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Abstract 

This study aims to reveal EU English learners’ perceived and real-life specific language needs, 

and involves present and target situation analysis as well as the analysis of the teaching material 

used to instruct an EU English course. The dissertation offers an in-depth description providing 

a systematic investigation of the instructional needs of Hungarian tertiary level EU English 

learners. The research reported on adopts a qualitative approach and uses triangulation to gain 

multiple perspectives of Hungarian L1 learners’ EU English instructional needs in the 

Hungarian context. To achieve this objective, semi-structured interviews were conducted with 

university students, teachers, teacher-researchers who are domain experts and also pursue 

research activity, and EU professionals who are representatives of the target discourse 

community. A self-developed needs analysis and course material evaluation questionnaire, as 

well as a teacher’s diary complement the aforementioned perspectives to be able to carry out a 

sufficiently comprehensive analysis. The outcomes of the needs analysis revealed significant 

characteristics of EU English that are instrumental in efficient course and materials design in 

the field of teaching English for EU purposes. In light of the needs explored, several issues such 

as learners’ aims, their language background and subject-specific knowledge as well as certain 

specific features of communication in the target situation should be taken into consideration 

when designing courses and materials for EU English teaching. The findings on perceived and 

real-life learning needs for EU English purposes suggest that there are manifold characteristics 

of the target situation of the special language variety of EU English for which Hungarian EU 

English learners and future professionals can be and need to be prepared. The pedagogical 

implications of the most salient aspects of the study are first and foremost practical in the sense 

that they may help teachers of the field make their immediate teaching practice more successful. 

Moreover, the results add to the study of ESP more generally too by providing empirically 

informed recommendations for an effective planning and delivery of EU English trainings and 

methods at tertiary level. 
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1 Introduction 

 

1.1 Research niche, topic and relevance of the study 

The research this study unveils contributes to the exploration of EU English learners’ perceived 

present and real-life specific language needs involving a questionnaire and interview study as 

well as the analysis of the teaching material used to instruct one specific EU English course in 

the Hungarian tertiary education context. In the past two decades, a large number of researchers 

(e.g., Ammon, 2006, 2012, 2016; Gazzola, 2006, 2016a, 2016b; Christiansen, 2006; Crystal, 

2012; Kruse & Ammon, 2013; Phillipson, 2006, 2015; Truchot; 2002; van Parijs, 2011) have 

pointed out that despite the efforts to maintain linguistic diversity and the equal treatment of 

languages today, English is nevertheless the most influential language in EU institutions. The 

accession of new countries to the EU reinforced the spread of the English language in the EU 

as the new countries predominantly use English for international communication (Phillipson, 

2010; Truchot, 2002). EU English teaching holds considerable importance within the field of 

English for Specific Purposes (ESP) in Hungary after it joined the European Union in 2004. 

Research has shown that the term EU English is typically applied to refer to a specialised variety 

of English used within the EU institutions and in their documents by the representatives of the 

EU discourse community (see e.g., Felici, 2015; Jablonkai, 2009, 2010; Trebits, 2009a, 2009b). 

After having accessed to the EU, a marked need was identified in Hungarian higher education 

to be able to respond to the language demands of EU institutional communication in the various 

university training programmes. Several tertiary level English courses have been introduced to 

prepare language learners for EU job-specific tasks. For example, EU specialisation modules 

were designed for English Bachelor programmes at higher education institutions, moreover, 

language departments began to offer elective credit courses in EU English for their own 

university students.  
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There is a considerable body of research on the analysis of English language use in the 

EU context focusing on the description of written communication in EU institutions (e.g., 

Dollerup, 2004; Jablonkai, 2010; Koskinen, 2008; Luttermann, 2011; Northcott & Brown, 

2006; Robertson, 2011; Sosoni, 2011; Truchot, 2002). Several studies have been published on 

the investigation of the use and role of English in the EU context, many of them carrying out 

research on multilingualism, language policy, translation and terminology (e.g., Bérces, 2003; 

Dróth, 2000; Felici, 2015; Fischer, 2009, 2010a; Bednárová-Gibová, 2014; A. Károly, 2015; K. 

Károly, 2007; Klaudy, 2001; Linn, 2016; Magistro, 2013; Rádai-Kovács, 2009; Somssich, 2010, 

2012; 2016; Trosborg, 1997; Truchot, 2002). 

However, regardless of the recognition of the growing pedagogical relevance of 

teaching EU English in Hungarian higher education, only a few studies conducted on English 

language documents of EU institutions take an ESP language teaching approach (e.g., Freund, 

2014; Jablonkai, 2010; A. Károly, 2011, 2015; Trebits, 2008, 2009a, 2009b) and even fewer 

studies (e.g., Jablonkai, 2010; A. Károly, 2012; Trebits, 2008) explore English language 

documents of the EU from an ESP pedagogic perspective to highlight issues of ESP course and 

materials design with the Hungarian language learning context in focus. There is only a couple 

of studies (Jablonkai, 2010; A. Károly, 2011; Magonyi, 2012) that examine EU English learners’ 

perceived and real-life needs to systematically describe, analyse and evaluate the ESP teaching 

practice for EU English purposes in Hungarian higher education. Despite the increasing 

language learner interest in EU English and the relevance of exploring EU English instructional 

practices for course and materials design at tertiary level in the Hungarian context, little 

attention seems to have been directed towards a multiple-perspective investigation of EU 

English learners’ specific present and target situation learning needs for EU English course and 

materials design.   
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Today a growing number of needs analysis studies of specific learning situations in 

diverse contexts deal with the examination of learners’ perceived and real-life English language 

needs (e.g., Chia, Johnson, Chia, & Olive, 1999; Dovey, 2006; Ferris, 1998; L. Flowerdew, 

2013; Jasso-Aguilar, 1999; Kaewpet, 2009; Kassim & Ali, 2010; Lehtonen & Karjalainen, 

2008; Li So-mui & Mead, 2000; Spence & Liu, 2013; Symon, 2012). Modern ESP research is 

primarily concerned with tertiary level learners’ needs in specific learning situations. To 

systematically define and describe “the specific subject content and sets of skills, texts, 

linguistic forms, and communicative practices” (Hyland, 2006, p. 380) that EU English learners 

must acquire is central to this study as it “informs the course and materials design underlining 

its pragmatic engagement with occupational realities” (Hyland, 2006, p. 380).  

To date, to my knowledge, no in-depth needs analysis has been conducted focusing on 

tertiary level learners’ EU English specific linguistic needs in the Hungarian higher education 

context. To fill this niche, the author of the present dissertation has conducted a needs analysis 

from multiple perspectives based on one particular case in question (one given institution) to 

explore university students’ specific perceived, present and real-life linguistic needs at a 

Hungarian university of technology and economics (referred to as UTE from now on). A 

considerable cohort of UTE undergraduate and graduate students has in recent years sought to 

have training and employment opportunities in EU Member States and some of these students 

also wish to work at EU-related organisations.  

Moreover, to obtain a more realistic view of the needs, EU English teachers who are at 

the same time researchers of the field gave their views on learner needs with regards to the UTE 

teaching context as well as to a broader, more general higher education context. The study 

intends to also provide an in-depth description of the views of EU professionals who are 

considered to be the representatives of the target situation in which this special language variety 

is used (and will likely be used in the future careers of the students).  
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1.2 Aims, research paradigm and research questions 

This research project investigates a particular ESP programme for Hungarian tertiary-level 

learners in an academic setting and reveals the specific characteristics of learner needs for EU 

English purposes. Essentially, the intention of the research project is to describe a specific ESP 

programme from various perspectives to have a full understanding of the pedagogical practices 

the programme has adopted and to see whether these practices should be followed, amended 

and improved. Therefore, the present undertaking  

i. aims to provide an in-depth analysis of EU English needs and instruction and thus 

contribute to a better understanding of such courses from an ESP pedagogical point of view; 

ii. intends to investigate EU English learners’ language needs involving present and 

target situation analysis; 

iii. attempts to describe, analyse and assess the contents of one specific ESP course with 

particular interest in the development of the teaching material used for the instruction of EU 

English. 

As a further aim, the dissertation is hoped to yield pedagogical implications stemming 

from a unique teaching and learning context for future improvement of the contents of EU 

English courses. The results of the needs analysis project are aimed at generating 

recommendations for EU English course design and materials development and furnishing the 

compilation of the course material of an EU English course with relevant subject specific 

information about language needs in the EU context. 

This dissertation study follows a qualitative case study research strategy. The research 

reported on here has an overall exploratory approach and adopts a constructivist viewpoint. It 

stresses the importance of close collaboration between researchers and participants, “while 

enabling participants to tell their stories” (Grauer, 2012, p. 71).  
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Empirical methods are used in order to “uncover how people interpret their experiences 

and what meaning they attribute to them” (Merriam, 2009, p. 5). In Merriam’s (2009) view, this 

objective calls for a qualitative design which allows the present research project to ensure that 

the investigated case is explored from several perspectives. Following Merriam’s guidelines, 

the strategy and the methods applied in the study are chosen to promote the examination of a 

specific phenomenon using diverse data sources and research participants. 

The research topic has been chosen out of intrinsic interest and professional motivation 

to obtain meaningful pedagogical insights into learner needs for EU English. The study has 

grown out of classroom practice and experience and has been conducted for its uniqueness and 

specificity. At the same time, the results of the research are aimed at feeding back into practice 

in the context of the selected course and some of its aspects are hoped to be transferred later on 

more generally, into Hungarian higher education. In this sense, the research can also be 

considered as action research that strives to interpret and improve an existing practice. 

There is one central question guiding the empirical investigation of this research: 

How may learner needs inform and determine the principles of course design and 

materials development for the purposes of teaching EU English efficiently in tertiary education? 

To be able to answer this central question, the present study, at the different stages of 

the investigation, addresses the following four sub-questions, relating to the key players of the 

context (learners, teachers, teacher-researchers and EU professionals): 

RQ1: What are students’ perceived present and target situation needs of EU English at 

one particular Hungarian university of technology and economics (UTE)? 

RQ2: How do EU English teacher-researchers view Hungarian L1 EU English learners’ 

present and target situation needs for an EU English course at the tertiary level?  
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RQ3: How do EU professionals view Hungarian L1 EU English learners’ present and 

target situation needs in terms of EU English subject knowledge, language and communication 

skills? 

RQ4: How do the content, tasks, activities and texts in the UTE course material match 

learners’ present and target situation EU English language needs as perceived by learners, their 

teachers, the teacher-researchers, and EU professionals? 

 

1.3 Overview of the dissertation 

The dissertation comprises five chapters. Following the introductory chapter, which outlines 

the topic, the relevance, the research paradigm, the purposes, and the research questions, 

Chapter 2 presents the theoretical aspects of English for Specific Purposes and contrasts its 

definitions. The primary aims of this chapter are associated with the interconnectedness of 

pedagogical practice and research, therefore this chapter emphasises what philosophical and 

empirical movements have influenced the development of the field and how these have shaped 

its researchers’ and practitioners’ views on the most important issues of ESP. Furthermore, the 

chapter focuses on current research into specificity and details the nature of communication in 

particular academic and workplace contexts. In this chapter it is pointed out that one of the 

primary pedagogical concerns of the field is learners’ needs. Moreover, it is explained how ESP 

teachers’ decisions with regard to materials production and course design are affected by them. 

The chapter points to the importance of the cyclical process of in-depth needs analyses and 

underlines that triangulation is a key element in the methods exploring these needs. A selection 

of empirical research studies with a special focus on needs is provided and research methods 

applied in ESP in general and in needs analysis in particular are reviewed. Finally, the chapter 

summarises the findings of previous research into EU English discourse on the whole, and 
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details the specificity of language use in the EU context. It aims to show that research focusing 

on the pedagogical perspectives of the EU context is limited, as it focuses largely on written 

communication of the EU, and the learner needs analysis extends the scope of this research. In 

Chapter 3 the empirical research design, the contextual and institutional background to the 

study, the instruments and procedures of data collection, and the analytical frameworks for the 

current research are provided. Chapter 4 is devoted to the detailed presentation and the 

discussion of the results. Finally, in Chapter 5 the main conclusions of the study are drawn. The 

chapter outlines the novelties of the findings and their contribution to EU English pedagogical 

practices particularly in the Hungarian context, and also highlights its transferrable aspects to 

the state of the art in ESP pedagogy more generally. 
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2 ESP, need analysis and EU English: a review of the literature 

2.1 The journey of ESP research and pedagogy 

This section focuses on the description of the theoretical aspects of English for Specific 

Purposes pertaining to the principal aims of the study. It discusses and contrasts definitions of 

ESP to draw attention to aspects of the field relevant to the present investigation. The review 

of the theoretical background incorporates positions on what role specificity plays in the 

teaching and research practices of the field. Moreover, the section highlights the 

interdependence of ESP research and practice and explains what philosophical and empirical 

rationale influenced its development. The purpose of the section is to argue that ESP is primarily 

concerned with its learners’ highly specific needs which are informed by the instruction of 

particular discourse practices and communicative needs.  

2.1.1 The evolution of ESP investigations 

English for Specific Purposes is widely acknowledged as a research field predominantly 

driven by English learners’ ambitions to communicate in domain-specific situations (Paltridge 

& Starfield, 2013, p. 2). The emergence of ESP research and pedagogy resulted from a 

combination of economic, linguistic and educational factors (Hutchinson & Waters, 1987). 

West (1994) mentions that the use of the term ‘English for Special Purposes’ dates back to 1961 

when it appeared at the Makerere Conference on the teaching of English as a second language. 

After the end of World War II, as international scientific and technical enterprises intensified, 

English became the international language of technology resulting in an increasing demand for 

learning English. Moreover, a plethora of linguistic and educational changes took place during 

this period, and made their impact on the theoretical development of ESP. 

Hutchinson and Waters (1987) note that one reason for the appearance of ESP research 

and pedagogy was a new generation of English language learners who wanted to learn English 
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for more explicit intentions than their earlier peers (p. 6). Learners wished to learn the language 

in a way that clearly focused on their individual language needs. In addition to the growing 

demand for courses tailored to such specific needs, a second reason for the emergence of ESP 

was observed in the changing scope of linguistic research. Grammatical descriptions on the use 

of English were no longer as influential as before since researchers’ interest shifted towards 

examining language use in real-life communication. The investigations into how differently 

language is used in written and spoken situations and in different contexts led to the idea of 

attempting to describe the features of specific situations learners need to be taught. In addition, 

learners and their attitudes towards the learning process became the central interest of 

educational psychology in the 1960s (Hutchinson & Waters, 1987). There seems to be 

unanimous agreement in the literature (e.g., Barnard & Zelmach, 2003; Dudley-Evans & St 

John, 1998; Hutchinson & Waters, 1987) in that from the 1960s language courses designed for 

specific learning purposes has become the focus of interest in ESP. Hutchinson and Waters 

(1987) remark that this increasing interest in learners’ needs was, on the one hand, due to the 

expansion of international exchanges in commerce and technology, on the other hand, English 

gradually became the lingua franca of foreign trade and global communication (p. 6). Barnard 

and Zemach (2003) point out that this trend was intensified in the 1970s by oil-rich countries 

investing in English language programmes and looking at English language teaching as an 

“empowering medium” (p. 308). 

2.1.2 The linguistic description of English language use 

Bawarsi and Reiff (2010), similarly to Johns’ (2013) review of ESP history, mention 

that a descriptive approach to scholarly investigations marked the 1960s, which comprised 

statistical analysis of written discourses focusing on grammar counts. Johns (2013) claims that 

this approach became less influential when Lackstrom’s, Selinker’s, and Trimble’s “Grammar 

and Technical English” was published in 1972 and had an impact on the work of researchers. 
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L. Trimble, M. T. Trimble and Drobnic (1978) continued to focus upon science and technology 

studying the characteristics of the lexis and grammar used for English for Science and 

Technology (EST) teaching. Johns (2013) notes that in general, although these scholars’ 

research was pioneering, it did not include student interviews or experts in the field to check 

their hypotheses which were text-based (p. 7). The analysis of the perspectives of the actual 

users of EST could have provided a deeper understanding of the characteristics of the language 

under scrutiny. 

In further exploring the evolution of the linguistic interests in the field, Johns (2013) 

suggests that contrary to earlier researchers, Tarone, Dwyer, Gillette and Icke (1981) did not 

examine “features of scientific language across genres” (p. 8): their interest focused rather on 

“one central aspect of a specific grammatical feature as a characteristic of scientific prose” (p. 

8) to investigate the use of the passive voice in research articles. According to Johns (2013), 

Tarone and colleagues (1981) introduced a new characteristic of ESP research in 1981. This 

new element was to involve an expert of the field as a “specialist informant” (p. 8) in the 

research process with whom “they tested their conclusions” (p. 8). Johns (2013) claims that in 

Tarone et al. (1981) the “trend towards more narrowly defined ESP research topics and texts” 

can already be spotted and this trend remains central to ESP teaching and research to date (p. 

8). 

Most ESP researchers (e.g., Dudley-Evans & St John, 1998; Hutchinson & Waters, 

1987; Nelson, 2000; West, 1994) acknowledge that there have been five main orientations in 

the development of the ESP field: a) register analysis, b) discourse and rhetorical analysis, c) 

the skills-centred approach, d) the learning-centred approach and the learner-centred approach; 

e) and needs analysis. In what follows, these different approaches are described in some detail. 
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2.1.3 Register analysis 

Dudley-Evans and St John (1998) argue that register analysis, a first influential approach 

in ESP to concentrate on learner needs, investigates the occurrence of “the grammar, structural 

and non-structural vocabulary of scientific and technical texts” (p. 21). According to Nelson 

(2000), register analysis originates from the idea that speakers’ communicative situations or the 

topic of discussion itself ascertains the language to be applied in particular cases. Dudley-Evans 

and St John (1998) propose that the assumption behind this approach in ESP is that, “while the 

grammar of scientific and technical writing basically does not differ from that of general 

English, certain grammatical and lexical forms are used much more frequently in technical texts” 

(p. 21). Register analysis, in general, did not provide an explanation of why certain grammatical 

patterns are used more frequently in EST and did not account for how sentences are combined 

to form paragraphs and whole texts. Coffey’s (1984) main criticism against the most notable 

authors of this approach (e.g., Barber, 1962; Ewer & Latorre, 1969) was that it did not show 

major differences between scientific language and general English owing to its primarily 

descriptive outcomes. Moreover, as Nelson (2000) remarked, register analysis failed to 

investigate several features of text at the “intersentential level” (pp. 4-5).  

2.1.4 Rhetorical, discourse and genre analysis 

Barnard and Zemach (2003) noted that “in the 1970s attention from register analysis 

shifted to understanding how different social contexts influenced the way discourse above the 

sentence level was used for communication” (p. 309). In the field of rhetorical and discourse 

analysis, Lackstrom, Selinker and Trimble (1972) did progressive work which is summarised 

by Trimble (1985) in English for Science and Technology: A Discourse Approach. Johns (2013) 

remarks that Trimble’s work was authoritative because the analysis of text organisation 

introduced the idea of relating language form to language use, thus linking language use and 

teaching materials in general. Language use as the main criterion for the selection of ESP tasks 
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and coursebooks became the central focus at this stage of ESP developments. The basic 

assumption of language use is formulated by Allen and Widdowson (1974) as follows: “ESP 

students’ difficulties arise mainly from an unfamiliarity with English use of the specific 

contexts, consequently, their language learning needs are not equal to further practice in the 

composition of sentences, rather they can be met by a course which develops a knowledge of 

how sentences are used in the performance of different communicative acts” (p. 3). Nelson 

(2000) observes that discourse analysis is principally interested in the way in which sentences 

are linked together in a text to form a broader definition of meaning than the study of register. 

Cook (1989) mentions that this includes the exploration of the concept of “coherence” (p. 4) 

and “cohesion” (p. 14) for example, through “formal grammatical devices”. The findings of 

discourse analysis relevant to texts and how they work as pieces of discourse did not fully 

describe the academic or business context in which communication takes place (Dudley-Evans 

& St John, 1998).  

Johns (2013) proposes that a significant period of ESP began with the first publication 

of English for Specific Purposes Journal (ESPJ) in the early 1980s and lasted until the advent 

of genre analysis in the 1990s. This period was characterised by two highly significant terms in 

the field: genre and rhetorical moves. According to Dudley-Evans and St John (1998), genre 

analysis explores recurrences in text structures to find out what distinguishes “one type of text 

from another type” and the results aim to underscore the differences between “text types or 

genres” (p. 87). The beginnings of genre analysis in ESP can be traced back to Swales’ (1981) 

seminal work on the introduction of research articles. As Swales later (1990) points out, “the 

term ‘genre’ covers a class of communicative events, the members of which share some set of 

communicative purposes” (p. 58). West (1997) discusses that genre analysis in ESP has been 

mainly text-based offering a wide variety of choice for the ESP teacher to prepare reading and 

writing materials. It was an essential step in the development of ESP history to provide in-depth 
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analysis of texts as “genre analysis enables the materials writer to capture the overall structure 

of texts” (West, 1997, p. 36). 

Bawarsi and Reiff (2010) note that ESP genre investigations often see communicative 

purposes as a foundation of their analyses, which set out to determine what genres there are in 

certain discourse communities and then establish their purposes. It is followed by research into 

the organisation of genres including the analysis of the “textual and linguistic features (style, 

tone, grammar, syntax) which compose the rhetorical moves” (p. 46). This common ESP 

approach describing a process of moving from “context to text” (p. 47) supplies a plethora of 

information about how particular discourse communities use genres and for what purposes, and 

so contributes to a rich knowledge of “discipline-specific genres” (p. 48).  

However, from the point of view of the ESP practitioner, it is necessary to see not only 

the ‘surface features’ of texts, but also the context and other effects on the text. These influences 

can best be explored by a more comprehensive investigation into sociological contexts, 

especially, the professional contexts in which texts are written (Bazerman & Paradis, 1991, p. 

4). According to Johns (2013), the Modern Age after 1990 is dominated by genre studies taking 

the centre stage of research manifested in many genre theorists’ and practitioners’ growing 

curiosity to examine highly specific genre-related issues (e.g., Bawarsi & Reiff, 2010; Bhatia, 

2004, 2008; L. Flowerdew, 2011, Tardy, 2006, 2009). 

2.1.5 Learners’ skills in focus 

By the 1980s, the ‘skills’ approach became popular, as it investigated particular 

language skills, namely, reading, writing, speaking and listening. Dudley-Evans and St John 

(1998) find that the principle of the skills-based approach is that it identifies priorities among 

the four skills and it focuses mainly on the teaching of particular skills that are relevant in 

certain occupational settings. According to Dudley-Evans and St John (1998), focusing on 

reading skills was typical in countries where the language of instruction was not English, for 
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instance, in Latin America, in contrast to concentrating on listening skills, for example, which 

was found to be relevant in the case of international students who wanted to study in the UK.  

The skills-based approach, as pointed out by Dudley-Evans and St John (1998) and 

Hutchinson and Waters (1987), suggested that the teaching of a language in itself is not 

fulfilling for the improvement of the competences which enable students to carry out the tasks 

required in higher education contexts. The concept behind the skills-based approach is to look 

at the competence that underlies the language performance. Therefore, in a skills-based course 

great emphasis should be given to both performance and competence where “the thought 

processes” may either relate to “all general academic or professional activities” or may only 

include discipline-specific tasks (Dudley-Evans and St John, 1998, p. 24). In essence, the skills-

based approach does not attempt to provide extensive linguistic knowledge, but aims to improve 

certain skills and learning strategies which may be useful after the ESP course as well.  

Hirvela (2013) remarks that the interest in the instruction of ESP reading began to 

intensify in the 1980s with the advent of discourse, genre, and rhetorical analysis. Reading is 

generally seen as a “situated activity” (p. 79) referring to the fact that the discipline relies on 

authentic texts originating in various specific professional areas. The objectives of teaching 

ESP reading gradually moved from the original grammatical analysis of texts to emphasising 

the comprehension of the structure and the information these texts exhibit and more importantly, 

the various discourse communities to which they pertain. Hirvela (2013) claims that in reading 

instruction the stand-alone skill category means practitioners’ aim to teach the most appropriate 

reading strategies and to improve learners’ reading comprehension. Other pedagogical interests 

include the improvement of learners’ ability to locate relevant information in texts as well as 

discourse analytic skills of specialised textbooks. Specialized vocabulary teaching is yet 

another crucial element in reading pedagogy, as it embraces a specific research area of corpus-

based analysis of texts. Corpus techniques help identify specialised, technical, and sub-
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technical vocabulary and enhance the recognition of the lexical and grammatical difficulties 

students may face if they are new to a particular field of study. 

Reading skills are closely related to writing skills in tertiary level ESP classes. From a 

pedagogical perspective, it means that ESP teachers need to take into account that the academic 

or professional contexts their courses incorporate require a high degree of consciousness of 

diverse written genres (Asztalos, 2014; Hyland, 2013; Veljanovszky, 2011; Zsubrinszky, 2010). 

Moreover, students today need to be encouraged to recognise the dominant features of written 

genres required by discipline-specific modern workplaces. A wide range of written genres is 

being extensively studied in ESP in order to draw pedagogical implications for course design. 

They entail academic and professional genres, for example, “research articles, PhD 

dissertations, undergraduate essays, textbooks, grant proposals or business letters, business 

emails, legal contracts, and medical case notes” (Hyland, 2013, p. 103). The findings of genre 

research can help learners to become successful participants of target discourse communities, 

and further, to, call practitioners’ attention to applying an approach in teaching which is 

sensitive to the particularity of numerous new workplace-specific genres which have evolved 

over the last decades (Hyland, 2013).  

The areas of difficulties of ESP listening skills are described by Goh (2013) who argues 

that ESP listeners are challenged by discipline-specific vocabulary comprising “technical and 

specialized terms” as well as “idiomatic and fixed expressions” (p. 59) of target contexts. 

Similarly to Hyland (2013), Goh observes that a lack of genre awareness can raise problems 

when students start an ESP class without an adequate discourse knowledge of their relevant 

subject areas.  

Recent research into ESP speaking skills points to the interplay between English as a 

lingua franca (ELF) research and current ESP communication needs and models (Feak, 2013). 

The ELF perspective on language learning questions “native speakerness” (Feak, 2013, p. 36), 



16 

 

since English learners are currently more often involved in spoken interactions with non-native 

speakers than with native speakers. This brings up the issue in both EAP and EOP speaking 

instruction, and raises the question as to which of the models is to be considered more valuable 

to build on in teaching speaking in ESP classes. 

2.1.6 The learning-centred approach 

Interest in skills and strategies was followed by a focus on learners and the learning 

process itself. The learning-centred approach is first described by Hutchinson and Waters (1981, 

1984, 1987). The basis of the learning-centred approach is that “there is more than just the 

learner to consider in the learning process” (Hutchinson & Waters, 1987, p. 71). According to 

Nelson (2000), contrary to focusing only on the learner, or the skills to be acquired, the learning-

centred approach refers to a more complex concept including both the learning and the target 

situation. With regards to teaching, the relevance of the target situation is less important than 

the interest in “how someone acquires that competence” (Hutchinson & Waters, 1987, p. 73). 

The learning-centred approach, based on an understanding of the processes of language 

learning by Hutchinson and Waters (1987), has been challenged by many (e.g., Cheng, 2011; 

Hyland, 2002; Paltridge, 2009; Swales 1985) who approve the importance of language and 

context specificity in ESP pedagogies. Cheng (2011) is critical of the two assumptions made 

by Hutchinson and Waters (1987, p. 18): one relating to “a special form of language” which, 

according to Hutchinson and Waters, does not exist despite the fact that “a language can be 

used for a specific purpose”; the other promoting the idea that there is little value in subject-

specific ESP teaching materials since grammatical or discourse structures and functions are not 

different in ESP. These propositions are debated by ESP researchers who argue in favour of 

context-specific language teaching (e.g., Cheng, 2011; Hyland, 2002; Swales, 1985). For 

example, Swales (1985) underlines that each ESP situation “is best examined in its own terms” 

(p. 181) and a different language teaching approach is needed in an ESP class of native and 
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non-native speakers. Similarly, Cheng (2011) claims that modern ESP teaching is unavoidably 

context and language specific, whose characteristics strongly influence the practice and 

research of ESP today (pp. 46-47). In a similar vein, Hyland (2002) mentions the idea that there 

are “specific language features, discourse practices and communicative skills of target groups”, 

and teaching practices need to take into account the “particular subject-matter needs and 

expertise of learners” (p. 385). 

The present study draws on Hyland’s (2002) statements from a pedagogical perspective 

and examines a teaching context in which the English language variety of the EU discourse 

community is in focus. Moreover, it aims to do so in the particular higher education context of 

the investigated learning situation by comparing EU English needs as perceived by learners to 

the real-world target language needs of the EU discourse community. 

2.1.7 Needs assessment 

In the 1980s, ESP researchers (e.g., Berwick, 1989; Brindley, 1989; Egon & Lincoln, 

1982; Hutchinson & Waters, 1987; Johns, 2013; West, 1994) were engaged in analysing 

learners’ needs and many researchers (e.g., DuBois; 1980, 1985; Harvey & Horsella, 1988; 

Murray, 1988; Zak & Dudley-Evans, 1986) became exceedingly interested in exploring the 

relationship between technological advancements and ESP topics during this period (Johns, 

2013). Johns (2013) observes that a large number of articles were published on needs 

assessment in this period in the ESPJ. Serafini, Lake and Long (2015) note that in the 1980s 

and 1990s needs analysis studies were conducted with the primary aim of addressing a growing 

variety of specific needs by learners who studied English in highly diverse contexts. According 

to Hewings (2002), who reviewed the leading themes of research articles in the ESPJ between 

1980 and 2001, Munby’s needs analysis (1978) was one of the most influential theoretical 

approaches in the 1980s. Needs analysis became a fundamental element of course design after 

Munby’s Communicative Syllabus Design was published. Analysing learner needs remains a 
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popular topic in research articles, 12% of the studies in ESPJ conducted needs analysis between 

2002 and 2008 (Jablonkai, 2010, p. 32).  

Needs analysis since the 1980s gradually adopts more complex and empirical 

perspectives extending its scope to supply teachers and researchers with information about 

“learners’ subjective needs, their wants, investments, and desires, and their membership of 

multiple communities” (Starfield, 2013, p. 468). 

2.1.8 Modern research trends and new directions of ESP 

ESP investigations have grown into a powerful international field of research. Many 

academics (Belcher, 2006; Belcher, Johns, & Paltridge, 2011; Bowles, 2012; Cheng & Anthony, 

2014; Hewings, 2002; Johns, 2013; Master, 2005; Paltridge, 2016; Paltridge & Starfield, 2013) 

observe that in the future ESP research and practice will most probably continue to expand 

geographically, as is indicated by the increasing number of paper submission on an international 

scale. This process of internationalisation is underpinned by Hewings’ (2002) who reports that 

about 69% of the articles in the ESPJ between 1997 and 2001 were submitted by international 

researchers outside the UK and the USA. Along the same lines, Serafini et al.’s (2015) 

methodological examination of needs analyses reveals that out of twenty-three studies 

published during the period 2000-2014, four were carried out in the USA among speakers of 

English as a second language and nineteen were reported from various countries (e.g., Egypt, 

Greece, Slovenia, Spain, Hong Kong) in English as a Foreign Language (EFL) contexts (p. 16).  

Most authors’ reviews of ESP publications (e.g., Johns, 2013; Paltridge, 2016; Paltridge 

& Starfield, 2017) show that current research interest focuses primarily on the role of English 

as a lingua franca in the ESP context. Furthermore, genre and corpus analyses, established 

methods such as needs analysis, the use of case studies and triangulation all continue to be 

influential (Johns, 2013). 
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2.1.9 The definitions of ESP: different authors, similar focuses 

The term ESP has been defined by several researchers (e.g., Belcher, 2009; Dudley-

Evans & St John, 1998; Hyland, 2007; Paltridge, 2016; Strevens, 1988). These definitions 

include a number of constant and changing characteristics. According to Belcher (2009), the 

most frequently included components of ESP definitions have been the notions of needs and 

specificity. Hutchinson and Waters (1987) claim that “ESP is not a particular kind of language 

or methodology” […], “it is an approach to language learning, which is based on learner need” 

(p. 19). This idea draws on the presupposition that learners’ needs have to be initially identified 

and then decisions regarding course content and method can be made. Similarly, Robinson 

(1991) accepts the primacy of learner needs in her definition and assumes that ESP essentially 

focuses on future goals, which are based on needs analysis. In Robinson’s view, it is the specific 

ESP learner needs that account for the difference between ESP and general language teaching, 

not the specificity of the language taught in ESP courses (p. 8).  

Robinson’s standpoint is supported in many ESP studies (e.g., Belcher, 2009; Cheng, 

2011; Hyland, 2002; Paltridge, 2009) conveying that each ESP situation is best investigated 

and assessed according to its own social context and learning situation. Hyland (2002) suggests 

that ESP embraces a “distinctive approach to language teaching” (p. 385) and owing to the 

recognition of the increasing specificity of professional disciplines worldwide, ESP has 

gradually become popular in university contexts. Furthermore, Hyland underlines the role of 

specificity in teaching and his position is reflected in many other authors’ discussions on the 

ESP-specificity relationships (Belcher, 2006; L. Flowerdew, 2013; Hewings, 2002; Johns & 

Price-Machado, 2001; Nickerson, 2005). Dudley-Evans and St John (1998) acknowledge the 

validity of earlier definitions. Contrary to Hutchinson and Waters (1987), they claim that ESP 

teaching, and in particular the interplay between teachers and learners, necessitates the adoption 

of a methodology different from General English, especially when it is coupled with a particular 
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discipline or profession. Dudley-Evans and St John (1998) extend the scope of their definition 

by including language as a defining feature of ESP. The tasks the students have to accomplish 

based on earlier needs analysis lead to registers, genres and affiliated language the ESP learners 

need to employ in order to carry out the activities. As a result, Dudley-Evans and St John 

provide a definition of the three absolute and four variable characteristics. Table 1 summarises 

the most important learner and course characteristics as described by the previously reviewed 

ESP literature. 

Table 1 Learner and course characteristics in ESP 

Authors Main characteristics of ESP learners and courses 

Hutchinson & Waters (1987)  ESP is an approach to language teaching:  

• based on learner need;  

• guided by specific and obvious reasons for learning; 

• not a product: no particular language involved in ESP 

teaching or a methodology or teaching materials different 

from ELT. (p. 19) 

Robinson (1991) • an ESP course is designed for a clearly defined time period,  

• ESP learners are more likely to be adults, and  

• they are likely to have the same kind of job. (p. 8) 

Dudley-Evans & St John 

(1998) 

Absolute characteristics: 

• ESP is designed to meet specific needs of the learner; 

• ESP makes use of the underlying methodology and 

activities of the disciplines it serves; 

• ESP is centred on the language (grammar, lexis, register) 

skills, discourse and genres appropriate to these activities. 

Variable characteristics: 

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

• ESP may use, in specific teaching situations, a different 

methodology from that of general English;  

• ESP is likely to be designed for adult learners, either at 

tertiary level institution or in a professional work situation. 

It could, however, be used for learners at secondary school 

level; 

• 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. (pp. 4-

5) 

Hyland (2006)  • It is fundamentally, research-based language education: a 

pedagogy for learners with identifiable professional, 

academic, and occupational communicative needs. (p. 386) 
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While a variety of definitons of ESP have been suggested, for this study, the 

examination of learner needs is of utmost importance. Moreover, the study relies on the idea of 

a specific methodology and specific activities, which characterise ESP according to Dudley-

Evans and St John’s (1998, pp. 4-5) definition. Furthermore, the study examines adult learners 

in a unique teaching situation at tertiary level and intends to involve (EU) professionals who – 

as a result of their work experience – can provide insights into the target situation as well.  

 

2.2 Focus on specificity in the ESP classroom 

This section draws on the theoretical background of the role and meaning of specificity in the 

ESP classroom, which influences the way ESP teachers handle the specific subject and 

linguistic content to be included in ESP curricula and in teaching materials. It shows that the 

ESP teacher’s diverse roles include teaching, materials production, course design, and research 

activities and how all of these come together in the ESP classroom. Finally, it is argued that 

ESP investigations stress the importance of qualitative studies for in-depth analyses of 

specificity and diverse contextual characteristics which make each individual ESP context 

specific. In the following paragraphs, aspects of classroom-based ESP analyses will also be 

discussed that will show the relevance of this work in terms of the specific language and specific 

learner’s group under review. The role of the teacher and the meaning of subject knowledge 

will be described followed by the characteristics of the ESP teaching material and the 

possibilities of its evaluation. 

2.2.1 The role of specificity in ESP 

The issue of specificity has been a central focus in ESP research in the past two decades. 

Master (2005) observes that the definition of specificity brings together two principal topics of 

investigation in the field. According to Master (2005), it is primarily concerned with the 
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description of the features of language use for the target discourse community and the 

advancements of teaching methods for ESP learners. Master (2005) proposes a list of areas of 

attention in modern ESP research which comprises three major concerns of specificity (p. 102). 

The first is identified at macro-linguistic level incorporating the exploration of writing, 

authenticity, and oral communication. The second concern entails micro-level components such 

as vocabulary and grammatical categories. The third group aims to illustrate diverse subject 

areas of ESP programmes (Master, 2005, p. 102).  

