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COMMUNICATIVE ESP TEACHING IN ARMENIA AND
LEARNER NEEDS IN CONTEXT

ABSTRACT
The paper examines communicative and experiential teaching

practices in the ESP context at two universities in Armenia. It highlights
both the advantages of this methodology and the cultural peculiarities that
pose challenges to achieving the desired learning outcomes, as well as
proposes practical strategies for addressing these challenges. Analysing
prior studies in ESP, constructivism, and experiential learning and
drawing on classroom-based evidence, the paper explores the practical
implementation of these theoretical models in real teaching contexts. To
help reconsider the existing ESP practices, the study also conducts a
student needs analysis.

The study focuses on three major questions: 1) How do ESP students
benefit from communicative and experiential learning? 2) What insights
does the needs survey offer? 3) How can identified learner needs be
translated into communicative and experiential ESP classroom practices in

the Armenian context?
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Overall, the survey results support classroom observations and
academic discussions, pointing to topical issues and areas of concern in
ESP teaching in the Armenian higher education context.

Key words: ESP, communicative language teaching, experiential

learning, needs analysis, assessment.

uvonenkru

ESP-b QMUUUJULVIUUL z20NNMUusuuUL  UNSGSNhUC
ZUSUUSULR RNPZELNRUT  UNYNLNNULECP  YUCPRUZBL
npunNersuuL hSULUSNPLPS

Znpusnid niuntdtwuhpdnid B niunigdw’ hwnnpulgulwi b
thnpdwnwlut Ukpnnukph Yhpundwh bqubwlibpp «Uhgkpkip
dwubwghnnwlut bywunwlutph  hwdwp»  (ESP)  wnwuplugh
quuujuindui hwdwnbpunnid: Zknwgnuunipjutt hwdwp hpdp k
Swnuyty Zujuutnuith tplnu pothtipnud Juunwupjus
ntuntfbwuhpnipniup: Zhknhtwlp tbpuyugunud E hlyybu ndyuy
niunifbwlut dbpnnubph Yhpunnipjut  wowdbnipmnitubpp,
wjiybu b wyb dowlnipughtt gnpénuubpp, npnup hwjukqne ESP
juwpwinid  funspunnunn - Bu unbndnud nuunidtwljutt guiuh
YEpotwpnnniiph Abnpphpdwt Swuwwwnphht: ZnpJwdnid
putwplynd &b twlb tpwé junspugnunibph  hwppwhwupdwih
ninyusé vh owpp gnpshwljut nwquuwupnipnibbn:

Zhwnwgnunipjniutt hpwwtwgyl] E ESP-h niunigdwd wnlw
Uninbkgnudubph niunidbwuhpmipnitiubph hhdwt Jpu, hyybu twb
Ynunpnijuhghqudh b thopdwnwlut dkpanubph Jbpnisnipju
vhongny: Zhdp pupnmibbkny juwpwbughtt nunigdwb phpwugpnid
unugws wfjuybpp’ htnhtwl nundbwuppnid b puluplyng
whuwlwi  Unghjubph  gnpstwlwl  Yhpupmpmbip  hpulwb
niuniwlut  hpwghdwlubpnid:  Ukpluynidu  Yhpwnyny ESP
ntunigdult  Unnbgnudubpp JEkpwbugbine b Jepudpwuybnm
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tyuwunwln]  unyt  hknwgnuumppul Uk Wkpunl] b twb
nruwunnubph uphpubph bEpnisnipmi:

ZEnmwgnunipniip jkunpntwtnud b Epip hhdbwhwpgbph dpu.
1) Oppw't oqnubwp b hunnppuijgului b thopdunwlub
niunignuip ESP muwbnnubph hwdwp: 2) BFus wpymbpubph k
hwiqbginid nuwbnnubph  Juphpibph hwpgnuip: 3) Pusyb u
Juptkh E pugwhuynws Juphputpp 4ipust] hunnppuljgujui b
thnpdwnwlui  dninkgmdubph  ESP  niumdbwuhpnn  hwjubqnu
[uwpwibbpnud:

