training with regard to discourse analysis methods, 

teaching skills or other practical issues. It is therefore suggested that experienced ESP 

practitioners, teacher trainers or other relevant institutes can offer more professional 

development opportunities for in-service or future ESP teachers. Ministry of Education 

(MoE) in Taiwan can collect successful ESP programs and offer workshops using these 

cases as vehicles to equip ESP teachers with skills and information. 
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Limitations and Suggestions for Future Research 

The limitations of this study include three aspects. First, the sample of the study is 

restricted to two ESP courses in the same school located in central Taiwan, and the 

student participants in this study all majored in Culinary. Therefore, the results drawn 

from the study are context-specific, and cannot be said to represent all the vocational high 

school situations in Taiwan. Moreover, the study only examined one form of team-

teaching, while investigation of other possibilities may help generate more insight into 

ESP team-teaching. Therefore, future research on ESP curriculum are advised to recruit 

participants from other vocational high school settings and include students from other 

majors so that comparisons could be made among different teaching and learning 

contexts, and different combinations of team-teaching can also be further investigated and 

compared.  

Second, although student data was collected through both interviews and 

questionnaires, the findings from the interviews were rather limited to provide rich data 

regarding their learning needs and feedback on the course. Initially, it was expected that 

through interview students would be able to provide detailed explanation about their 

learning needs and thoughts regarding the two courses, but during the interviews the 

students were having difficulty expressing their feelings. Thus, students’ responses 

mainly came from the questionnaire items and open-ended questions. It is suggested that 

careful attention should be given to research design in order to elicit more data from high 

school student participants regarding their perceptions of ESP courses. 

Lastly, the study only investigated the administrators in the ESL department. As the 

two ESP courses was conducted through the cooperation between ESP department and 

the Internship department, the administrators from the Internship office should have been 

recruited to participated in the study to give a comprehensive view of the courses. Time 
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permitting, all the stakeholders’ perspectives should be included in future research. A 

more carefully planned pilot study could have provided a comprehensive research design. 

Also, future studies could focus on the dynamics between the team-teaching ESP 

teachers, between administrators and teachers, and between teachers and students. 
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APPENDIX A 

Interview Protocol for Administrator 

 
 

1. /  

2.  

3.  

4.  

 

5.  

6. 

 

7. 「 ESP

 

8. 。  

9.  

10.  

11.  

12.  

13.  

14.  

15.  

16. 

 

 

17. 

  

18.  

19. 
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20.  

21. 

 

22.  

23.  

24.  

25.  

 

26. 

 

 

27.  

28.  

 

29.  

30.  

31.  

32.  
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APPENDIX B 

Interview Protocol for Teachers at the Beginning of the Term 

 

 

1.   

2.  

3.  

4.  

 

5. 

  

6. 

 

7.  

8. 「 ESP

 

9. 。  

10.  

11.  

12.  

13.  

14.  

15.  

16.  

17. 

  

 

18. 
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19. 

 

20.  

21.  

22.  

 

23. 

 

 

24.  

25.  

 

26. 

 

27.  
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APPENDIX C 

Interview Protocol for Teachers at the End of the Term 

 

 

1. 「

 

2.  

3. 

 

 

4. 「  

5.  

6.  

7.  

8.   

9.  

10.  

 

11.  

 

12. 

 

13.  

14.  

15.  

 

16. 
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17.  

18.  

19.  
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APPENDIX D 

Questionnaire Before the Course 

 

 
    

□  □  

□  □  

□  □  □  

□1-2  □3-4  □ 5-6  □7-8  □ 9  

□  □  □  

 

 □  □   □  □  □   

 

1. ( ) 

□  □  □ 、  □   

□  □  □  

□  

 

2. ( ) 

□  □  □ 、  □   

□   □  □    

□  

 

3. ( ) 

□ 「    □ 「  □  

□ 「  □   □  

□  
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1=   2=   3=   4=   5=  

 