Hyland (2002, 2006) notes that the key role of ESP teaching is typically performed by 

serving very specific language learning goals. Hyland (2006) claims that ESP teaching 

approaches combine language research and teaching to uncover those needs that are of crucial 

importance for learners who would like to be able to function in particular professions (p. 379). 

Johns (2013) agrees that ESP has been preoccupied with its practitioners’ pedagogical activities 

which focus on researching language needs for a specific assortment of learners. Swales (1988) 

acknowledges that ESP practitioners have always strived for developing an appropriate 

pedagogy for a specific group of learners, for example, for engineers. 

Much effort has been applied in ESP to emphasise that specificity affects the decisions 

an ESP practitioner makes about teaching and learning (Cheng, 2011). Researchers (e.g., 

Bridgeman & Carlson, 1984; Casanave & Hubbard, 1992; Hyland, 2002; Prior, 1998; Swales, 

1990) who prompt the specificity of context maintain that ESP favours unique approaches to 

language teaching. Cheng (2011) underlines that it is of utmost importance to consider the 

specificity of the language learning situation and that of the target objectives in order to 

adequately devise what and how to teach to a particular group of learners. Along the same lines, 

many researchers (e.g., Belcher, 2009; Dudley-Evans & St John, 1998; Hutchinson & Waters, 

1987; Robinson, 1988, 1991; Swales, 1980; Widdowson, 1979) accept that ESP is 

predominantly motivated by developing new teaching materials and putting the learner at the 
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forefront of its pedagogical and methodological undertakings. 

The foci of specificity described by prominent researchers of the field are relevant for 

this study for the following reasons: the research project investigates a particular ESP 

programme for Hungarian learners in an academic setting, moreover, the programme is to be 

improved by revealing the specific characteristics of learner needs for EU purposes. In addition, 

the exploration of micro-linguistic elements such as linguistic needs including specific 

vocabulary and grammar are given attention in the study. Principally, the intention of the 

research project is to describe a specific ESP programme from various perspectives to have a 

full understanding of its pedagogical practices. 

2.2.2 The specific activities of ESP teachers 

Most accounts of ESP teachers’ characteristics include a discussion of their familiarity 

with the subject they teach and the extensive tasks of course design and materials development 

they need to carry out based on learners’ specific needs. The large volume of publications (e.g., 

Belcher, 2006, 2009; Dudley-Evans & St John, 1998; Hutchinson & Waters, 1987; 1998; 

Kennedy, 1983; Mackay, 1983; Robinson, 1988, 1991; Strevens, 1988; Swales, 1986), which 

all explain the ESP teacher’s multifaceted roles, demonstrate that there is no single and 

ubiquitously established principle which applies to the ESP teacher’s tasks. 

Belcher (2004, 2009) posits that ESP pedagogy inundates its practitioners with 

innumerable demands. Teachers of the field are specifically engaged in such as instructing 

unknown subject areas and vocabulary, conducting empirical research on situated needs or 

compiling new materials to adapt accordingly. Swales (1985) uses the word practitioner to 

describe ESP teachers’ wide scope of required job skills. This word illustrates the multiple tasks 

that ESP teachers perform: teaching, materials production, course design, and research 

activities. According to Strevens (1988), the ESP teacher is usually a teacher of General English 

who becomes involved with assisting students ‘with special needs’.  
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Strevens points out that ESP teachers must first of all be flexible enough to be able to change 

themselves from General English teachers to teach a specific language, often in a short span of 

time. Similarly, Kennedy and Bolitho (1984) state that many teachers who work on ESP courses 

were general ELT teachers before, they further note that in order to teach ESP, different skills 

are required of them. Hutchinson and Waters (1987) agree that ESP teachers, in addition to 

teaching the language, will have to consider conducting needs analysis, designing syllabi, 

writing or adapting teaching materials and evaluating them.  

Another perspective to the discussion of teachers’ relevant expertise raises the question 

about the scope of the knowledge ESP teachers need to have. According to some, ESP teachers 

should have the ability to cope with the specialist knowledge dilemma. Hutchinson and Waters 

(1987) refer only to the use of specialised texts as teaching materials taught by ESP teachers in 

the classroom, consequently, the specialist knowledge here denotes the capability of 

understanding and teaching such texts. For this reason, it is advantageous for ESP teachers to 

choose texts they are able to teach themselves, therefore course design and teaching material 

production form part of the scope of knowledge/competence an ESP teacher is expected to have.  

Similarly to Swales (1985), Dudley-Evans and St John (1998) also use the term 

practitioner to describe the ESP teacher, in order to be able to refer to the multifold tasks they 

cope with. The authors accept earlier views on the roles of ESP teachers: first of all, that the 

ESP teacher as a teaching professional may be involved in working together with subject 

specialists. In addition to the previously mentioned authors’ reports on the teacher’s function, 

the role of the researcher and that of the evaluator of course and teaching materials design are 

highlighted even more in Dudley-Evans and St John’s discussions. ESP practitioners need to 

follow the barrage of research in ESP, they should additionally observe the situations in which 

their students apply the specific skills they are taught and they should also be able to analyse 

samples of the identified texts.  
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The teachers should equally be involved in the evaluation of the students, the ESP course and 

that of the teaching material (Dudley-Evans & St John, 1998).  

In agreement with Swales (1985) and Dudley-Evans and St John (1998) who discuss 

ESP teachers’ specific roles, Belcher (2006, 2009) explains that ESP practitioners meet 

problems, which are unique to learners in specific contexts. Belcher (2009) assumes that 

teachers are challenged both by getting to know unfamiliar academic fields and their specific 

occupations, and also by being able to match learners’ purposes with the language practices of 

various target discourse communities in focus. 

Hyland (2006) gives prominence to Belcher’s idea on the crucial role of specificity in 

ESP pedagogy. For him, specificity in the context of teaching and research means the 

comprehension of the interconnectedness of research studies and classroom practice as well as 

the investigation of specific local contexts using appropriate research methods. According to 

Hyland (2006), teachers need to conduct their own target situation analyses because, owing to 

context specificity, learners’ needs change in each target situation. Moreover, besides 

investigating genres and communicative needs of target situations, ESP teachers today need to 

examine their own classrooms. The analysis of needs as perceived by the learner is a valuable 

source of information to rely on in the process of course and teaching materials design. In 

addition, Johns (2013) draws our attention to the “collaborative role” (p. 19) of the ESP teacher. 

She claims that it is essential to consult “subject-specialist informants” as a result of the growing 

degree of specificity (p. 19). In the present study, the teaching situation is unique since the 

teacher cannot draw on the learners’ subject specialism because most students come to the EU 

English class without EU-specific knowledge. Therefore, it is even more imperative, first of all, 

to justify the role of the researcher and collaborator in the specific learning context under 

scrutiny. It is equally important as a teacher to consider the learners’ specific needs both in the 

present and the target situation in order to be able to set realistic objectives for the course.  
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2.2.3 ESP teachers’ and learners’ subject-specific knowledge 

Several ESP researchers (e.g., Belcher, 2009; Dudley-Evans & St John, 1998; Ferguson, 

1997, Master, 2005) propose that subject-specific knowledge is required for being able to apply 

appropriate instructional methods in ESP pedagogy. However, as Master (2005) affirms, it is 

debated in the ESP literature how much of such knowledge is needed to teach the specialised 

language use of target discourse communities. For Belcher (2009), the main question to be 

answered is how ESP teachers can meet their students’ needs in terms of subject area expertise. 

Belcher claims that ESP teaching, first of all, demands familiarity of learner needs by the 

instructors who need to be flexible to satisfy learners’ needs with respect to the literacy needs 

of subject areas. Schachter (1981), who refuses to value subject specialism and so gives primary 

importance to teaching the language exclusively, represents one unconventional point of view 

relating to the subject-specific knowledge discussion. In contrast to this stance, Mackay (1981) 

argues for the content-based curriculum that finds linguistic knowledge inferior to subject-

specific instruction. A more compromising viewpoint is found in Ferguson (1997), who 

suggests that ESP practitioners do not need in-depth knowledge of the subject area they teach. 

They rather need to be familiar with the characteristics of the subject areas, its practices, and 

genres. Moreover, Dudley-Evans and St John (1998) urge ESP teachers to gain more knowledge 

of how language is used in particular target situations, therefore, in their view, a basic 

understanding of expert knowledge is enough to teach ESP. Additionally, in highly specialised 

contexts, the expertise of the content instructor must be trusted. Cheng (2011) argues for a 

narrow approach to be applied in the case of students who have already studied certain academic 

disciplines or have work experience. In these cases, the ESP practitioners’ own subject-specific 

knowledge must essentially be increased to best serve those students’ needs. Dudley-Evans and 

St John (1998) suggest that specialist experts can be consulted and can be sources of support 

when ESP teachers are challenged by narrow-angle courses.  
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The issue of subject-specific knowledge is relevant to this study from the point of view 

of being able to decide on the required capacity from the learners and the teachers in the ESP 

classroom. To design a course and to influence the outcome of it, the analysis of subject 

specialism ESP learners and teachers bring to language learning is a crucial component of 

classroom and research practices in the ESP context. 

2.2.4 The development of ESP teaching materials 

One of the central issues of this study is the development of the ESP teaching material 

for a situation where such previous material is not previously available and the teacher needs 

to compile the specific teaching elements. The purposes, characteristics, models and the role of 

the providers of ESP materials have been in the focus of discussions with respect to the practice 

of ESP pedagogy by prominent ESP researchers (e.g., Allwright, 1979; Basturkmen, 2006, 

2010, 2013; Belcher, 2009; Dudley-Evans, 1997; Dudley-Evans & St John, 1998; Goh, 2013; 

Hutchinson & Waters, 1987; McDonough, 2010; Robinson, 1991; Swales, 1980; Widdowson, 

1979) since the beginnings of the field.  

Hutchinson and Waters (1987) point out that ESP teachers are generally considered to 

be materials writers for several reasons. One of the reasons why they need to provide locally 

produced materials is the unavailability of published textbooks, which could be universally used 

for a specific subject area with particular learners in specialised fields. The ESP teacher, 

therefore, has to tailor the ESP course to the needs of a particular group of learners including 

the provision of teaching materials relevant to the course type. 

The real ESP practitioner was assumed to use only in-house materials in the 1960s, and 

this expectation implied that every ESP course was unique and the ESP teacher was 

instinctively a good materials writer. However, Robinson (1991) mentions that the decision of 

producing locally used ESP textbooks or choosing already published materials should be left to 

the ESP professional. O’Keeffe (1983) maintains that published materials need not be refuted 
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only for the sake of external expectations or the prestige of the ESP field. The advantage of in-

house materials over existing textbooks is that they are more specific and flexible than 

published ones and they can establish the required methodology for particular groups of ESP 

learners. These features make in-house materials more reliable for ESP teachers who teach only 

short ESP courses (Robinson, 1991). It is, however, disputable that every ESP teacher can write 

good ESP teaching materials (Dudley-Evans & St John, 1998). What is more important than 

being able to produce one’s own material is the ability to select of appropriate materials, and 

be able to take learners’ needs into account to modify activities (Dudley-Evans & St John, 1998, 

p. 173). 

Hutchinson and Waters (1987) point out that ESP teachers first need to ask themselves 

what objective the teaching materials should fulfil. The first step of designing the material is 

establishing the purpose of it and defining the teaching objectives. In the process of planning 

the teaching material, the principles to be followed are relative to both the format and the 

content of the material. It is suggested that good materials have a clear, coherent and not too 

monotonous unit structure. Dudley-Evans and St John (1998) propose that in the ESP context 

there are four reasons to use materials in the classroom. The ESP teaching materials can be 

applied 

(1) as a source of language, 

(2) as a learning support, 

(3) for motivation and stimulation, 

(4) for reference (pp. 170-171). 

 

Materials play a pivotal role in the ESP class especially when they are the primary 

source of language in the classroom. In this respect, on the one hand, ESP materials need to 

contain authentic materials to present real language use. On the other hand, they can offer a 

range of additional learning sources, for example, workbooks with keys, CD-s or DVD-s which 
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interested learners can browse. Furthermore, teaching materials need to offer new information 

and ideas in order to challenge and motivate. In an ideal case, the new input is based on the 

learners’ previous studies and the goals of the materials are planned to be achievable for the 

learners. In addition to this, the teaching material needs to be comprehensive to allow for self-

study which implies the inclusion of “contents pages, index, answer, and discussion keys”, 

which is called “the overt organisation of the material” (Dudley-Evans & St John, 1998, p. 172).  

In an article on teaching materials for English for Specific Purposes, McDonough (2010) 

reviews 45 recent ESP coursebooks for students published between 2007 and 2009. In 

McDonough’s report, current materials are situated within the development of ESP and its 

research base accentuates specific contexts and specific needs. McDonough identifies 20 

different professional areas in which English needs to be covered in these coursebooks, which 

are largely different from the published materials from the 1960s. The professional areas now 

include aviation, commerce, customer care, engineering, finance, human resources, IT, law, 

law enforcement, communication, maritime communication, media, medicine, nursing, 

telecommunications, and tourism (pp. 463-465). Almost all of the surveyed books emphasise 

the significance of learning specialised vocabulary. While grammar and language skills are also 

important in many of the materials, they do not receive as much attention as vocabulary or 

terminology teaching. McDonough (2010) points out that the reviewed coursebooks offer a 

wide range of activities for learning: “vocabulary, brainstorm, pair work, sentence ordering, 

sentence completion, gap filling, dialogue completion, forming questions or role play” (p. 476). 

For McDonough, these activities demonstrate the relevance of the principles of communicative 

competence, task-based learning, and authenticity of modern age teaching materials. 

McDonough finds that current ESP materials extensively reflect two important changes, namely, 

ICT developments and the expectations of the world of work.  
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The first one is seen in the layout of colour coursebooks interfaced with CDs/CD-Roms, DVDs, 

and integral use of the Internet to support teachers’ work and student activities. The second is 

reflected in the enormous number of professions represented by the reviewed coursebooks.  

In a similar vein, referring to context-specificity, Belcher (2009) details characteristics 

of teaching materials and methods to respond to learners’ needs. For Belcher, highlighting the 

role of specificity in developing ESP teaching materials is extremely important. In designing 

ESP materials, the specific target needs are to be met by using needs analysis data as initial 

guidance for ESP course planning. Similarly to authors who previously discussed the option of 

choosing between commercial or tailor-made coursebooks (e.g., Dudley-Evans & St John, 

1998; Hutchinson & Waters, 1987; Robinson, 1991; Swales, 1980), Belcher (2009) observes 

that teachers of the field can take advantage from commercial materials produced by other ESP 

specialists who have a sound knowledge of relevant target situation needs (p. 8). Belcher goes 

on to elaborate on the issue of narrow and wide-angle courses. She argues that certain textbooks 

do not contain highly specialised texts because the classes the books are written for are 

“disciplinary heterogeneous” (p. 8). According to Belcher, students who do not study the same 

subjects can benefit more from wide-angle approaches to materials compilation. Another aspect 

of materials design Belcher finds important to mention is that students can become more aware 

of communicative practices at workplaces or in academia by developing their own course 

materials. However, this requires students to be trained in the coursebook compilation process 

(Belcher, 2009, p. 8). 

What all the above boils down to is that context specificity provides the basis for the 

investigation to develop needs-responsive teaching materials. Needs-responsiveness embeds 

the awareness of learners’ goals and motivation, authentic materials, real language use and a 

plethora of previously described factors best revealed by assessing present and future needs in 

their own context and for each specific teaching situation. 
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2.2.5 Classification of ESP 

In the history of the study of ESP, there have been a number of attempts (Basturkmen, 

2010; Belcher, 2009; Hutchinson & Waters, 1987; Robinson, 1991; Widdowson, 1983) to 

classify ESP branches. The different types of classifications in the literature all generally 

emphasise the degree of specificity of language learning, teaching objectives and target contexts. 

Basturkmen (2010) considers the context of the teaching and the learning situation of 

ESP to be a defining element in the allotment of the field into branches. According to her 

division, the context of each branch moves from general to very specific teaching and study 

purposes. As can be seen in Figure 1, the main branches, English for Academic Purposes, 

English for Professional Purposes and English for Occupational Purposes are further 

categorised into sub-branches referring to the specificity of the subfields of either academic or 

professional disciplines. 

Figure 1 ESP classification according to learning and teaching purposes (based on Basturkmen, 2010, 

p. 6) 
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ESP is divided into two major branches by Widdowson (1983): English for 

Occupational Purposes (EOP) and English for Academic Purposes (EAP). This distinction 

refers to the increasing specificity of purpose of these different ESP branches. Widdowson 

(1983) claims that each of these branches can be further divided into subcategories: EOP, for 

example, can be divided into English for Airline Pilots, Waiters or Telephone Receptionists (p. 

9). However, Widdowson posits that this interpretation of the purpose of language learning 

seems somewhat meaningless because it only informs us about what people need to do with 

their language. 

In response to this quandary, Hutchinson and Waters (1987) explain the status of ESP 

in relation to ELT. Their understanding of the ESP-ELT relationship does not make an 

unambiguous distinction between EAP and EOP. Hutchinson and Waters (1987) divide ESP 

into these categories according to learners’ language requirements in their studies and later in 

their job. In Hutchinson and Waters (1987), ESP courses are distinguished by learners’ subject 

specialism, for example, English for Science and Technology (EST), English for Business and 

Economics (EBE) and English for the Social Sciences (ESS). ESP in their categorisation is only 

a branch of EFL/ESL (pp. 16-18).  

Robinson (1991) offers a division of EAP and EOP according to ESP learners’ work 

experience (see Figure 2). In Robinson’s classification, EAP includes two subcategories. One 

of them is English studies as school subjects, the other subcategory is English courses for 

specific subject areas. In Robinson’s interpretation, emphasis is put on the prior period in which 

the aforementioned English courses were taken by ESP learners, as it affects the degree of 

specificity of the course content.  
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Figure 2 ESP classification by experience (based on Robinson, 1991, pp. 3-4) 
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Table 2 Continuum of ELT course types (based on Dudley-Evans & St John, 1998, p. 9) 

 

What these attempts of classification and the present study share is a prominence on the 

role of specificity in illustrating either the links between the types of ESP or their influence on 

the pedagogy applied for the different ESP courses. The present study draws on the specificity 
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John’s (1998) classification. This classification highlights learners’ special needs in a 
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studies, interest, motivation, the context of the subject to be taught and the specific features of 

the variety of the English language in the context of the European Union. 

2.3 Focus on the learner: needs analysis 
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target situation needs analysis and will point out that the present undertaking draws on the 

learner-centred approach to ESP and looks at needs analysis as an ongoing, cyclical process 

where present and target needs are to be analysed in-depth. It will also argue that triangulation 

is an important element in the methods of investigating needs. The ultimate aim of needs 

analysis in ESP in general and in the present study in particular is to provide data-based 

information for course design and materials development.  

2.3.1 The origins and the meaning of needs in ESP 

Needs analysis in ESP has been present from the early days of the field and its 

importance has been widely recognised and researched (e.g., Allison, Corcos, & Lam, 1994; 

Basturkmen, 2003, 2006; Belcher, 2009; Berwick, 1989; Brindley, 1989; Caplan & Strevens, 

2017; Dudley-Evans & St John, 1998; Brown, 2016; Finney, 2002; L. Flowerdew, 2013; Hamp-

Lyons, 2001; Hutchinson & Waters, 1987; Johns & Dudley‐Evans, 1991; Jordan, 1997; Long, 

2005; Master, 2005; Munby, 1978; Richterich, 1980, 1983; Richterich & Chancerel, 1987; 

Robinson, 1991; Seedhouse, 1995; Serafini, Lake, & Long, 2015; Tarone & Yule, 1989; West, 

1994). 

West (1994) suggests that the original term referred to two different concepts: the first 

one stressed the investigation of what foreign language requirements learners encounter once 

they started to use the language in the target situation; the other was to explore how learners 

learnt the target language in the most effective way during the study period. Needs analysis 

received broad recognition in language planning only in the 1970s, and went on to become the 

central focus of course design and materials development. West (1994) remarks that early needs 

analyses were mostly carried out by relying on teacher intuition and the assessment of students’ 

needs was performed rather informally. In the 1970s, needs analysis became a formal concept 

and it was largely defined in terms of what learners are expected to do in the target situation. 

Hyland (2006) observes that both the focal point of ESP needs analysis and its 
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theoretical bases have radically changed. Starting with the initial foci of investigation (e.g. 

linguistic description of texts of various registers, analysis of the differences between GE and 

EST) ESP has proceeded to shed more light on learners’ present and target needs (p. 380). The 

first steps in needs assessment necessary for developing an ESP course are taken in order to 

determine the ’what’ and the ‘how’ of the course objectives, there follows what type of syllabus 

design, materials selection, methodology, assessment, and evaluation can still accompany the 

needs analysis process (L. Flowerdew, 2013, p. 326). 

2.3.2 Theory and practice in needs analysis 

The first influential concept of a large-scale analysis of students’ needs emerged in the 

1970s. Richterich and Chancerel (1987) conducted research for the Council of Europe into adult 

learners’ language proficiency needs to examine the educational process of learning. The 

approach taken in their analysis was a learner-centred approach which looks at learners’ needs 

as the central theme of teaching. The theoretical basis of needs analysis established by the 

Council of Europe adult learners’ language needs project (Richterich & Chancerel, 1987) 

revealed that language can be used in diverse social settings. Consequently, a formal analysis 

of learners’ needs became relevant to determine course objectives, course design and teaching 

materials content for ESP courses.  

Littlewood (2011) points out that the Council of Europe project was largely influenced 

by two new approaches to applied linguistic research carried out as part of communicative 

language teaching investigations. One of them was Hymes’ (1972) notion of communicative 

competence. The other seminal concept emerging at the time was the use of functions of 

language and its expressions through grammar (Littlewood, 2011). The researchers of the 

project were motivated mostly by these two new propositions in language teaching and 

incorporated communicative categories of functions and notions in a framework for analysis 

and development of syllabi. L. Flowerdew (2013) explains that the introduction of approaches 
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based on notions, functions (Wilkins, 1976) and communicative competence (Hymes, 1972) 

eventually led to Munby’s (1978) new model of needs analysis, the communicative syllabus 

design. (p. 326). 

In what follows, the different types of needs analysis will be described, focusing on the 

target situation, the present situation, and the learners. 

2.3.3 The Target Situation Analysis framework 

Munby's (1978) needs analysis model contends that it is important to examine situations 

and functions for English language teaching. The aim of his framework is to show the linguistic 

characteristics of the target contexts for which ESP learners need to be prepared. The language 

learners’ intentions are situated in the centre of Munby’s work. The model highlights that 

syllabus design for language courses in an ideal case is preceded by an examination of the 

learners’ needs (West, 1994). Chambers (1980) was the first to coin the new concept Target 

Situation Analysis (TSA) to refer to communication in the target situation building on Munby's 

(1978) work: 

Apparently, until needs are accurately established then the analysis cannot begin, and 

until the analysis is carried out the needs cannot be determined. The one thing that is 

outside this circularity is the language – one thing that has so far been largely ignored. 

By the language, I mean the language of the target situation. Thus, needs analysis 

should be concerned primarily with the establishment of communicative needs and 

their realisations, resulting from an analysis of the communication in the target 

situation – what I will refer to from now on as target situation analysis (TSA) to 

identify this more restricted sense of needs analysis. (Chambers, 1980, p. 29) 

 

Robinson (1991) points out that the information which is gained from TSA can either 

be linked with the course which develop the students’ English performance for subsequent 

studies or with the students’ work commencement. The requirements of the English language 

course and that of the subsequent job may be different but both have to be taken into account. 

According to Robinson (1991), most further target needs analysis research was based on 
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Munby’s model for its complex description of the target performance. However, his model was 

challenged by some (e.g., Nelson, 2000; Robinson, 1991) on the ground that he listed only the 

linguistic characteristics of the target context. Although this list was a very detailed description 

of microfunctions, it could not be applied in practice and it has not been widely used to design 

real ESP courses. The elements of Munby’s overall model are shown in Table 3. 

Table 3 The elements of Munby’s needs analysis model (based on Munby, 1978, pp. 37-49.) 

 

 

2.3.4 Needs analysis in the present situation 

The significance of Present Situation Analysis (PSA) complementing TSA in revealing 

what students know at the outset of their language course and what they are required to do at 

the end is stressed by Richterich and Chancerel (1977) and also by Hutchinson and Waters 

(1987). Moreover, in the framework of PSA students’ views on language learning and teaching, 

their strengths and weaknesses, their language teaching establishments and their prospective 

workplaces are to be investigated (Hutchinson & Waters, 1987; McDonough, 1984, Richterich 
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& Chancerel, 1980). For Robinson (1991), TSA and PSA can only be separated in theory and 

therefore, they are likely to be investigated simultaneously in practice.  

With regard to needs, Brindley (1989) mentions that there are two influential 

orientations to define them. The first one is the “narrow” or “product-oriented”, the second is 

the “broad” or “process-oriented” interpretation (p. 63). From the point of view of the product-

oriented interpretation, learners’ needs are considered only with regard to language use in a 

“particular communication situation” (p. 63), whereas the process-oriented approach considers 

the learner as an individual and takes into account a plethora of variables including “learners’ 

attitudes, motivation, awareness, personality, wants, expectations and learning styles” 

(Brindley, 1989, p. 63). 

Researchers of language planning in the 1980s (e.g., Coste, 1983; Holec, 1980; 

Richterich, 1983) wanted to seek a compromise over these two approaches. Brindley refutes 

Richterich’s (1983) ‘objective needs’ as the only starting point for course design. He finds that 

learners’ perceived difficulties, their educational and occupational background, their interests 

as well as their current language performance and future communication goals need be taken 

into account if one wants to define the learning objectives (Brindley, 1989, p. 64). Based on 

this position, Brindley (1989) divides needs into two categories: objective and subjective needs. 

According to him, data on reliable, objective needs can be extracted from “factual information 

about learners, their use of language in real-life communication situations as well as their 

current language proficiency and language difficulties. Subjective needs refer to the cognitive 

and affective needs of the learners in the learning situation” (p. 70). 

Berwick (1989) supplies a detailed description and evaluation to what needs assessment 

means and how it is accomplished. According to Berwick, there is no constant definition of 

what needs means, rather an operational definition should be constructed for each needs 

assessment situation which is to be based on the values of the needs assessor and the 
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constituents that influence a particular educational system. The most acceptable definition of 

needs for Berwick is the one expressed as a difference between learners’ present state of 

knowledge and their desired performance. Furthermore, needs are distinguished on the basis of 

the source of those needs, namely, felt needs are those of the students and perceived needs lie 

with the teacher (Berwick, 1989, p. 55).  

In agreement with several previously mentioned researchers who have contributed to 

show the relevance of needs analysis in ESP pedagogy (e.g., Belcher, 2009; Berwick, 1989; 

Brindley, 1989), Hyland (2006) looks at needs analysis as a key element of ESP teaching. 

According to him, data elicited from needs analysis is of crucial importance in designing 

curricula and materials to be used in diverse occupational contexts. Hyland points out that the 

scope of needs analysis has been extended to include more than the investigation of the 

performance of linguistic skills in a target situation: needs analysis presently includes the 

beginning of the learning situation and learners’ perceptions of their needs (p. 380). 

Dudley-Evans and St John (1998) construct a comprehensive model for needs analysis, 

which includes the following aspects: 

(1) professional information about the learners: the tasks and activities learners 

are/will be using English for – target situation analysis and objective needs; 

(2) personal information about the learners: factors which may affect the way they 

learn such as previous learning experiences, cultural information, reasons for 

attending the course and expectations of it, attitude to English – wants, means, 

subjective needs; 

(3) English language information about the learners: what their current skills and 

language use are – present situation analysis – which allows us to assess  

(4) the learners’ lacks: the gap between (3) and (1) – lacks; 

(5) language learning information: effective ways of learning the skills and language 

in (4) – learning needs; 

(6) professional communication information about (a): knowledge of how 

language and skills are used in the target situation – linguistic analysis, discourse 

analysis, genre analysis; 

(7) what is wanted from the course; 

(8) information about the environment in which the course will be run – means 

analysis. (Dudley-Evans & St John, 1998, p. 125) 
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The present case study builds extensively on this integrated model. It considers the 

learner as a participant of the needs analysis process. Moreover, this study shows that subjective 

needs analysis must be complemented by the objective views of those who are familiar with 

target situation needs for a specific teaching situation. This holistic view is reflected in the 

learners’ learning experience as well as in the methods of ESP, which are described in the 

following sections. 

2.3.5 Criticism of the needs analysis approach 

The needs analysis approach has been criticised by many (e.g., Auerbach, 1995; 

Basturkmen, 2006, 2010; Benesch, 2001; Chambers 1980) for not being comprehensive enough 

from certain perspectives of ESP course and materials design. Basturkmen (2006, pp. 19-20) 

provides some critical examples of ESP research unfavourable for the aims of needs analysis. 

Basturkmen notes that in Chambers’ (1980) view, it is debatable to request the learners 

themselves to decide their own language needs because they may not be fully competent to 

describe these needs. In a similar vein, Long (1996) posits that learners’ perceived needs are 

unreliable, especially if the learner is new to a specific learning situation and has not studied a 

particular subject or discipline before. Benesch (2001) underlines the lack of objectivity in 

needs analysis saying that it should be a neutral professional engagement (Benesch cited in 

Basturkmen, 2006, pp. 19-20). Another aspect of the criticism of ESP needs analysis is 

discussed by Basturkmen (2006) who questions whether there is sufficient overlap between 

objective and subjective needs or wants. For example, “engineering students may objectively 

need to deal with written texts concerned with technical subject areas but may also want to read 

topics in English on other general subjects” (p. 19), not only on technical matters.  

 

2.3.6 The participant ESP learner 

Contrary to the available detailed descriptions of the roles of the ESP teacher, a 
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comprehensive overview of the status of the ESP learner is much less accentuated in the ESP 

literature. However, some characteristics of the ESP learner such as age, level of motivation, 

language learning experience, ‘real-world’ objectives, and their participation in the needs 

analysis process as variables have been identified by several authors to be considered in the 

design of ESP courses (Basturkmen, 2013; Belcher 2009; Belcher & Lukkarila, 2011; Dudley-

Evans & St John, 1998; Goh, 2013; Kennedy & Bolitho, 1984; Robinson, 1991; Sifakis, 2003; 

Su, 2009). Some researchers (e.g., Chan, 2009; Goh, 2011; Su, 2009) note that learners very 

often do not have the same language proficiency and skills when they start a specific purpose 

language course. Many of these students are new to studying from a teaching material compiled 

for targeting language use in professional settings. Their motivation may also differ if their 

language knowledge and skills are heterogeneous, even though the objective is to address their 

occupational needs (Basturkmen, 2013; Chan, 2009).  

According to Sifakis (2003), ESP authors (such as Hutchinson & Waters, 1987; 

Kennedy & Bolitho, 1984; Robinson, 1991) often describe learners in terms of their age and 

their educational and professional circumstances. There is a general presupposition in the 

literature that ESP learners are adults who have left secondary school and continue their English 

studies for various reasons and with different purposes. An ESP approach considers language 

teaching a predominantly ‘adulthood-oriented’ activity. Only a few researchers (e.g., Dudley-

Evans & St John, 1998) mention that ESP courses can be designed for secondary school 

students as well. This implies that the established data-collection rationale of needs analysis 

projects can be complemented by considering ESP learners as active participants in the needs 

analysis as a consequence of their past experience, views, and opinions regarding language 

learning. Adult ESP learners’ ability to compare past and present learning situations and their 

capacity to reflect on their expectations towards a particular ESP situation may be relevant 

information for the practitioner for course design. Adult learners are “voluntarily involved in 
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learning, they are conscious of the learning process as a necessary step towards their personal 

and/or academic/vocational fulfilment; and to a considerable degree, conscious of and reflective 

on their own learning preferences and difficulties” (Sifakis, 2003, p. 206).  

In a similar vein, Belcher and Lukkarila (2011) argue for a wider involvement of 

learners in the needs analysis process as they assume that an understanding of how students 

think of themselves as participants in the learning process can effectively contribute to 

enriching pedagogical tools in the ESP class. An awareness of learners’ identity – i.e., what 

views learners have on the world, their goals relating to their lives, their previous experiences 

and their own perception of their current and future instructional needs – is advocated to be 

incorporated into the analysis of their needs to enhance teaching practices in a needs-sensitive 

manner. 

2.3.7 Learners’ motivation in the ESP class 

Many researchers (e.g., Basturkmen, 2013; Dörnyei, 2007a; Goh, 2013; 2009; 

Hutchinson & Waters 1987; Su, 2009) draw our attention to the fact that ascertaining student 

motivation to learn is an essential step in designing syllabi or teaching materials for ESP courses, 

as it assists in clarifying the real course objectives and supplies practitioners with useful facts 

on their students’ wishes and goals. Additionally, other factors such as the relevance of teaching 

materials are considered to be facilitating learners’ motivation throughout the course (Pohl & 

Szesztay, 2015; Su, 2009). It is often accepted in the literature that a teaching practice focusing 

only on the analysis of target needs will automatically generate student motivation (Basturkmen, 

2013). However, it frequently proves to be false, as this assumption lacks an awareness of 

learning needs in the immediate teaching context. Guilloteaux and Dörnyei (2008) suggest that 

classroom teaching practices need to be motivational in order to establish an effective learning 

environment. Creating such an environment involves three phases:  
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(1) generating initial motivation; 

(2) maintaining and protecting motivation; 

(3) encouraging positive retrospective self-evaluation. (Guilloteaux & Dörnyei, 

2008, p. 58) 

 

Along the same lines, Dörnyei (2007a) stresses that a lack of initial motivation can be 

eliminated through relevant teaching materials compiled for learners since they form part of a 

positive learning experience in the classroom. It is highly recommended for teachers to first 

accurately resolve how they can establish student motivation and then to choose from particular 

teaching resources and practices to maintain the initial motivation (Dörnyei, 2007a). As 

Dörnyei (2007a) points out, the classroom environment seems to be affecting motivation more 

than it had been thought. This situated approach drew attention to the complexity of 

motivational aspects. Therefore, Dörnyei and Ottó (1998) called for a model of motivational 

theory to underpin the fact that motivation is a dynamically evolving concept. 

A detailed model of L2 motivational strategies is offered by Dörnyei and Ottó (1998) 

who identify three separate temporal segments of the motivational process: the preactional, 

actional and postactional phases (p. 48). It shows how goals and intentions derive from original 

wishes and desires, and how these intentions are accomplished or abandoned. The model 

considers motivation as a complex construct including elements (e.g., domain-specific 

knowledge, subjective values and norms, instrumentality, learner beliefs about L2 learning, 

environmental stimuli, the quality of a learning experience, task presentation and classroom 

climate) which were found suitable to start exploring students’ language learning needs as it 

integrates several factors influencing ESP classroom settings (Koltai, 2012c, p. 5). 

2.3.8 The evaluation of ESP teaching materials 

There are various reasons why an ESP teacher may want to evaluate the teaching 

material and teaching procedures. Brown (1995) comments on the interrelatedness of the factors 
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to be considered in the course evaluation process in the following way: 

 I believe that decisions regarding approaches, syllabuses, techniques, and exercises 

should always be left up to the individuals who are on site and know the situation best. 

What I will advocate is a strategy in which students’ needs, objectives, tests, teaching 

and programme evaluation will all be related to each other and to the materials. (p. 

163) 

 

According to McDonough (1984), there can be financial reasons behind the evaluation, 

for example, the choice of the teaching material is influenced by the budget of a particular 

institution, but often ESP practitioners are simply interested in the evaluative process to enhance 

their knowledge of the field and to improve the effectiveness of their course. Ellis (1997) 

proposes that there may be two main types of materials evaluation which can be accomplished 

in the ESP classroom. Ellis explains that “a predictive evaluation designed to make a decision 

regarding what materials to use, and a retrospective evaluation designed to examine materials 

that have actually been used” (p. 36). Ellis claims that retrospective materials evaluation is 

helpful in ESP teachers’ judgments about the future use of the same materials. At the same time, 

it is beneficial in gaining information about the pedagogical value of activities used in the 

classroom as well as to see how to improve and what to change in the materials in order to 

design more effective ones. Ellis (1997) points out that “a macro-evaluation calls for an overall 

assessment of whether an entire set of materials has worked. In a micro-evaluation, however, 

one particular teaching task is selected and evaluated in detail” (pp. 36-37).  

McGinley (1986) reveals several problems and difficulties in evaluation in ESP and 

proposes a comprehensive framework for evaluating ESP programmes. McGinley finds that the 

most important questions raised by the evaluation process are: Who should do it? What, when 

and how to evaluate? And finally, why should an ESP programme be evaluated? (p. 336) He 

proposes a tentative framework for evaluation based on a systematic approach in order to 

provide a comprehensive solution in programme evaluation (see Table 4). The first step to take 
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in the evaluation process is to establish what aims the evaluator would like to achieve by 

assessing the course. The subsequent phase can include the investigation of how the objectives 

of the programme are connected. Next, the whole framework of evaluation can be looked at in 

terms of its appropriateness for the course. Moreover, McGinley proposes that the relationship 

of the objectives, the tests, the final test and the target performance can also be surveyed. During 

the second phase, learning design factors such as the materials and the teachers are to be 

investigated. The third phase is about the evaluation itself followed by a fourth one to 

incorporate the evaluators’ decisions on the effectiveness of the assessment (p. 339). 