Cunhwunip wndwdp, hwpgdwt wpyniupubpp wpunwugnnud B
Juwpwiwghtt ghnnwpynidutpp b hwunwnmd B wjunbdhwlu
phtiwupymutkpp’ Jbp hwikny Zujwunwbh pupdpugnyi Yppnipui
hwdwlupgnid wplju wjt wpphwljut pughpubkptt oo dhnnwdubpp,
npnup wnbgynid ki ESP puuwdwiundwip:

Puwbuyh punkp ESP (wiqitpklp dwubughnwlui tyuwinwyubph
hwdwp), hwunnppuljgujub niunignid, thnpdwpwlwb niunignud,
Juphputph YyEpnidnipintl, guwhwinnd:

PE3IOME
KOMMYHUKATUBHOE OBYYEHHME ESP B APMEHHUU B

KOHTEKCTE IIOTPEBHOCTEM CTYJIEHTOB

B crarbe paccMaTpuBaloTCI KOMMYHUKATUBHbIE H SKCIIEpUMEHTAIbHbIE
MeTOAbl OOydYeHHS B KOHTEKCTe IIPEeNOfaBaHUA aHTIMHCKOTO Mt
cnennanbusix nesnet (ESP) Ha mpumepe mByx yHUBepCUTETOB ApMEHUU.
ABTOp BBIfleNII€T IIPEMMYINECTBA BHEJPEHUA [AaHHBIX IIOAXOJOB B
aygutopun  ESP,  rTaxke  oTpakags  KyJbTypHO-CIenupUIecKue
O0COOEHHOCTH, CO3Zaloliye TPYLHOCTH B JOCTIKEHWM JKeJTaeMBIX
pe3ysbTaToB OOydYeHMA M IpeAjarasg IpPaKTUYeCKHe CTpaTeruy IO HUX
IIPEO0IeHUIO.

Pabora ommpaercs Ha aHaJIWU3 IPeIBIOYIIUX UCCIEAOBAaHUM B 06IaCTH

ESP, xoHCTpyKTHBM3Ma M SKCIEPUMEHTaIbHOro oOydeHus. Vcmomssys
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IaHHble, IIOJyYeHHbIe B XOJe ayJUTOPHBIX 3aHATUIH, aBTOP OIIMCHIBAET
IIpaKTH4YecKoe IIpUMeHeHHe TeOpeTHYeCKHMX Mogeseii B peasbHBIX
yuebHbIx curyanuax. C LeIbl0 IepecMOTpa U yCOBEPIIEHCTBOBAHMUS
CYIIeCTBYIOIIUX METOZOB IpenogaBaHua ESP raxike IpoBoguTca aHAIu3
oTpeOHOCTEN 00YYaIOUMXCA.

HccnemoBanue GasupyeTca Ha Tpex OCHOBHBIX Bompocax: 1) Kaxyio
IOAB3y  CTyZeHTsl ESP  m3BiekaroT #3 KOMMYHHUKAaTHBHOTO U
9KCIIepuMeHTaIbHOrO o6ydyenus? 2) K xakuM BbIBOJaM NIPHBOAUT OIPOC
nmorpebHocTeil crymenTos? 3) Kakum o6pasoM BbIABIEHHSBIE TTOTPEGHOCTH
MOTYT OBITh PeaTH30BAHBI B KOMMYHUKATHBHBIX U DKCIIEPHMEHTAIbHBIX
nmpakTukax npenosasanus ESP B apmanckom KoHTEKCTE?

B menmom pe3ysbTaThl OIpOCa IIOATBEPXKIAIOT IAHHBIE ayAMTOPHBIX
HaOJTIONEHUH U aKaJeMHYeCKUX IUCKYCCHH, yKasbIBasd HAa aKTyaJbHBIE
IIpo6JIeMBbl U TeH/IeHIMH B IpeniogaBanuu ESP B Bysax Apmenuu.

Kmrogeprie cropa: ESP (aHTIMiCKUM S3bIK [JIA CIIEIIUAJBHBIX Iejieit),
KOMMYHHMKAaTUBHOe OOydeHue, SKCIIEPUMEHTaIbHOEe OOy4eHHe, aHaTIu3

HmoTpeGHOCTe, OIleHKa.