A.  1 2 3 4 5 

1.  □ □ □ □ □ 

2.  □ □ □ □ □ 

3.  □ □ □ □ □ 

B.  1 2 3 4 5 

4.  □ □ □ □ □ 

5.  □ □ □ □ □ 

6. 、  □ □ □ □ □ 

C.  1 2 3 4 5 

7.  □ □ □ □ □ 

8.  □ □ □ □ □ 

9.  □ □ □ □ □ 

10. 、  □ □ □ □ □ 

D.  1 2 3 4 5 

11.  □ □ □ □ □ 

12. 、  □ □ □ □ □ 

E.  1 2 3 4 5 

13.  □ □ □ □ □ 

14.  □ □ □ □ □ 

15.  □ □ □ □ □ 

16. 、  □ □ □ □ □ 

F.  1 2 3 4 5 

17.  □ □ □ □ □ 

18.  □ □ □ □ □ 

19. 、  □ □ □ □ □ 

G.  1 2 3 4 5 
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20.  □ □ □ □ □ 

ESP  

H.  1 2 3 4 5 

 □ □ □ □ □ 

 □ □ □ □ □ 

I.  1 2 3 4 5 

21.  □ □ □ □ □ 

22.  □ □ □ □ □ 

23.  □ □ □ □ □ 

24.  □ □ □ □ □ 

25.  □ □ □ □ □ 

26.  □ □ □ □ □ 

27.  □ □ □ □ □ 

28.  □ □ □ □ □ 

29. 「  □ □ □ □ □ 

 

 

 

 

」  

30  

 

 

「 LINE FB  

 

 

 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

DOI:10.6814/NCCU202100063

	 128 

APPENDIX E 

Questionnaire After the Course 

 

 
      

□  □  
□  □  
□  □  □  

 
1=   2=   3=   4=   5=  

ESP  
A.  1 2 3 4 5 
1.  □ □ □ □ □ 
2.  □ □ □ □ □ 
3.  □ □ □ □ □ 
4.  □ □ □ □ □ 
B.  1 2 3 4 5 
5.  □ □ □ □ □ 
6.  □ □ □ □ □ 
C.  1 2 3 4 5 
7.  □ □ □ □ □ 
8.  □ □ □ □ □ 
9.  □ □ □ □ □ 
10. 、  □ □ □ □ □ 
D.  1 2 3 4 5 
11.  □ □ □ □ □ 
12. 、  □ □ □ □ □ 
13.  □ □ □ □ □ 
14. 、  □ □ □ □ □ 
E.  1 2 3 4 5 
15.  □ □ □ □ □ 
16.  □ □ □ □ □ 
17. 

 
□ □ □ □ □ 

18. 
、  

□ □ □ □ □ 
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19. 
 

□ □ □ □ □ 

20.  □ □ □ □ □ 
21.  □ □ □ □ □ 
F.  1 2 3 4 5 
22.  □ □ □ □ □ 
23.  □ □ □ □ □ 
24.  □ □ □ □ □ 
25.  □ □ □ □ □ 
26.  □ □ □ □ □ 
27.  □ □ □ □ □ 
28.  □ □ □ □ □ 
29. 、  □ □ □ □ □ 
G.  1 2 3 4 5 
30. 

 
□ □ □ □ □ 

31. 
 

□ □ □ □ □ 

32. 
 

□ □ □ □ □ 

33. 
 

□ □ □ □ □ 

34. 
 

□ □ □ □ □ 

35. 
 

□ □ □ □ □ 

36. 
 

□ □ □ □ □ 

37. 
 

□ □ □ □ □ 

38. 
 

□ □ □ □ □ 

H.  1 2 3 4 5 
39.  □ □ □ □ □ 
40.  □ □ □ □ □ 
41.  □ □ □ □ □ 
42.  □ □ □ □ □ 
43.  □ □ □ □ □ 
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44.  □ □ □ □ □ 
45.  □ □ □ □ □ 
46.  □ □ □ □ □ 
47. 「  □ □ □ □ □ 

 

 

 

 

 

」  

30  

 

 

「 LINE FB  
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APPENDIX F 

Interview Protocol for Students 

 
( ) 

1.  

2.  

3.  

4.  

5.  

6.  

7.  

8.  

 

( ) 

 

1.  

2. 

 

3. / /  

 

4. 

 

5.  

6.  

7.  

8.  

 

9. 「 「
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10.  

11.  

12.  

13.  

14.  

15. 

 

16.  

17.  

18.  

19.  

20.  

 

21.  

22.  

 

23.  

24.  

25.  

26.  

27.  

28.  

 

29. ESP  

30.  
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APPENDIX G 

Materials for the Cookery course 
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APPENDIX H 

Materials for Hospitality for Culinary course 
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