Table 4 Framework for the evaluation of ESP courses (based on McGinley, 1986, p. 339) 

Phase 1  

1. Aims Examine the rationale and the stated aims and the validity of the assumptions 

behind them 

2. Aims/Objectives Examine the relationship (congruence, etc.) between these 

3. Assessment Examine the validity of the assessment system adopted; the relations between 

objectives and tests 

Phase 2  

4. Materials Examine the suitability of the materials in teaching towards the aims and the 

objectives 

5. Methodology Examine he assumptions made and the approach used 

6. Teachers Examine the contribution of relevant teacher factors to the aims and objectives 

7. Interaction Examine the nature of this to which it contributes towards achieving the objectives 

8. Students Examine the performance of students in tests and their attitudes as revealed in e.g. 

questionnaires 

Phase 3: If 

“outside” evaluation 

 

9. Evaluation Examine all factors so far (above) Examine the adequacy of the evaluation system 

used by the programme developers to elicit information about the programme 

Phase 4  

10. Improvement Examine the extent to which changes have been made or can be made to modify 

the programme to take account of revealed problem areas 

11. Constraints Examine the main constraints and the extent to which they are superable 
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Scriven (1986) identifies the difference between ‘formative’ and ‘summative’ 

evaluation, defining formative as a matter of improving ongoing programmes and summative 

as determining the effects of a programme that has come to an end. Williams and Burden (1994) 

remark that a so-called ‘summative’ type of evaluation is often carried out by teachers. This 

involves selecting either teachers or students and then applying tests at the beginning and end 

of the programme, with the aim of getting to know if a certain innovation produced any changes. 

Beretta (1992) provides a list of purposes of evaluation which are likewise relevant to this study: 

•   to decide whether a programme has had the intended effect; 

•   to identify what effect a programme has had; 

•   to justify future courses of action; 

•   to identify areas for improvement in an ongoing programme. (Beretta, 1992, 

p. 22) 

 

Roberts (1996) is critical of some of the aforementioned authors in favour of 

“demystifying” (p. 375) materials evaluation. According to Roberts, learners’ opinion and 

reactions to the teaching materials need to be included in the materials evaluation process 

because their appraisal on the topics and themes they liked in a coursebook or their thoughts on 

their learning objectives can result in determining which tasks and activities have motivating 

or demotivating features necessary for subsequent materials selection (pp. 384-386). Ellis 

(1997) claims that predictive teaching materials evaluation can be done systematically, and, 

similarly to others (e.g., Breen and Candlin 1987; Cunningsworth 1983; McDonough & Shaw, 

2012; Sheldon, 1988; Skierso, 1991), he advises teachers to use checklists to make their 

evaluation process systematic.  

An empirical study by Kaewpet (2009) reports on the evaluation of a long-running 

tertiary level civil engineering English language course. Kaewpet conducts research into the 

current civil engineering communication needs in Thailand with the aim of determining the 
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relevance previously taught communicative events still bear to the target situation engineers are 

trained for. Taking into account the learners’ updated needs, the researcher amends the course 

content to include more authentic professional language use in the Thai context. More recently, 

Tsou and Chen (2014) offer a comprehensive framework for course and materials evaluation in 

the field. Their updated model brings together “course evaluation, learner assessment, and 

teacher participation and empowerment” (p. 40). The evaluation of the course material in the 

new ESP program assessment scheme is identified as closely related to the authenticity of 

coursebook texts and tasks. It is worth noting that the authenticity of classroom tasks enhances 

the students’ training for real-life communication in various target situations. Moreover, as 

suggested by the study, authenticity assessment is best done by involving the participants of the 

target workplace disciplines such as “professors, experienced professionals, specialists, or 

managers” (p. 41). 

The present study, on the one hand, builds on Beretta’s teaching material evaluation list 

as it undertakes to identify the effectiveness of an ongoing EU English course in terms of 

teaching material design. On the other hand, incorporating Ellis’ concept, it attempts to describe 

a learner-based teaching material evaluation done retrospectively to ascertain its effectiveness. 

Moreover, the study aims to formulate recommendations for future improvement relative to EU 

English course contents and coursebook compilation. 

In summary, this section focused on the description of the theory of needs and needs 

analysis models and reviewed how researchers think of needs analysis relative to course design 

and course content. It is important to note though that the theory of needs analysis is combined 

to a large extent with research methods and empirical research in the field, therefore this will 

be discussed in the next section. 
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2.4 Empirical research in ESP with a focus on needs 

A number of needs analysis studies located in geographically diverse and highly specific 

learning situations deal with the examination of learners’ perceived and objective English 

language needs. This section presents a selection of such studies and intends to provide a review 

of research methods that are applied in ESP in general and in needs analysis in particular. It 

aims to show how specific needs are relative to the subject areas, what methods are used in 

needs analysis and how studies investigate both the present and the target situation to be able 

to demonstrate that present and target situation analysis play a crucial role in identifying specific 

needs which are of central importance to this study. Moreover, the section shows that qualitative 

methods applied to collect empirical data for needs analysis are in the focus of many recent 

needs analysis studies that are conducted with an increasing interest in analysing workplace 

communicative needs. 

2.4.1 Sources and methods in collecting data for needs analysis 

Conducting empirical research has long been of utmost importance in ESP to effectively 

analyse and establish target situation communication needs for language learners. Belcher 

(2006) notes that the quality and quantity of empirical research projects have been growing 

dramatically in the field. The same observation is made by Serafini et al. (2015) who bring our 

attention to the improvements of needs analysis methods over the past three decades, and point 

to the methodological rigour that is to be utilised in order to ensure the validity and reliability 

of needs analysis research. Along the same lines, the importance of triangulation of sources and 

methods is discussed by Long (2005) and Hyland (2006) who call for the engagement of various 

sources and methods in the needs investigation process. 

Long (2005)  similarly to others (e.g., Cheng, 2011; Swales, 2000)  emphasises that 

in today’s ESP every course entails specific purposes (p. 19). To determine this specificity, 
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several sources and methods are employed. According to Long (2005), needs analysis draws 

on information obtained from “published and unpublished literature, learners, teachers and 

applied linguists, domain experts, and triangulated sources” (p. 25). Both inductive and 

deductive techniques can be applied to collect data: “the inductive procedure includes expert 

intuition, participant and non-participant observation, and unstructured interviews; the latter 

includes surveys and questionnaires, structured interviews and sometimes criterion-referenced 

performance tests” (p. 31). Dressen-Hamouda (2013) notes that ethnographically influenced 

methods in needs analysis and more broadly, in ESP research in general, are frequently put to 

use to obtain an insider’s view of a particular issue under scrutiny. These can involve in-depth 

interviews, text collection, and participant observation of the actual setting, focus groups, case 

studies and analyses of participants’ diaries (p. 513). Jasso-Aguilar (1999) provides an example 

of an insiders’ view in course development for language teaching. In her communication needs 

oriented study, she employs triangulation of sources and methods. Jasso-Aguilar worked 

closely with hotel housekeepers to carry out a needs analysis of several methods and sources, 

including a particular ethnographic technique. Prolonged participant engagement useful for 

examining language learners resulted in getting an emic perspective on Waikiki hotel maids’ 

daily language needs (pp. 33-34). 

With the aim of investigating the most common research methods in the field, Gollin-

Kies (2014, p. 27) reviewed research articles published between 2003 and 2012 in the English 

for Specific Purpose Journal and examined them in contrast to those in the Journal of English 

for Academic Purposes published over the same period of time (see Diagram 1). The research 

methods Gollin-Kies uncovers in both journals were mostly qualitative. Gollin-Kies finds that 

merely quantitative research in the two journals is not significant, however, an increasing 

interest in qualitative/quantitative and mixed methods is revealed. In qualitative studies that are 

not principally discourse-based, ethnographic methods are prevailing. An apparent lack of 
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experimental research published in either journal can be observed, and generalizable, large-

scale empirical studies cannot be identified. According to Gollin-Kies, qualitative research 

methods, particularly discourse analysis, outweigh other methods in these prominent journals 

because qualitative methods are exploitable for exploring the specificity and diverse contextual 

aspects of ESP. 

Diagram 1 Trends in ESP research methods (2003-2012) (based on Gollin-Kies, 2014, p. 9) 

 

Other examples of sources are described by Basturkmen (2010) who provides an 

illustration of ESP course design in the form of a pyramid (see Figure 3). The pyramid has three 

levels which refer to the various stages of curriculum development. For Basturkmen, the ESP 

curriculum and materials are based on the examination of needs, and that specialist discourse 

is referred to as ‘below the surface’ levels. The overall results pertaining to the data collection 

phases are included at Level 1 and 2 supporting course designers’ curriculum decisions. The 

curriculum is the observable unit which can be found at Level 3 (Basturkmen, 2010, pp. 143-

144). 
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Figure 3 Needs analysis and curriculum development (based on Basturkmen, 2010, p. 143) 

 

 

 

2.4.2 ESP subject areas and language needs in recent empirical studies 

Needs analysis studies of different geographical origin (e.g., Basturkmen, 1998; Chia, 

Johnson, Chia & Olive, 1999; Ferris, 1998; Li So-mui & Mead 2000; Spence & Liu, 2013; 

Symon, 2012) tend to investigate learners’ needs in diverse educational contexts and relate them 

to versatile subject areas. Currently, workplace-specific English courses are in high demand 

because of the growing intensity of interest by an international workforce in global employment 

(e.g., Bajzát, 2013; Marra, 2013).  

Studies focusing on work environments embody a wide range of professional settings 

including specific occupations such as “tourist guides, nurses, IT specialists or even brewers” 

(Belcher, 2009, p. 2). L. Flowerdew (2013) claims that needs analyses conducted to locate 

professional needs (e.g., Basturkmen, 1998; Bhatia & Candlin, 2001; Chia, Johnson, Chia & 

Olive, 1999; L. Flowerdew, 2010; Li So-mui & Mead, 2000; Lehtonen & Karjalainen, 2008; 

Leki, 2003) usually show either the differences between the demands of EAP courses and 

workplace English language requirements or students’own wants and their target needs. This 

section provides some examples of the topics and aims of such studies to bring attention to 
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research interests in the field. 

Lehtonen and Karjalainen (2008) study how employers perceive university graduates’ 

occupational language needs in Finland. In their mixed-method study of representatives of 15 

employers, language skills, and recruitment, language use at work and future language needs 

are examined. Their findings show that it is necessary to consider employers’ in the process of 

language course planning as they can reveal how to properly match language teaching with the 

needs of the future workplace. These needs include language skills from a wider perspective 

entailing presentation skills, communicating with non-natives or making use of cross-cultural 

competences. (p. 501). 

Symon’s (2012) study contributes to the growing body of empirical research on 

specificity in ESP examining accounting, economics and business students' language learning 

needs in Israel. The main objective of her study is to identify tertiary level learners’ perceived 

needs in order to reveal how they need to be instructed for English language communication in 

the target situation of their related subject areas. A qualitative interview study is carried out 

involving Business English tutors, workplace stakeholders, and students of different disciplines. 

Symon’s results show that accounting, economics and business should be seen as three separate 

discipline categories owing to the major differences these disciplines exhibit in terms of 

technical vocabulary, topics of readings, tasks and genres. The study therefore suggests that the 

English course under scrutiny should be tailored to long-term workplace needs of these 

disciplines (Symon, 2012, p. 2). 

Another study by Spence and Liu (2013) in the Taiwanese higher education context 

demonstrates the relevance of specific English skills for the target situation in the engineering 

profession. The researchers primarily focus on workplace communicative events that process 

integration engineers may be involved in while interacting with native or non-native English-

speaking colleagues at a manufacturing company in Taiwan. A needs analysis study is 
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accordingly conducted which applies a triangulation of methods (i.e., survey questionnaires, 

interviews, observations) and sources (i.e., engineers, foreign customers) with the aim of 

describing the most significant tasks and skills course designers are urged to consider in the 

study situation. Their findings indicate that besides frequently employing speaking and 

listening skills with a wide range of non-native speakers in the work setting, engineers often 

face writing and reading tasks including, for example, the composition of e-mails, memos, 

reports or project proposals (p. 97). Hence, the researchers suggest a genre-oriented ESP 

instruction for process engineers as well as the involvement of teaching non-native accents for 

Taiwanese tertiary level engineering students. 

A similar scholarly pursuit can be seen in Kassim and Ali’s (2010) investigation where 

they set out to collect information from engineers at multinational private companies in 

Malaysia in order to depict what communicative events and communication skills are the most 

appropriate to be included in a module designed for university students. In the study, a survey 

questionnaire targeting different types of engineers was developed and administered to 

chemical companies. The results of the research indicate that the most frequent communicative 

events engineers are involved in are “teleconferencing, networking for contacts and advice, and 

presenting alternative strategies and ideas” (p. 168). It is therefore apparent that more emphasis 

needs to be placed on speaking skills to develop a needs-responsive curriculum to meet the 

language challenges triggered by a global use of English in the engineering community. 

In the European context, Mancho-Barés and Llurda (2013) conduct needs analysis for 

Business English syllabus planning purposes at a Catalan university. The study comprises 

tertiary-level first-year students’ survey to obtain information on their language proficiency, 

the analysis of policy documents of the university to establish the role of language learning, and 

unstructured interviews with business stakeholders to reveal more about their views on 

workplace language needs. The findings suggest that oral skills and specific vocabulary 
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teaching are necessary in order to plan a course for tertiary-level BE students. Moreover, a 

native-speaker approach to teaching speaking is found to be inappropriate to prepare students 

for BE communication at the workplace since employees at multinational companies are 

engaged in speech events mainly with non-native speakers of English.  

Dovey’s (2006) article discusses that higher education institutions often assume that 

learning and literacy achieved in academic contexts are transferable to professional contexts. 

However, due to significant changes in the world of work, a so-called new vocationalism is 

established, which in turn induced developments in higher education. The shifts in tertiary level 

contexts mean that new courses are being introduced to adapt to the expectations of modern 

workplaces. According to Dovey (2006), these new courses that prepare learners for the target 

situation must have new goals which are different from those of discipline-based courses. 

Dovey argues for taking into account the transferability to professional contexts outside the 

academy as traditional contexts only focus on the teaching of written disciplinary genres. In 

new contexts, the necessary knowledge is much more characterised by talk and interpersonal 

skills. Consequently, the introduction of multidisciplinary courses to replace discipline-based 

courses; and practice-based or workplace-based courses would be beneficial. (pp. 399-400). 

Many ESP authors (e.g., Basturkmen, 2010; Belcher, 2004, 2011; Dressen-Hammouda, 

2013; Hyland, 2006; Marra, 2013; Paltridge & Starfield, 2013) call for finding suitable 

approaches of collaboration between researchers and practitioners to enhance the development 

of relevant teaching materials and methodologies which help learners in gaining access to the 

realities of English at work. As L. Flowerdew (2013) points out, “needs are often complex, 

difficult to sort out, and may require a variety of responses in that there are often competing 

needs and vested interests in defining and meeting students’ needs” (p. 341).  
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2.4.3 LSP, ESP and needs analysis in the Hungarian context 

Kurtán and Silye (2012) investigate the major areas of LSP education in Hungarian 

higher education. Based on a survey of 23 Hungarian institutions, the research study reports on 

the most commonly instructed languages as well as the proportion of general language teaching 

and LSP learnt by students participating in higher education. Kurtán and Silye have found that 

language teaching for specific purposes of highly diverse specialist fields was carried out at 

different levels in 14 languages (English, German, French, Latin, Italian, Russian, Spanish, 

Portuguese, Chinese, Arabic, Dutch, Polish, Japanese, and Korean) at the analysed Hungarian 

institutions. English is predominantly taught in each specialist subject area; the second most 

commonly instructed language was German (pp. 7-8). Administering language courses in 

foreign languages in the area of business and economics outweighs other specialist fields of 

language instruction. Moreover, other fields such as international relations, finance, accounting, 

public administration, diplomacy, politics, social sciences, sport, IT, media, church, theology, 

and music were also reported among the specialist areas of language teaching. In technical 

higher education, mechatronic engineering, environmental engineering, earth science, wood 

processing engineering, transportation engineering, and technical management were mentioned 

by the participants of the study as subject areas most often taught for LSP at tertiary level in 

Hungary (p. 9).  

A larger scale needs analysis project is reported by G. Havril (2009) who conducted 

research among Hungarian university students and professionals in the social sciences. A 

mixed-method study using questionnaires to investigate the subjective and objective language 

learning needs of ESP trainings was used, which targeted the development of communicative 

competence-based skills, and aimed to describe language learners’ overall immediate academic 

learning needs. The study compared the results with workplace target needs to draw pedagogic 

conclusions for ESP teaching.  
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In a survey study, Csizér and Kontra (2012, pp. 1-10) examine the interrelatedness of 

English as a Lingua Franca (ELF), English as a Native Language (ENL) and ESP in the 

Hungarian context. The quantitative research conducted among 239 ESP learners at technical 

universities analyse the extent to which the language learning goals and beliefs of tertiary level 

ESP students are impacted by ELF, ENL, and ESP and what this signifies for them in terms of 

their future professional plans. The researchers’ data show that language learning and objectives 

among university students are influenced by the differing importance by all three concepts of 

the survey. Surprisingly, ENL has the strongest impact on students’ beliefs which seems to 

reflect their positive attitude towards native speakers. ESP students, on the other hand, are 

aware of the significance of ELF as well, but the study did not find a direct link between the 

influence of ELF and ENL. Nevertheless, the study found that Hungarian ESP learners still link 

ESP to ENL although only ESP is influenced by ELF. The authors, therefore, recommend a 

shift in teaching ESP to non-native speakers of English because Hungarian students seem to be 

“caught up” (p. 7) between the two language learning models and it might be more beneficial 

for them to receive ESP instruction as ELF, and thus making them become more confident 

language users. 
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2.5  “English for the EU” as an ESP course 

This section summarises the findings of research into English for the EU and demonstrates the 

specificity of language use in the EU context. It intends to show that there has been little 

research done in the EU context that focus on the most significant pedagogical aspects of this 

ESP context, that is, the analysis of the present and target situation, in order to describe the 

characteristics of the specific communication of EU institutions in terms of language contexts, 

themes, functions, and forms, which inform long-range curricular and teaching materials goals. 

 

2.5.1 English as a lingua franca and ESP 

Today, English is undoubtedly the most prominent common language used for 

worldwide communication in business, education or international organisations (Angouri, 

2013; Cogo, 2016; Bolton, Graddol, & Mesthrie, 2010; Fortanet & Gomez, 2008; Gazzola, 

2016; Linn, 2016; Nickerson 2013; Mauranen, 2012; Rogerson-Rewell, 2014). Many scholars 

have observed an unprecedented spread of English as a lingua franca in domain specific 

encounters (e.g., Jenkins, 2015; Paltridge, 2016; Seidlhofer, 2015) which in ESP is most 

evidenced by researchers’ increasing interest in the interaction processes among employees at 

multinational workplaces or in the investigation of tertiary level students’ language learning 

needs for academic or occupational purposes. As pointed out by Nickerson (2013), the interface 

between ELF and ESP can be identified in several recent ESP related empirical studies 

examining native and non-native speakers’ communication needs from a lingua franca 

perspective, thus building links for the global dominance of ELF with its users both in academic 

and in multilingual corporate communities of practice. In agreement with this, Mauranen (2012) 

claims that in recent years, academia has become an ideal territory for ELF-ESP empirical 

research due to its internationalisation and the expansion of student and teacher mobility in 

higher education. Current research into academic and professional contexts frequently integrate 
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ELF and ESP and is primarily concerned with the description of phenomena occurring in non-

native speakers’ ELF communication or is associated with texts produced by and for non-

natives as a result of written lingua franca contacts (Nickerson, 2013). English has now become 

the unofficial working language of the EU institutions which extensively adopt a non-native 

variety of English for verbal and written communication taking place primarily among non-

native speakers of English (Ammon, 2012; Felici, 2015). As argued by Felici (2015), this 

unique ELF setting is optimal for the observation of the development and the features of a 

specialised language which has evolved partly due to the unique multilingual translational 

conventions of legal texts within the EU. Moreover, the growing number of multinational non-

native English speakers employed by the EU institutions who use English primarily for 

interactions within and outside the EU has contributed to the development of an institutional 

English variety differing in many aspects from standard native English. 

2.5.2 The use of English in Europe and within European institutions 

Multilingualism and language issues of the European Union have been extensively 

researched and discussed (e.g., Ammon, 2012; Bethoud, Grin, & Lüdi, 2013; Gazolla, 2006; 

2016, Kraus, 2008; Láncos, 2012; Phillipson, 2015; Rindler Schjerve & Vetter, 2012; Tosi, 

2003; van Els, 2006; Wodak, Krzyzanowski, & Forchtner, 2012). Gazzola (2006) and Rindler 

Schjerve and Vetter (2012) note that according to the Treaties, making decisions on the EU’s 

language regime is the responsibility of the Council. The basic provisions and the legal basis 

for the language regime of the European institutions are established in Council Regulation No. 

1 of 1958. This regulation determined the languages to be used by the European Economic 

Community and also by the European Community on Nuclear Energy. The six founding 

Member States, Belgium, France, Germany, Italy, the Netherlands and Luxembourg, gave a 

general guideline to follow regarding the treatment of languages in the EU as the 1958 Council 

Regulation accorded equal status to four languages (Dutch, French, German and Italian), thus 
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establishing an early commitment to the plurality of languages and linguistic diversity within 

the EU institutions (Kraus, 2008; Kraus & Kazlauskaite-Gürbüz, 2014). The regulation has 

been amended each time languages of new Member States to the European Community, later 

the European Union had to be included, thereby expressing the commitment of the EU towards 

multilingualism at every expansion phase (Phillipson, 2010).  

As part of the New Framework Strategy for Multilingualism (COM 2005/596), the 

European Commission issued a Communication in 2005 which was the first document to 

officially discuss language issues, and more precisely multilingualism as a policy area, 

explicitly considering it as the responsibility of the European Commission (Láncos, 2012). The 

new strategy had three express aims regarding EU multilingualism policy which intended to 

serve the encouragement of EU citizens’ language learning, thus contributing to the 

maintenance of linguistic diversity. Moreover, it aimed to endorse the developments of a 

multilingual economy, and, finally, it promoted EU citizens’ access to EU information, 

legislation and procedures in their own native languages. 

Currently the EU has 24 official languages having, in principle, equal status to carry out 

communication within and outside its institutions. However, in reality, English has become the 

principal language in the past four decades (Phillipson, 2015). The new Member States’ official 

languages have become both official and, working languages of the EU at the same time, but 

as Ammon (2012) and Phillipson (2015) note, the official languages have never been equal with 

regard to the frequency of their use for internal and external communication in the EU. Official 

languages of the EU are used to “communicate between EU institutions and the outside world” 

(Gazzola, 2006, p. 396), for example, between the EU governing bodies and so the working 

languages help “internal institutional communication” (Ammon, 2012, p. 575). According to 

Ammon’s (2012) and Gazzola’s (2006) data, the number of working languages of the EU is 

much more limited than that of the actual official languages.  
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The selection of languages varies depending on which institution uses them. The European 

Council, the Council (of Ministers) and the European Parliament use all the official languages, 

the European Commission uses English, French and German, the Court of Justice uses French, 

and the European Central Bank uses mainly English (Ammon, 2012, pp. 571-572).  

Although efforts are made to maintain linguistic diversity and the equal treatment of 

languages, English is the most influential language in the EU institutions today (Ammon, 2012, 

Christiansen, 2006; Felici, 2015; Gazzola, 2016b; van Parijs, 2011; Phillipson 2010, 2015; 

Truchot, 2002). English replaced French as the most widely used drafting language in the EU 

(European Commission, 2009; 2012) and the expansions of 1995 and 2004 and subsequent 

accessions of new countries to the EU have reinforced the spread of the English language as 

the new members predominantly use English for international communication and they tend to 

know English better than other languages used for institutional communication (Eurobarometer, 

2012; Truchot, 2002; van Parijs, 2011). According to Phillipson (2010), written and oral EU 

discourses are heavily shaped by the use of English, thus making a strong impact on how the 

EU institutions are constructed and managed. 

Multilingualism of the European Union institutions has long been a rich source of 

linguistic, political, philosophical and even financial debates about EU language policy. The 

focus of the criticism expressed towards the EU language regime is primarily on its fairness 

and effectiveness. The researchers who participate (e.g., Ammon, 2016; Gazzola, 2016a; 

2016b; Kruse & Ammon, 2013; Phillipson, 2015; Rindler Schjerve & Vetter, 2012; Unger, 

Krzyzanowski, & Wodak, 2014; Wodak, Krzyzanowski, & Forchtner, 2012) in recent 

discussions on issues such as linguistic diversity or the EU institutional use of languages, 

usually use the dominance of English as a starting point for addressing their critical views on 

EU language-related questions. The major concerns in the arguments put forward in the 

academic literature are the power of English in institutional communication and more 
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importantly, the justness of language practices. For example, Phillipson (2015), analysing the 

role English currently plays in the EU institutions and its effect on non-native speakers, points 

out that managing multilingualism in the current EU is a challenging objective. Although 

linguistic diversity, a term closely entwined with multilingualism is seen as a symbol of the EU, 

the current language practices of EU institutions in their communication with internal and 

external parties, confirm that the EU institutions cannot fully meet the challenge of the 

multilingualism principle they are widely expected to respect (Phillipson, 2015, p. 15). 

The primacy of English in Europe is important from an ESP pedagogic point of view 

because ESP teachers and researchers observe an increasing language learner interest in EU 

English, that is, learning the characteristics of English as it is used in EU documents and 

institutions (Trebits, 2009a). Furthermore, communication is carried out in the EU among 

“officials, experts, translators who due to the unconventional institutional organisation display 

particular discoursal expertise sharing common professional goals” (Jablonkai, 2010, p. 20.) 

At the forefront of ESP pedagogic relevance of EU English teaching is the growing 

necessity of matching EU English learners’ needs to the areas of communicative competence 

developed within the target EU discourse community. In newly or recently joined Member 

States, EU English learners who wish to work for EU institutions need to be familiarised with 

the special linguistic expectations of their future workplace. Therefore, there is a need to explore 

EU English from an ESP pedagogic perspective with the aim to map learners’ and workplaces’ 

special linguistic needs to compile suitable teaching materials for these purposes. 

2.5.3 Texts and genres in the EU context 

The EU institutional work for many employees is primarily text-based, incorporating 

the translation of legal texts, and writing and reading several other types of documents which 

can be categorised according to differing principles (Murphy, 2012). Murphy (2012, p. 1243) 

observes that based on the information of the European Commission’s online search engine, 
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EU documents fall into five categories. Cosmai’s (2014) classification includes four broad 

categories, whereas Wagner, Bech, and Martínez (2002) uses three distinctive types of 

document categories (Table 5). According to the latter type of categorisation, outgoing texts 

refer to legislative documents translated into all the official languages of the Member States. 

Incoming texts are drafted outside the EU and are translated for members of the institutions, 

whereas internal texts comprise minutes of meetings and administrative documents (Murphy, 

2012, p. 1243). One of the common features characterising all three categories is that they do 

not only incorporate legal texts, but also several other types of documents which contain 

information to be displayed for a wider audience outside EU institutions.  

Table 5 Categories of EU documents (based on Murphy, 2012, p. 1243) 

Categories of EU documents 

1. Agendas of EC meetings 

2. Minutes of EC meetings 

3. Documents relating to official 

instruments for which the 

Commission has sole responsibility 

4. Proposed legislation and other 

Commission communications to the 

Council and the other institutions, 

and their preparatory papers 

5. Documents which cannot be 

classified into the other series 

1. Administrative 

2. Legislative 

3. Political 

4. Informational 

 

1. Incoming 

2. Outgoing 

3. Internal 

 

EU documents are produced as a result of interactions within and between EU 

institutions communicating with a large number of external stakeholders including EU citizens, 

officers of administrative authorities or representatives of corporate environments in all 

Member States (Koskinen, 2008). In this sense, EU texts are not only legal documents, but also 

include all types of documents containing EU-related information, EU-specific terms and 

knowledge. The drafting and the translation of such texts (e.g., memos, policy papers, reports, 

PR materials, grant applications, press releases) are realized via multilingual interchanges, to a 

large extent among speakers of English with diverse cultural and language proficiency 
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background. In Swales’ definition, a genre “comprises a class of communicative events, the 

members of which share some set of communicative purposes. These purposes are recognised 

by the expert members of the parent discourse community, and thereby constitute the rationale 

for the genre” (1990, p. 58.). Based on this definition, the potential users of EU documents can 

be EU professionals in Member States, students participating in EU exchange programs in 

higher education or in translation trainings, lecturers and tertiary level students of EU-specific 

studies, university students, and language teachers wishing to gain pedagogical and 

communicative competence in an ever-changing complex field bringing together many 

linguistic disciplines.  

EU documents show a great deal of diversity resulting in various written genres. From 

the ESP teacher’s point of view, a wide range of genres evolved in the process of EU 

institutional work (Table 6) and so offers the possibility of preparing reading and writing 

materials which convey the features of the language variety used by the discourse community 

of the EU institutions. EU genres include legal texts and general and specific texts of various 

topics for a wider public. Therefore, teachers wishing to compile EU-related course materials 

need an awareness of the diversity of the EU genres and contexts to be able to select these types 

of documents for ESP students. 

Table 6 Examples of written genres in the EU context (based on European Commission, 2009, p. 6) 

EU written genres 

1. Treaties 

2. Press releases 

3. Reports 

4. Presidency conclusions 

5. Grant agreements 

6. Speeches 

7. Speaking notes 

8. Briefings 

9. Press releases 

10. International agreements 

11. Policy statements 

12. Answers to written and oral parliamentary 

questions 

 

13. Technical studies 

14. Financial reports 

15. Minutes 

16. Internal administrative matters 

17. Staff information 

18. Scripts 

19. Captions for films 

20. Promotional materials 

21. Correspondence with ministries firms, 

interest groups and individuals 

22. Web pages and publications 
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2.5.4 The definition of EU English 

‘Euro-English’, ‘English as a lingua franca’ and ‘EU English’ all refer to varieties of 

English in the European context (Jenkins, 2001; Jenkins, Modiano, & Seidlhofer, 2001; 

Jablonkai, 2008; Trebits, 2008, 2009a, 2009b). Euro-English is interpreted in two different 

ways in the literature. In the early days of research into lingua franca use in Europe, the first 

interpretation by Modiano (2001) referred to English use among the citizens of the European 

Union who were not native speakers of English and who due to their shared European cultural 

experience used common EU-related words or expressions. The second meaning of the term 

Euro-English referred to English in Europe used by non-native speakers of English in 

interaction with other non-natives (Jenkins, 2001; Seidlhofer, 2001) and this research interest 

later developed into what we call ELF research today examining how English is used between 

speakers of various languages and cultural backgrounds. Researchers of ELF (e.g., Cogo, 2016; 

Cogo & Bowles, 2016; Feyér, 2016; Jenkins, 2001; Kalocsai, 2014; Seidlhofer, 2015) aim to 

describe the typical lexical choices, discourse strategies, speech varieties, and accents of the 

variety of English used by non-native speakers. EU English, however, refers to the use of 

English in the documents of the institutions of the European Union (e.g., Felici, 2015; 

Jablonkai, 2008; Trebits, 2008). The term ‘EU English’ in this study is used to involve not only 

the specific characteristics (lexical, terminological, syntactical) various English language 

written EU documents exhibit, but also the style, the different elements of EU-specific 

knowledge and information content stemming from the unique institutional organisation of a 

culturally diverse discourse community. 

2.5.5 The focus of translation studies in the EU context 

While in 1999 as many as 52% of primary texts produced by the European Commission 

was issued in English, this proportion changed in ten years and the use of English continued to 

grow (Truchot, 2001).  
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As for translation, in 2008, the Directorate-General for Translation of the European 

Commission (DGT) translated 1,805,689 pages. In the same year, 72.5% of original texts 

(including those originating outside the Commission) were drafted in English, 11.8% in French, 

2.7% in German and 13% in other languages. English has replaced French as the most widely 

used drafting language of EU documents (European Commission, 2009). The DGT translated 

about 2 million pages in 2015 and released a large translation memory (TM) based solely on 

legal documents in 2011, including 231 language pairs of 24 official languages (Steinberger, 

Ebrahim, Poulis, Carrasco-Benitez, Schlüter, Przybyszewski, & Gilbro, 2014). According to 

data obtained from this TM in 2017, the highest number (723,950) of translation units (full 

sentences, headings or full paragraphs) and words (14,079,960) found in the TM were in 

English. 

Translation research in the field focuses to a large extent on translation procedures and 

language use in the European Union. Such studies demonstrate that linguistic equality in written 

communication of the EU in actual linguistic practice is largely restricted to English (Felici, 

2015; Fischer, 2010a, 2010b; Gibová, 2009; Luttermann, 2011; Northcott & Brown, 2006; 

Robertson, 2011; Sosoni, 2011; Truchot, 2002). Luttermann (2011) notes that within the 

European Commission, where suggestions are made for legal regulations to the Parliament and 

to the Council, English and French are the main working languages, German is used less 

frequently. A reduced number of working languages is used in the European Parliament, also 

with a preference for English language use. In the Council of the European Union and in the 

Parliament, the use of languages is similar to that of the Commission. The work is performed 

entirely in English, French and German (pp. 27-28). 

The translation procedures of the EU institutions are divided by Koskinen (2008, p. 43) 

into two phases: intracultural (communication taking place within a particular EU institution or 

between them) and intercultural (between the EU and national cultures). EU texts are produced 
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in a multicultural environment which incorporates the use of dominant and less frequent 

languages, and also an unconventional supranational and unique institutional translation 

practice which influences the linguistic characteristics of drafted or translated texts (Fischer, 

2010b; Sosoni, 2011). In the institutional framework, the European Commission initiates the 

legal texts. EU documents are drafted mainly in its procedural languages, in English, French 

and occasionally in German. It is not easy to evidence the original language of the texts as they 

are often written in more than one language. EU texts are drafted mostly in English by non-

native speakers of English and the drafting process is frequently carried out by committees or 

teams of multinational people having diverse cultural backgrounds (Koskinen, 2008). Moreover, 

legal texts initially written by experts in English (but not necessarily by native speakers) are 

revised, approved and amended several times to be accepted in the EU decision-making 

processes (Sosoni, 2011). 

Research in EU translation revealed that EU documents exhibit specific linguistic 

features owing to the internationalisation processes and supranational multicultural discourse 

community of the EU (Trosborg, 1997). Schäffner and Adab (2001) note that texts produced in 

the translation processes of the EU are often referred to as hybrids as “they often seem strange, 

‘out of place’, difficult to understand for the receiving audience” (p. 176). Hybrid texts are 

created as a compromise between two or more cultures for the purposes of rationalisation in 

translation work (Gibová, 2009; K. Károly, 2007; Koskinen, 2008; Pym, 2000; Trosborg, 

1997). By way of standardisation, specific characteristics of EU texts are realised through the 

interplay of cultures and languages (K. Károly, 2007; Klaudy, 2004; Trosborg, 1997) in EU 

documents. Trosborg (1997) argues that in the language use of EU document drafting, 

Eurojargon, a special EU variety exists which does not sound natural to outsiders; it is, 

however, used both in the written and spoken communication of EU staff. Further specifying 

the EU language use, she calls this language a language for special purposes. 
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Along the same lines, Dollerup (2004) mentions the tendency to reproach EU 

translations for being complicated or even “poor” by outsiders. Dollerup notes that criticism 

towards EU documents is often expressed by those who do not have enough expertise in the 

field. Dollerup questions whether EU texts should be made understandable for the general 

public at all since the texts translated into the official languages of the EU target national 

specialist groups which assess the quality of the documents based on different criteria rather 

than the general public. 

A study on translation competence by A. Károly (2012) sets out to identify student errors 

in the translation of a particular EU genre. Student translations from English to Hungarian of 

one of the European Commission’s written answers to a parliamentary question were 

investigated. A comparison of the student translations to the official translation of the text 

reveals the most frequent lexical, syntactic and textual errors the students made. The results of 

the study can help specialised EU translation teachers in syllabus design by indicating which 

elements of translation competence to stress (p. 36). According to the study, students’ 

translation competence can be developed by focusing on these recurring problems and the 

resulting errors, and so in this way translation classes can be made more effective (p. 44). 

In a more recent study, A. Károly (2015) examines the pedagogical perspectives of 

translating EU texts at tertiary level to find out what potential roles translating EU texts can 

take on in language learning and teaching in an English bachelor’s programme. The study 

underscores that EU text translation is highly motivating for tertiary level students because as 

empirical evidence shows, they are not only involved in translation-related tasks, but in view 

of the EU-specific linguistic, cultural and factual information these texts contain, they are 

provided plenty of opportunity to learn about EU-specific disciplines, specific language content 

and issues to improve in broad areas of EU-related knowledge. 
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To sum up, studies in the field of translation research, investigating the translation 

processes and language use in the EU, reveal that the English language is the most common 

drafting language in EU institutions. Moreover, by virtue of the special, supranational 

translating work of the EU, texts have developed into a specific variety of the target languages 

which exhibit special linguistic characteristics causing problems for the general public to 

comprehend. Nevertheless, this special language variety is used for written and verbal 

communication by the participants of a multinational EU discourse community.  