Introduction

In today’s interconnected world, the ability to interact in English across
all work environments has become a key skill for qualified and dedicated
professionals. This makes it increasingly important not only to develop
university students’ foreign language proficiency but also to equip them with
transferable skills they will rely on throughout their future careers.
Traditional ESP courses have long focused on expanding learners’ technical
vocabulary, reinforcing grammar, and engaging them through occupation-
specific listening, reading, speaking and writing materials. Yet, these
practices alone have proven insufficient for building the confidence to
communicate effectively within the respective domains. One reason for this is

that form is often prioritized over content, which leads learners to target
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accuracy and fluency instead of enacting genuine professional scenarios. In
light of the above, ESP teaching should rely on experiential, communicative
frameworks, including content-, task- and performance-based activities. This
approach offers a number of educational benefits. In particular, it:

1) enhances student motivation and encourages creativity;

2) fosters students’ cognitive development;

3) increases linguistic competence and soft skills in the respective areas

of specialization;

4) promotes learning through continuous formative feedback and self-

evaluation;

5) addresses students’ linguistic development alongside their critical

thinking, analytical and problem-solving skills;

6) prepares students for future occupational situations.

While communicative and experiential teaching methodologies have been
extensively discussed by the global research community, including in the
ESP settings, this research presents a fresh perspective because Armenian
communicative ESP practices remain an under-researched area. Reflecting on
certain peculiarities of Armenian higher education and drawing on
classroom-based evidence, this paper proposes a culture-specific model for
integration of communicative and experiential approaches into ESP
classrooms.

ESP instruction in Armenia is distinguished by a number of constraints,
including predominantly teacher-centred practices, large and mixed-ability
classes, and a reduced number of English language classroom hours across
university programmes. Against this backdrop, the growing demand for
multilingual professionals in the labour market further heightens the need for

more efficient and needs-driven ESP instruction.
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To address these issues, the study employs a variety of research methods.
First, it draws on existing studies in ESP, constructivism and experiential
learning; second, it is based on an empirical observation of classroom
performance across various ESP groups in Armenian universities; third, it
conducts a student needs analysis through an independent survey — the first in
a planned series of surveys. Armenian learners’ needs have not been explored
systematically, while a needs analysis must be viewed as a decisive step in
designing or enhancing ESP courses.

These methods provided both a theoretical foundation and practical
insights into Armenian students’ needs, learning styles, engagement
motivations, modes of performance improvement and the effectiveness of
communicative ESP activities in language and professional skill
development.

Thus the study concentrates on three major questions:

1) How do ESP students benefit from communicative and experiential

learning?

2)  What does the student needs survey reveal?

3) How can the identified learner needs be translated into
communicative and experiential ESP classroom practices in the
Armenian context?

Overall, these considerations highlight the importance of tailoring ESP
instruction to learners’ real communicative needs within specific professional
contexts. By combining classroom-based observation with an initial analysis
of student needs, this study seeks to contribute to a more grounded
understanding of how communicative and experiential ESP practices can be

meaningfully used in Armenian higher education. It also indicates the need to
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reconsider assessment methods and criteria in ESP courses so as to reflect

learners’ communicative competence in their relevant professional fields.

Literature Review

Communicative Language Teaching (CLT) and English for Specific
Purposes (ESP) are both well-established approaches in the field of foreign
language education, each supported by a substantial body of research.
Gradually, CLT — which emerged as a response to the monotonous, form-
focused grammar-translation method — began to contribute methodological
‘substance’ to ESP, originally conceived as a narrowly focused linguistic
course tailored to specific professional contexts. In the 21st century, the
combination of these approaches has gained increasing popularity, as it
allows for greater interactivity, creativity and learner participation. The
scholarly literature offers comprehensive accounts of contemporary teaching
practices for enriching ESP courses through the incorporation of
communicative tasks. These tasks often take experiential forms — such as
simulations, role-plays, and scenario-based problem solving — as all of them
share core constructivist principles: meaningful communication, learner
engagement, and the use of language as a tool for achieving real-life goals,
through which learners “construct and internalize new concepts, ideas and
knowledge based on their own present and past knowledge and experiences”
(Cohen, Manion, & Morrison, 2004: 167, cited in Yaman, 2017: 1350). Allen
(2022: 4) identifies key characteristics of the constructivist approach,
including interactive learning built on students’ preliminary knowledge and
the teacher-student dialogue that facilitates the construction of new
knowledge. Similarly, Marlowe and Page (2005: 7-9, cited in Yaman, 2017:

1354) clearly highlight the distinctions between constructivist and traditional
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approaches — namely, knowledge construction as opposed to reception,
thinking and analysis as opposed to memorization, understanding and
application as opposed to repetition, and active engagement as opposed to
passive attendance. As described by Yaman (2017: 1351), it is the learners
who “take on an active role and get the responsibility of their own learning”.
Within ESP contexts, these constructivist principles are most effectively
applied through communicative and experiential classroom activities.

There is broad agreement among researchers regarding the effectiveness
and long-term impact of combining ESP courses with communicative
methods: such a combination converts the learning process into active,
learner-centred and skill-oriented training, not only developing language
skills but also equipping learners with hard and soft skills, which are essential
for employability. From Gvelesiani’s perspective (2023: 28), ESP courses
should be designed to train learners “to communicate effectively in tasks
prescribed by their field of study or work situation”. As stated by John
Dewey (a key figure in experiential and learner-centred education), “the
classroom should reflect society outside the classroom” (cited in Yaman,
2017: 1351). Lavrysh (2016: 519) supports the rationale for communicative
teaching by noting that students are often unable to present ideas confidently
in public and that they need to develop creative and critical thinking skills, as
well as the ability to analyze, solve problems and make decisions. Berglund
and Heintz (2014, cited in Lavrysh 2016: 519) find it vital for graduates of
technical universities “to achieve mastery of foreign languages, cultural
cognition, have skills of rhetoric and team-building”. As a result, ESP
courses become part of vocational training, where soft skills can be taught
across the curriculum, i.e., students “can master soft skills through variety of

learning activities which are suggested while the course: discussions,
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questioning, presentations, simulations and role plays, project creation, web
quests, etc. The learning objectives of these courses include the soft skills
outcomes as an integral part of the whole course program” (Lavrysh, 2016:
521). According to Stan (2013: 217), the ultimate outcomes of an ESP course
should include students’ ability to “communicate with foreign peers; read
professional literature, academic journals; write technical and academic
articles; attend lectures, conferences, symposia; perform technical or business
negotiations in English; read and write instructions; visit and receive foreign
peers” — all skills that contribute to their future professional practice.

As regards the assessment of communicative tasks, many studies arrive at
the conclusion that it should be guided by clear criteria so that formative
evaluation throughout the course meaningfully contributes to the final result.
For instance, Allen (2022: 4) argues that assessment should be based on
“student works, observations and points of view, as well as tests,”
emphasizing that the learning process is “as important as product”. Lewis,
Moss, & Van Duzer (1998, cited in Knutson, 2003: 61) suggest that project-
based student activities should be evaluated using rubrics that include
components such as employability skills and language skills, with particular
emphasis on oral proficiency. From the perspective of Lavrysh (2016: 521),
“the assessment of students’ progress should incorporate criteria of soft skills
evaluation as well as knowledge of the core discipline”. In other words,
receiving constructive (formative) teacher- and peer feedback throughout the
course, students should demonstrate progress in communicative competence
in their respective fields of study, while the final exam can adopt the same
criteria.

In the present study, the multi-dimensional framework of soft skills

proposed by Lavrysh (2016: 523-524) provided the conceptual basis for
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organizing ESP activities. While the original classification distinguishes six
categories, our research focuses on three core categories — Oral
Communication, Written Communication, and Collaboration, Problem-
Solving and Critical Thinking — to structure the skills- and tasks-based
component presented in Table 1. The framework was further expanded to
include additional major-related skills and activities, resulting in a more
comprehensive classification within the ESP context.