2.5.6 Terminology and EU English in the ESP context 

Much attention has been paid to describe the ‘irregular’ textual features (vocabulary, 

syntax, style) and the terminology of EU documents in the relevant literature in the Hungarian 

context (e.g., Dróth, 2000; Fischer, 2009, 2010a; 2014; Gulyás, 2005; Klaudy, 2004; Rádai-

Kovács, 2009, Somssich, 2007). Studies on terminology call out attention to the role specialist 

vocabulary plays in EU translators’ work and accentuate the importance of teaching 

terminology in translators’ training (e.g., Koskinen, 2000; Robertson, 2011; Sandrini, 1996; 

Somssich, 2012; Sosoni, 2011).  

The Hungarian literature in the field describes the role unification of the Hungarian 

terminology plays in EU translators training (e.g., Balázs, 2003; Dróth, 2000) and the 

difficulties translators or translation students encounter in the course of translating EU 

documents or finding equivalent terms for EU terminology. A different perspective to 

translation research in the EU context can be found in Fischer (2010a) and Rádai-Kovács (2009) 

who examined the characteristics of EU terminology and investigated the role translators as 

terminologists play in the EU translation processes. Fischer’s (2010a) study explores the 

decisions translators have to make when they translate terminology. She claims that translators 

are not only end-users of the specialist terminology, but they become terminologists in the 

process of translation as well. Fischer implies that there is a need for the establishment of a 
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sound theoretical framework for analysing, teaching and using EU terminology in EU 

translation training.  

Rádai-Kovács (2009) looks at the special characteristics of EU terminology with a 

distinctive focus on the particular features of Neo-Latin languages. Her investigation touches 

on to the questions whether there is a specialist language of the EU and what characteristics 

describe it. Furthermore, she explores whether there is a connection between Eurojargon and 

EU terminology and how to describe EU terminology using linguistic tools. In her corpus-based 

investigation, characteristics of the specialist field of the EU is, first of all, described as a field 

of activities in which the EU is a political, administrative and legal entity using terms relating 

to the institutional organisation, its history, and every day work. Within the specialist field, she 

identifies six sub-fields, such as funding principles, European integration, EU institutions, legal 

framework, EU budget and EU policies. Her findings reveal that EU documents contain special 

pragmatic, syntactic, lexical and semantic solutions to the translation of the EU terminology 

and these can be identified just as in other languages for specific purposes. According to Rádai-

Kovács, the specialist language of the EU is a language which exists abreast of the different 

languages of the EU and forms part of the institutional identity, playing a significant role in the 

legal and professional unity of the EU.  

Another study by Fischer (2009), based on her theoretical and empirical research 

findings in the fields of translation and terminology in the EU context, accentuates that 

‘mediating EU content’ in English has been a challenge to date in different types of training in 

the Hungarian educational context. Fischer suggests that teaching students who lack sufficient 

background knowledge about EU institutions, EU decision-making processes and policies, and 

the administrative and legal background of the EU may face difficulties in acquiring the 

specialist language of the EU in English. Teaching EU terminology, which is essential for EU 

specialization students, can be facilitated by explaining the gaps in the specialist knowledge in 
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the mother tongue to provide real career content in an EU English ESP class. 

To conclude, similarly to translation studies, terminology-related research also supports 

the presence of a special language use within the EU institutions and complements this by 

arguing for the importance of previous specialist knowledge learners need to acquire to 

establish and maintain effective learning and teaching purposes in an EU English class. 

2.5.7 Findings of corpus-based studies on EU English 

In developing EU English-related course materials teachers can benefit from the 

findings of corpus-based research as they can provide information about the choice of lexical 

and grammatical items to be incorporated into the course contents (Trebits, 2008, 2009). In 

Trebits’ (2008) study, a detailed analysis of the register of English in EU documents is provided 

with the aim of describing the use of conjunctions in the documents of the EU. It is carried out 

with the help of corpus linguistic methods to show how the results of such an analysis could be 

relevant to teaching ESP and to syllabus and materials design. Trebits (2008) suggests that 

corpus-based studies in language teaching help to see how “English is used in context, thus 

bringing real world language use in naturally occurring texts closer to the learner and the teacher” 

(p. 41).  

According to Jablonkai (2009, 2010), it is crucial for employees of the EU to be aware 

of the specific features authentic EU texts display, therefore they need to be taught the EU-

specific vocabulary, discourse, and text organisation patterns. Taking into account the outcomes 

of a needs analysis survey she carried out among representatives of the EU discourse 

community, Jablonkai (2010) has compiled the English EU Discourse Corpus (EEUD Corpus). 

Her analyses of the corpus concentrate on the most frequent lexical items and collocations as 

well as common multi-word items in EU documents (Jablonkai, 2010, p. 8). The main objective 

of her research was to investigate the discourse of written English EU documents to improve 

EU English learners’ instruction. Her findings reveal some special characteristics of EU 
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discourse and supply valuable information for course and materials design for EU English 

courses.  

A further corpus-based study of ESP relevancein the EU context by Freund (2014) 

analyses calls for proposals issued by the European Commission. Freund’s corpus of education 

and training programme entailing calls for proposals and guidelines explores the specific lexical 

elements occurring in the documents obtained from the website of the European Commission. 

Her investigation reveals that there are recurring words having EU-specific meaning in the 

analysed documents. Freund argues that the instruction of these words can be of direct relevance 

in courses for EU purposes if students wish to comprehend and apply the EU-specific 

vocabulary of the documents under scrutiny. 

2.5.8 Needs analysis in the context of EU English 

In the European context López and Cañado (2001) set out to identify the most salient 

needs of a group of employees working at the European Commission. A needs analysis 

questionnaire was developed by the researchers to obtain data about European professionals’ 

English language learning needs. The study reveals some methods used and preferred by the 

employees, however, it does not detail the characteristics of the communication in the target 

situation. Their findings only indicate that the European Commission employees use English 

as a lingua franca to interact with other professionals who are not native speakers, but they often 

exchange information in English with native speakers as well.  

Another needs analysis survey was designed by Jablonkai (2008, 2010) to study 

Hungarian EU professionals who work in different subject fields within the EU. “The aim of 

this questionnaire was to examine what types of EU documents and genres Hungarian EU 

English professionals within the EU context most frequently deal with and which of these types 

and genres they find useful for future pedagogical purposes” (Koltai, 2012c, p. 48). Based on 

her investigation (Jablonkai, 2010), she selected 40 different EU genres to be included in her 
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English EEUD Corpus and described the use of EU documents. Her results show that English 

EU documents by Hungarian professionals are  

• scanned for specific information, 

• sometimes skimmed to obtain general background information on a particular 

topic, 

• used to find specific EU terms, 

• used as templates for individual text drafting, 

• used for collecting EU terminology, or for translation, 

• used for legal applications, 

• used for writing opinions, 

• planning, drafting national legislation, 

• used to prepare the government’s position, 

• used as reference in project proposals, 

• used in legal texts, or quoting them in translations, 

• used to draft EU documents or to inform the general public, 

• used for writing job applications for one of the EU institutions (pp. 179-181).  

 

According to Jablonkai, the information gained from EU professionals’ use of 

documents has important pedagogical implications. The ESP class benefits to a great extent 

from the exploration of document use and, as follows, authentic types of tasks can be developed 

for the students. 

This section looked at previous research conducted in the field of EU English. It has 

shown that there is little research on the variety of English used within the EU from a 

pedagogical perspective. Furthermore, previous research using qualitative methods and 

triangulation has not focused on the particular teaching and learning context under scrutiny. 

This dissertation study, therefore, aims to bridge this gap and attempts to conduct a multi-

perspective research project on EU English needs. In what follows, the research design entailing 

the contextual and institutional background of the study will be presented. 
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3 Research design: the empirical investigation of learner needs 

This chapter provides a detailed overview of the research design. First, the main phases of the 

research project and the principles of the case study research approach are reviewed, which is 

followed by the description of the contextual and institutional background of the study. Finally, 

the participants, the methods of data collection as well as the data analysis procedures are 

presented.  

3.1 Data sources and methods of analysis 

Data for the present research was collected from several primary sources to gain multiple 

perspectives of the research participants’ views on the particular case under scrutiny. Semi-

structured interviews were conducted with UTE students, UTE teachers, EU English teachers 

who are domain experts and at the same time researchers of the EU English field (hence referred 

to as teacher-researchers from now on) and with representatives of the target discourse 

community called EU professionals in the present research. A teacher’s diary was kept 

throughout one phase of the research to complement the perspective provided by UTE teachers. 

Additionally, a needs analysis questionnaire and a course material evaluation questionnaire 

were self-developed to provide an in-depth analysis of the students’ language learning needs. 

The different phases of the research project are summarised in Table 7. 

Table 7 Project phases, their description and timing 

Project phases Description Time 

Phase 1 Interviews with UTE students 

Interviews with UTE teachers 

Teacher’s diary 

2009, autumn semester 

Phase 2 Needs analysis questionnaire (UTE students) 2009, autumn semester 

2010, spring semester 

Phase 3 Coursebook evaluation questionnaire 2010, autumn semester 

Phase 4 Interviews with teacher-researchers 2011 

Phase 5 Interviews with EU professionals 2012 

Phase 6 Course material analysis 2013 
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The study had a broad initial focus of inquiry at the outset. The first phases of data 

collection and analysis yielded patterns that showed directions for subsequent data collection 

and analysis – a process also referred to as inductive analysis (Patton, 2002). Data collection 

started in 2009, over the autumn semester at the Language Centre of the earlier mentioned 

Hungarian university of technology and economics. At the outset of the investigation, which 

focuses on tertiary level students’ perceived language needs at one particular Hungarian higher 

education institution, as the first phase of the research, UTE student and teacher interviews were 

conducted and the teacher’s diary was systematically kept. During the spring and autumn 

semester of 2009 and 2010, a needs analysis questionnaire was administered to UTE students. 

The coursebook evaluation questionnaire was used to collect data in 2010 during the autumn 

semester. To gain a better understanding of the case, the perspectives of teacher-researchers of 

three other higher education institutions are also explored. The views of these teachers-

researchers were requested to provide a more holistic picture of the central phenomenon in the 

study. The teacher-researcher interviews were conducted in 2011 in the spring. In addition, EU 

professional interviews were conducted in 2012 in order to describe and interpret tertiary level 

EU learner needs from the perspective of the actual users of the specialised language variety of 

English in the EU context. A summary of the research questions, data collection techniques and 

methods of data analysis is presented in Table 8. 
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Table 8 Summary of data sources and methods of data analysis used to answer the research questions 

Research questions Data collection technique Methods of data analysis 

1. What are students’ perceived 

present and target situation needs 

of EU English at one particular 

Hungarian university of 

technology and economics (UTE)? 

 

1. Semi-structured interviews 

with UTE students 

2. Semi-structured interviews 

with UTE teachers 

3. Needs analysis 

questionnaire 

4. Teacher’s diary 

1-2. Qualitative data analysis 

using the constant 

comparative method 

 

3. Descriptive statistical 

analysis 

4. Qualitative content 

analysis  

2. How do EU English teacher-

researchers view Hungarian L1 

EU English learners’ present and 

target situation needs for an EU 

English course at tertiary level? 

 

 

Semi-structured interviews 

with EU teacher-researchers 

in the higher education 

context 

 

Qualitative data analysis 

using the constant 

comparative method 

 

 

3. How do EU professionals view 

Hungarian L1 EU English 

learners’ present and target 

situation needs in terms of EU 

English subject knowledge, 

language and communication 

skills? 

 

Semi-structured interviews 

with professionals within the 

EU context 

 

 

Qualitative data analysis 

using the constant 

comparative method 

 

 

 

4. How do the content, tasks, 

activities and texts in the UTE 

course material match learners’ 

present and target situation EU 

English language needs as 

perceived by learners, their 

teachers, teacher-researchers, and 

EU professionals?  

 

1. Semi-structured interviews 

with UTE students and 

teachers 

2. Needs analysis 

questionnaire 

3. Teaching material 

evaluation questionnaire 

4. Teacher’s diary 

5. Analysis of the course 

material 

1. Qualitative data analysis 

Constant comparative method 

 

2. Descriptive statistical 

analysis 

3. Descriptive statistical 

analysis 

4. Qualitative content 

analysis 

5. Document analysis  
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Needs analysis in this study is seen as a cyclical process in course design and materials 

development. Consequently, the research is designed in a way to be able to return to the original 

setting of the project to evaluate the EU English teaching material compiled for one particular 

EU English course in the light of the results of learners’ present and real-life target needs. The 

case to be explored, interpreted, analysed, and evaluated was EU English learners’ language 

needs as perceived by learners, teachers, teacher-researcher informants and employees who use 

the English language in the EU context. The dominant issue in the study was describing, 

analysing, evaluating and enhancing the content of an EU English course at UTE, drawing on 

several data sources. The research focused on one unique case which may be transferrable to 

other contexts as well. The in-depth description of EU English learner needs explored from 

multiple perspectives is characterized by an ongoing process of data collection and analysis. 

This process in illustrated by Figure 4.  

Figure 4 Ongoing (cyclical) process of data collection 
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The empirical research conducted to explore learner needs for EU English purposes has 

an intrinsic design, in which the case serves as a tool to explore a unique phenomenon (Stake, 

1995) of particular interest to this study. The investigation has an inductive approach (Stake, 

1995) to interpret the details of the specific learner needs from the research participants’ point 

of view and does not attempt to test a priori hypotheses. The case study method in the research 

is used to build a narrative about the case (Thomas, 2011). It is assumed that the richness of the 

description might help the readers to decide whether the case in question could be transferable 

to other contexts. The research strategy is built on Merriam’s (2009) concepts of trustworthiness 

in case studies, which are listed in Table 9. In the study, these strategies are followed to deliver 

trustworthy research. 

Table 9 Strategy description (based on Merriam, 2009, p. 229) 

Strategy Description 

Adequate engagement in data 

collection 

Adequate time spent collecting data such that the data 

become “saturated” 

Audit trail A detailed account of the methods, procedures, and 

decision points in carrying out the study. 

Member checks  Taking data and tentative interpretations back to the people 

from whom they were derived and asking if they are 

plausible. 

Peer review/ 

examination 

Discussions with colleagues regarding the process of study, 

the congruency of emerging findings with the raw data, and 

tentative interpretations. 

Researcher’s position or 

reflexivity 

Critical self-reflection by the researcher regarding 

assumptions, worldview, biases, theoretical orientation, and 

relationship to the study that may affect the investigation. 

Rich, thick descriptions 

 

Providing enough description to contextualise the study 

such that readers will be able to determine the extent to 

which their situations match the research context, and, 

hence, whether findings can be transferred. 

Triangulation Using multiple investigators, sources of data, or data 

collection methods to confirm emerging findings. 

 

Following Merriam’s (2009) concepts, the credibility of research findings is primarily 

established by utilizing triangulation of sources and methods. On-site observation was used in 

the research for a period of time and fellow researchers and colleagues were asked to comment 



79 

 

on findings that came to light. In order to enhance reliability in the findings, the author 

attempted to explicate the study by describing in detail how the study was conducted and how 

the results were obtained from the data. Finally, external validity in the present case study 

research was secured by providing a thorough description which was assumed to facilitate the 

transferability of the research. In the different stages of the empirical data collection, an 

embedded mixed-methods approach (Stake, 1995) was adopted to have a more complex 

understanding of the issue under investigation.  

Before presenting the participants and the research instruments in more detail, the next 

two sections present the wider educational context of the selected case and describe the 

institutional context of the particular programme where the research was conducted. 

 

3.2 Contextual background: EU English in tertiary education in Hungary 

In order to compete successfully in a globalised world and to take part adequately in the 

European integration project, Hungarian higher education institutions recognised the need to 

develop educational programmes that aimed to provide instruction first on EU-specific 

background knowledge even before Hungary became a Member State. The spread of tertiary 

level Hungarian language EU studies programmes began in the 1990s before the accession of 

the country to the EU. Teacher trainings on the EU for secondary school teachers have been 

organised in the framework of the EU Information Programme by the Ministry of Foreign 

Affairs since 1996. EU studies were first integrated into Hungarian higher education in the form 

of postgraduate trainings, for example, at the Institute of Postgraduate International and 

Diplomacy Studies, Corvinus University of Budapest, or organised by Budapest Business 

School introducing a Hungarian language two-year postgraduate EU-expert specialisation 

training on EU integration and the legal aspects of the EU. 



80 

 

As a next step of meeting the educational challenges presented by the language demands 

Hungary’s EU membership put forward, higher education institutions started to design courses 

to prepare learners for EU job specific tasks. The development of English language EU 

specialisation trainings first targeted professionals in translation and interpretation at the 

postgraduate level. Specialist courses were introduced, for example, at the Department of 

Translation and Interpreting, Eötvös Loránd University (ELTE), at the School of Translation 

and Interpreting, Budapest University of Technology and Economics, and at the Faculty of 

Economics and Social Sciences of the University of Pannonia. EU English instruction 

incorporating the language and the specific background knowledge pertaining to the EU 

institutional context, EU policies, legal procedures and the everyday life and culture of the EU 

has been established in Hungary in some other forms of education and at versatile educational 

levels to cumulate a wider learner population.  

EU English has gained importance within the field of ESP in Hungary after the country 

joined the European Union in 2004. A number of higher education institutions launched new 

specialisation modules of EU English for Bachelor programmes. For example, in the 

Communication BA programme at the University of Pannonia there is a module called EU 

studies in English, in the English Bachelor of Arts programme at ELTE, there is a specialisation 

module called English in the EU, which also includes courses focusing on EU English. 

Language departments and language centres belonging to higher education institutions, in 

general, offer courses for their own university students. Moreover, occasionally, private 

language schools advertise courses on EU English. Adult EU English trainings for teachers, 

public administration officers, translators, and students in international relations, lawyers, 

economists and linguists are currently organised by the Tempus Foundation in Hungary. The 

courses are aimed at professionals who already deal with EU texts, wish to deepen their 

knowledge of the working mechanism of the EU or have to use English in EU contexts. 
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3.3 Institutional background: EU English at a Hungarian university 

3.3.1 The research site and the instructional context 

The present research was conducted at the Language Centre of a prestigious Hungarian 

university of technology and economics. The centre employing language teachers and lecturers 

is first and foremost engaged in teaching foreign languages to UTE students. One of the main 

language teaching objectives of the centre is teaching quality language skills that enable 

students to become professionals who are able to incorporate their language knowledge in their 

job on a daily basis. The centre also conducts research focusing on foreign language education 

with special interest in the methodology of assessing language competence. A further crucial 

task of the centre is designing teaching materials for various courses.  

The Language of the EU course was instituted by the centre as an English language 

elective course, first advertised for UTE students in 2009. To introduce this new subject, a new 

course syllabus and a new teaching material had to be developed by UTE teachers who 

represented almost all the languages taught by the centre (English, French, Italian, Spanish, 

German, Russian, Hungarian). The development of the syllabus began in 2007 in collaboration. 

Brainstorming for new ideas was carried out to establish a common core content for the teaching 

material designed for a 14-week semester of an academic term. As a result of three consecutive 

teachers’ meetings, the main topics of a new coursebook for English language were selected 

(Koltai, 2007). 

3.3.2 The EU English teaching material 

The tasks and activities of the teaching material for English learners at UTE were 

designed by the author of this study. I pursued EU studies in Hungarian and at the outset, I had 

EU-specific background knowledge and some insight into the language called EU English, but 

I had not been trained to design a course or write teaching material related to this field. My 
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intuitive understanding of the purpose of the new course material was to provide university 

students ample opportunity to learn about the history of the EU, its institutional structure and 

main policies to supply them with interesting facts about the European Union in English. The 

selection of the English language texts for the book was based on my insight of the European 

Union and a reliance on Internet sources. Some aspects of the specialist vocabulary and 

terminology used in the EU were considered in constructing new tasks to be included in the 

course material.  

The teaching material at the time of the research comprised the following units: 

1. The Member States and the languages of the EU 

2. The history of EU integration and the EU institutions 

3. Diplomas, education, future studies 

4. Environment and environmental terms in the EU 

5. Entrepreneurship in the EU 

6. Employment in the EU 

7. E-administration 

8. EU texts and the language of EU documents  

9. EU texts and the language of EU documents  

10. Negotiation in formal and informal situations 

11. Negotiation in formal and informal situations 

12. Presentation techniques 

13. Presentation techniques 

14. Final test 

 

Although the main units of the coursebook were affirmed by the teachers who 

participated in the coursebook design, the teaching materials finalised by the teachers for the 

different language courses did not contain the same texts and tasks. More importantly, the 

contents of the teaching materials were not based on the language needs of the EU discourse 

community. The development of the coursebooks was not based on an overall needs analysis 

with the aim to become familiarised with the target audience’s specific language needs and the 

focus of the course and further, the real objectives were not clarified by the time the courses 

began. 

This institutional and new instructional context inspired a research plan for the 

following reasons: EU English for pedagogical purposes at tertiary level at the time of the 
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departure of the EU course development at UTE was only broadly defined. Therefore, the new 

course syllabi and the teaching materials were based on the teachers’ intuitions and not on a 

sound analysis of learner needs or trustworthy knowledge of what subject and language-specific 

teaching contents merit inclusion in the book. Furthermore, as described earlier in connection 

with teacher roles, it can be intimidating for the ESP instructor to write new teaching material 

and to teach it with littleexpertise in the field. Thirdly, when general English is instructed, the 

goals of the learning situation are in most cases obvious. However, in this context, the objectives 

of the course were opaque, the students’ motivation to learn the subject was not clear-cut, the 

teaching material was not piloted and evaluated, consequently, the outcome of the course 

resulting from the previously mentioned factors was ambiguous.  

My personal motivation to investigate EU English learner needs stems from this specific 

higher education setting selected for the case under investigation. Another underlying reason 

for selecting the site can be accounted for by a pragmatic factor: this specific institutional 

context and setting described above made the prolonged engagement of the researcher and the 

purposive sampling of the study participants possible. This opportunity inspired me to embark 

on a research project aimed at providing an in-depth analysis of tertiary level learners’ EU 

English language learning needs. 

3.4 Sampling and participants of the study 

The selection of the participants was based on purposeful sampling. To this end, the participants 

constitute learners, teachers, applied linguistics teacher-researchers, and EU professionals taken 

together with the aim of including a wide range of data, as Cowling (2007) points out “by 

casting a large net to cover as many sources allowed for more opportunities to identify needs 

and also to filter out any inaccurate perceived needs through the use of triangulation” (p. 429).  
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3.4.1 The UTE student participants 

The purpose of the first phase of the study was to collect diverse data about the current 

language learning situation and EU English students’ perceptions of their EU English language 

needs. To achieve this aim, interviews with UTE students were conducted at the Language 

Centre, Budapest, Hungary. The participants were ten Hungarian full-time students studying at 

Master level. The students chose the Language of the EU in English course and had access to 

course material. It was assumed that the different study fields of the student participants would 

influence their language learning needs. Therefore, the students were also selected on the basis 

of their homogeneous subject areas. Since “insider information” (Patton, 2002, p. 268) was 

sought to investigate learner need to contribute to the detection of areas for course improvement, 

the students were considered first-hand ideal informants and were picked on the basis of their 

willingness to contribute from the classes I taught. To ensure anonymity, the participating 

students have been assigned pseudonyms in the study. Table 10 summarises the relevant 

characteristics of the participants.  

Table 10 Participants of the student interviews 

 

  

UTE students Age Gender Subject areas Language 

exam 

Student 1 Erik 23 Male Mechanical engineering - 

Student 2 Fanni 21 Female Chemical engineering 

 

C1 

Student 3 Patrik 23 Male 

 

Regional and environmental 

economics 

C1 

Student 4 Lilla 21 Female International management - 

Student 5 Kata 21 Female Architecture C1 

Student 6 Liza 21 Female Chemical engineering B2 

Student 7 Alexa 21 Female Civil engineering C1 

Student 8 Kitti 23 Female Leadership and organisation B2 

Student 9 Janka 22 Female Regional and environmental 

economics 

B2 

Student 10 Kira 23 Female Civil engineering B2 
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3.4.2 The UTE teacher participants 

For the purposes of triangulation, and to gain a wider and more objective perspective of 

the students’ present situation needs, two UTE teacher colleagues were interviewed who taught 

the same EU subject in French and Spanish. The participating language teachers were requested 

to share their ideas on three topics: 

(1) characteristics of the specialist language of the EU; 

(2) students’ motivation, goals, and interest; 

(3) strengths and weaknesses of the teaching material. 

At the time of the research, the author of the study was the only teacher at the language 

centre who taught EU English. Although the teachers’ classes were not instructed in English, 

these teachers were available to provide valuable insights into the phenomenon investigated. 

The selected teachers participated in the development of the course material of their relevant 

courses and were practising language teachers at UTE. Table 11 summarises the UTE teacher 

participants’ characteristics and their pseudonyms.  

Table 11 The UTE teacher participants 

 UTE teachers Gender Taught languages Teaching 

experience 

Teacher/1 Laura Female Spanish 18 years 

Teacher/2 Natali Female French 11 years 

. 

3.4.3 The teacher-researcher participants 

To broaden the scope of the exploration and to deepen our understanding of the 

phenomenon under scrutiny, the EU English language needs were examined from a different 

perspective too by including in the project specialist informants’ ideas: teachers who also 

pursue research activity. Three teacher-researchers were asked to express their thoughts on EU 
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English learner needs at tertiary level. The selected participants have taught translation and EU 

English classes at three different Hungarian universities, two in the capital city of Hungary and 

one in the countryside. The participants were chosen on the basis of their expertise in EU 

English teaching and research. All three participants have substantial EU English teaching 

experience in higher education, two of them have also worked at an EU institution. They are 

referred to in the study by pseudonyms. 

The first interviewee, Sandra, used to work for the university in the countryside where 

her professional duties involved translation and EU English teaching. Additionally, she earned 

ample professional experience in civil service. She was involved in the coordination of EU-

related translations and interpreting tasks. She spent three months at the European Commission 

as a trainee. Her research field is translation and EU terminology.  

The second interviewee, Lea, worked as an assistant professor at the time of the research 

at one of the most prestigious universities in Budapest. The class she taught was part of the 

English BA Specialisation module offered by the university. Her tertiary level studies included 

a three-year EU studies programme in Hungarian. She spent a year in Luxembourg where she 

studied EU history. She used the language of the EU at a previous EU workplace. Her research 

interest includes English language use in EU documents and corpus linguistics.  

The third interviewee, Hanna started to teach English at a university of economics in 

Budapest. Her tertiary studies comprised a two-year EU expert training in Hungarian. At the 

time of the interview, she taught ESP, EU English and translation to university students. Her 

research interests are ESP and English language corpus linguistics. Table 12 summarises the 

participants’ studies, degrees, EU English teaching experience and their assigned pseudonyms. 

  



87 

 

Table 12 Participants of the teacher-researcher interviews 

 Teacher-researchers Studies and degrees EU English 

teaching 

experience 

TR/1 Sandra MSc in Economics, MA in European 

Studies, PhD in Translation 

8 years 

TR/2 Lea MA in English and French Language and 

Literature, PhD in Language Pedagogy 

10 years 

TR/3 Hanna MA in English and German, Postgraduate 

degree in EU Studies, PhD in Language 

Pedagogy 

11 years 

Note. TR refers to teacher-researcher. 

3.4.4 The EU professional participants 

The EU professional participants who were selected for the study are useful for the 

collection of information about the characteristics of EU English needs in the target situation 

for which tertiary level studies intend to prepare students in general and UTE students in 

particular. The reason for requesting the selected professionals’ views was to explore aspects 

of EU English communicative needs as well as to investigate how professionals view the 

importance of EU English instruction in higher education. It was assumed that the professional 

experience the participants gained in the EU context could deepen the understanding of the 

phenomenon under investigation.  

The first interviewee, Mira received her MA degree in legal studies in Hungary in 1997. 

Her education background includes the study of EU law. She gained her professional 

experiencein civil service at the Hungarian Ministry of Justice. In 1999, she began to coordinate 

the translation unit of the ministry that was responsible for the translation processes of the 

acquis communautaire (the entire body of EU laws) in Hungary. She earned her PhD degree in 

the analysis of the linguistic expression of legal EU provisions in Hungarian and in the official 

languages of the EU with special regard to the aspects of private law. She conducted research 

to investigate the translation of international and EU legal language, multilingual legislation, 

and the use of the legal language of written communication of the EU. Her major field of 
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research was the language of EU law and its translation from English, French and German into 

Hungarian as well as the analysis of the foreign language equivalents of EU legal expressions, 

particularly in the English language EU documents. 

The second interviewee, Szonja was a Research & Development Engineer who worked 

for a private Hungarian engineering company focusing on Research & Development (R&D) 

and Innovation Management. She participated in all phases of the EU R&D projects of the 

company as a full-time employee. The interviewee was a former UTE student who studied 

Mechanical Engineering and graduated in 2012. She had studied English for 18 years at the 

time of the interview and held a C1 level English language certificate. She received secondary 

school level instruction in Hungarian about the European Union as part of a preparation for a 

competition about the EU. She did not learn EU English before she started to work. The 

company she was working for assisted small and medium-sized enterprises and associations 

from different industrial sectors through applied research. Most of their R&D projects are 

funded by European and local R&D funds. The company works with an extended network of 

international partners and employs electronic, mechanical, chemical, automotive and 

environmental engineers, software developers and economists who develop new technological 

solutions. The company has more than 45 employees and one of its most prominent services 

was the formation of EU R&D funding programmes. 

The third interviewee, Blanka earned her BA degree in international communication at 

a Hungarian tertiary institution. She obtained her MA degree in translation and conference 

interpreting at a university of technology and economics in Budapest. Three months after 

having obtained her Master degree, she started to work as a freelance consecutive interpreter at 

the EU institutions. At the time of the research, she was an accredited conference interpreter to 

the EU institutions. Her previous professional experience involves several years of translation 

of English technical manuals into Hungarian. She studied the history and the institutions of the 
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EU in Hungarian as part of her MA interpreting studies.  

The fourth interviewee, Anna had worked as a translator for the EU for seven years. She 

was an officer of the European Commission in Hungary representing the EU. She held 

substantial professional experience in EU-related language issues and was aware of the 

language expectations of the candidates wishing to use EU English as employees both in 

Hungary and in the Member States of the EU. Table 13 summarises the EU professionals’ 

names, professions, and workplaces. 

Table 13 The EU professionals’ characteristics 

 EU professionals Profession Workplace 

EUPR/1 Mira Civil Servant Ministry of Justice 

(Hungary) 

EUPR/2 Szonja R&D Engineer Multinational company in 

Hungary 

EUPR/3 Blanka Interpreter EU institutions (freelance) 

EUPR/4 Anna Translator European Commission 

(Hungary) 

Note. EUPR refers to EU professional. 

3.4.5 The UTE teacher-researcher participant 

The author of the present dissertation participated in the study as the teacher of the EU 

English course. Therefore I taught as well as researched the students taking the given EU 

English classes. I continuously interacted with my students, which allowed me to also obtain 

an emic perspective and seek answers to my research questions in the original learning 

environment. Although participant research can be seen as subjective or biased (Dörnyei, 

2007b), a participant-researcher perspective can, in my view, considerably promote the 

researcher’s exploration in the field. Research findings are frequently used to be fed back into 

everyday teaching practice and thus can help the teacher to plan successful courses. As a 

researcher, I could benefit from the teacher’s background knowledge of the students and the 

learning context, thus arriving at a better understanding of the situation. 
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3.4.6 The respondents of the needs analysis questionnaire 

The needs analysis questionnaire targeting students’specialised linguistic needs was 

completed by 25 students studying different subject areas at MA level at UTE. The 

questionnaires were distributed in paper format at the end of two different semesters, in the 

final classes of two EU English groups. Since it was assumed that the students did not have 

sufficient experience in answering the survey questions, they were requested to participate in 

the research towards the conclusion of their classes. In each class, it was explained to the 

students that their participation in the survey was voluntary and the results of the questionnaire 

would not influence their final grades. 

3.4.7 The respondents of the teaching material evaluation questionnaire 

In an attempt to investigate UTE students’ views on the existing EU English teaching 

material, an evaluation questionnaire was administered in Hungarian to 14 students studying at 

MA level. The items of the questionnaire were designed to elicit answers on the students’ 

overall satisfaction with the existing teaching material and to evaluate the teaching material for 

further improvement of course and materials design. 

3.5 Research instruments and data collection procedures 

3.5.1 Interviews with UTE students 

At the first phase of the research project, semi-structured interviews were conducted 

with UTE students to collect information about their English personal background, language 

competence, their reasons for participating in the course, “their motivation, interest, and 

perceptions of the course and that of the European Union, their previous knowledge about EU-

related issues, their hopes, wishes, and their immediate and future aims in connection with the 

course” (Koltai, 2012c, p. 54). A semi-structured interview schedule was found to be 

appropriate to investigate the students’ views since the researcher already had an overview of 
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the subject field in question (Dörnyei, 2007b). Consequently, broad questions about the topic 

could be developed in advance but the interview guide did not aim to lessen the richness of the 

respondents’ story. A set list of questions was drafted in advance, although the students were 

encouraged to elaborate freely on any related issues. 

The interview questions (see Appendix A) were initially developed in line with the 

complex dynamic nature of the term motivation. The schedule incorporated ideas from Dörnyei 

and Ottó’s (1998) process model of motivation and were designed to cover a wide range of 

topics concerning motivation in an EU English class and the course material. In addition, the 

questions of the interview schedule were complemented by taking Hutchinson and Waters’ 

(1987) framework for analysing learning needs into account. The development and validation 

of the interview guides followed Maykut and Morehouse’s (1994) guidelines. First, the focus 

of the inquiry was identified and topics relating to the focus from the literature were collected. 

Second, the selection of the categories of inquiry was followed by the elaboration of broad 

questions. The next step was to sequence and arrange the questions and prepare a draft of the 

interview guide. Finally, the interview guides were piloted and feedback was analysed to make 

the necessary revisions.  

The first draft of the interview schedule was revised having been piloted to obtain clearly 

worded, relevant and unambiguous questions as well as to establish the structure of the schedule. 

As a first step of piloting, an applied linguistics expert was asked to comment on all the 

interview items. With the help of her feedback, the scope of the original questions was extended 

and the original number the questions was increased from 20 to 33. Based on the linguistics 

expert’s views, the questions were rephrased and fine-tuned to better suit the purpose of the 

first research stage. The original schedule comprised two sections containing specific questions 

on the EU and on the teaching material, whereas the final list is divided into five sections: 

personal background information; information on English language competence; students’ 
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motivation, necessities, lacks and wants in the EU class; the teaching material, and learning 

methods. A pilot interview was conducted with a UTE student whose comments revealed that 

long and complex questions had to be refined to express clear and comprehensible questions 

for the students. (For the final version of the interview schedule, see Appendix A). The student 

interviews, which lasted about 15-20 minutes, were conducted in Hungarian either in the 

classroom after the lessons or in the office where the author used to work.  

3.5.2 The UTE teacher interviews 

A second semi-structured interview protocol was applied to conduct interviews with 

teachers who taught EU courses in Spanish and French. These interviews sought to capture the 

teachers’ views on the students’ immediate language needs and to elicit information about the 

course material (for the interview questions, see Appendix B). The first teacher interview 

schedule contained 14 questions on the teachers’ personal background and their views on 

teaching the specific language of the EU. To pilot the interview schedule, expert validation was 

pursued. A teacher colleague was invited to give her opinion on the relevance, the sequence 

and the wording of the questions. The original questionnaire items were not comprehensive 

enough to elicit the type of information sought: therefore, six additional questions were 

incorporated into the interview schedule. With the benefit of the consultation with the teacher, 

the final list of questions comprises 20 items relating to the teachers’ personal background, the 

students’ language competence, the specialist language of the EU, the students’ language 

competence, motivation, goals, interest, likes and dislikes and a final set of questions on the 

teaching material. 

The teachers were interviewed in Hungarian at the Language Centre, UTE. The 

interviews lasted approximately 20 minutes and were recorded and transcribed by the author. 
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3.5.3 The teacher’s diary 

In order to provide a picture from the teacher’s viewpoint, a diary was kept for the period 

of one semester in the spring of 2010 to record my immediate thoughts and comments after 

every lesson. These notes were collected in a word document. The diary entries included general 

impressions on the atmosphere of the lesson; what students liked and disliked and what 

difficulties were encountered in the lesson.  

The diary also included general reflections on the following aspects suggested by 

McDonough (1994): 

• the atmosphere of the lesson; 

• what went well and what difficulties were encountered in the lesson; 

• what I think the students liked and did not like; 

• ideas for future classes. 

A sample page of the teacher’s diary is provided in Appendix C.  

3.5.4 The needs analysis questionnaire 

Drawing on previous ESP research practices, a needs analysis type of questionnaire 

distributed among UTE students was found appropriate for the purpose of the next step of the 

inquiry about the students’ special language needs. As pointed out in the literature review, needs 

analyses have an essential role in course and materials design. The aim of the needs analysis 

questionnaire was to prioritise UTE EU English students’ specialised needs with focus on their 

perceptions of the course. The questionnaire was administered in two EU English classes in 

Hungarian. The English translation of the questionnaire is provided in Appendix D. 

The design of the sections of the questionnaire was partly based on Dudley-Evans and 

St John’s (1998) concept of needs analysis to elicit responses on learners’ linguistic needs. One 

particular section of the questionnaire – questions on students’ difficulties – was adapted from 

Jablonkai’s (2008) needs analysis questionnaire developed for Hungarian EU professionals 
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with a focus on the use of genres used in the target situation.  