The experiential nature of communicative activities demonstrates the
importance of learning through direct experience, particularly in the
development of career-related language skills. The experiential learning
methodology is grounded in the research of distinguished scholars, such as
John Dewey, Jean Piaget, Lev Vygotsky, and David Kolb (Kolb et al., 2014:
212), who regarded experience as a key element in the learning process. The
learner becomes completely involved in the learning event, “in both his
feeling and cognitive aspects” (Rogers, 1969: 5, cited in Knutson, 2003: 54).
As Rogers notes, “even when the impetus or stimulus comes from the
outside, the sense of discovery, of reaching out, of grasping and
comprehending, comes from within” (Ibid). Through such experiences,
students ‘live through’ the subject matter rather than merely learn about it. In
this learner-centred environment, the teacher serves as a facilitator “by
creating a hospitable safe space for learners to reflect on and make meaning
from their experiences” (Kolb et al., 2014: 207).

Communicative and experiential approaches to language teaching
contribute significantly to the effectiveness of ESP education. In particular,
they ensure the involvement of nearly all students, enhance their
understanding of the specialized material, and reduce the sense of alienation

among lower-performing learners, among other benefits. Meanwhile, the
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social nature of language learning enables and necessitates “learner
collaboration with other learners [...] through taking risks, testing
hypotheses, making plans and decisions, and making judgements about one’s
own progress” (Wilhelm, 1999, cited in Knutson, 2003: 56). In addition,
these experiences spark learners’ curiosity about their major. As a result,
students boost their self-esteem (Spruck-Wrigley, 1998; Parks, 2000, cited in
Knutson, 2003: 59) and acquire multiple practical competences, including
future career-related skills, as well as generic ones, such as teamwork and
organizational skills (Knutson, 2003: 60). Finally, through communicative
and experiential activities, students receive constructive feedback throughout
the study period, which stimulates continuous and steady improvement in
collaborative, peer- and teacher-supported environments.

At the same time, Knutson (2003: 55) cites several obstacles that hinder
the broad acceptance of the aforesaid methodologies. Among these are
limited classroom time, the focus on test preparation, the risk of not meeting
prescribed syllabus outcomes, and the current uncertainty in assessment
criteria. Another major challenge is the lack of linguistic skills, which often
impedes natural language production. For example, language limitations
often make simulated communication sound artificial (Stern, 1990, cited in
Knutson, 2003: 60). The same challenge leads students to resort to their
native language, especially in one-to-one peer interactions, when the teacher
monitors another group.

Another consideration that makes the suggested methodology less
attractive to some language instructors is the shift from grammatical
correctness to communicative effectiveness. While this may be acceptable in
some professional contexts, in others it can seriously interfere with the

working process. After all, as Knutson (2003: 61) justly notes, some job
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applicants may be required to take an English proficiency test, in which case
inaccurate grammar and limited lexical resources could create a major barrier
to employment.

Despite the aforementioned challenges, our long-term observation of
student performance and the evaluation of different teaching approaches are
consistent with prior research, confirming that in foreign language education,
learners achieve better results when they are actively and intellectually
engaged in an activity without being forced. Based on these findings, the
following chapter explores the practical implementation of communicative

and experiential activities in our ESP classroom.

Classroom Implementation

A considerable body of foundational literature on experiential language
teaching emphasizes the importance of reflection in the learning cycle
(Nunan, 1995; Rogers, 1969; Kolb, 1984, cited in Knutson, 2003; Kolb &
Kolb, 2017). While we do not underestimate the function of reflection in
experiential learning, in ESP we prioritize bridging the gap between
classroom learning and professional communicative performance. In the
Armenian educational environment, the learner-centred instruction does not
assume fully autonomous learners who can manage their own learning
process, reflecting on every step. Rather, students crave guidance and
feedback from the teacher and their peers. This aligns with social
interpretations of Kolb’s reflective observation stage (Kolb & Kolb, 2014:
214; Kolb & Kolb, 2017: 12-13).

Based on these ideas, our methodology combines communicative and
content-based approaches with guided reflection, helping students apply what

they learn in class to realistic professional situations. In this way, experiential
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learning principles are put into practice in the ESP classroom. We use a range
of contextualized communicative activities to promote students’ critical
thinking and engagement in their prospective professional roles. Activities
such as debates, research projects, and policy brief writing provide a
temporary escape from the ‘study’ reality into a more appealing ‘work’
context, encouraging students to contribute their creativity, relevant
theoretical knowledge and genuine enthusiasm. Through these tasks, learners
gradually build the skills and confidence they need for authentic professional
situations.

Let us consider the classroom procedure in more detail. The minimum
(classic) set of activities for each subject matter involves brainstorming,
professional vocabulary building, reading and listening comprehension, oral
discussions and written responses. Comprehension is checked not only
through traditional comprehension questions but also through critical
judgement tasks aimed at developing students’ ability to make inferences and
draw conclusions about main points, as well as to make projections about
realistic situations. For example, immediately after viewing a video material,
students are asked to reflect on their impressions — why or why not they
found the content impactful, what factors make it trustworthy or unreliable,
and how biased or impartial it appears, among other aspects.

However, what truly motivates students to engage in the course is the
opportunity to apply what they have learned in direct experiences, even when
these experiences are replicated under classroom conditions. We employ
discipline-specific communicative activities for ESP across multiple majors,
some of which are presented further in this article. The objective of each
activity is to simulate tasks from genuine occupational cases, where students

use their language skills collaboratively to handle realistic issues. Thus they
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develop practical know-how in their prospective fields along with soft skills,
which are highly valued by contemporary employers (Lavrysh, 2016: 518).
The communicative, experiential and collaborative format of these activities
helps capture students’ passive attention, i.e. students engage in the activities
naturally, without forcing themselves to concentrate. In contrast, more
traditional tasks require considerable effort to keep attention for a long time.
Additionally, teamwork improves students’ productivity, enhancing internal
communication and resulting in more effective problem-solving. It is also
true that struggling students feel safer and more encouraged to participate in
small-group projects than in individual tasks.

The following table outlines a selection of contextualized communicative
activities that illustrate how traditional ESP instruction is enhanced to address
challenges learners are likely to encounter in their future careers. For greater
clarity, the tasks are grouped into three main categories, reflecting the

adapted skills classification framework discussed in the previous chapter.

Table 1. Extended Classification of ESP Activities
(Adapted from Lavrysh, 2016: 523-524).

SKILL FOCUS GENERIC SAMPLE ACTIVITIES
ACTIVITY TYPES BY MAJOR
Oral Discussions & debates; Role | Political Science, International
communication plays & simulations; Peer Relations and Oriental Studies:
skills interpreting; Presentations press conference simulations; talks or

& public speeches; Press

conferences; Briefings;

Interviews; Case analyses;

Problem-solving meetings;

Grammar-based

negotiation simulations; election
campaign speeches; diplomatic puzzle
or spy game; mock UN session; conflict
resolution role play or case study;

simulated diplomatic reception.
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professional scenarios

(e.g. “What if?”).

Public Administration:

Town hall discussion role-play;
Presentation of an administrative reform
proposal; Crisis management meeting
(executing the crisis response plan).
Public Policy: advocacy speeches;
round-table discussions on policy
impact.

Economics & Management: job
interview; business negotiation; crisis
management meeting; funding request
presentation; graph/ chart/ diagram
description.

Journalism: news announcement; live

interview; news broadcast role-play.

Written
communication

skills

Project proposals; Reports;

Policy briefs; Position

papers; Case analyses;

releases; Letters to

Press

government; Authentic text

translation; Profession
correspondence;

Professional blogs.

al

Political Science, IR and Oriental
Studies: diplomatic memo; conflict
resolution report; analysis of an
international agreement; press
statements; simulated embassy
communications.

Public Administration: Writing an
administrative report; Drafting a public
service announcement; Writing official
responses to citizens; Drawing up
instructions or guidelines for a public
agency.

Public Policy: policy brief or position
paper; policy proposal; community

action plan; public opinion poll report;
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policy poster design; policy campaign
materials.