The questionnaire administered to UTE students consisted of altogether seven sections 

containing questions on 

(1) personal background; 

(2) information concerning language background and proficiency including language  

examination level; 

(3) interest in learning EU English and the importance of the course compared to 

other subjects; 

(4) questions concerning the usefulness of the specialised language of the EU: 

a) modules/units of the coursebook; 

b) linguistic content of the course; 

c) questions about the usefulness of language skills in the frame of the particular 

course investigated; 

d) items on the usefulness of the various tasks of the coursebook; 

(5) questions on the difficulties experienced by learners when using English language  

EU texts.  

 

The sections ranging from one to five contained closed questions, while section six, 

seven and eight constituted three open-ended questions pertaining to students’ goals of learning 

EU English and the tasks with which they would furnish the coursebook. In constructing the 

questionnaire, a 5-point Likert-scale was used.  

Testing construct validity should involve triangulation (Merriam, 2009), that is, the 

constructs explored should be tested from several perspectives. This view to check construct 

validity of the questionnaire was based on triangulation of data sources. The questionnaire was 

constructed on the basis of previous UTE student and teacher interview results. Moreover, 

content validity was established by asking a linguistics expert specialised in ESP to give her 

opinion on the first draft of the questionnaire. She was asked to comment on how relevant the 

questions were to the purpose of the questionnaire. As a result, wording and interpretation 

problems were resolved and the original number of items in the questionnaire was increased. 
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The questionnaire was piloted with a UTE EU English student in class who filled out the 

questionnaire and gave me feedback on its applicability. 

3.5.5 The course material evaluation questionnaire 

Survey research is considered to be essential for effective programme evaluation 

(Brown, 2001). Programme evaluation in Brown’s view means “the systematic collection and 

analysis of all relevant information necessary to promote the improvement of the curriculum 

and assess effectiveness within the context of the particular institutions involved” (p. 15). For 

the present study, the available information to be evaluated was the teaching material itself, 

therefore an evaluation questionnaire was designed that explored the components of the 

coursebook. 

The questionnaire was constructed by the author to collect information about UTE 

students’ opinions on the course material used in the EU English class. The items of the 

questionnaire were based on previous needs analysis conducted in 2010 during the spring 

semester. The questionnaire contained 24 closed questions and one open-ended question. In the 

first section of the questionnaire seven items were included to collect data on students’ general 

opinion of the coursebook, the second section included questions asking about students’ pre-

course EU and EU English knowledge, in the third section students’ opinion was requested on 

the importance of theoretical and practical knowledge, in the fourth section questions focused 

on whether the coursebook contained appropriate number of tasks and in the fifth section of the 

closed items the students evaluated the effectiveness of the course material in view of the 

improvement of their skills. The open-ended question of the questionnaire asked them how they 

would complement the teaching material, to write about what would be interesting and 

important for them. Students could circle or underline their answers. A 5-point Likert-scale was 

used to allow the participants to express how much they agreed or disagreed with the statements 

of the questionnaire.  
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The initial version of the questionnaire was given to two experts for review to identify 

potential problems related to wording and the order of the questions. Three UTE students, who 

were not attending the course, were requested to participate in a focus group discussion to see 

their understanding of the questions, which were then refined on the basis of their feedback. 

The final version was piloted by a UTE student studying EU English. The language of the 

questionnaire was Hungarian. The questionnaire is included in Appendix E. 

3.5.6 The teacher-researchers’ interviews 

In an attempt to investigate the specific present and target situation needs of EU English 

learners at tertiary level and to generate pedagogical implications for materials design and 

teaching EU English in the higher education context, an interview study was planned with 

teacher-researchers. Based on the results of previous UTE student and teacher interviews 

(Koltai, 2012a) and on the results of the needs analysis questionnaire (Koltai, 2012b), a semi-

structured interview schedule (see Appendix F) was developed to explore teacher-researcher 

participants’ perceptions and interpretations of EU English course content and materials design. 

To enrich the arguments on the language use of the EU and to gain pedagogical insights, 

interviews were conducted with teachers of three different higher education institutions. As my 

interviewees were all researchers of the subject they taught, they were considered key 

informants for the issue under scrutiny. Their experience as teachers of EU English classes was 

assumed to contribute to a more holistic exploration of EU English course content to be taught 

in higher education.  

After the interview schedule had been first drafted, it was modified to leave out some 

questions subsequentto the consultation with an EU expert in the field. Initially, the questions 

were targeted to elicit data on the definition of EU English for the Hungarian context. However, 

the expert validation revealed that this focus had to be narrowed down to better underscore 

learner needs. The validation was proved to be helpful for two reasons. 
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 Firstly, it was pointed out that the original number of questions (20 questions) could be 

reduced to 13 significant questions to be asked from each participant. Secondly, it showed that 

paraphrasing the questions was necessary in order address the issues that are to be explored. 

Consequently, the original questions concerning the definition of EU English were ignored and 

questions relative to the immediate teaching context were prioritised. Hence, the focus of the 

inquiry shifted towards gathering data primarily on the following issues: 

 (1) the differences between general and EU English; 

 (2) the rationale behind teaching EU English in higher education; 

 (3) EU English teachers’ instructional methods; 

 (4) EU English syllabus and materials design in the higher education context.  

The interviews lasted approximately 40 minutes and were conducted in Hungarian. 

They were audio recorded at the participants’ workplace. The interviews were transcribed by 

the author. 

3.5.7 The EU professional interviews 

To explore EU English learners’ target needs, EU professionals were selected to elicit 

data in the EU context to be able to compare perceived and real-life learner needs. The 

professionals were interviewed in 2012. Based on preliminary research results (Koltai, 2013) a 

semi-structured interview schedule (see Appendix G) was found appropriate to request the 

professionals’ views. Three of the interviews were conducted at the study participants’ 

workplace and one was recorded at the author’s workplace.  

The interview schedule was piloted with the help of a Hungarian professional who spent 

several years working for the European Commission. The professional commented on the 

relevance of the questions and their sequence. The first interview schedule was deemed to betoo 

extensive and irrelevant questions were omitted out from the final set of questions. The list of 

the 33 questions altogether focused primarily on the following issues: 
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 (1) EU English employees’ target language needs  

 (2) Teaching EU English in higher education 

 (3) Communicative competencies in the target situation  

 (4) Language expectations from employees in the target situation 

 (5) EU English course content 

The interviews lasted about 40 minutes, were conducted in Hungarian and were audio 

recorded and transcribed by the author. 

3.5.8 Document analysis 

Based on my previous research results (Koltai, 2013), the existing course material used 

in my class was subjected to thorough analysis. The purpose of the investigation was to elicit 

information about the appropriateness of the teaching material for UTE students. Furthermore, 

the strengths and weaknesses of the coursebook in the light of the results obtained through the 

analysis of learner, teacher, teacher-researcher and EU professional interviews, the needs 

analysis and the evaluation questionnaire will also be analysed. Littlejohn (1998, p. 195) 

suggests three levels of textbook analysis:  

(1)‘What is there’  

Description of the material, analysis of statements of aims and targeted audience. 

Analysis of the importance given to the use of sources in relation to other areas (in 

terms of page numbers), etc. 

(2)‘What is required of users’ 

Analysis of tasks, what techniques are introduced and practiced, what students are 

expected to do  

(3)‘What is implied’ 

Deducing the underlying approach and principles. 

 

Following Littlejohn’s guidelines, I intend to analyse, describe and evaluate the overall 

characteristics of the available course material and draw conclusions for further use and 

improvement in the EU English teaching context. 
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3.6 Procedures of data analysis 

3.6.1 Analysis of the interviews 

The analyses comprised iterative and comparative processes based on the reduction of 

the written data of the interview transcripts. Data analysis was carried out using the constant 

comparative method formulated by Maykut and Morehouse (1994). Considering the description 

of its four-step procedure, the analysis was started with inductive category coding followed by 

the simultaneous comparison of several units of meaning found across the categories. After 

obtaining written data, the analysis required numerous readings of the written transcripts. 

Subsequent to this phase, the coding of data and the identification of salient points were 

performed. Following this, a preliminary list of descriptive codes was developed to reflect the 

emerging patterns of the interviews, which were informally studied prior to the actual analysis 

during the interviews and the transcription. This step was followed by a search for relationships 

and patterns among themes and forming categories which were refined as the analysis 

proceeded. The refinement of the categories resulted in the integration of data assumed to yield 

an understanding of the case. The comparison of the participants’ responses resulted in multiple 

codes, which were reduced by focusing on their relevance to the research questions. The tables 

of the emerging patterns, recurrent themes and final categories are included in Appendices H, I 

and J. The excerpts used to illustrate the Hungarian participants’ ideas in the interviews were 

translated into English by the author of this study. 

3.6.2 Analysis of the questionnaires 

The needs analysis and the course material evaluation questionnaires included open and 

closed questions. The answers to the open questions were collected manually and entered into 

a database to keep track of the results. An Excel database was used to record numerical data 

from the questionnaires. The students could indicate their responses on a 5-point Likert scale. 



100 

 

In order to analyse the descriptive numerical results, mean averages were calculated. The results 

of the questionnaires are compared to interview results of the study to provide a deeper insight 

to the case. 

3.6.3 Analysis of the teacher’s diary 

The teacher’s diary was analysed by comparing its content to the interview and 

questionnaire data presented in the results section. The comparison is made to provide a more 

holistic picture of the case investigated. 

3.6.4 Analysis of the teaching material 

The teaching material was analysed in comparison to the results obtained by all the data 

collection instruments to see the extent to which the objectives, the units, the tasks and activities 

included in the coursebook match with the perceived and real-life needs of EU English students 

at UTE.  

3.7 Ethical issues 

The researcher in the present study adopted Stake’s (1995, p. 91) views on carrying out case 

study research and played the role of the teacher, participant observer, interviewer, storyteller, 

and evaluator (as suggested by him). Since the trustworthiness of a qualitative study depends 

on the credibility of the researcher, conscious attempt was made to conduct the study in an 

ethical manner to protect the personal details of the study participants involved. In addition, 

multiple data collection procedures were used to collect sufficient information from the case 

participants. To preserve subject confidentiality, pseudonyms were assigned to all participants, 

who had been informed that their real names would not be revealed in the final report of the 

study. The student questionnaires were administered in an anonymous and voluntary way. 

Confidentiality in the case of the questionnaires was maintained by preventing any connection 

of the information yielded by them.  
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Having access to the case over a prolonged period was possible due to the author’s teaching 

practice. The results have been reported keeping the requirement of thick description in mind; 

therefore, in the following sections of the study, detailed data will be provided to make 

transferability judgments possible. 
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4 Results and discussion 

In what follows, the results of the interviews and the questionnaires are presented to reveal, 

compare and contrast the most significant needs for EU course and materials design. The results 

are organised in a way to present and illustrate the most important categories of EU learner 

needs identified during the data analysis procedure. The findings are sequenced to show all the 

respondents’ ideas to allow easy comparison of needs emerging from the different perspectives.  

 

4.1 Language proficiency in the EU English class 

4.1.1 The students’ perceived and real English language proficiency 

The information regarding the needs relative to language proficiency for EU English 

course design is based on data gathered by student interviews and the student needs analysis 

questionnaire. Ten UTE student interviewees and 25 respondents of the needs analysis 

questionnaire provided data about their perceived language proficiency and their actual 

language examination. The age of the participating EU English students was between 20-24. 

Their subject areas of study at UTE represented the following areas: Architecture (five students), 

Regional and environmental economics (three students), Electrical engineering (two students), 

Mechatronical engineering (three students), Bioengineering (three students), Mechanical 

engineering (two students) Chemical engineering (two students), Industrial design engineer 

(three students), International Management (three students), Regional and Environmental 

Economics (three students), Chemical engineering (two students), Leadership and Organisation 

(two students), and Civil engineering (two students).  

Data suggest that the students’ perceived English language proficiency level – prior to 

the course – was intermediate or higher. As many as 23 students indicated that they were at the 

B2 level, five students reported that they were between the B2 and C1 levels and seven of them 
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marked the C1 level. As Table 14 shows, 19 students held a B2 level, 18 students a C1 level 

English language certificate. 

Table 14 EU English students’ language proficiency 

Age Perceived Language Proficiency Language exam 

20-24 B2 23 students B2 19 students 

 

B2 - C1                   5 students C1 18 students 

 

C1 7 students   

 

Based on the author’s experience, and also underpinned by UTE teacher interviewees’ 

opinion, the actual language competence of the majority of the UTE students learning EU 

English was at the intermediate level or below at the time. Only one or two students in each 

class taught by the author and the two other UTE teachers had a higher level of proficiency. It 

was also documented in the teacher’s diary that the discrepancy between the perceived and the 

actual language ability prevented the students from successfully performing in class because 

the course materials presupposed a better command of English. The students’ inadequate level 

of English was observed in their inability of comprehending EU documents of different genres 

included in the book. However, this was not the sole area of difficulty identified as a result of 

the lack of appropriate language proficiency. At this point of the presentation of the results, the 

issue of learner difficulty is not discussed further, as it will be described in more detail in 

Section 4.9.1.2. However, it is worth noting here that despite the most careful planning of an 

ESP course, language proficiency is heterogeneous in EU English classes. This is stated in the 

UTE teachers’ and the teacher-researcher interviews, which also reported great diversity in the 

language proficiency of the student population explored.  

Two of the teacher-researchers, Szandra and Lea assumed that for EU English students, 

it is advisable to have at least a B2 English level proficiency in order to be able to study 
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efficiently. As opposed to their views, the third interviewee, Hanna thought that the level of 

language proficiency was not important, thus, in her opinion, EU English can be taught even to 

beginners: 

I think when beginners are taught, though it is rare today among university students, the 

most important thing is to raise their interest in the subject they are learning. The teacher 

has to compile the teaching material according to the learners’ language proficiency and 

it is clear that specialist texts, which are not very complicated, have to be chosen. I do 

not think that EU English can only be taught above a certain language proficiency. 

(Hanna, TR/3) 

Although the latter statement may be justified from an ESP pedagogic point of view 

(Dudley-Evans & St John, 1998), all the four EU professionals in this study suggested that 

employees are expected to have higher level language proficiency in the workplace context.  

4.1.2 Language proficiency needs in the EU context 

According to the EU professionals, the employees who aim to work or already work in 

the EU context, must be at an advanced level in general English, including oral and written 

language skills in order to communicate effectively in EU positions. Results of the EU 

professional interviews regarding English language proficiency requirements at the workplace 

show that in the EU context working advanced level language proficiency is necessary in order 

to deliver language related tasks in a professional manner. The EU professional interviews 

revealed that EU English specific language competence was not required from potential 

employees at workplaces prior to employment. However, the responses suggest that in order to 

accomplish workplace duties in English, familiarity with the specific grammatical, lexical and 

textual components of EU English is a significant advantage. Moreover, the data indicate that 

the workplace EU English needs comprise the knowledge of the terminology of the specialised 

EU sub-fields the employees are working with. Three out of four EU professional respondents 

stressed that it would have been helpful for them to receive EU English instruction before they 

started to work, as they admitted to encountering substantial language difficulties while 



105 

 

carrying out their workplace tasks.  

The findings pertaining to language competence show that there is a discrepancy 

between the perceived and the actual language level of EU English students at UTE. Moreover, 

it has been pointed out that employees in the EU context need active advanced level general 

English language proficiency to perform language related tasks; additionally, it is 

recommended to learn EU English prior to work since it is a great advantage in the workplace 

situation. 

Overall, the data regarding the students’ perceived and real language competence imply 

that the teacher must be flexible in handling the EU English course and the content of the 

teaching materials, which may need continuous revision in light of the English language 

learning needs more accurately observed during the process of teaching. The heterogeneity of 

the language knowledge at the same time suggests that there might be students in the class 

whose preliminary expectation from the course is general language learning. To meet these 

students’ expectation, the teacher has to acknowledge teaching subject-specific activities by 

applying more motivating instructional methods that call these students’ attention to the actual 

objectives of the course.  

4.2 The issue of EU-specific background knowledge 

Almost all ESP contexts bring up a typical question for their practitioners: how can 

teachers fill in certain gaps in their subject-specific knowledge? Dudley-Evans (1997) says of 

the ESP classroom that ‘‘the nature of the communication is made very distinctive by the 

difference in the subject knowledge between the students and the language teachers” (p. 60). It 

must be noted that EU English instruction is a specific ESP situation since this statement is 

arguable as almost all the students surveyed held insufficient subject knowledge about the EU. 
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4.2.1 Students’and teachers’ views 

Both the student interview and the questionnaire results show that the majority of the 

EU English students do not have EU-specific background knowledge. EU-related studies were 

not pursued by the students neither in Hungarian nor in English on the European Union before 

taking the EU English course. Only one student interviewee reported that she held relevant EU-

specific knowledge she obtained as part of her International Relations BSc level studies. She 

said that she had extensive knowledge about the EU, which included the knowledge of the EU 

institutions; however, when further questioned, for example, about the working mechanisms of 

the institutions, she had to confess she lacked this knowledge. 

The subject knowledge issue raises two major areas of concern for the EU English 

teacher that need to be answered before designing a detailed teaching material for EU English 

purposes. The first one is relative to the teacher’s EU-specific background knowledge, which 

is essential to successfully work in class as suggested by the experts. The EU-specific 

background knowledge possessed by the teacher needs to be estimated in order to be able to 

rely on complementary pedagogical sources if needed. The second area of concern before 

attempting to design the course is how much EU-specific background knowledge is necessary 

and in what proportion it should be incorporated in the course compared to the linguistic 

contents of the EU English class. 

Responses given by the teacher-researchers indicate that the EU English teacher is 

thought to be responsible for the subject knowledge in the EU English class, which means that 

the teacher provides this input for the class and cannot rely on the students’ expertise. At the 

same time, the respondents underlined the importance of content-based teaching for two main 

reasons. The first one referred to the students’ lack of background knowledge which often 

results in becoming demotivated in the EU English class.  
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The students are not motivated once they find out their background knowledge is not extensive 

enough to understand, for example, the names of the EU institutions or basic legislative 

procedures in the EU. In the next excerpt, Sandra comments critically on the issue of EU-

specific background knowledge and points out how it affects the students’ motivation: 

The students come to the EU English class without prior knowledge about the EU in 

Hungarian and this is one of the biggest difficulties for us. In addition, they do not have 

sufficient English language proficiency. As a result, the students fail to stay motivated. 

This is the most difficult thing for the teacher. (Sandra, TR/1) 

 

This extract indicates that decisions have to be made by the EU English teacher about 

the proportion of the EU background knowledge that is to be taught and also with regard to how 

this knowledge is represented in the coursebook in order to maintain the students’ motivation. 

Furthermore, the issue of EU-specific background knowledge is linked with another crucial 

consideration about the instructional methods employed to provide the content knowledge in 

class. The pedagogical judgement relative to teaching methods denotes primarily the use of the 

Hungarian and the English language in the EU English class. The teacher-researchers 

commenting on their own choice mentioned that the translation of previously unknown EU-

related words, expressions or phrases into the students’ own native language facilitate the 

learning process and the flow of the activities in the classroom. The theme of instructional 

choice will be elaborated in a later section (Section 4.10), but it was found important to refer to 

it here to stress in advance the interrelatedness of background knowledge and the judgement 

about the instructional methods applied in class.  

The teachers agreed that EU-specific background knowledge formed part of our general 

knowledge since joining the EU. The students were not schooled in the EU in Hungarian and 

the EU English class could help them make up for this lack. In the next excerpt, Lea, the teacher 

at one of the universities in Budapest, clarifies how she views the issue of background 

knowledge: 
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In my opinion, content-based teaching is very important. Based on my experience it 

often happens that the language teacher does not only teach the language, but she teaches 

and explains the subject-related expressions as well as lots of background knowledge 

about the subject field. If I had to work out the syllabus of an EU English course, I would 

certainly do it by following the syllabus of a Hungarian language EU studies course. 

This is to establish the most important content-based background for the learners. 

Having done so, I would start to teach the language including the EU English-related 

sentence structures, expressions and everything that language wise needs to be included. 

My first consideration would definitely be given to content-based teaching. (Lea, TR/2) 

 

Lea’s example seems to endorse explicitly the idea of the necessity to draw on EU-

specific background information that needs to be taught to EU English learners. Furthermore, 

it is indicated in the extract that she ranks background knowledge first in the order of the two 

main elements of the course. She would teach the language related issues after having provided 

the most important background knowledge.  

4.2.2 Learners’ job-related EU-specific background knowledge needs 

The EU professionals who were questioned about the same issue shared the teacher-

researchers’ views on the value of establishing sound theoretical EU-specific background 

knowledge for the learners of EU English classes. All of them reported that even though EU 

employees had generally full working proficiency of the languages they use, they could not 

cope without the necessary content-based background knowledge. The employees either in the 

Hungarian or in an international context who use EU-specific language need to be aware of the 

unique institutional set-up of the EU. The awareness – prior to work – of the names of the EU 

institutions, their roles and powers in the working mechanism of the EU all facilitate the 

everyday work of employees in the EU context.  

Blanka, the interpreter, talked openly about constant and changing elements of 

background knowledge she found important to teach to EU English learners: 
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It was very useful for me to learn the geography of the EU in secondary school. But we 

were taught only the basics of the institutional system. I think someone who does not 

necessarily want to become a translator, it is advisable to learn permanent facts related 

to the background knowledge on the EU. The institutional powers and responsibilities 

are important. There are components of the knowledge about the EU, which are 

constant. The Treaties, for instance, or it is useful to know that the European Council 

and the Council of Europe are not the same institutions. However, there are facts, which 

constantly change. The legislative procedures are like that, for example. It is worth 

learning the facts, which do not change. (Blanka, EUPR/4) 

 

Blanka’s ideas, on the one hand, confirm previously detailed learner needs (Section 4. 

1) in an EU English class, on the other hand, they complement the former suggestions by casting 

light on a prevailing characteristic of EU English studies which embodies the knowledge of 

permanent and changing facts and the eagerness to stay up-to-date in an ever-changing learning 

context. 

In summary, it can be claimed that the subject knowledge dilemma in the EU English 

class can be identified at two levels: a) the responsibility of the teacher and b) the difficulties 

of the students. On the one hand, there is a need for the teacher to be the expert on the subject, 

yet on the other hand, as the subject content knowledge is essential in the target situation, it 

should be carefully delivered and planned since the students are not familiar with it and it 

prevents them from learning the language if they do not acquire the content knowledge of the 

subject. 

4.3 The reasons for teaching and learning EU English1 

This section reviews the most salient reasons for teaching and learning EU English. It describes 

the importance of the EU English course as seen by the student respondents, and attempts to 

compare diverse opinions on the importance, from the teacher-researchers’ and the EU 

                                                 
1 Section 4.3 includes excerpts from my article published first online in the Working Papers in Language 

Pedagogy (WoPaLP) journal.  

Reference: Koltai, A. (2012c). Exploring learners' motivation: Teaching EU English specialization 

students and course materials design at a Hungarian university. WoPaLP, 6, 46-63. 
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professional participants’ perspectives.  

4.3.1 The importance of learning EU English 

All the participants of the present study were asked throughout the investigation about 

the importance of EU English instruction in higher education. The UTE students’ views on this 

topic were elicited by the third section of the needs analysis questionnaire. One item was 

included for the students to express their views on the usefulness of learning the language of 

the EU in English. A second item asked respondents about the importance of the subject 

compared to other subjects studied by the students. Diagram 2 shows that the students think it 

is useful for them to learn EU English yielding a mean average of 4.2; however, the course is 

less important when compared to their specialist subject areas showing a 3.2 mean score. This 

indicates that the students recognise the usefulness of the subject, but do not feel the immediate 

necessity of learning it. As far as the importance of the subject is concerned in light of future 

plans, most students in the interviews reported that they found the importance of the subject in 

being able to make use of its contents to achieve instrumental goals in the future. It will be 

detailed later in Section 4.4 that the students’ future plans with the subject generally reflect 

study or employment related goals.  

Diagram 2 The perceived usefulness of the subject 
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4.3.2 The teacher-researchers’ views on the reasons for teaching EU English 

The results of the teacher-researcher interviews reflect the importance of the subject in 

higher education in a more nuanced way. The participants’ accounts revealed multiple 

pragmatic ideas when asked about the usefulness of teaching EU English and the reasons for 

teaching it. In all cases, the informants found it important to express that having a sound 

background knowledge of the EU was part of peoples’ general education today. All of them 

linked the pedagogical significance of the subject to practical, everyday life issues or tasks at a 

workplace. Another constituent of their arguments underpinning the importance of teaching EU 

English was the influence of the EU on peoples’ lives in general and on the job market in 

particular. Lea describes at length in the next excerpt why she finds it relevant to teach EU 

English: 

I think people must have certain kind of knowledge of the EU, they must know about it. 

Today it forms part of our general education. It has language aspects; I mean it is 

advantageous for people to speak English and to be familiar with the basics of the EU. 

These two can be combined. It can be good for people to be able to speak about the EU 

in English even if it is not their profession. If they are lawyers, economists or want to 

work in the area of foreign affairs, I think it is crucial to possess the above competencies. 

(Lea, TR/2) 

 

All the teacher-researchers reported that it was important to widen the students’ 

knowledge of the EU both from a content-based and a linguistic perspective because this 

knowledge enables them to be prepared to meet the challenges of future EU-specific studies or 

of future jobs as well as competencies in these jobs.  

The teacher-researcher respondents suggested that the scope of the studies and the jobs 

EU English could prepare the students for is in fact broad. The following areas related to EU 

English were mentioned by the specialists: EU studies at tertiary level, translating, interpreting, 

legal studies, economy, diplomacy or international relations. The job-specific areas the 
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respondents mentioned can be grouped into two categories: international and national 

employment. The respondents thought opportunities of EU English learners are facilitated by 

the knowledge of the subject to take up employment in civil service and in any EU-related 

organisations in Hungary. Their opportunities are increased at multinational companies, more 

specifically at companies having working relationships with EU institutions. However, in the 

following extract, Sandra specifically mentions the idea that the significance of the subject also 

lies in assembling competencies which are of central importance to working at a present-day 

workplace, no matter if it is involved in working with the EU or not: 

It is indispensable to have the type of knowledge we are teaching at a modern workplace. 

Teaching ESP anyway involves teaching those skills, which make the students become 

more experienced with the practical aspects of the job we are preparing them for. In the 

context of EU English, one of the most important things is to know where to find the 

information we need. The students have to know how to find the EU documents they 

need or where to look up the laws. I know this from my own teaching experience. Some 

former students of mine reported back that in the second week of their employment their 

task was to find certain EU documents on the Internet. From their previous EU studies, 

they knew how to use the EUR-lex website or the Official Journal of the EU. 

Consequently, this subject is useful even for those who do not work in a field very 

closely related to the EU. They can meet such general tasks at ministries or at private 

companies as well. (Sandra, TR/1) 

 

4.3.3 The EU professionals’ views on the usefulness of EU English 

The results of the EU professional interviews confirmed that the importance of learning 

the language of the EU for the students at UTE or in a more general context, lies in the fact that 

their job competencies are strengthened by both the subject content and the linguistic content 

an EU English course provides.  

Mira, one of the EU professional respondents, who was mainly involved in the 

translation of EU documents and building terminology databases, believed that it was useful to 

teach EU English in higher education, though not only to those who would be involved in 

translation. When asked about the usefulness of teaching EU English at UTE, Mira noted the 

following: 
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EU English can be useful for students in technical fields since the EU institutions 

employ, for example, engineers, economists, chemists; the EU institutions need experts 

who represent manifold skills and a wide range of expertise. However, those who want 

to have an EU-related job have to be experts in a specialist field. (Mira, EUPR/1) 

 

Mira argued that prospective employers of such students could be civil service 

organisations, EU institutions, Hungarian or foreign translation offices. Based on the response 

of the EU professional who was an expert of EU terminology and the legislative language of 

the EU, the reasons for teaching EU English were given by referring to a wide range of areas 

EU legislation encompasses. According to her, people who are involved in working with EU 

legislation come into contact with almost all the specialist fields of the EU. The legislative work 

of the EU institutions does not only involve lawyers, on the contrary, it mainly generates jobs 

where language specialisation is highly needed. She highlighted that employees work with EU 

laws both at the national and European level, consequently their expertise of their own subject 

area supplemented with the knowledge of the specialist terminology of their own subject field 

are hugely desirable either in the international or in the Hungarian context. Another interesting 

aspect of terminology-related specialist knowledge is its influence on the language of 

conferences as Mira explains in the next extract: 

It is profitable to know the specialist terminology of one’s own professional area as the 

EU terminology largely influences the language of conferences of specialised topics in 

the EU. If the professional does not know the relevant terminology, it is impossible for 

him to communicate the EU-related content of his specialist field in a professional 

manner. (Mira, EUPR/1) 

 

The reasons for teaching EU English lie in the fact that the background and language 

knowledge of the subject assemble competencies of central importance to job roles in both 

working with the EU or in the EU context. Moreover, a sound background knowledge of the 

EU forms part of peoples’ general education today and it enables them to achieve future 

instrumental goals.  
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The views on the importance of learning and teaching the language of the EU in English 

in higher education suggest that the teaching content must incorporate both the communicative 

needs of the target situation and the perceived needs of the target audience of the actual 

instruction. The teacher-experts and EU professionals shed light on the relevance of the subject 

in terms of future employment, however, their arguments denote a large scale of specificity 

which characterises the work in the EU and in EU-related employment. This specificity implies 

that a unified core content of EU English courses is only possible if we know the educational 

and language background of our students. The design of the course and the compilation of the 

course materials, therefore, will very much depend on the target audience’s educational 

background and the subject specialism they wish to work with in the future. 

 

4.4 Choice, beliefs, goals in the EU English class2 

This section reveals why the UTE students choose the course, what beliefs and values they 

attribute to learning about the EU and EU English. Moreover, the students’ immediate and 

future goals with learning EU English will also be presented. 

4.4.1 The students’ reasons for choosing the course 

The results of the student interviews suggest that nowadays it is essential to possess at 

least some basic knowledge of the EU. It was one of the most influential motives for the students 

to choose the course. This interest in the EU was combined with another priority, not different 

from those of language learners’ in general English classes: they wanted to practice English or 

to maintain the level of the language competence they had previously attained. The next excerpt 

                                                 
2Section 4.4 includes excerpts from my article published first online in the Working Papers in Language 

Pedagogy (WoPaLP) journal.  

Reference: Koltai, A. (2012c). Exploring learners' motivation: Teaching EU English specialization 

students and course materials design at a Hungarian university. WoPaLP, 6, 46-63. 
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includes Kata’s comments on her motivation to opt for the EU English course: 

I have not thought of learning the language of the EU before. The truth is that I have 

chosen this course to learn English, but I was glad that the two were combined, so I can 

practice my English and learn something new at the same time. (Kata, S/5) 

 

The students felt it was advantageous for them to participate in an EU English course 

because they had hoped the course would give them the opportunity to communicate in 

English and it might lead them to success in a future workplace. However, before the course 

and at the start, it was not clear whether they knew the difference between learning general 

English and learning EU English for specific purposes. By no means, all of them were aware 

of the specificity of the language to be learnt during the course. Patrik talks openly about the 

relevance of the course to his personal life in the following excerpt: 

It is good for me to learn EU English because without it, I would not be able to 

communicate in Europe. It is a general expectation at workplaces today to contact 

foreign partners and to communicate with them. I would be excluded from a lot of 

opportunities if I did not work on my English. (Patrik, S/3) 

 

It was confirmed by the two UTE teacher participants that the students wished to obtain 

more information on the EU and their aim to continue language studies were combined in 

choosing the EU course. Laura explains one of her students’ consideration in choosing the 

course in the next excerpt:  

I know that there is a boy in the class who would like to carry on learning the language 

and he chose the course because he had already attended all the other language courses 

at the Language Centre, and there is a boy who wants to learn everything about the EU. 

(Laura, T/2) 

 

The responses given to the reasons for choosing the course imply that the students had 

several thoughts regarding the objectives and the outcome of the course. Consequently, the 

answers indicate that the objectives of the course need to be more enhanced, either in the 

description of the course outline given to the students or in the syllabus description. It is worth 
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noting that the students provide valuable insights into their expectations of the course. The 

teacher can build on these opinions to avoid unrealistic demands on the students’ side. Another 

implication is that if the course material intends to take the students’ perceived needs into 

consideration, it needs to provide a balanced combination of language and content-based 

knowledge as suggested previously when the issue of subject content was discussed (Section 

4.2). 

4.4.2 The students’ beliefs, feelings and values associated with the EU 

The results show that the students strongly connect the EU with opportunities for their 

personal life. It was expressed by the student respondents that learning about the EU and in 

particular, pursuing studies about it in English give them the possibility to become more mobile 

within and accepted in a wider international community. All the student respondents of the 

interviews associated some kind of belief, feeling or value related either to the European Union 

or to the usefulness of learning EU English. The majority of the student responses are 

characterised by the word ‘possibility’ when talking about the EU and the usefulness of its 

language. In most responses, ideas similar to Erik’s as demonstrated in the next excerpt can be 

observed:  

An advantage in the EU for me is that it provides the possibility of travelling, studying 

and working abroad. (Erik, S/1) 

 

Other recurring expressions describing the students’ beliefs and values relating to the 

EU English course are ‘general education’, ‘communication abroad’ and ‘workplace 

expectations’. Fanni in the next excerpt refers to her belief about the course: 

I do not think I would like to work in the EU, but learning about it is part of one’s general 

education and it is a bonus to learn it in English. (Fanni, S/2) 
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The results suggest that the students feel their background knowledge of the EU is not 

sufficient and there is still room for improvement. The next excerpt by Janka reflects this idea, 

which is often repeated when students are asked about their goals. 

I have not studied the language of the EU before and I have not pursued studies on the 

EU either. The truth is that I have attended this class in order to communicate in English, 

but after starting the course I have noticed that I can broaden my knowledge about the 

EU in general and I can use my English at the same time. (Janka, S/9)  

 

Not all the students reported that they had plans to work abroad, however, they thought 

that even in Hungary, their chances to get a good job are increased by becoming familiar with 

some background information and the language of the EU. Lilla believes that she is expected 

to have EU English competence at a future workplace: 

It is really beneficial for me to learn EU English because it is generally expected from 

employees at workplaces today to communicate in English either with their colleauges 

or with foreign partners. I think I would not be able to take advantage of a lot of 

opportunities if I did not attend this course. (Lilla, S/4) 

 

 

4.4.3 Immediate and delayed language learning goals 

Data about the students’ goals with regard to pursuing EU English studies were elicited 

by the interviews and one section of the needs analysis questionnaire. The responses the 

students gave to the questions inquiring about what goals they would like to achieve by learning 

EU English resulted in a wide range of answers. A variety of perspectives emerged in relation 

to their immediate and delayed goals. These perspectives were largely influenced by the 

immediate learning context and the expectations of an imagined future adult working life. 

Firstly, the students’ immediate goals relate to improving English language competence, 

or obtaining an advanced level language examination. Vocabulary enrichment and getting 

familiarisation with the specialist terminology of the EU were also mentioned among their 

current goals. Another present goal was to widen their knowledge of the EU institutions and 
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EU-related topics. Lilla speaks about her seemingly rather complex goals in the next excerpt:  

Well, [my goal is to learn] the specialist language of the EU and to be able to speak 

about EU-related issues in English. I do not only want to learn English, but I would also 

like to learn this English and about the whole EU, its institutions, what it does, what it 

did in the past, what kind of strategies it has, what goals the EU wants to achieve in the 

future; I would like to get to know this and I would like to learn about it in English. 

(Lilla, S/4) 

 

Diagram 3 represents the students’ answers relating to their goals. The students underlined the 

responses they thought best reflected the goals they want to achieve by learning EU English. 

Multiple answers could be marked and additional ideas could be expressed. 

 

Diagram 3 The students’ goals with studying EU English  

 

 

 

Out of 25, 19 students reported that their goals are employment-related, another 19 said 

they had plans to study abroad, 16 students had language learning goals as well, and 14 students 
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texts of EU tenders and two mentioned the aim of learning about the texts of EU law. Another 
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I would like to go to France and study there, maybe work there later. Though the French 

speak their own language, there are EU institutions in France where English can be used. 

I hope this language will be important in the future. (Liza, S/6)  

 

Kitti also mentions her future plan in the next excerpt:  

I think I will need it when I start to work or launch my own enterprise. (S/3) 

While at the beginning of the interviews when the students were asked about their 

wishes, beliefs and desires concerning the usefulness of the course, they did not talk about 

instrumental goals or hopes, and questions investigating their goals revealed a kind of 

modification compared to what emerged on the basis of the initial answers. As we proceeded 

with the questions, the students mentioned more explicitly that they would like to use the 

opportunity to learn EU English to enhance their employability. 

To sum up, all the student respondents of the interviews reported on some kind of beliefs, 

feelings or values related either to the European Union or to the usefulness of learning EU 

English. The word ‘possibility’characterised the majority of students’ responses when the EU 

and the usefulness of its language were mentioned. Other recurring expressions describing 

students’ beliefs and values relating to the EU English course were ‘general education’, 

‘communication abroad’ and ‘workplace expectations’. The students think that nowadays it is 

essential to possess at least some basic knowledge about the EU and this was one of their 

reasons to choose the course. On the other hand, their motivation is not entirely different from 

language learners’ motivation in general English classes: they want to practice English or they 

would like to maintain the level of language competence they have previously attained. 