Journalism: press release; press
statement; SWOT analysis; feature
article; investigative report.
Economics & Management: funding
request letter; product launch proposal;
business report; business plan; market
analysis; SWOT analysis; business
letters, emails, and memos; executive

summary.

Collaborative,
problem-solving,
& critical-thinking
skills

Individual & group projects;
Small-scale research;
Surveys and data analysis;
Creative assignments
(visual charts, posters,
adverts; role-played
scenarios); Problem-solving
& decision-making
activities; Field trips; Peer
evaluations; Short video
projects (scenario writing
and filming); Peer

interpreting.

Political Science, IR and Oriental
Studies: identifying diplomatic
instruments; group research on
international crises; conflict-
management role-play/simulation.
Public Administration: Conducting a
mini field study on citizen satisfaction;
designing an anti-corruption campaign.
Public Policy: designing community
action plan; advocacy campaign plan;
interest group formation.

Journalism: producing a short
documentary or a video report.
Economics & Management: field
study of a local business; product or
advertisement design; market research;
conflict-management role-play/

simulation.
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Although classified according to their primary focus, most activities
integrate communicative, analytical and problem-solving skills, emphasizing
the interdisciplinary nature of real-world professional practice. For instance, a
project assignment may necessitate small-scale research and culminate in an
oral presentation, while a discussion task may involve preparatory writing
and group collaboration. Many of the tasks are also transferable across
different majors. Yet, the list is not exhaustive.

To demonstrate how these activities function in practice, several examples
are detailed below, along with a discussion of the challenges identified in the
Literature Review that still need to be addressed.

Let us consider the case of an interview simulation performed by first-
year Yerevan State University Public Policy students with a mixed A2-B2
level of English. They were instructed to choose an NGO, study its activities,
and act out an interview with one of its representatives. However, despite the
creative intent of the task, some students relied on ready-made interviews
from Google and memorized them to perform in class. Others adopted a
combined approach by using Al to generate questions and answers, checking
the accuracy of the information through Google, and ending up memorizing
their roles. A third group formulated their own questions and had them edited
by Al. However, only two of the fourteen students in the class worked almost
independently, authoring both questions and answers based on their prior
knowledge of the chosen organization and using Google Translate to express
their ideas in English more accurately.

When asked to reflect on what they had learnt while preparing for this
activity, most students noted an increased awareness of the organizations they
studied (their role in society, international standing, scope of activity, etc.).

Many also mentioned vocabulary expansion, while only three students
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reported benefiting from Al’s assistance in word choice and grammar. From
the teacher’s perspective, the activity outcomes revealed both positive
implications and areas for improvement:

1)  The entire class took a genuine interest in preparing for the task, and
all students attended the session.

2)  The students preferred to select partners on their own, rather than
follow the teacher-proposed role distribution.

3)  Although the activity was performed zealously, none of the students
really acted out the interview; instead, they followed a scripted
question-answer format without building on what their interlocutor
said. Thus, the interaction lacked spontaneity and failed to develop
into a genuine dialogue.

As mentioned before, in Armenian ESP classrooms it is not uncommon to
encounter lower-proficiency learners. It is clear that students struggling with
the language are less likely to imitate real-life interaction successfully, and
so, preparation for ‘communication’ turns into mere cramming, in which
genuine communicative needs are not met.

To address this issue, explicit guidance on improvisation should be
provided, using relevant prompts and sentence starters. A useful follow-up
activity involves spontaneous mini-dialogues to encourage natural responses
to unexpected answers instead of memorized ones. Such measures, however,
require considerable classroom time, which university teachers often lack.
Therefore, it is not surprising that similar issues often remain unsettled.

Another illustrative activity is public speaking. Presentations have long
been used by ESP teachers in Armenia as a final task to conclude a semester.
Each student (or a small group) selects a professional topic of interest to

explore and presents the findings to the class. The expected benefits of this
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task include deepening the knowledge of a professional topic in English,
making necessary adjustments to the text to fit the allotted time, expanding
thematic vocabulary, and enhancing technological ability and creativity.