According to the students, it is good for them to participate in an EU English course because 

they think the course can enable them to communicate in English and it may help them to be 

more successful at a future workplace. However, before the course and at the beginning of it, it 

is not so unambiguous from their responses that they know the difference between English and 
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learning EU English for specific purposes. Only some of them realise the specificity of the EU 

language during the course. 

 

4.5 Learner needs in the learning environment 

4.5.1 The infrastructure of the class – the use of technology 

Regarding pedagogical choices in language teaching, Brown (2001) proposes an 

‘eclectic’ approach, which entails thinking “in terms of a number of possible methodological 

options for tailoring classes to particular contexts” (p. 40). This eclecticism best describes the 

instructional methods applied in ESP pedagogy. Teaching EU English, as previously discussed, 

largely relies on subject and language specificity. The methods used to teach this subject, are 

therefore assumed to build on the combination of the two to best match the target audience’s 

needs. The tasks, the activities, and the skills must point up the specificity of the target 

communication. At the same time, these components need to be delivered in a ‘learner friendly 

way’ to make the most of the class given the time and infrastructural resources-related 

constraints the course might have. 

The most frequently mentioned methods applied to teach EU English in the study were 

mentioned by participants’ responses regarding the use of technology. With the help of 

technology, time can be saved and the awareness of the subject and language content of the 

course can be facilitated in a motivating way (Kárpáti, 2009). As described earlier, the students, 

the teacher-researchers and the EU professionals all referred to the role the Internet and 

technology play in the EU English instructional context.  

The UTE students mentioned the use of the Internet in relation to the effectiveness of 

finding and collecting information on the EU. Technology-related issues were raised by the 

UTE teachers talking about their students’ preferences for learning strategies in the EU class.  
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The teacher-researchers underscored the importance of involving the Internet in the context of 

the teaching material compilation. The EU professionals related the elements of their specific 

areas of employment to the knowledge of relevant websites, terminology databases, software 

and electronic dictionaries in the same way. Szonja, the interpreting professional elaborates on 

the idea of ‘Internet sources awareness’ as follows: 

It has just crossed my mind that it is extremely important to know where to look for 

things. It is fine that things change very quickly, but it is mandatory for professionals to 

have the knowledge of which websites contain the most relevant and most up-to-date 

information they need. There are public language databases, they are accessible to 

everyone. The EUR-lex website contains the legislation multilingually. I would 

definitely teach these things to those who learn this subject. And naturally, the websites 

of the EU institutions should be taught, looking up things on the site of the Parliament, 

or that of the Council. (Szonja, EUPR/3) 

 

It is important to note that many students, when asked about their preferred activities or 

tasks, mentioned that they liked the types of activities, which involved the use of the Internet. 

They enjoyed doing research on the Internet on any kind of topic. Nowadays the Internet is the 

primary source of information in all kinds of context. The EU course and its teaching materials, 

therefore, unavoidably use it to match the students’ expectations to deliver teaching in a modern 

manner. Alexa’s excerpt illustrates well why students think the use of the Internet is crucial for 

the course: 

The Internet is the thesaurus of everything, you can find all the information you need 

depending on the depth of your quest. You can find the EU institutions there and the 

answers to many of our questions on this topic. Moreover, if we want to dig deeper, we 

can use the online scientific electronic libraries. Everything is there. (Alexa, S/7) 

 

Similar Internet-related remarks were made by the UTE teachers when their opinion 

was requested about their students’ preferred activities and learning strategies. Natali, the 

French teacher complements in a few words the benefits of the Internet by emphasising the 

importance of having a technically well-furnished class: 
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They like browsing the Internet for particular pieces of information. I am lucky that the 

course takes place in the computer room. I prepare videos to be watched and listened to. 

When they made a presentation, they also included some kind of video too because they 

like to listen to real language use. Then we could discuss these videos and there were 

debates on them, so this is a kind of complex activity. (Natali, T/2) 

 

The same issue was commented by Lea, a teacher-researcher, from the point of view of 

the teachers’ difficulty. Lea thinks it is important to have the class in a computer room. She also 

refers briefly to the Internet as the primary source of the teaching material for teachers who lack 

full expertise on the EU:  

One of the difficulties of the teacher of an EU English class is the lack of expertise 

andinsufficient background knowledge of the subject. The information they can find on 

theInternet can be of great help. If the teacher does not want to choose the material 

resources from the Internet, it can be difficult to know where to turn to get interesting 

materials. (Lea, TR/2)  

 

A similar problem was described by Hanna, the teacher-researcher at Corvinus 

University, who placed equal importance on the use of the Internet and detailed her answer by 

mentioning the type of information which can be regarded as a useful source for the EU course: 

I think the EU English teacher is lucky because she will find loads of information on the 

Internet. The official documents of the EU are there, the regulations, the tenders, and 

the call for proposals. Each EU institution uploads its own information. The teacher can 

choose a topic or a text from there by taking the learners’ subject expertise into account. 

There are many videos, videos of press conferences, for instance. On many occasions, 

the transcripts of the videos can be found there as well. There is a thing called Europe 

by Satellite and another channel, which is called the Euronews. So based on the language 

level of the learners, the teacher can compile the teaching materials from the Internet. 

(Hanna, TR/3) 

 

The communication channels used in the target situation connect members of the same 

discourse community. Thus, they can be easily involved in exchanging information and 

correspondence with each other. This points towards a changing role of the teacher, which is to 

make students fully embrace technology in learning by showing them where to find the 

information they need concerning EU topics, and at the same time, using technology to teach 

in the classroom. 
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4.5.2 The role of teamwork 

Data relative to the classroom learning environment elicited from interviews show that 

the students enjoy working in teams in the EU English class. It is felt that teamwork is beneficial 

since this type of activity also gives them the opportunity to discuss their individual opinions 

on EU-related topics. Kitti comments shortly on her preferred learning style in the next 

quotation: 

I like the interactive tasks in the class, they make sense to me when we have to deliver 

them in pairs or in groups. I really like teamwork, for example, we had a very good chat 

last time, the truth is that not always in English, but we could exchange our thoughts 

which I find very important. It is good to know what the others think on this or that. 

(Kitti, S/8) 

Collaboration with peers in class and being involved in activities combining speaking 

and elaboration of ideas on the EU engage and emphasise competencies which are anticipated 

at workplaces in general, and in the EU context. Cooperation and interpersonal skills are 

increasingly important in today’s workplaces as it will be shown in Section 4.12.1l by 

presenting the EU professionals’ views on the same topic. 

4.5.3 Working with international students in the class 

The students seemed highly motivated by working together with foreign students, 

namely the Erasmus students who were their classmates. It was expressed in the interviews that 

their foreign peers contributed to the good ambiance of the lessons, as well as to widen the 

scope of the knowledge they could attain during the course. Lilla reports enthusiastically on her 

motivation as follows in the next excerpt: 

It is always enjoyable when they [foreign students] make a presentation on how certain 

things happen in their countries. I would be glad if there were more foreign students. I 

really like talking to them. We do not always talk about EU English, but I think we can 

talk about a lot of very interesting things, and we are also obliged to speak in English. 

(Lilla, S/4) 
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The presence of international students in the class raises an interesting question from 

the point of view of materials design. The course material was originally compiled for 

Hungarian students, including translation from English into Hungarian or vocabulary-related 

tasks, which focus on English-Hungarian EU terminology. Therefore, such tasks or activities 

of the coursebook should be modified to make classwork more cohesive and to facilitate the 

teacher’s task by not excluding foreign students from these activities.  

 

4.5.4 The length of the course 

ESP courses can be intensive or extensive, both having advantages and disadvantages 

(Dudley-Evans & St John, 1998, p. 147). During an intensive course, the learners’ time is fully 

committed to the course. Extensive ESP courses enable the teacher to modify the syllabus to 

respond to the learners’ experience and needs, and in this way, the course can remain flexible 

enough to react to changes in the identified needs.  

The EU English course the UTE students participated in was designed to last for 14 

weeks. Responses elicited from the student interviews indicate that the students find the length 

of the course appropriate. However, when the length of the course is compared to the length of 

the coursebook, it turns out that the students deem the coursebook too extensive. This 

observable fact will be detailed in Section 4.13 when the evaluation of the teaching materials is 

discussed. However, at this point it implies that attention should to be paid to the amount of the 

teaching content the teacher will want to compile for a 14-week course. What is more important 

is why some of the teacher-researcher respondents and one of the EU professionals think that 

the EU English course is recommended to be designed as a one or a two-semester course. 

All the teacher-researchers were asked about what they consider to be the appropriate 

length of the course. Sandra gives her reason of planning a longer course in the following 

extract: 
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That is a good question…it may be designed for one semester, maybe. But I think it is 

worth planning another semester because not everything can be taught in one semester. 

During the second course, the learners’ knowledge could be deepened. It is useful 

because most of them do not have any Hungarian background knowledge of the topic. 

The first semester could be devoted to filling this gap. The development of their EU 

English language competence would come in the second semester. (Sandra, TR/1) 

 

According to Sandra, the depth and breadth of the course content, which she divides 

into two major components, teaching the subject and teaching the language, promotes a longer, 

more extensive course design. 

Lea firmly believes that the length of the course is determined by several different 

factors as the excerpt below shows: 

Well, it depends on a lot of things. First of all, it depends on what kind of learners we 

are talking about and what their language competence is. Let’s suppose, we are talking 

about a learner who is at B2 level, he has not attended any courses previously, which 

were on the EU and he would not necessarily like to work as an EU expert in the future. 

Well, two 90-minute classes should be suitable a week, if the institutional context 

allows, it can be longer. Much can be achieved by giving home assignments to have 

enough time for something else in the class. (Lea, TR/2) 

 

Lea emphasises that the learners’ language competence, subject specialism as well as 

their future goals can shape the length of the course. Hanna, the third teacher-researcher 

definitely recommends that the length of the course should be determined on the basis of the 

language competence of the learners: 

In my view, if the learners are at B1 or B2 level, a more extensive course can be 

designed, if they have an advanced level English competence, it can be shorter. It 

depends on their background knowledge as well. (Hanna, TR/3) 

 

The same issue was raised in the interview of the interpreting professional. Blanka 

commented briefly on the length of the course as follows: 

The thing is that I would definitely not plan a course longer than a semester, it is no big 

deal. I would do something similar I studied. In my opinion, the content of this subject 

can be presented in one semester. (Blanka, EUPR/3) 
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With regard to this last response, it is worth noting that the interviewee received EU 

instruction in Hungarian as part of her translating and interpreting training, which comprised 

the history of the EU integration processes and EU policies for a semester. Her opinion is partly 

biased by the course content with which she was already familiar. However, she was able to 

compare the knowledge she was taught at school with the knowledge she had to use in the target 

situation. The conclusion that one semester is enough because the course content cannot be 

more extensive, in my view, reveals that for the specialist content knowledge it is enough, the 

language content is not covered by her response. 

To sum up, the responses show that there are several factors, which can influence course 

planning in terms of the length of the course. The elements affecting the duration of an EU 

English course stem from the heterogeneity of background knowledge and language 

competence of the student population in EU English classes. Another factor affecting course 

intensity can be the present and future professional orientation the students display. 

 

4.6 The contents of the EU English course 

This section shows how the participants of the study see and evaluate the course content. A 

description of the students’ perceptions will be followed by the teachers’ and the EU 

professionals’ views on possible course design and EU subject contents.  

4.6.1 The perceived usefulness of the topics of the course 

4.6.1.1 Students’ views 

The students were requested to express their opinion about the usefulness of the topics 

covered in the coursebook in the needs analysis questionnaire. The results show that the most 

useful unit of the book was Employment receiving a 4.7 mean score.  

Units such as the Institutions of the EU, Speech situations, Negotiation techniques and 
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Presentation techniques were thought to be equally useful by the students showing a 4.2 mean 

score. The least useful unit of the book is EU documents and legal texts. This result was 

surprising since as a teacher I recognise the advantages of teaching the students about the 

different EU genres and document types. Although the students did not think it was important 

to study EU documents and texts, the pedagogic relevance of this unit is high in terms of target 

situation communication. This will be shown later in Section 4.6.1.3 when experts’ views are 

described. Diagram 4 shows what importance the students attribute to the different units of the 

coursebook. The UTE teachers’ interviews showed similar results. According to the UTE 

teachers’ views and based on my diary, the most important units and topics of the coursebook 

were employment, education and communication-related topics. 

Diagram 4 The usefulness of the units in the coursebook 
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the institutions and they can relate the work of the institutions to their everyday life. The 

importance of relating up-to-date news in education in the EU to the students’ lives was equally 

stressed. Sandra’s ideas about course content illustrate this point:  

I think what they find useful is when this up-to-date news on education is incorporated 

in the content of the course. As far as I have seen, the institutions seem to be far from 

them. If the teacher brings this topic closer to them, for example, by showing the 

relationship between being a Member State and how the institutional mechanism 

appears in their life, then they start to feel involved. Each institution works differently, 

if they understand that, they feel more motivated. (Sandra, TR/1) 

 

The same respondent, further commenting on the EU-specific background knowledge 

she would teach, pointed to more specific elements to include in the instruction of this 

knowledge. According to Sandra, teaching about the institutions is important for several reasons. 

First, it is relevant to making students recognise that the EU is not an intergovernmental 

organisation, and it is not a ‘super state’. It is important to stress the difference between the 

terms supranational and intergovernmental because students can rely on this information to 

comprehend the organisation of the institutions. Second, EU English learners need to be taught 

the names of the legal acts and legal procedures as this type of knowledge facilitates the 

understanding of how legal work is done within the EU: how for example, a directive becomes 

part of the international legislation. Sandra thinks that this is an applicable strategy to make 

students aware of why there are so many official languages in the EU and why for instance 

Hungarian is used as an official language. Thirdly, she mentioned that the names of the EU 

Treaties need to be integrated in the course. Sandra believed that this background knowledge 

could serve as the bedrock of the course. Having clarified these most important components of 

background knowledge, the teacher can continue to teach the policies of the EU and other more 

complicated matters.  

Lea commented on the information about the institutional organisation of the EU. She 

discussed her own teaching method relative to the background knowledge she found important. 
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In her view, it is important to teach the most significant dates in the history of the EU and it is 

worth discussing the steps of how the European Communities were shaped. Moreover, she also 

believes that it is useful to clarify the types of legislative procedures of the institutions. She, 

however, would concentrate on this content only to the extent she thinks the students need this 

information on the basis of their specialist fields of studies. Lea, in the following excerpt, talks 

at length about how she was teaching course content: 

I had a handout of about 15 rows I used many times in different classes to teach the most 

important dates and events of EU history. The students had to match the event and the 

dates. The handout used sentences, which already included EU expressions to kill two 

birds with one stone. I do not think the history must be discussed at great length since 

in the language class we do not teach EU experts. Maybe I would teach the dates of the 

accession of the countries, but not more. It depends on the students’ subject specialism. 

I would ignore their specialism though in the case of the Lisbon Treaty, I think it is very 

important, apart from that I would teach up to date topics, news, the future of the EU, 

the meaning of the EU Presidencies, I would highlight the most current news in the EU. 

(Lea, TR/2) 

 

Hanna approached the same issue from a different angle. The reason behind her 

differing approach was that she taught language graduates and the original objective of her 

course was to teach, first of all, the language use of the EU institutions, excluding content-based 

instruction as much as possible. Therefore, she drew on primarily those language competencies 

and skills that she found important as a previous EU employee, to prepare the students for EU-

related employment or for office-based work in the EU context. She added she took her students’ 

needs into account as well and was ready to complement her original ideas for the teaching 

content with the tasks her students wanted to practice: 

The last term everyone made a longer presentation, this term my students asked me to 

prepare translation tasks for them. They did not necessarily want to practice translation, 

rather they felt it was good for them to practice text comprehension. So, I made them 

practice a lot of reading and we reduced the length of the presentations to a maximum 

of five-ten minutes. (Hanna, TR/3) 

 

Hannah added that despite the fact the first objective was to teach the language, this was 
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not possible at the beginning of the course because she had to explain the most important basic 

names and terms relating to the content of the subject. Apart from emphasising the relevance 

of teaching issues corresponding to the institutions and to the needs of specific competencies 

the students demonstrated, a further interesting topic was mentioned by Sandra. In her opinion, 

the students are much more interested in multilingualism, interpreting, the reasons behind the 

number of official languages and the multifold translation activities in the EU. Moreover, she 

found that the field of culture related anecdotes, stories, cultural content information are of high 

importance to the students. In the next excerpt, Sandra’s views on learner needs in relation to 

topics are clearly illustrated: 

They get excited to hear about the questions of multilingualism, why so much 

interpreting and translation are needed in the EU and they like to hear about the 

anecdotes the interpreters spread in the European Parliament. Everybody is interested 

in this, even those who are not interested in the EU. (Sandra, TR/1) 

 

4.6.1.3 EU professionals’ views 

The results of the EU professional interviews confirmed the need to teach about the EU 

institutions, the history of the EU and the types of legislative procedures. Additionally, Szonja 

identified the relevance of teaching Presentation techniques. Giving presentations was one of 

the duties involving several employees at her workplace. She found it important to receive 

previous school instruction on the most important skills employees need to be able to give 

effective presentations on various occasions in the employment context. When asked about her 

duties, she revealed that all the employees of the company are required to give presentations on 

the different phases of the involvement in the development of EU project work. Szonja 

comments on the role of presentations at her workplace as follows: 

The presentations have to be given by the person who worked personally on one 

particular phase of the EU tender, probably by the engineer who progressed through one 

developmental stage. But since the projects are complex, most likely after the first six 

months, a different person takes over and so on. Presentations need to be made either 
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on the technical and developmental aspects of the work but the project manager delivers 

a presentation on the administration side as well including the contracts and how the 

payments were performed, whether there are still financial commitments to be finalised. 

(Szonja, EUPR/2) 

 

The pedagogical relevance of involving the terminology of the EU institutions in the 

content of the course was underlined by all the EU professionals. Furthermore, one of them 

mentioned that the knowledge of the names, working mechanisms, internal relationships of the 

EU institutions must be linked to learning about the specialist terminology of the sources of EU 

law. Having done so, if the teaching context requires, it is worth tailoring the teaching contents 

to the target audience’s specific needs of their professional areas, the teaching of the specific 

jargon of the specialised subject areas is recommended. 

To sum up, the students and the experts seems to have the same opinions as regards the 

most important topics to be included in the course content. Most participants think that the 

course content should include the history of the EU to some extent, the names and relationships 

of the EU institutions. When talking about the EU organisations, the course needs to show the 

importance of learning EU terminology from the very beginning through short sample 

sentences or short written passages.  

Comparing students’ and experts’ opinions, the results show that the aspect of teaching 

cultural content relative to the EU was identified as an additional topic, which can be of interest 

to the target learners. Up-to-date news and topical issues were also mentioned to complement 

the course content to keep the students interested and motivated. 
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4.7 EU English language issues 

This section reviews the language issues occurring in the teaching practice of EU English. It 

intends to present the results of student responses pertaining to the linguistic contents of the 

course, which is followed by the grammatical and lexical aspects of teaching EU English as 

seen by teacher-researchers and EU professionals. The results reflect the students’ perceived 

and objective linguistic needs by comparing the study participants’ views on the significance 

of these needs in the learning, teaching and target situation.  

4.7.1 The importance of teaching the specialist terminology of the EU 

4.7.1.1 Students’ views on EU terminology 

The students were asked to evaluate the importance of the various linguistic components 

of the course in the needs analysis questionnaire. As Diagram 5 shows, the students found that 

the enlargement of the specialist vocabulary of the subject was the most useful linguistic 

component. This finding scores the highest mean (4.6) in this section. The relevance of speaking 

and reading skills are rated second places howing a mean score of 4.4. The least necessary 

linguistic component, in the students’ opinion, showing a mean score of 2.7, is learning 

grammar in the EU English class. It is interesting to note that the students found that 

pronunciation was more important (3.9) for them than translation, showing only a 3.3 mean 

average. Another interesting point here is that the Listening skills item was evaluated as more 

useful than grammar, translation or accurate speech. 
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Diagram 5 The importance of the linguistic contents 

 

 

 

The student interviews also showed that vocabulary enlargement is one of the students’ 

main expectations of the course. In the next excerpt, Liza gives a characteristic example of her 

pre-course expectations: 

I was very glad that after the first lesson it turned out that most people in the class were 

at MA level and their English was good. I chose this course because I thought this would 

mean higher level language learning and I hoped I would be able to enlarge my 

vocabulary. (Liza, S/6) 

 

Another student commented on the same issue when asked about her likes and dislikes 

of the course. Alexa’s response is illustrated by the next excerpt:  

I really like those tasks that aim to improve our vocabulary. They relate to a lot of 

different topics as well so that we can learn a whole range of different new words. I 

would like to enlarge my vocabulary on the EU, I think more vocabulary-related tasks 

in the book would facilitate this. (Alexa, S/7) 
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Natali also drew attention to the importance of learning new vocabulary in her EU class. She 

elaborates on her view as follows: 

 

In my view, what motivates them [students] is to pick up a different type of vocabulary, 

or to learn the same thing about the EU that they may have learnt before but that is now 

a whole new vocabulary, whereas we, for instance, talk about legislation, or the 

institutions. They can learn the names of the institutions and then they can compare them 

to the Hungarian counterparts. The same is true about topics such as education, 

environment, or employment. (Natali, T/2) 

 

According to the results of the perceived importance of the linguistic components of the 

course, teaching grammar in EU English classes at UTE should not be the focus of the course. 

Student respondents of this study seem to recommend that enlarging their specialist vocabulary 

is very important and it needs to be stressed in the coursebook. This, first of all, suggests that 

the students recognise that the language attributes of EU English are different from those of 

general English. In addition, they expect to expand their vocabulary to a large extent. This 

expectation cannot be ignored from the point of view of the successful outcome of the course. 

In a school context, it also means that the assessment of the students should pay attention to 

evaluating the students’ specialist vocabulary improvement. 

As previously mentioned in the literature review, studies on terminology spotlight the 

role specialist vocabulary plays in EU translators’ work. The significance of teaching 

terminology in translators’ training based on the literature is straightforward. However, there is 

no clear-cut answer to the question of what exactly EU terminology is, and as a consequence, 

it is not evident how one can make general recommendations on the elements of the EU 

specialist vocabulary to be taught at tertiary level. The Hungarian literature on EU terminology 

(Fischer, 2010a; Gulyás, 2005; Rádai-Kovács, 2009; Várnai; 2004) attempts to provide the 

definition of EU terminology by classifying the constituents of terminology in the EU context 

according to the various EU subject fields in which it can be identified. There are different 

interpretations of EU terms, as well as the meaning of Eurojargon. From a pedagogical 
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perspective, it can be said that based on the findings of this study, for learners who are 

unfamiliar with the EU-specific background knowledge and the language of the EU, there are 

areas of difficulties in acquiring new EU English vocabulary. These difficulties stem from 

general vocabulary which can be identified when examining different EU genres. Another area 

of difficulty arises from the specialist vocabulary of the specialist fields the EU is involved in 

(Klaudy, 2007). In the background of these areas, EU institutions can be found which produce 

the EU terms via their various legal, administrative and other professional activities. 

4.7.2 The teacher-researchers’ views on terminology 

The teacher-researchers confirmed the usefulness of teaching the specialist vocabulary 

in the EU context, however, the extent to which it should be included in the coursebook for 

university students was not clarified by them. As mentioned earlier, the nature of the work in 

the EU, as well as the areas in which EU English is used is highly diversified. In the teacher-

researcher interviews, it is mentioned several times that it is of great importance to teach EU 

terminology and it is crucial to direct the students’ attention to the use of EU terms because 

they generally denote different meanings in the EU context than in the General English context. 

However, due to the high specificity of the policies and subject areas the EU deals with, the 

teacher-researchers’ repeated statement that ‘it depends on the professional background, the 

specialist areas and the future professional plans of the students what kind of terminology is to 

be taught to them’ reoccurs.  

4.7.3 The EU professionals’ views on terminology 

When talking about the same question with EU professionals, the role specificity plays 

in the EU English learning situation was confirmed. Mira whose specialist area was terminology 

made the following comment on the contents of the terminology to be taught: 
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It depends on target audience, the target students. It is worth teaching the basic specialist 

terminology, the specialist terminology closely connected to the EU institutions. It is 

crucial then to teach the specialist terminology of legal acts, following this, the students 

will need to learn the jargon of their profession because they will need to use it to be 

able to work in the relevant field. (Mira, EUPR/1) 

 

Szonja accentuated the role of teaching general Eurojargon by which she meant her own 

difficulties she had to face with regard to unknown EU terms when she started to work as an 

interpreter for the EU. In the next quotation, Szonja elaborates on this idea: 

Well, one of the most important characteristics of this language is definitely its specialist 

vocabulary. EU interpreters having passed the accreditation exam think that they have 

an extensive knowledge of EU vocabulary. Then they first hear the expression scrutiny 

reservation, they get really intimidated because they have never heard of it before. 

(Szonja, EUPR/3) 

 

The respondents gave examples of EU terminology drawn both from the Eurojargon of 

the institutions and from legal terminology. These responses suggest that one of the objectives 

of the EU English class is the teaching of new vocabulary since the students identify it as a 

linguistic need and both the teachers-researchers and the EU professionals agree on the 

importance of it for EU English pedagogy. However, the teacher needs to have well-defined 

objectives and needs to be aware of the specialist knowledge which is sufficient to teach EU 

terminology. Secondly, the learners’ goals must be considered and must be used as a guideline 

to follow when making decisions about what to include or exclude concerning EU terms.  

4.8 The grammatical and lexical aspects of teaching EU English 

The role of grammar in ESP teaching is often misinterpreted as ESP is not thought to be 

involved in teaching grammar (Dudley-Evans & St John, 1998). In the EU English class, 

however, it is fundamental to stress many central grammatical features the EU texts exhibit and 

some others, which may occur in the event of some verbal communication as well. 

The results of the evaluation of the perceived importance of learning grammar in the EU 

English class showed that the students did not think they would need to improve much in the 
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field of grammar. This was probably due to their own assessment of their language proficiency. 

The other reason could be that they were not aware of the attributes of the grammatical, lexical 

and textual expertise the specialised language of the EU requires of them.  

The recognition of the relevance of learning grammar in the EU English class was 

mentioned in only one student interview. Erik commented on the significance of grammar by 

referring to general language learning purposes: 

I think the course does not focus enough on grammar tasks. We have had only one such 

task but it was in connection with vocabulary where we had to find the appropriate 

prepositions in some expressions. It is difficult to say how much grammar is needed 

because for those who come to this class to learn the language, it would be useful. It is 

difficult to know everyone’s language proficiency. But there are students who want to 

get to know the specialised language of the EU. I think for them it is better to learn the 

vocabulary or the lexical background. (Erik, S/1) 

 

4.8.1 The teacher-researchers’ views 

In what follows, the recommendations and insights of the teacher-researchers regarding 

teaching grammar in the EU English course is described. The tools that can be used to raise 

awareness of the special target grammatical needs are also discussed. Most of the suggestions 

are based on EU English corpus research that was carried out by the respondents of this study. 

The teacher-researchers revealed various special characteristics of EU English written 

communication when they were asked about the difference between GE and EU English. They 

emphasised that reading or understanding EU texts are often found difficult by learners because 

the language use of EU documents shows differences from that of general English language 

texts.  

Sandra, who conducted research in the field of terminology pointed out that the language 

of the EU is a specialised language for several reasons. These differences are richly illustrated 

in the next excerpts: 



138 

 

Corpus linguistics research in the field has shown that there are verbs, collocations and 

sentence structures, which distinguish the language of the EU from general English. 

They occur only in this linguistic context or they occur more frequently in the EU 

context than in GE. An additional distinguishing feature of it is that it is not used by 

native speakers and this influences this particular language use. In my view, the reason 

behind teaching these special characteristics is that the students will meet EU documents 

in their professional lives even if it does not mean a job in the immediate EU context. 

They will not be able to understand them without learning the differences. (Sandra, 

TR/1) 

 

Lea who conducted corpus-based research in the field confirmed that the special 

linguistic characteristics, which appear in the EU documents, can be classified into lexical and 

grammatical categories. Lea speaks about these categories in the next excerpt:  

EU English differs from GE in its lexis. The lexical characteristics of it are different just 

like in any other languages for specific purposes. There are different terms, its 

terminology is different. Moreover, differences have been identified in its collocations, 

which means that in the EU texts certain words are combined with different words than 

in GE. It is possible that certain words have fewer collocations than in GE. 

Consequently, these language differences are demonstrated in the way we use these 

words which is again different in GE. At the same time, we can say that there are 

grammatical structures in the EU texts, which occur more frequently than in GE. We 

cannot say that these grammatical structures are different, they are used more often in 

EU texts. Therefore, understanding these structures becomes crucial for those who read 

such texts. (Lea, TR/2) 

 

Hanna reported on the significance of all the differences mentioned above and she added 

another distinguishing feature of EU texts: 

On the basis of my corpus, I have found that there are several lexical features which 

distinguish the language of EU texts form GE. And it must be underlined that I am not 

talking about the EU terms because they are probably the easiest to identify. I think what 

makes this language variety difficult beyond the EU terms is that there are numerous 

conjunctions, which typically occur in it and they do not occur or less frequently occur 

in GE. (Hanna, TR/3) 

 

Hanna further commented on the textual organisation of EU documents. It was 

mentioned that EU legal documents, for example, the Treaties, looked different from general 

legal documents as regards their introductory sections, and to the organisation of the paragraphs. 

The language use of their introduction is characterised by special words, which are only used 
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in EU documents. Therefore, they seem strange for those who are not familiar with this 

specialist language. When talking about the special characteristics of EU documents, it was 

reported that the layout of the documents follows a standard. They have to look the same in all 

the official languages to conform to the original text. She mentioned that originally, the Treaties 

were worded in French and were translated into English and this is one of the reasons why they 

sound ‘odd’ sometimes.  

To sum up, based on corpus linguistic research in the field of the EU, the experts 

identified three areas of difficulty in the target situation based on studying EU texts, which can 

be of pedagogical interest. These areas appear in the EU texts at grammatical, lexical and textual 

level. It will be discussed in a later section (Section 4.9.2) that all these problem areas can be 

approached in the EU English class by improving reading and writing skills. By focusing on 

these skills, the main grammatical, lexical and textual characteristics of the most significant EU 

genres can be exemplified for the students.  

4.8.2 The use of metaphors: EU professionals’ views 

Another interesting point was raised by Mira who accentuated the special language 

characteristics of EU English from the point of view of different nationalities and 

multilingualism. This refers to the difficulty of the translation of metaphors, which are easily 

created in the English language in the EU context, however, their application in other languages 

for representatives of some Member States sometimes causes problems. According to Mira, 

mainly translators from Baltic countries complain about the use of these metaphors in their own 

languages, but they are not easy to be created in Hungarian either: 

It is extremely difficult for the Baltic countries to use, for example, the expressions 

‘sunset clause’ or ‘open sky agreement’. Such metaphors frequently occur in English, 

but the Baltic languages cannot find expressions or same metaphors in their own 

languages, which are close to the original forms. In Hungarian, it is possible to find 

equivalents or it is easier to ‘live’ with them. (Mira, EUPR1) 
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4.8.3 The use of verbs, particles and acronyms 

Respondents recommended that some specific lexical items pertaining to the EU context 

were incorporated in the linguistic components of the course. Mira reported on the difficulty 

with the use of verbs in the legal documents of the EU. She indicated that she investigated this 

issue in the context of multilingual translation. The next extract sheds light on some of the 

words used in legal documents, which either did not exist in the Hungarian language legal 

documents or they carried a different meaning:  

The legal documents of the EU like to use verbs in English, which are evaluated in 

Hungarian or in other languages as not having any grammatical function in the text. An 

example of this is the verb ‘enhance’. There are many similar verbs in the EU 

documents. Another example of words, which did not exist in Hungarian legal 

documents is the word ‘whereas’. It appears in the preambles of EU legal documents 

and the Hungarian legal texts do not even have such paragraphs. (Mira, EUPR1) 

 

Mira finds that the translation of these ‘non-functional’ verbs or introductory 

expressions in legal texts of the EU is forced by the influence of the English language in the 

EU. Although by now in Hungarian these are established terms in EU translation, it was not by 

any means an easy process to find the ultimate equivalent forms of translation of these 

previously non-existent lexical components of EU legal texts. 

Blanka reported on the frequent use of modals in the EU context (shall, should, may, 

might) in EU texts, and talked about how often it is debated, which modal verb should be 

included in certain texts. Her other comment reveals that she finds that it is not very important 

to use particles correctly in verbal interactions. In the following excerpt, Blanka also speaks 

about the difficulties acronyms can cause if someone is not familiar with them: 

There are numerous acronyms, the name of the various specialist committees are all 

acronyms. In addition, half of these committees are named in French and from French, 

they are transformed into English. One such example is CATS, the Coordinating 

Committee in the area of police and judicial cooperation in criminal matters is called 

CATS. It is, of course, pronounced as the word cats in English, so if the interpreter does 

not know the real meaning of it, she/he can be surprised. (Blanka, EUPR3). 
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4.9 Teaching skills in the EU English class 

This section focuses on the importance of particular teaching skills in the EU English class. It 

aims to show the perceived and objective relevance of certain skills in this special context. 

4.9.1 Teaching reading and use of texts in the EU English class 

Dudley-Evans and St John (1998) point out that the instruction of reading elements in 

the ESP class demands a fair balance between skills and language development (p. 96). In the 

specific case of EU English teaching, emphasis is not so much on, for example, how much the 

learners’ reading speed will improve by the end of the course, but rather it is more important to 

concentrate on other aspects of reading. The issue of the development of reading skills is, first 

of all, attached to the learners’ difficulties which stem from the fact that the subject area is 

unknown to them; secondly, it relates to text selection. Text selection can be explored from the 

angle of the sources of texts, that is, where to find the most relevant material for the course. 

Moreover, text selection can be approached from the point of view of the significance we 

associate with the learners’ preferences of the topics on the EU and expert views on what 

reading content the course should comprise in light of the expectations of the target situation. 

4.9.1.1 The perceived importance of reading skills 

Student responses indicate that reading skills are highly important in the EU English 

class. This was confirmed, as mentioned above, in the needs analysis on the linguistic 

components of the course and the same results were found in the interviews. The next excerpt 

clearly illustrates Fanni’s preferences of EU-related readings including the expression of her 

lack of information regarding the sources of reading materials: 

I am not sure where to find readings on the EU. I do not know about the sources. I do 

not know about journals, which deal with the economy, politics, or the environmental 

issues of the EU that I would be interested in. (Fanni, S/2) 
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In the next quotation, Kata’s ideas are cited to mention web resources she believes can 

facilitate her interest in connection with the subject: 

I would like to know those websites where I can find information on the EU. I do not 

know sites, which are well-constructed and spot the information of my interest in the 

EU. I would very much like to read pages, which are easy to comprehend and summarise 

information in a straightforward manner. (Kata, S/5) 

 

It was reported throughout the interviews that readings on cultural matters would be of 

interest to students. Culture-related short passages were already selected for the coursebook the 

students used. The next excerpt shows how Liza feels about the relationship of culture and the 

EU: 

 I read, for example, this short passage on Dolly, the cloned sheep, and that the main 

means of transportation in Amsterdam is the bicycle. I have not thought of reading 

anything cultural in connection with the EU. It was also pleasant to read about the 

clothing styles in the different Member States. These kind stories really boost my 

interest. (Liza, S/6) 

 

Other areas of interest the students were eager to read about were mainly education and 

employment. In addition to these recurring topics, they generally mentioned those policies or 

subject areas of the EU, which were close to their subject specialism at the university. 

Based on the teacher’s diary, the students’ preferences in terms of the selected readings 

of the course material can be confirmed. In addition to this, the diary included remarks on the 

students’ difficulties observed during the reading exercises. It can be said that the selected texts 

chosen from the Internet focusing either on diverse topics the EU is involved in or the variety 

of the genres of the EU documents, were too long and too difficult for the students. This was 

apparent on many occasions when the teacher double-checked the comprehension of the texts 

by asking a question in English or by asking the students to translate some of the expressions 

they read into Hungarian.  
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4.9.1.2 Perceived difficulties in reading EU texts 

The students were asked about their difficulties in reading EU texts included in the 

coursebook. The selection of the texts contained short and longer extracts chosen from the 

Internet representing general readings, EU legislation and other documents. The legal 

documents as extracts of the samples of the selected readings represented various EU genres. 

Table 15 summarises the general readings and the types of legal genres included in the book. 

Table 15 Readings and genres 

Topics of readings EU genres 

EU institutions Treaties 

History of the EU International agreements 

Enlargement issues Secondary legislation (directive) 

Higher education in Europe Case-law 

Recognition of diplomas in the European Union Parliamentary questions 

Citizen mobility  

Environment  

Case studies on EU entrepreneurship  

Employment  

Equal treatment with nationals  

Readings on Solvit, Ploteus, Eures  

Examples of small talk  

Conversations to teach negotiation  

E-government, digital signature, e-money, 

articles on digital libraries 

 

 

Additional genres the teaching material incorporated were a speech by the President of 

the Commission; a press release, and an extract from the text of a Special Eurobarometer. 

Diagram 6 shows the results of one item of the needs analysis questionnaire when the students 

were asked about their difficulties brought on EU texts. The students answered two types of 

questions. First, it was investigated how frequently they experienced the difficulties listed in 

the questionnaire.  

  

http://eur-lex.europa.eu/en/droit_communautaire/droit_communautaire.htm#1.1#1.1
http://eur-lex.europa.eu/en/droit_communautaire/droit_communautaire.htm#1.2#1.2
http://eur-lex.europa.eu/en/droit_communautaire/droit_communautaire.htm#1.3#1.3
http://eur-lex.europa.eu/en/droit_communautaire/droit_communautaire.htm#1.6#1.6
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Diagram 6 The most frequent difficulties in reading EU texts 

 

 

 

The results show that one of the most frequent difficulties students face when reading 

the texts of the coursebook is insufficient knowledge about the various specialist fields of the 

EU (M=3.2). The other most frequently encountered difficulty is unknown EU abbreviations 

(M=3.2). The students often have major difficulties because they are not familiar with the 
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expression is not used in its original sense in the EU document (M=2.5) causes almost as many 

difficulties as phrases not deriving from English (M=2.4) and further, when there is no 

Hungarian equivalent of the EU terminology (M=2.4). The fewest difficulties as seen by the 

students, are caused by elements of texts such aspart of the EU document which is not in English 
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(M=1.9). 
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increased so that they can read the texts better, moreover, EU abbreviations and EU terms must 

be taught more explicitly and explained by the book if we consider the students’ views as 

guidelines in the planning of the content. The students’ views should be considered as far as the 

most difficult areas are concerned since these are all confirmed by the teacher-researchers and 

EU professionals as existing areas of difficulties. What is most striking here is that the students 

do not perceive compound sentences of multiple lines as difficulties. As will be shown later in 

this section, this is one of the most noticeable characteristics of EU texts and thus the experts 

identify it as an area of learner difficulty, which is to be honed in on when dealing with EU 

texts.  

Another question inquired about the significance the students associated with the 

difficulties when reading EU texts. Diagram 7 shows the calculated averages of the answers 

based on these items. 

Diagram 7 Difficulties in reading EU texts 
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English as the greatest problem (M=3.3). It is followed by unknown EU terms and deficient 

knowledge about the particular specialist fields about the EU (M=3.2). Unknown EU 

abbreviations exhibit a relatively high value as difficulties (M=3.1). Similarly, high 

significance is assigned to the difficulty of the texts not using English expressions in their 

original sense (M=3.0). The significance of the lack of knowledge in EU terminology is high 

(M=2.9). The least significant difficulty for the students is again compound sentences of 

multiple lines.  

Difficulties in reading EU texts were reinforced by all the teacher-researcher interviews. 

In one of these interviews, Lea explains that her teaching experience confirms learner difficulty 

at tertiary level due to the unfamiliarity of the subject areas relating to the EU. In the next 

excerpt, Lea’s subjective opinion is illustrated regarding learners’ considerable difficulties in 

reading and understanding such texts: 

In my opinion, teaching the reading comprehension of EU texts is absolutely relevant. 

We can hear it a lot that this Eurojargon is difficult to understand. As part of my 

research, I asked EU professionals on their difficulties of reading EU texts. They said 

that they had been working with these texts for many years so to them they were not 

difficult anymore. However, if you ask university students to read them or someone who 

has not seen EU texts before, they will have substantial difficulties in the 

comprehension. (Lea, TR/2) 

 

This excerpt referring to the use of EU texts in the target situation underlines the 

relevance of stressing the teaching of EU texts. Lea explained that based on her research in the 

field of the use of EU documents by EU professionals, it was found that the most decisive 

purpose of using EU texts in the professional context was scanning them for specific 

information. Consequently, if one of the objectives of the ESP class is to prepare the learners 

for the target situation needs, it is of utmost importance to provide them with reading exercises, 

which facilitate the acquisition of reading the different types of EU texts. In the same vein, 

Hanna underlined the relevance of the use of EU documents in teaching: 
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Teaching reading is extremely important because the texts are very complex and they 

contain long sentences. It is crucial to be able to comprehend the texts because they do 

not only have to translate them, it is probably more important to understand them if 

someone works in the EU context. It can be significant for all types of professional 

areas. The smallest details can become essential to understand. (Hanna, TR/3) 

 

Although the priority of teaching the comprehension of EU texts seems to have been confirmed 

by many participants’ perspectives, and the topics of the students’ interest were underlined, the 

types of documents which are worth teaching have not been yet discussed.  

Based on previous corpus research in the EU context (Jablonkai, 2010), there are EU 

genres in the professional context which are more frequently used by EU professionals than 

other EU genres. Among the first five most frequently used EU genres, primarily legal 

documents are found. The following genres were mentioned by EU professionals as the first 

five most important ones: regulation, directive, decision, Commission working documents, and 

Commission proposals (Jablonkai, 2010). There are numerous other genres the professionals 

work with. It can be said that these genres mostly relate to their specific areas of work. It is 

therefore hard to base our recommendations on text selection for tertiary level students merely 

on the target situation use of these genres since we cannot be certain about the specific areas of 

the students’ future workplaces. Nevertheless, some conclusions can be drawn from responses 

mentioned earlier and the results relating to the importance of the course content. The most 

important topics reported were employment, the institutions of the EU, speech situations, and 

presentation and negotiation techniques. Therefore, it can be recommended that samples of 

legal texts be incorporated into the coursebook when it describes EU institutions. Additionally, 

the teaching material can focus on the most important legal genres in a separate unit, but it 

should be specifically tailored to the language proficiency of the students. It is not 

recommended that whole texts of EU documents are used, passages, selected extracts are more 

favourable. Szonja, who interprets for the EU, reports that even for those who are familiar with 

the specialism of particular EU areas, the reading of legal documents requires perseverance:  
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 One of my difficulties while preparing to interpret for the European Parliament, is first 

of all, to understand the texts which are really dull sometimes. For example, I know that 

in the Parliament tomorrow three directives will be discussed, and each consists of at 

least 25 pages, and I should read all three, it really does not make me very happy. Often, 

I cannot focus on the main points in the text because they are so dense and formal. I 

understand though they are not comic strips but legal texts. They do not need to be 

humorous. (Szonja, EUPR/3) 

 

This extract demonstrates not only the relevance of reading skills in the EU context, but 

it also reflects the respondent’s emotional standpoint of legal texts. The way she feels may 

indicate that the students who have to read such texts might react in a similar manner. According 

to the author, it is highly recommended that awareness of the EU genres should be raised in a 

heterogeneous EU English class, their names, their structure in general and one or two examples 

should be given. It can be linked to the students’ areas of interest or it can be selected from the 

field of employment or education. However, it is not advised to select a great number of legal 

texts to read, only if the target audience requires a high degree of specificity in this regard 

should that action be pursued. Additionally, it is worth presenting a sample of an EU Treaty, as 

it is closely linked to the working mechanism of the EU and the students demonstrate aninterest 

in it. Apart from readings on legal texts, it is suggested that EU English learners be familiarised 

with general materials available on the EU official website, as documents of a special EU 

subject field are too specific, and their comprehension requires a great deal of specific technical 

background knowledge. 

4.9.2 The role of writing skills 

With regard to the perceived relevance of writing skills based on the students’ views in 

the EU English class data were elicited by the teaching material evaluation questionnaire asking 

the students about how much their writing skills were improved by the coursebook. Some 

responses from the interviews were also collected concerning the writing needs of the students. 

Responses to the questionnaire indicate that the students think the coursebook does not 
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thoroughly improve their writing skills. The item belonging to the improvement of the students’ 

writing skills showed a 3.07 mean. Erik in the interviews mentioned that it would be useful for 

him to be able to write higher quality compositions. He mentioned the aim of performing a cut 

above at a language examination, and he thought it would be useful to refine his writing skills 

in general because writing in English is crucial in any area of the job market. Another student, 

Kira, spoke honestly about the relevance of improving her writing skills in terms of future goals. 

This idea is shown in the following excerpt: 

I would prepare an exercise to write up applications for EU jobs. I think it would be 

good to be able to write a good covering letter too. Last time I found it very useful to 

write up the Europass CV. I would like to write other things as well, not only on EU-

related topics. (Kira, S/10)  

 

Lilla mentioned that learning written correspondence in the EU context would be useful 

for her; this was again mentioned with reference to a prospective future job. She thought it 

would be important for her to be able to write respectable emails or letters to be printed when 

applying for a job. 

Building on data gained from teacher-researcher interviews, writing skills are not in the 

focus of EU English classes. Only one teacher-researcher mentioned the importance of writing 

in the context of summarising longer texts. She used to work for an EU institution and one of 

her duties involved summarising long texts in memo format. According to her, managers do not 

have time to read extensive reports or studies, therefore employees are often asked to sum up 

the content of important documents. Lea, in the next excerpt, speaks about writing summaries 

as a possible component of EU English to prepare learners for workplace tasks. 

In my view, it is good to improve those skills, which can come up in the course of 

working for EU institutions. Such a skill can be writing up a summary of a long 

document. Although university students in my class had attended academic writing 

courses, it was still puzzling for them to prepare quality compositions, which involved 

the write up of accounts of longer texts. It was one of my most frequent assignments in 

Luxembourg. (Lea, TR/2) 
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She explained that she had worked at the human resources department, which was a fast 

-paced working environment. There was not enough time to wait for translators to provide the 

translation of the texts, which were significant for work on a daily basis. She also mentioned 

that sometimes she had to sum up texts for her manager verbally in English because of the lack 

of time. She was, for example, asked to summarise EU speeches or to write down the main 

points of them in a very short period of time. She added that the ability of summing up might 

be important at workplaces outside the EU. It can be a periodic task in Hungarian civil service 

as well. In spite of finding the improvement of the knowledge of writing summaries, she 

returned to stressing the relevance of reading skills in the EU context: 

EU documents do not have to be drafted as frequently as they need to be read. (Lea,  

TR/2).  

The importance of writing skills was mentioned in a more detailed manner in one of the 

EU professional interviews. Szonja participated in all the phases of the EU R&D projects of the 

company she worked for. As a full-time employee, she was engaged in the preparation of 

written reports on EU projects. She reported that she regularly had to provide written evidence 

of project achievements mostly in the form of summaries. The next excerpt illustrates a 

particular phase of Szonja’s work: 

Researcher: What does project documentation mean? What did you have to report on?  

Szonja: I had to write about the various technical developments of the project. It meant 

writing about how we designed a device, what principles we took into account to 

assemble it, what tests we ran and what kind of software we developed for the device. 

(Szonja, EUPR/2) 

 

She added that these reports were mainly summaries of the work they carried out, 

however, they had to be done in a specific way, they had to be uploaded to the project 

management website of relevant projects and they were meticulously verified by EU project 

coordinators. Additionally, the same respondent mentioned that it caused difficulties for her to 



151 

 

write spontaneously about the various phases of the project. It was, on the one hand, owing to 

the lack of adequate proficiency in English required for the language of the reports, on the other 

hand, it was because this task did not have to be performed routinely as there were long breaks 

between two submission dates of project reports. 

On the basis of a comparison of the responses given relative to writing skills in the EU 

context, it can be suggested that teaching writing in the EU class is to be accessed at different 

levels. As suggested by Dudley-Evans and St John (1998), the ESP class benefits a lot of the 

instruction of writing skills if it takes a social-constructionist approach into account. This 

approach aims at teaching how to recognise the expectations of the discourse community 

learners would like to enter. To achieve this in the pedagogy of EU English, the students can 

be shown model texts to develop rhetorical awareness. For example, EU project reports can be 

collected which correspond to the fields of interest or subject specialism of the learners. Other 

EU genres can be selected to practice specific genre features, which can be tailored to the 

specific individual needs in the class. It is suggested that job advertisements or the Europass 

CV should be reviewedat since all respective responses assume that the students’ primary 

motivation in an EU English class is to increase their employability. Consequently, practising 

writing corresponding to genres, which are most closely related to the target audience’s target 

needs will contribute to the successful outcome of their writing skills improvement. Practising 

writing skills can be done individually or in pairs. It can be a home assignment and it can be 

submitted for teacher evaluation. 

4.9.3 Listening and speaking skills in the EU context 

The coursebook used to teach UTE students did not incorporate any listening materials. 

At the time of the course materials writing, there was not enough time to select listening content 

for the course. This was one of the shortcomings of the coursebook identified early on in the 

student interviews. The need to incorporate listening tasks was reinforced by the teacher-
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researchers and the EU professionals as well. The perceived importance of the improvement of 

listening skills when learning the language of the EU was considered by the students to be more 

important than learning grammar, translation or accurate speech. Three student interviewees 

also reported that they found it advantageous to be able to listen to EU English interactions. 

Fanni talks about this briefly: 

It is helpful to me to hear the texts. A listening exercise, a CD, it would be beneficial to 

have them as part of the book. (Fanni, S/2) 

 

Natali also commented on the role of listening in her class at UTE: 

 

I have prepared additionally some videos for the course. I use quite a lot of videos in the 

class. I show them videos to listen to and to talk about them. In this way, it is a complex 

task because we might have a discussion on the topic of the video as well. It is listening 

and speaking both. When they make presentations, they attach videos too to them. They 

like it because they can hear the language in an authentic context. (Natali, T/2)  

 

It is shown in the previous extract that both skills, listening and speaking are required. 

This spoken interaction is rated high by the students because they intuitively know that their 

language competence improves if they listen to the language. On the other hand, the importance 

of being heard in the class is crucial as expressed in student interviews as well. They like to 

discuss their own opinions on EU-related topics and language issues. 

Lea provided an example of the listening content she used in her class. Her perception of 

carrying out the listening task was also linked to another exercise: 

I think EU English can be taught in an interactive way. We have computers in each 

classroom, so that is not a problem. I showed my students, for instance, how the 

President of the European Central Bank spoke at a press conference. They had to listen 

to it and they had to make notes. (Lea, TR/2) 

 

Speaking and listening are closely interrelated because listening usually requires some 

form of feedback, which is often performed in a spoken interaction. Feedback can be given by 
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the ESP teacher to enhance learner confidence and it can come from peers in the class during 

conversations. Another kind of feedback can be linked to a different type of listening and 

speaking activity. Among their multifold enterprises, ESP classes often favour the presentation 

component. Although the number of oral presentations needs to be limited in the case of a 

university course, which lasts only a semester, they are a good means of practising listening 

and giving and receiving feedback in the class.  

In the investigated EU English class, the students had to make presentations and they 

commented on the gains brought by this endeavour in the interviews. It was mentioned by the 

students that they found each other’s presentations highly interesting. Alexa talked about being 

especially motivated by the news she heard during a presentation on a topic she was interested 

in: 

I was really glad to hear about a lot of up-to-date things in the class. When Leila made 

her presentation on entrepreneurship and she spoke about the Enterprise Europe 

Network, I was really interested in it because it touched upon issues I would like to be 

engaged in. (Alexa, S/7) 

 

Not only an interest in fellow classmates’ presentations was reported in the interviews, 

but also receiving feedback was equally essential to the students after their presentations. They 

mentioned in the interviews that the lack of such feedback from the teacher does not motivate 

them. Hanna, the teacher-researcher, also mentioned that among the spoken interactions she 

would definitely involve presentations in the English class. 

4.9.3.1 The EU professionals’ views 

The issue of the role of presentation and its techniques was brought up by Szonja who 

worked for the R&D private company. She reported that her work involved giving presentations 

for two reasons: at the company, they had to give presentations on the various phases of the 

project work accomplished, on the other hand, they had to attend expositions where the 
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company had to be advertised. In the next excerpt, Szonja elaborates on the role of presentation 

in her job: 

There are expos we go to in order to initiate communication with partners and to learn 

about the involvement of partner companies in the subject field we are engaged in. We 

need to dig out the relevant information on how to participate in developmental work 

on a joint basis. The aim of these expositions is to establish new contacts and get to 

know the future possible directions of the company. We intend to introduce ourselves 

on these occasions so the participants of the expos have to prepare a presentation 

beforehand on our work and on any other relevant business. (Szonja, EUPR/2) 

 

Although the language and the content of these presentations are not entirely related to 

the specialist language and subject specialism of the EU, it is a skill, which comes to the 

forefront of classes teaching specific languages since at the workplace this communicative 

function is indispensable today. Therefore, it is recommended that it should be taught in EU 

English classes paying careful attention primarily to the length of the presentations, since the 

students tend to get disinterested if the presentations are too long or they do not understand 

much of the language used in them because the presenter uses too many new words when 

speaking about a newly introduced topic. A more important reason for teaching oral 

presentations is to practice listening and speaking at the same time and prepare learners for a 

communication event, which forms part of the discourse competence they intend to possess. 

Another aspect of the listening component of an EU English course was discussed by 

Blanka who interpreted for the EU. When she was asked about the characteristics of verbal 

communication in the EU context she was involved in, it was revealed that spoken interactions 

were largely characterised by the informality of the speech events performed among the 

interpreter representatives of various Member States. It means that she as an interpreter, on the 

one hand, is involved in informal conversations with people of other nationalities and does not 

pay much attention to accurate speech, on the other hand though, she as an interpreter is 

involved in professional interpreting and is involved both in formal and informal spoken 
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interactions, and still thinks that accurate grammar and appropriate pronunciation are not as 

important as getting the message through when interpreting in the EU context or having a 

conversation on a daily basis.  

According to Blanka, verbal communication can be described as a means of pragmatism 

in the EU context and she was surprised by this when she started her career as an interpreter. 

The pedagogical relevance of the above-described aspect of communication was formulated by 

her as follows:  

I think it might be a good idea, maybe not too extravagant, to prepare university students, 

and not only for those who would like to interpret, for listening to extracts which contain 

various European accents in English. I believe it is useful because I have heard many of 

my acquaintances say that the British accent is still fine, but when it comes to 

understanding the French speaking English, they have considerable difficulties in 

comprehension. (Blanka, EUPR/3) 

 

Additionally, she suggested that it would be useful to listen to speeches by EU 

Commissioners as they have strong accents as well when they speak in English.  

To sum up, the usefulness of listening exercises, audio or listening tasks which involve 

real-time presentations, was reinforced by both the professional and non-professional 

participants of the study. Thus, it is recommended for EU English teachers that they select 

listening materials for their students, which first of all, include authentic speech such as 

speeches of prominent participants of the EU political, economic or cultural life. The listening 

exercise can stress the relevance of multinational English accents since the actors of the EU 

context have diverse language background and those who get involved in working with people 

at EU institutions must be able to understand them. 
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4.10 Teaching translation in the EU English class 

The issue of translation in language pedagogy has long been a topic of discussion. Translation 

into the mother tongue has been considered a step backwards from the communicative approach 

in teaching English. There is, however, a noticeable shift in non-native learners’ and teachers’ 

attitudes towards the use of L1. Contrastive language teaching approaches, however, seem to 

have made a comeback both in general and ESP language teaching settings (Rodgers, 2014). 

The importance of using translation as a means of facilitating content and language awareness 

in the EU English class is aimed to be put forward in the next section. 

4.10.1 The students’ and the teacher-researchers’ views 

Both the UTE students’ and the teacher-researchers’ views confirmed the relevance of 

translation and translation activities in the instructional methods of the EU English class. The 

following excerpt illustrates Janka’s, one of the student participants, preference relating to the 

way translation is applied in class: 

At the beginning of the book, there were exercises when we had to give the Hungarian 

meaning of the English expressions. I liked these very much. I have always had 

problems with translating and this is a difficult task for me. I like to translate the 

expressions into my native language because I feel I learn more easily in this way, at the 

same time this type of activity prepares me for the language exam. (Janka, S/9) 

 

Lilla, as the next excerpt shows, also accentuated the real benefits of translation by 

talking about how she would complete the book: 

I found it extremely useful to have the English words collected after texts and when we 

had to provide the Hungarian meaning of them. I think it would be useful to have a 

glossary of words, like a dictionary, in English. If I used such a thing, I would remember 

the English words more easily. (Lilla, S/4) 

 

With regard to the attributes of the coursebook, it is reported by Natali that she is in 

favour of using the native language and the foreign language in concurrently in class.  
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Her idea is illustrated as follows: 

I think the book I am using has too many readings and they are in general in the target 

language. I would like to use the teaching materials to be able to compare the languages. 

I would like to be able to use the texts of the book to compare them. They should be in 

the book in both languages so that the students know how to say this or that in 

Hungarian. (Natali, T/2) 

 

Similarly, one teacher-researcher implied that it would be worth teaching the subject in 

two languages and the relevance of this is not only to make up for the students’ lack of content 

knowledge, but also to relate to a national employment situation where it is often required to 

use the specialist terminology in both languages: 

It is important to know the terms in Hungarian. Earlier, communicative language 

teaching excluded translation from the process of language teaching. Monolingual 

language teaching cannot teach how to switch between the languages and knowing how 

to do it can become important when the learner wants to use the language at the 

workplace. There it is crucial to know both meanings to be able to change from one 

language to the other rapidly. If the learner does not know the Hungarian meaning, he 

will not be able to switch to the other language. If someone does not know the word 

directive in Hungarian, it does not make sense to know it in English because when it has 

to be used it will not be possible for him to match the two meanings. (Sandra, TR/1) 

 

4.10.2 The EU professionals’ views 

All EU professionals confirmed the importance of being aware of EU terms and 

expressions in Hungarian. It was underlined in their responses that the lack of knowledge of a 

relevant expression in the mother tongue, causes difficulties and hence much time is devoted to 

looking up the terms or looking for the meaning of words and expressions in the specific context 

they find themselves in or specific issues they have to undertake.  

Some examples concerning the familiarity with EU expressions were given by Szonja 

in the next excerpt: 
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Researcher: What did you have to learn quickly when you started to work here? 

 

Szonja: Well, for example, when I did not understand what SME means and I did not 

even know what it meant in Hungarian. I did not know, for instance, what grant 

agreement means, I had to look it up in the dictionary. I did not understand some 

more abbreviations, which generally meant something different in Hungarian. I 

spent a lot of time on learning these things. (Szonja, EUPR/2) 

 

Szonja’s example illustrates that she finds it important to speak about some important 

lexical elements in the target language where she encountered difficulties. Moreover, she points 

out that it would have been useful to learn them before starting to work to save time. She also 

recognises the need to translate the acronyms and expressions into her native language.  

4.11 Information on the usefulness of the tasks 

As part of the needs analysis questionnaire, students in my EU English classes were 

asked to evaluate the usefulnessof the tasks they had to carry out during the courses.  

Diagram 8 summarises the mean averages calculated on the usefulness of the tasks. The 

results show that the most important task for them was Vocabulary enlargement. This item 

shows the highest mean score (at 4.6).  

A task called Job interview has the second highest mean of 4.5. Speech situations and 

Negotiation are tasks rated at a third place scoring a 4.4 mean. They are followed by the 

Presentation, Writing up the Europass CV and Small talk tasks, which all seem to be useful 

tasks with their mean scores ranging between 4.3 and 4.1. The task of Reading and analysing 

textsshows a 3.9 mean score, followed by Filling in application forms with a mean score of 3.4. 

The students evaluated Written exercises showing a 3.2 mean score and Longer individual 

writing tasks showing a 3.1 mean score less important than oral tasks or tasks very closely 

attached to their future employment goals such as applying for a job or establishing personal 

relationships in social interactions either education or work related. Again, grammar exercises 

were not perceived as important scoring a 2.8 mean average. Research on the Internet is ranked 
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in the middle showing a mean of 3.6. 

Diagram 8 The perceived usefulness of tasks 
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and the relevance of the task in the target situation. If the EU English learners want to work for 

the EU or take any job role in the EU context, they will need to apply for a job and take part in 

a job interview.  

The importance of the same task was noticed by Lea who taught at ELTE. She explained 

how she incorporated the content of an EU entrance competition examination into the course 

content:  

 At the EU recruitment exam, there are tasks involving four-five applicants. The 

applicants have to perform the task as a team, and they are observed by the board of 

examiners. The examiners watch how they cooperate with each other and how they 

behave as individuals. They obviously have to speak in their chosen target language. 

There was a class when we discussed the accession procedures of new Member States, 

how they become members of the EU and the EU terms relating to this. I chose some 

sample texts to provide the input on a country, in particular, on Malta because it is not 

a well-known country. I collected some basic information and some articles and the 

students had to prepare a 5-minute presentation in class using these pieces of 

information. Then they had to observe each other’s presentations based on the 

principles of the EU board of examiners. They liked this activity very much. (Lea, 

TR/3) 

 

This extract shows that the teacher focuses primarily on constructing a task, which 

facilitates the practice of an event in the target situation, at the same time, the task involves 

another relevant course component, which is practising presentation on a topic referring to a 

specific EU subject content.  

Regarding the tasks called Speech situations and Negotiation, the author of the study 

noted in her diary that although this task is thought to be interesting and useful for the students, 

in order to make it a meaningful task in the EU context, a lot of preparation must precede its 

performance in the EU English class. Again, it must be emphasised that the target audience’s 

language competence, subject specialism and subject knowledge as well as their goals in the 

future all influence the planning of the tasks, in particular, the content of spoken activities.  

Lea also reported on what kind of task she used to create a speech situation in a class in 

which mainly students of communication participated: 
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I prepared a task to use an extract about a press conference on an EU institution. It was 

a press release, more specifically. We looked at the text of the press release and one 

student had to read it sentence by sentence, another one had to translate it. So it was a 

translation-interpreting related task. Most of these students wanted to pursue further 

translation and interpreting studies. (Lea, TR/2) 

 

This speech situation involves sight-reading, which is one of the challenges of 

translation training programmes. However, it can be taught in the EU English class as well if 

the teacher is linguistically well-prepared and knows the students’ background.  

More interesting and probably easier to deliver to a more heterogeneous class of students 

are speech situations that areused at a workplace on a daily basis. The communicative events 

appearing in the EU context will be detailed in a later section (Section 4.12), but one of them is 

cited here to relate its pedagogical relevance to task preparation. In the following extract, Szonja, 

the engineer professional talks about informal speech situations occurring at her workplace: 

Well, we can be involved in all kinds of speech situations in English. It can be really 

informal. For example, I meet a colleague in the kitchen. I ask him if he has already 

found a company, which would like to develop X-ray film washing machines. Yes, these 

are generally informal type of conversations, a lot of topics and information are 

involved. We are working on many different things and you have to be in contact with 

a lot of people. So the internal communication is really informal. (Szonja, EUPR/2) 

 

Speaking with colleagues informally came up in all EU professional interviews. The 

style of these interactions is informal; however, it is always combined with the jargon of the 

specific job context the professionals occupy. It is, therefore, recommended to develop speech 

situations for EU English classes, which mix informal style with the vocabulary of the specialist 

fields the students are currently using.  

The task Negotiation, when acted out as a group activity, proved to be a difficult one for 

the students. Although the usefulness of such a task is recognised by them, and its need is 

justified in the target situation, the language of a negotiation task has to be well tailored to the 

language proficiency of the students. One such task was incorporated in the UTE teaching 
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material on environmental issues. The students were keen on performing it, however, the 

success was not guaranteed only by their enthusiasm for participating. The role of negotiation 

was mentioned in the context of being familiar with the specialist terminology of the EU during 

an EU professional interview. In the next excerpt, Mira talks about the advantage of being able 

to negotiate: 

It is crucial for a professional to have a sound knowledge of the specialist terminology 

of the EU as well as the knowledge of the terminology of one’s own specialist field. If 

a professionalneeds to negotiate representing his country, it is indispensable. This 

knowledge is needed, you need to be able to negotiate successfully. Apart from this, 

being able to negotiate can be useful at a national level as well, not only in civil service, 

it can be true about enterprises. (Mira, EUPR/1) 

 

Concerning data elicited from teacher-researcher interviews on the tasks they use in EU 

English classes at tertiary level, the relevance of using the Europass CV as a task (filling in the 

CV form) was mentioned by one respondent. The interviewees did not stress the importance of 

Small talk or Filling in application forms. Reading and analysing texts was mentioned by all 

the teacher-researcher participants as a highly relevant task as described earlier in the skills 

section. Written exercises and Longer individual writing tasks were mentioned by two 

participants. Both reported on the usefulness of writing up summaries of EU texts and one 

teacher spoke about taking notes when listening to recorded material. Further tasks mentioned 

were, for example, using gap filling exercises to teach collocations and including Internet-

related tasks in the teaching content. As far as the EU professionals are concerned, their views 

confirm the usefulness of the following tasks in the work context: reading, negotiation, 

presentation, Internet-related tasks, shorter and longer written tasks, and small talk. This section 

reviewed the most important language issues concerning the teaching practice of EU English. 

The comparison of the results of the students’ perceived needs to the target situation needs 

relative to the linguistic components of the course, the grammatical and lexical aspects of EU 

English, the tasks, the skills and some instructional methods shows that in some cases the 
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students identify their linguistic needs appropriately, however, the target linguistic needs cover 

a wider range of these needs relevant to EU English.  

4.12 Communicative events in the study and the work situation 

This section aims to present findings relating to the key communicative events identified in the 

study. Table 16a and Table 16b summarise the most important communicative events collected 

based on the interviews with all of the participants of the study. They are either identified by or 

related to study and work contexts. Altogether, 44 communicative events were identified as 

occurring in the EU professional work context. These communicative events were reported on 

in the teacher-researcher and EU professional interviews. The communicative events occurring 

in the study situation were described either by the students or were used by the teaching material 

and UTE teachers. The results indicate that there are fewer EU English communicative events 

in the study situation than in the work situation.  

Table 16a Communicative events in the study and work situation 

Communicative Events Identified from or related to Recommended 

to be 

incorporated 

in the course 

the 

study 

situation 

the work 

situation 

Reading 

Reading primary legislation  - + + 

Reading secondary legislation - + + 

Reading/using the Internet - + + 

Reading exercise/test questions + + + 

Reading articles on general EU topics + - + 

Reading office documents - + + 

Reading texts of EU genres + + + 

Reading Europass CV + - + 

Reading Press releases + +  

Reading Secondary legislation (directive) + + + 

Speeches + + - 

Reading International agreements - + - 

Reading Grant agreement - + + 

Reading Parliamentary questions + - - 

Reading Case-law + - - 

http://eur-lex.europa.eu/en/droit_communautaire/droit_communautaire.htm#1.2#1.2
http://eur-lex.europa.eu/en/droit_communautaire/droit_communautaire.htm#1.6#1.6
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Table 16b Communicative events in the study and work situation 

Communicative Events Identified from or related to Recommended 

to be 

incorporated in 

the course 

the study 

situation 

the work 

situation 

 

Reading job application forms + + + 

Reading online terminology databases - + + 

Reading project documents - + + 

Reading emails - + + 

Writing 

Writing a job application + + + 

Writing summaries - + + 

Writing job specific reports - + + 

Writing emails - + + 

Writing reports - + + 

Writing documents for projects  - + + 

Writing/compiling language glossaries - + - 

Writing a CV + + + 

Writing a motivation letter + + + 

Listening 

Listening to presentations - + + 

Listening in conferences  - + + 

Listening to speeches - + + 

Listening to spoken instructions - + + 

Speaking 

Delivering oral presentation + + + 

Attending conferences - + - 

Talking about daily tasks (talking with 

colleagues, conversations in the professional 

context) 

- + + 

Talking in daily life situations - + + 

Talking on the phone - + + 

Using video conference - + + 

Talking to non-native speakers + + + 

Small talk + + + 

Using technical terms (EU or non-EU) - + + 

Attending meetings in person / via the Internet - + + 

Negotiation + + + 

Participating in formal speech - + + 

Participating in informal speech - + + 

Translation 

Translating words/expressions + + + 

Translating EU documents - + + 

Terminology 

Building terminology databases - + - 
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In the workplace situation, all four language skills were found to be necessary. Reading 

was named as the most essential one. Responses given inthe EU professional interviews suggest 

that speaking is slightly more significant than writing in the professional work context, as 

speaking skills were mentioned in all the EU professional interviews: however, writing skills 

were only mentioned in the EU project-related work context. Writing skills were more 

emphasised by the students and was mentioned by one teacher-researcher focusing on writing 

up summaries for managers.  

In the following section, one communication event has been selected to be illustrated in 

detail. The purpose of its selection was to describe the profile of a communication need which 

involves diverse skills primarily identified in the work situation and not extensively focused on 

extensively in the study situation. Consequently, it can serve as a basis for pedagogical 

considerations for an EU English class. 

4.12.1 The profile of a communication need in the target situation 

4.12.1.1 Talking about daily tasks (conversations in the professional context) 

Talking about daily tasks, coordinating work, having conversations on job-related issues, 

using formal and informal language, incorporating the specialist terminology of the EU and that 

of the specific professional jargon were mentioned by all EU professionals. This identified 

communication need integrates speaking and general communication and workplace skills. 

Therefore, they are highly recommended to be implemented in the study situation. As was 

previously mentioned in the interviews, the engineering professional at her company has to 

make phone calls to potential partners on a daily basis. On this occasion, Szonja begins with a 

powerful introduction of the company where she works. She has to explain what the company 

does and say why they would like other companies to join them. According to Szonja, it is an 

event which is repeated frequently and quite a lot of job roles are involved. Szonja commented 

on this in the following: 
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There are people whose work is primarily to find partners, which is called partner 

research. But it is also possible that this task has to be delivered during projects, so it 

can be someone else’s task. By making phone calls, or talking via Skype, 

communication becomes faster than writing emails. Contacting partners can be via 

videoconferencing or in person. (Szonja, EUPR/2) 

 

This extract implies that on a daily basis she uses English speaking skills, technology-

related and interpersonal skills.  

Similarly, the interpreter professional emphasised personal contact and the role of 

talking to colleagues on a daily basis. Blanka talked about these issues in connection with the 

arrangement of her everyday work. She mentioned that she uses a lot of online resources relative 

to the topic of the interpretation session inher preparation. These can be read and additionally, 

specialist glossaries need to be consulted. This happens before the day of interpreting. On the 

day when she interprets, she goes to the booth, asks the Hungarian representative if he/she wants 

to speak and whether there is any written material on the planned talk. Moreover, she has to 

discuss the work process with her colleagues, the time scheduling and the languages they are 

using.  

Talking with colleagues and verbal coordination work were reported by both the 

terminologist professional and the translator. They mentioned that their daily work involved 

making contact with internal and external colleagues either in Hungarian or in English. The 

terminologist professional talked extensively about the work she co-ordinated before Hungary 

joined the EU. She explained that the work she was involved in meant the coordination of the 

translation of the whole legal body of the EU legislation. This work involved many different 

tasks and relevant skills. Apparently, the majority of the work was related to translating EU 

legislation and establishing the Hungarian terminology of EU legal documents, as well as, 

compiling glossaries and creating databases. However, at the same time, it meant being in 

contact with EU administrative workers and EU and Hungarian translators, lawyer-linguists 

both in the EU and in the Hungarian context, and Hungarian linguists. Moreover, she worked 
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with Hungarian language graduates, lawyers with translation experience and terminologists 

with various backgrounds, e.g., technical training. To be able to effectively deliver the 

terminology-related work, terminology committees had to be set up to have professionals from 

all sorts of specialist fields that the EU oversaw. She pointed out that apart from delivering 

work closely related to EU terminology, considerable efforts had to be made in the field of 

personal contacts and professional discussions with specialists in diverse subject areas.  

4.13 The evaluation of the teaching material 

4.13.1 The students’ views on the teaching material 

This section provides information on the students’ evaluation of the coursebook. The 

results are presented on the basis of the data elicited from student interviews and the course 

material evaluation questionnaire.  

In the first section of the questionnaire (Diagram 9) the students provided their general 

opinion about the coursebook. 

Diagram 9 The students’ general opinion of the coursebook 
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The results seem to indicate that on the whole the students found the teaching material 

interesting. This is shown by a mean score of 4.2. Based on the students’ opinion, the book does 

not prove to be difficult to handle. The students’ responses pertaining to the selection of the 

units also indicate that the topics of the coursebook are appropriate. The coursebook is thought 

to help students’ understanding of the objectives of the course. These items show the highest 

mean scores in this section. Still, the results indicate that students did not find the 

complementary teaching material particularly useful. The score on the length of the material 

seems to suggest that the coursebook is too long relative to the length of the course. Finally, the 

results show that the students are generally satisfied with the formatting of the book; 

nonetheless, further improvement is needed as it will be shown when describing interview 

responses on formatting. 

Diagram 10 shows the results of the questionnaire items inquiring about students’ pre-

course EU-specific background knowledge and EU English competence. The results show that 

the students did not have or had only little knowledge about the European Union before taking 

up the course (M=2.62). The item asking about their specialised EU English knowledge shows 

almost the same result (M=2.69). They feel, though, that after completing the course and using 

the teaching material their knowledge has been boosted (M=4.46), albeit EU English 

knowledge is rated lower than general knowledge of the EU. 
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Diagram 10 The students’ EU knowledge 

 

 

 

In the next items of the questionnaire (see Diagram 11) the students were asked to 

evaluate in what proportion they thought the book contained theoretical and practical 

knowledge. The comparison of the results shows that practical knowledge is rated higher with 

a mean score of 4.07. This outcome implies that since the objective of improving the teaching 

material is to match ‘real-life’ communicative needs in the EU context, the contents of this 

course component should be clarified. 

Diagram 11 Theoretical and practical knowledge 
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In the fourth section of the questionnaire, the students evaluated the tasks of the teaching 

material in view of their effectiveness of helping them to understand the subject. In this section 

they estimated whether the coursebook contained an appropriate number of tasks. The results 

show that the number of reading comprehension related tasks is found to be appropriate. This 

item shows the highest mean score. However, other mean values do not exceed the average 

mean value of 4.0. This score means that the number of other types of tasks should be raised 

depending on the objectives of the course. Diagram 12 displays the results regarding the number 

of tasks of the book. 

 

Diagram 12 The appropriateness of the number of tasks 
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evaluate the effectiveness of the course material in view of the improvement of their skills. The 

results seem to indicate that the students think that their reading comprehension improved the 

most. Regarding their writing skills, students affirmed that these skills improved the least 

throughout the course, as was divulged by the results. The mean score of communication skills 

is between the values of the two other skills. The students’ overall satisfaction of the teaching 

material shows a mean value of 4.0.  
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Diagram 13 Skills improvement 
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responses, it can be said that the students liked the coursebook; however, they expressed a great 

deal of dissatisfaction concerning its format. They frequently criticised the length of the book 

and the editing misprints they found in it. The lack of illustrations was often mentioned and the 

use of colours in the book were lacking. Some said that more glossaries of terms would have 

been helpful to acquire the new vocabulary. Kitti in the following excerpt comments honestly 

on this: 

 At first glance, the book looks unexciting, being black and white. I think it would be  

 more motivating in colour and better formatting would also be needed. (Kitti, S/8) 

 

Kira in this excerpt also speaks about what she was missing: 

 I would like to enlarge my vocabulary on the EU, I think more vocabulary-related  

tasks in the book would support this. (Kira, S/2)  

 

The positive opinions involved the students’ appreciation of the different topics covered 

in the book. The units having to do with employment and studies abroad were especially 

favoured. They appreaciated the translation-related tasks the book contained and the in-class 

situations to be acted out in pairs or in groups. They particularly liked writing up the Europass 

CV and analysing and filling in EU job application forms.  

The content of the teacher’s diary here allows me to complement the interview and the 

questionnaire data. With regard to the teaching material, what I noted is that it is too voluminous 

compared to the length of the semester, which poses problems in the organisation and the 

planning of the lessons. The students favour those units of the coursebook that they think can 

serve their own immediate and future goals. My own diary entries confirm the results of the 

questionnaire and underpin some of the findings of the interviews.  
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4.13.2 The strengths and weaknesses of the coursebook in view of learner needs 

One of the major aims of the present research was to evaluate the teaching material and 

formulate recommendations concerning the harmonisation of its contents to the target situation 

for which the book aims to prepare the students of the EU English course. The research project 

attempted to achieve this goal by analysing perceived and objective learner needs for the 

purposes of an EU English course. The evaluation of the teaching material was carried out 

retrospectively. The results of the present investigation provide evidence from a variety of 

perspectives indicating that the currently used coursebook as material to provide preparation 

for real-life communication in the EU context, does not entirely match the identified needs of 

EU English learners. In light of the results of the present target situation needs analysis, the 

coursebook has several strengths and weaknesses. 

Finding indicate that the teaching material which was in use at UTE to instruct EU 

English does correspond with the target situation needs in the sense that it provides sufficient 

EU-specific subject knowledge, which is required from (future) professionals who would like 

to work in the EU context. As evidenced by the expert interviews, it is of utmost importance to 

be familiar with EU background knowledge in order to be able to perform well in the workplace. 

Diverse topics are included in the coursebook, which is relevant in terms of the specific subject 

areas the EU is involved in. At tertiary level, the students come to this class with various 

interests and background fields of specialism; moreover, their future instrumental goals show 

great variety. In order to meet workplace expectations, it is not possible to cover all the 

specialist professional areas evolved in the EU since its early days, nevertheless, it is feasible 

to find a good balance between focusing on topics which are up-to-date and of primary 

significance in the EU and in the students’ everyday life needs.  

With regard to topics, which are not closely related to the EU  an issue that was 

addressed mainly by the teacher-researchers  the students found that those related to culturewere 
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relevant to their studies. Although the book incorporates such information, it is not necessarily 

provided from a felicitous point of view. Cultural issues also appear in the interviews with EU 

professionals. They recommended that one or two such topics should be chosen in order to raise 

awareness mainly by focusing on language use, for example, hearing different accents in the 

EUowing tothe short time in general higher educational contexts, and also because the aspect 

of accents was underlined in the professional interviews. 

As far as the authenticity of the texts in the book is concerned, it does, on the one hand, 

meet the target situation needs since the book includes authentic texts of primary (Treaties) and 

secondary legislation (directive). The weakness of the coursebook with regards to this 

component is that it is not delivered in a motivating way, which means that the texts are 

typically long and should be amended to be more effectively adapted in the classroom.  

The coursebook attempts to teach relevant genres (Europass CV, press release, job 

application) of the EU discourse community. Some of them, especially the job application, was 

identified as a need in the target situation. Other genres found to be pertinent were grant 

agreements and project documentation, which can likewise be incorporated in the book. All 

skills were found important to be enhanced to meet the requirements of the professional 

workplace context. Among them, the most important sub-skill was to be able to comprehend 

EU documents. The course material only partly achieves this because it does not concentrate 

enough on exercises which enable the students to improve their reading skills more efficiently 

in this specialist field. In light of the students’ evaluation of their difficulties of reading texts 

and their lacks in terms of the effectiveness of exercises to vocabulary gain, it can be said that 

some exercises should be amended to emphasise more the linguistic needs of the target situation.  

Although the EU professionals did not highlight explicitly the role of grammatical 

correctness, and teaching grammar was not found to be important among the students, the 

teacher-researchers pointed out that due to the lack of language proficiency, which is a general 
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problem appearing in their EU English classes, the teaching material needs to find a way to 

bring grammar teaching into play. Therefore, for the analysed coursebook, it is recommended 

to develop grammar exercises, which embed the target situation language content.  

The language contents of the coursebook, in general, is found to be deficient when 

compared to target language needs as pointed out by the participants who conducted linguistic 

research in the field. Not only these experts, but also the EU professionals underlined the 

relevance of teaching lexical items (verbs, collocations, conjunctions, lexical bundles) most 

frequently identified by corpus-based research in EU documents. Moreover, EU professionals 

mentioned the use of EU specialist vocabulary and specific professional jargon in verbal 

utterances when talking to colleagues or other agents of the workplace context.  

A major drawback of the course material is that it does not contain listening material. It 

is recommended to use authentic listening material or videos prepared for the topics the teacher 

aims to discuss in-depth or intends to highlight for workplace communicative events and 

functions. Such listening items can be segments of speeches, formal and informal style 

conversations at the workplace, listening to others’ presentations on topics of interest to the 

students or listening to negotiation situations in the EU context. Translation exercises can be 

more extensively included in the book based on their relevance to the target situation as 

discussed in an earlier section. Although not all the students of an EU English class wish to 

become a translator, the need to be able to switch between the mother tongue and the target 

language to function effectively in workplace situations prevails in the target situation. Finally, 

as was shown previously in Section 4.5, exercises bringing the Internet into the classroom in 

connection with EU English is one of the areas to be revised and amplified in the book. Table 

17 summarises the strengths and weaknesses of the EU English teaching material. It displays 

information regarding the students’ views, the learner needs in the target situation and illustrates 

how the book meets these needs.  
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Table 17 The evaluation of the coursebook 

 Student views Needs in 

the target 

situation 

The book 

meets 

this need 

 Strengths 

 

Weaknesses   

Subject content  ✓  ✓ ✓ 

Diverse topics ✓  ✓ ✓ 

Topics not related to the EU  ✓ ✓  

Authentic texts in the book ✓  ✓ ✓ 

Diverse genres ✓  ✓ ✓ 

Reading tasks ✓  ✓ ✓ 

Grammar activities ✓ ✓ ✓  

Real-life spoken activities  ✓ ✓  

Authentic listening  ✓   

Language content ✓  ✓ ✓ 

Teaching specialist vocabulary  ✓ ✓ ✓ 

Teaching collocations  ✓ ✓  

Teaching verbs  ✓ ✓ ✓ 

Reading skills ✓  ✓ ✓ 

Writing skills ✓ ✓ ✓  

Speaking skills  ✓ ✓ ✓ 

Listening skills  ✓ ✓  

Translation exercises  ✓ ✓  

Presentation ✓    

Negotiation   ✓ ✓ 

Internet-related activities  ✓ ✓  
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4.13.3 The global citizens 

In my view, one of the strengths of the EU English course is its international relevance. 

A major aim of the contents of the course is to prepare students for gaining competence in 

winning a scholarship abroad, being able to communicate with foreigners, working abroad or 

at home in matters of international issues, and likely working with international colleagues. 

Therefore, it is recommended for EU English teachers to encourage students to consider how 

the discipline has world-wide influence, and design assignments and activities embracing 

intercultural and global aspects as well as implications of EU English learning. The teacher 

does not need a particular international expertise to do this. As was mentioned in the student 

interviews, at UTE Erasmus students attend language classes. These students can be invited to 

suggest how their own cultural background or country of origin could provide a useful context. 

In case there are no foreign students in the class, the foreign relevance of the discipline can be 

demonstrated by using case studies or Internet resources on this issue. 
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5 Conclusion 

5.1 The main findings and novelties of the research and their pedagogical 

implications for EU English teaching 

The present case study addressed a central question to explore the implications of the 

findings of the investigated learner needs for EU English course design and materials 

development. This overall question will be answered here by enumerating the novelties the 

study brings for ESP pedagogy in Hungary and, more generally, for the international body of 

research. 

The present study was meant to fill a niche in the investigation of learner needs for EU 

English purposes, with a special focus on the Hungarian higher education context. Therefore, 

the main results of the research should be seen as contributing to five major fields of study: by 

providing a detailed, thick description of EU English needs in higher education, it brings new 

results to the investigation of such needs in the field of EU English; by focusing on a lesser 

researched, specific educational context, it adds to the study of ESP and its teaching practices 

in the Hungarian context; by using a case study strategy involving triangulation of multi-

perspective sources, it can serve as an example of using the needs analysis method for further 

investigations in the field of ESP course design; by yielding rich and detailed data on the 

evaluation of the analysed teaching material, it brings new results for teaching materials 

development strategies generally, and for EU English purposes in particular; by identifying and 

comparing communicative events in the EU English study and target situation, it adds to earlier 

studies of EU English focusing mainly on translation competence (A. Károly, 2012, 2015), 

register analysis and the analysis of conjunctions in EU documents (Trebits, 2008, 2009a, 

2009b) or corpus-based analysis of lexical items and multi-word items (Jablonkai, 2010). 

Although needs analysis in EU English has already been conducted (Jablonkai, 2010) to reveal 
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how different types of documents and genres are applied by Hungarian professionals in the EU 

context, a detailed needs analysis and the description of such needs to adjust current EU English 

instructional practices in accordance with real-life situation needs, to my knowledge, has not 

yet been carried out in the Hungarian context.  

The research project was guided by a strong pedagogical interest in finding out more 

about the salient properties of the most characteristic needs for EU English purposes which 

probed into the perceptions of the students and the teachers. Secondly, the scholarly interest in 

providing an in-depth description of learner needs pointed towards the exploration of teacher-

researchers’ perceptions of such needs in a wider educational context to produce more objective 

empirical data. Thirdly, the research intended to focus on EU professionals’ perceptions of 

learner needs in the target situation for which an EU English course was assumed to prepare 

learners. Finally, the research project intended to produce pedagogical implications for 

materials development for EU English courses in Hungarian higher education. To achieve these 

goals, an EU English teaching material was evaluated by eliciting interview and questionnaire 

data collected from all the stakeholders of the project.  

With all these in mind, the research this study reported on aimed to contribute to a better 

understanding of EU English language learning and teaching practices. Moreover, it was 

intended to enrich the understanding of the decisions teachers need to make with regard to 

course planning and materials design in an EU English class. In view of the research questions 

motivating the current investigation, the most important findings may be summarised as follows. 

The first research question focused on UTE students’ EU English needs revealed that 

the students’ main reason to choose the EU English course was associated with general English 

language development goals. The beliefs, feelings and values attached to the European Union 

and the usefulness of learning EU English were characterised by future instrumental 

opportunities. A largely influential student necessity identified was to communicate and 
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become more successful at a future workplace. The results relating to language competence at 

UTE and in EU English classes at tertiary level showed a discrepancy between the perceived 

and the actual language ability of EU English learners. The results pertaining to the students’ 

perceived and real language competence implied that the EU English teacher would need to be 

flexible in planning the EU English course and designing the teaching materials content. This 

flexibility was also relevant in terms of having up-to-date knowledge of the current changes in 

the EU that could increase the successful delivery of the subject. With regard to EU English 

learners’ heterogeneity of the language knowledge, it was pointed out that there might be 

students in the class whose preliminary expectation from the course could be developing their 

general language skills. Regarding the perceived importance of the linguistic components of 

the course, it may be argued that teaching grammar in EU English classes at UTE does not need 

to be in the spotlight. However, adding to students’ specialist vocabulary seemed to be a priority 

for the students. This entails that the students recognised the specific language attributes of EU 

English and expected to expand their vocabulary to a large extent. This expectation must not 

be ignored from the point of view of the successful outcome of the course. In a school context, 

it could also imply that the assessment of the students should concentrate on the students’ 

specialist vocabulary improvement. The findings suggested that the language-related 

difficulties the students met with stemmed from their unfamiliarity of the specialist field of the 

EU and its language. These difficulties emerged from the specific features of vocabulary which 

were identified when examining different EU genres and reading skills.  

Regarding the second research question, which explored teacher-researchers’ views on 

EU English learners’ present and target situation needs at tertiary level, it was found that the 

importance of learning and teaching EU English in higher education would involve course 

contents that address both the communicative needs of the target situation and the perceived 

needs of the target audience of the actual instruction. The teacher-researchers’arguments with 
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regard to the relevance of the subject in terms of future employment pointed towards a large 

scale of specificity characterising EU-related employment. This specificity was found to 

determine the contents of EU English courses which could be adequately designed by a clear 

understanding of the educational and language background and the motivation and aims of the 

students. The design of the course and the compilation of the course materials, therefore should 

heavily rely on the target audience educational background and their subject specialism. The 

results showed that EU English teachers felt responsible for the EU-specific background 

knowledge in the EU English class. When designing future EU English courses, it would be 

necessary to assume that the teacher would need to provide the specific background knowledge 

for EU English class. The usefulness of content-based teaching was identified by revealing that 

EU English learners lacked EU-specific background knowledge indicating a demotivating 

effect in the process of EU English language learning.  

The teacher-researchers’ views implied that important decisions will have to be made 

by the EU English teacher concerning the proportion of the EU-specific knowledge and 

language contents to be taught in an EU English class. Another need was identified regarding 

the appropriate layout found in the coursebook. It was also found that a further decision to be 

made by the EU English teacher was relative to the instructional methods used to perform 

content knowledge. The method involved the use of other languages in the EU English class 

since the translation of previously unknown EU-related words, expressions or phrases into the 

students’ own native language often facilitated the learning process. Finally, the findings 

showed that EU English learners’ employment opportunities could also be facilitated by the 

knowledge of the subject. 

The third research question explored EU professionals’ views on EU English needs. The 

outcomes of the study indicated that by exploring students’ objective needs and considering the 

linguistic expectations of the target discourse community, the teaching material could be 
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improved to incorporate the most salient needs in the target situation. Taking into account the 

results of the usefulness and importance of the different phases of the needs analysis procedure 

described by the study, the teacher should adapt the teaching material to meet both the 

learners’perceived and the target situation needs. As far as the objective needs are concerned, 

it was found that teaching EU English enhanced competencies of crucial importance to job roles 

involved in both working with the EU or in the EU context. It was shown that one of the most 

crucial objectives of EU English teaching is to combine course content with tasks at a workplace.  

The comparison between the data of students’ perceived and real-life needs the EU 

professionals conveyed in the study showed that the linguistic components of the course and 

certain instructional methods, proved that in some cases the students identified their linguistic 

needs properly; however, the target linguistic needs embodied a wider range of such needs that 

are relevant to EU English.  

The fourth research question aimed to explore the teaching material of an EU English 

course and attempted to identify areas of improvement for coursebook design. The results 

showed that the EU English teaching material would need regular amendment in light of the 

language needs observed during the process of teaching. Taking into account the results of the 

study, the teaching material should be adapted to consider the linguistic expectations in the 

target situation.  

The results of the present study have important implications for the teaching of EU 

English and some of its findings are transferrable to other ESP contexts, too. Conducting needs 

analysis is an illuminating activity for an ESP teacher. By revealing learner needs, the teacher 

can obtain significant information that furnishes the planning and aids in identifying the 

objectives of the course. Moreover, present and target needs analysis contribute to a better 

understanding of the student participants’ learning process. Needs analysis assists with 

designing needs-responsive teaching materials and thus makes the teaching practice more 
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effective. Taken together, the results on learner needs for EU English purposes suggest that a 

multi-perspective analysis of the present and the target situation needs supplies a clearer 

comprehension of the roles EU English teachers may need to fulfil in order to efficiently teach 

this special language variety. Moreover, in the light of the analysed needs, the pedagogical 

implicatons of the results are first and foremost practical in the sense that they aid the overall 

immediate instructional practice of EU English teachers.  

5.2 Limitations and recommendations for future research 

Although the main goals motivating this dissertation research have been accomplished, 

i.e. an extensive and empirically grounded description of EU English needs for course and 

materials design, a field of ESP that was previously not so well researched in the Hungarian 

higher education setting has been realised, there are a number of circumstances that seem to 

impose certain limitations on the scope of the applications of the findings of the project. 

One of the limitations of the present research lies in the case study design itself. Since 

the study focused on one single case in a particular higher educational setting and investigated 

a unique language teaching situation, the findings are not generalisable. Having selected the 

case study method, this was not a desired goal. The main aim of the research was not to provide 

a general picture, but rather, to offer a rich presentation of the findings that may enable the 

reader to decide whether the outcomes can be transferred to other pedagogical situations. The 

dissertation provides sufficient details and a thick description for the reader to judge the 

transferability of the results. To see how the findings could be applied to design EU English 

courses and teaching materials in other higher education settings, as well as to further explore 

ESP teaching practices in the field, more comprehensive research studies need to be conducted 

to include, for instance, engineers’ language needs and the description of other technical-related 

professionals’ perspectives in the EU context.  
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Another opportunity to extend the scope of this research could be a more comprehensive 

analysis of EU English needs and teaching materials developed in other countries and to 

conduct needs analysis at the international level involving several educational institutions and 

programmes. Still another interesting line of research would be to develop new tasks based on 

the communicative events identified in the research and refine these communicative events in 

terms of language content for tertiary level. Another point of interest is to measure the 

effectiveness of an amended new EU English teaching material at the national level. This could 

include aspects of evaluation of a new coursebook gathering multi-perspective data in other 

higher education settings. It would also be useful to explore the potentials of teaching EU 

English on the secondary level in Hungary. This research project would also include 

comprehensive studies looking into secondary level learners’ needs and teachers’ views, as well 

as practices and teaching material development for secondary schools. Finally, an important 

research direction for further studies could be to investigate and compare views on spoken 

communication within EU institutions. Such explorations could complement our present 

knowledge of the professional discourse in the EU context. Although this research project 

attempted to describe some of the characteristics of spoken interactions in the EU context, a 

larger scale qualitative and quantitative analysis including English language use within the EU 

could provide an even more realistic picture for course and materials design for English for EU 

purposes. 
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Appendices 
Appendix A 

UTE student interview questions 

(English translation) 

 

Personal background 

1. Which university do you attend? 

2. What is your field of study? 

3. Which year are you in? 

4. How old are you? 

Information on English language competence 

5. How long have you been learning English? 

6. Have you passed a language examination? 

7. How do you judge your level of English? 

8. Do you speak any other languages? 

Students’ motivation, necessities, lacks and wants in the EU class 

9. What does the EU mean to you? 

10. Is there a specialized language in the EU? 

11. Would you like to increase your knowledge about the EU? 

12. Why do you want to learn about it? 

13. Why is it good for you to learn the language of the EU? 

14. Before you learnt about this class, have you ever thought of taking a course on the 

specialist language of the EU? 

15. What do you expect from this class? 

16. Is learning the language of the EU a good opportunity for you? Why? 

17. Why did you choose this course? 

18. Do you have aims to be achieved by learning this subject? 

19. How determined are you to learn this language? 

20. Do you regularly prepare for classes? 

21. How much do you prepare? 

22. What efforts do you make to perform well in this class? 

23. Do you check the things you have not understood in class? 

24. How would you extend your knowledge about the EU outside this class? 

25. Does learning the language of the EU contribute to your future goals? 

26. Do you think this knowledge will help you in finding a good job in the future? 

The teaching material 

27. What do you like in the coursebook? 

28. How does this book help you in learning the language of the EU? 

29. Do you ever read units in the book before we deal with them in class? 

30. Can you give examples of the negative characteristics of the book? 

31. What kind of tasks would you complement the book with? 

Learning methods 

32. What do you like about how we learn in class? 

33. What kind of tasks and activities do you like doing? 

34. Is there anything you would like to add? 
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Appendix B 

UTE teacher interview questions 

(English translation) 

 

Personal background 

1. Where do you teach? 

2. Which language do you teach? 

3. What other languages do you speak? 

4. How long have you been teaching? 

5. How old are you? 

The specialist language of the EU 

6. Have you taught EU language before? 

7. Why is it useful to learn this language? 

8. Does the EU have a specific language? 

If yes: 

9. What characteristics describe the [English, French, Spanish…] language use in the 

EU? 

10. Why is it important to teach EU related issues and the language of the EU? 

11. What is worth teaching in a specialized EU class? 

The students 

12. What kind of language competence do students demonstrate in the class? 

13. Why do you think they choose this course? 

14. What motivates students to learn the language of the EU? 

15. What goals do students want to achieve by learning EU language? 

16. What themes are students most interested in? 

17. What type of tasks do students like? 

The teaching material 

18. How would you evaluate the teaching material you use? 

19. What can be improved in the coursebook? 

20. Is there anything else you would like to add? 

  



205 

 

Appendix C 

Sample page from the teacher’s diary 

(English translation) 

 

08.02.2009 

First class 

I asked the students’ views of three topics duringthe first lesson: 

What is European identity in their opinion 

What does the EU mean to them? 

Is there a difference between general and EU English? 

The students generally felt positive about the EU, only one student 

expressed pessimism concerning EU identity. 

One of the girls said that the EU, in general, means the possibility of 

travelling, studying and working to her.  

They did not see much difference between general English and EU 

English, only one girl mentioned that she had studied about the EU and 

she had read English language EU documents and she found that EU 

English vocabulary was different. She said the EU English was more 

sophisticated.  

 

15.02. 2009 

Second class 

The unit discussed was Enlargement in the EU. 

Official languages of the EU, Size and population of the EU, EU 

citizenship 

What the EU represents to them 

Do they trust the EU? 

Vocabulary relating to enlargement, membership conditions, language 

policy in the EU 

Observations: 

Vocabulary: they lack relevant vocabulary  

Some of them have difficulties of reading a text of intermediate level 

The EU represents freedom to them. 

They trust the EU because they feel secure and the EU offers 

opportunities of working in other countries.  

Observation relating to the translation task: they lack necessary 

vocabulary, not only EU-related, but general vocabulary. 

They know little about the enlargement stages. 

They are much interested in the communication procedures and diverse 

language use in the EU. 

They do not know the accession criteria of the countries 

They know which countries plan to join the EU in the future 
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Appendix D 

Needs analysis questionnaire on UTE EU English students’ special language needs 

(English translation) 

Dear Student, 

I would like to ask you to help me by answering the following questions concerning special 

language needs. This questionnaire forms part of my study aiming at exploring the 

characteristics of ESP courses at UTE. Filling in the questionnaire, please, think of your 

expectations of the course, of the knowledge you have obtained and of the elements you 

would like to complete your knowledge with. Your data will be held anonymously. 

Thank you for your help. 

Andrea Koltai 

 

1. Personal background 

In the following section, please, answer some personal questions. 

Which university do you attend? 

.............................................................................................................. 

Which faculty do you attend? 

.............................................................................................................. 

Which year are you attending? ............................................................ 

How old are you?.................................................................................. 

 

2. Language background 

Please underline your level of English. 

1.elementary 

2.intermediate 

3.advanced 

4.near native 

 

2.1 Language examination 

Have you previously passed any English language examinations? 

yes / no 

If yes, underline the level, please. 

1.elementary 

2.intermediate 

3.advanced 

 

2.2 Have you had special EU linguistic knowledge before taking this course?   

yes / no 

If yes, list it/them!................................................................................................................... 
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3. Usefulness and importance 

Underline a number from one to five corresponding to your opinion. 

e.g. Sleeping is useful. 1 2 3 4 5 

1 means you do not think it is important/useful, 5 means you think it is very important/ 

useful.  

 
It is useful for me to learn about the language of the EU. 1   2    3    4    5 

Compared to other subjects, how important is it for you 

to learn this subject? 

1   2    3    4    5 

 

4. Information on the special language of the EU 

4.1 Usefulness of the units of the coursebook 

Units 

History of EU integration 1   2    3    4    5 

Institutions of the EU 1   2    3    4    5 

EU policies 1   2    3    4    5 

Education 1   2    3    4    5 

Employment 1   2    3    4    5 

Small and Medium Enterprises (SMEs) in the EU 1   2    3    4    5 

Information society, electronic administration in the EU 1   2    3    4    5 

EU documents, legal texts 1   2    3    4    5 

Speech situations, negotiation techniques 1   2    3    4    5 

Presentation techniques 1   2    3    4    5 

 

4.2 Importance of linguistic content 

Underline how important you think the following components are: 

Building general vocabulary 1   2    3    4    5 

Building special vocabulary 1   2    3    4    5 

Speaking skills 1   2    3    4    5 

Accurate speech 1   2    3    4    5 

Listening skills 1   2    3    4    5 

Reading skills 1   2    3    4    5 

Grammar 1   2    3    4    5 

Translation 1   2    3    4    5 

Pronunciation 1   2    3    4    5 

 

4.3 Underline how important you think the following tasks are. 
Reading, analysing texts 1   2    3    4    5 

Filling in application forms 1   2    3    4    5 

Written exercises 1   2    3    4    5 

Writing up the Europass CV 1   2    3    4    5 

Longer individual writing tasks, e.g. composition, 

essays 

1   2    3    4    5 

Communicative tasks 1   2    3    4    5 

Negotiation 1   2    3    4    5 

Small talk 1   2    3    4    5 

Job interview 1   2    3    4    5 

Individual research tasks to be carried out on the 

Internet  

1   2    3    4    5 

Presentation 1   2    3    4    5 

Vocabulary enlargement 1   2    3    4    5 

Grammar exercises 1   2    3    4    5 
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Other 1   2    3    4    5 

Other 1   2    3    4    5 

Other 1   2    3    4    5 

 

5. Difficulties caused by EU texts 

Underline how difficult you think the following components are: 

How often do you experience the listed difficulties and how much do they make the 

understanding of English EU documents difficult during the learning process? 

 

Frequency: 

1 = it never causes any difficulties 

5 = it causes difficulties in every document 

Significance: 

1 = they do not make the use of documents difficult at all 

5 = they make the use of documents very difficult 

 
Difficulty Frequency Significance 

Unknown English words    1   2    3    4    5    1   2    3    4    5 

Unknown EU abbreviations    1   2    3    4    5    1   2    3    4    5 

Unknown EU expressions in English    1   2    3    4    5    1   2    3    4    5 

English expression not used in its original sense 

in the EU document 

   1   2    3    4    5    1   2    3    4    5 

Part of the EU document is not in English    1   2    3    4    5    1   2    3    4    5 

Phrases not deriving from English    1   2    3    4    5    1   2    3    4    5 

Unknown EU term    1   2    3    4    5    1   2    3    4    5 

Deficient knowledge about particular specialist 

fields of the EU 

   1   2    3    4    5    1   2    3    4    5 

Unknown grammatical structures    1   2    3    4    5    1   2    3    4    5 

Does not know the Hungarian equivalent of EU 

terminology 

   1   2    3    4    5    1   2    3    4    5 

There is no Hungarian equivalent of the EU 

terminology 

   1   2    3    4    5    1   2    3    4    5 

Compound sentences of multiple lines    1   2    3    4    5    1   2    3    4    5 

 

6. Underline what goals can you achieve by learning EU English. You can add your own 

answers. 

1.employment 

2.studies abroad 

3.scholarship 

4.language learning 

5.other: …………………………………………………………………………….. 

 

7. Underline the tasks you would add to the teaching material. You can 

have more than one answer. You can add your own ideas. 

1.oral 

2.written  

3.vocabulary enlargement 

4.listening (CD, DVD) 

5.grammar 

6.translation 
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7.other:……………………………………………………………………………… 

 

8. How would you expand your EU English linguistic knowledge in addition to the 

teaching material? 

……………………………………………………………………………………………… 

……………………………………………………………………………………………… 

Thank you for your help! 
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Appendix E 

Teaching material evaluation questionnaire 

(English translation) 

Dear Student, 

I would like to ask for your help in my research aiming to explore EU English special 

language needs. This questionnaire forms part of my study on the characteristics of EU 

English ESP courses. I will keep your personal data confidential. Thank you for your 

cooperation.  

Koltai Andrea 
Statements about the coursebook Please underline a number from 

one to five corresponding to your 

opinion. 

e.g. Sleeping is useful. 1 2 3 4 5 

1 means your answer is no, 5 

means you answer is yes. 

1=No                                  5=Yes 

The coursebook is interesting to me. 1 2 3 4 5 

The book is difficult to learn from. 1 2 3 4 5 

It is long compared to the length of the semester. 1 2 3 4 5 

It should be complemented by extra teaching materials. 1 2 3 4 5 

The book is well edited and formatted.  1 2 3 4 5 

It helps to understand the objectives of the course. 1 2 3 4 5 

The book contains appropriately chosen units. 1 2 3 4 5 

I had knowledge about the EU before using the coursebook. 1 2 3 4 5 

My knowledge on the EU is enlarged after learning from the 

course material  

1 2 3 4 5 

Before using the coursebook, I had specialised EU English 

knowledge. 

1 2 3 4 5 

The book contains mainly theoretical information. 1 2 3 4 5 

The book contains mainly practical information. 1 2 3 4 5 

The tasks of the book help me to understand the objectives of 

the course. 

1 2 3 4 5 

The number of reading comprehension tasks is appropriate.  1 2 3 4 5 

The number of written tasks is appropriate.  1 2 3 4 5 

The number of oral communicative tasks is appropriate. 1 2 3 4 5 

The number of grammar tasks is appropriate. 1 2 3 4 5 

The number of translation tasks is appropriate. 1 2 3 4 5 

The number of vocabulary related tasks is appropriate 1 2 3 4 5 

The book improves my writing skills.  1 2 3 4 5 

The book improves my communication skills. 1 2 3 4 5 

The book improves my reading skills. 1 2 3 4 5 

The book met my overall expectations. 1 2 3 4 5 

 

What additional tasks, sources, and activities would you add to the coursebook? 
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Appendix F 

Teacher-researcher interview questions 

(English translation) 

Personal background 

1. What do you do/ Where do you work? 

2. Have you taught or studied EU English before? 

3. Have long have you been teaching EU English? 

4. How old are you? 

Teaching EU English 

5. What are the differences between EU English and General English? 

6. What are the characteristics of the EU institutional language use? 

7. What are the reasons to teach EU English in higher education? 

8. What language competence and EU-specific background knowledge do you find 

appropriate to be able to learn EU English? 

9. What are your EU English students most interested in? 

10. What is the appropriate length of EU English courses? 

11. What are your students’ difficulties? 

12. What kind of difficulties does a teacher of EU English classes meet? 

13. How would you design the syllabus and the teaching material for an EU English class? 
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Appendix G 

Interview questions for EU professionals 

(English translation) 

 

Personal background information 

1. What did you study? 

2. Where have you worked?  

3. What is your job now? 

4. How did you get involved with the EU related tasks? 

Teaching EU English at tertiary level 

5. What goals can be achieved by learning EU English? 

6. What do you think motivates a UTE student to learn EU English? 

7. Is it useful to teach EU English to tertiary level students?  

8. Why do you think it is relevant to teach EU English to university students? 

9. How do you think it is worth teaching the language of the EU? 

10. What tasks would you find important in an EU English class? 

EU English needs in the target situation 

11. Where do you think UTE students could work after having learnt the language of the 

EU? 

12. Where do you think EU English learners can be employed? 

13. What fields of the job market require EU English-related knowledge? 

14. What language expectations do employers have towards employees in the EU context? 

15. What does an EU employee need to know to use EU English?  

16. What difficulties do you think an employee meets who uses EU English? 

17. In what proportion do employees use EU English for written and oral communication 

at a workplace?  

18. How important is EU-specific background knowledge and language competence in 

order to work in the EU context?  

19. What constituents of EU-specific background knowledge would you underline? 

20. What components of language use in the EU context do you find important? 

21. How would you evaluate the importance of the followingin the EU context:  

22. general vocabulary 

23. specialist vocabulary 

24. communication skills 

25. speaking skills 

26. writing skills 

27. reading skills 

28. listening skills 

29. accurate speech, improving pronunciation 

30. reading comprehension 

31. grammar 

32. translation 

33. Would you like to add anything? 
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Appendix H 

Coding of the student interviews 

 
Emerging themes Recurring Patterns Categories 

Learners’ attitudes towards 

learning English 

Learning specialist language of 

the EU 

The EU 

Students’ interest 

Students’ motivation 

The role of the teacher 

The role of tasks 

The role of discourse analysis 

The learner 

Students’ level of English 

External motivation 

The teacher’s personality 

Task motivation 

Written and oral corpus 

Students’ hopes, desires, 

wishes 

In work related issues 

Internal motivation 

The role of the teaching 

material 

Lack of tasks 

Specialist vocabulary 

Students’ efforts 

Language related issues 

Instrumental motivation 

Positive and negative 

characteristics 

Theoretical and practical 

knowledge 

Translation 

Students’ needs 

Student’s social environment 

Task motivation 

Students’ present and future 

goals 

Lack of content knowledge 

Instrumental motivation 

The role of the tasks 

The role of the teaching context 

Instructional methods 

The importance of the 

coursebook 

Linguistic deficiencies 

Culture related issues 

 

Content versus language 

teaching  

Comparing immediate and 

future goals 

The evaluation of the course 

content 

Linguistic needs 
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Appendix I 

Coding of the teacher-researcher interviews 

 
Emerging themes Recurring patterns Final categories 

The importance of English in the EU 

The linguistic influence of new 

Member States  

The use of English in verbal 

interactions in the EU 

The difference between EU English 

and General English 

EU terminology 

The reasons for teaching EU English 

Combining content and language 

teaching 

Teaching EU documents 

Students’ motivation 

Students’ goals 

Students’ language learning 

preferences  

Multilingualism 

The content of an EU English course 

Usefulness of an EU English course 

Sources of EU instruction 

Employment opportunities 

EU English students’ English 

language competence 

The use of Hungarian and English in 

the classroom 

Instructional methods 

Tasks  

Content-based instruction 

Characteristics of EU English 

Use of Internet 

Including non-EU related activities 

Definition of EU English 

The students’ difficulties 

Task motivation 

Teaching material content 

Length of the course 

Target audience of EU English 

instruction 

Students’ objective needs 

The role of translation 

Difficulties of teaching EU English 

Tenders 

Language skills students need 

Language related difficulties 

 

Content versus language 

teaching 

Teachers’ difficulties 

The reasons for teaching 

EU English 

EU language specific 

Sources of EU 

instruction 

Employment 

opportunities 

Learners’ future goals 

EU English students’ 

language competence 

Use of Internet 

Instructional methods 

Target audience of EU 

English instruction 

Language issues 

 

Content-based knowledge  

The issue of language 

competence 

Subject content versus 

language content 

Communicative competence, 

skills, tasks, functions needed 

Employment goals 

Teachers’ difficulties 

Learners’ difficulties 

Reasons for teaching EU 

English 
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Appendix J 

Coding of the EU professional interviews 

Emerging themes Recurring themes Categories 

Everyday language tasks 

Verbal communication 

Written communication 

Names of EU organisations 

Internal and external 

communication of the workplace 

Pre-job language requirements 

relative to job specific language 

Requirements of general language 

competence 

Interaction with foreign 

colleagues 

Employees’ difficulties 

Gaps of language and content 

knowledge 

Formal versus informal language 

use 

Significance of content knowledge 

and language competence 

Views on EU English instruction 

Characteristics of written and oral 

language use 

Significance of English in the EU 

Specificity of language use at the 

EU institutions 

Attributes of EU English 

Difficulties defined by the 

institution one is working for 

What to teach 

Where to find information 

Significance of content-based 

knowledge 

Language requirements of EU 

institutions prior to employment 

Students’ motivation to learn EU 

English 

Content of listening tasks 

Language of tenders 

Specificity of EU subject areas 

Language related daily tasks 

Professional/educational 

background of people working 

with the language of the EU 

Target events  

Reasons for teaching it 

Language competence and 

specialist knowledge of subject 

areas  

 

Characteristics of written and oral 

language use 

Employees’ difficulties 

Attributes of EU English 

Key communicative events 

Target situation tasks 

Reasons for teaching it 

Language competence 

 

 

Language competence 

Employment opportunities, 

job roles 

Special characteristics of EU 

English 

Key communicative events, 

functions 

Target skills, tasks 

Reasons for teaching EU 

English 
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