In practice, regrettably, presentations often result in students reading
aloud from slides overloaded with large chunks of text. Currently, more of
our ESP colleagues are addressing this issue by instructing students on how
to approach presentations more effectively. In our classes, for instance, we
watch examples of high-quality presentations and public speeches and
analyze speakers’ delivery, structure and use of language. As a result, an
increasing number of students begin to behave more like orators and improve
their rhetorical skills.

Nevertheless, several problems persist, including limited visual contact
and rapport with the audience, inappropriate or abrupt transitions between
subtopics, excessive reliance on memorized texts, uncreative and unnatural
turn-taking in group presentations, and insufficient adaptation of speech to
the audience’s language level, which further reduces the communicative
effectiveness of the task.

It is worth noting that students tend to maintain eye contact primarily with
the teacher rather than with their classmates. This probably stems from two
factors: first, students still perceive presentations as a form of answering a
lesson rather than as a public speaking event, and second, their peers often
fail to demonstrate visible signs of interest, which discourages presenters. It
is common to see students absorbed in revising their own speeches instead of
engaging as attentive listeners. Yet listening to peers is essential, as it fosters
a supportive classroom environment and helps reproduce real-world
scenarios, where individuals gather to discuss and exchange opinions on

issues of professional concern. Active peer listening allows students to learn
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from one another’s successes and mistakes and to provide constructive
feedback. In order to encourage the audience’s concentration, presentations
should be conducted on a regular basis (not only at the end of a semester),
turning them into a purposeful routine activity. Meanwhile, as we have
previously demonstrated, listeners should be assigned an active role through
peer questioning, peer evaluation, or follow-up discussion (Karapetyan, 2020:
82). In turn, presenters should reflect on their peers’ contributions as well.

The remaining issues can be addressed through explicit teaching of
presentation skills, particularly with video examples; however, factors such
as students’ shyness and a limited sense of communicative freedom arising
from local educational traditions, as well as insufficient language proficiency
need to be taken into account, making supportive teacher and peer feedback
most important for ensuring confident delivery.

Among our set of activities, student-led lessons focused on a professional
theme hold a special place, especially for B1+ learners. We allow students to
work in pairs. This project task can be carried out by students of any major,
provided that they conduct preliminary research on the topic, prepare relevant
materials, and design interactive tasks that engage their peers. The outcomes
are favourable for both the student-teachers and their classmates.

For student-teachers, the benefits include: 1) mastering the topic both in
terms of content and vocabulary; 2) exploring additional details not covered
in the textbook; 3) assuming shared responsibility and learning to work
effectively as a team; 4) using intellectual creativity to earn the approval of
the teacher and classmates, with the latter’s opinion often being particularly
motivating; 5) boosting self-esteem and confidence in public speaking; and 6)
developing problem-solving, leadership and organizational skills. For

recipients, the benefits include: 1) experiencing a comfortable, lively and
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interactive classroom atmosphere; 2) full engagement in interactive tasks; 3)
learning from peers, which feels closer to their own perspective; 4)
strengthening collaborative skills by responding to peer-led discussions; and
5) being exposed to diverse teaching styles.

The most frequent problem with this assignment is that student-teachers
often turn a practical lesson into a mini-lecture, with questions and answers at
the end. However, some succeed in leading the class through short interactive
activities, discussions and quizzes, promoting active participation and,
hopefully, inspiring greater creativity for future student-led classes.

In addition to the aforementioned activities, other classroom tasks can
also be adapted to promote student collaboration and experiential learning.
Thus, Peer Interpreting is an excellent alternative to a commonplace
translation assignment. Students are asked to read aloud to their peers, who
must perceive the sentences by ear, retain them and interpret for the class. For
greater ease, the sentences can be divided into shorter parts. More advanced
students can do the translation spontaneously. Working in groups of three,
they act out a formal interpreting scenario. One student reads a sentence in
Armenian or Russian, the second interprets it into English, and the third
responds in English for the ‘interpreter’ to translate back to the first student.

At the Yerevan Branch of Lomonosov Moscow State University,
International Relations students are additionally engaged in an authentic
written text translation practice, where they translate excerpts from academic
papers and textbooks. In this way, they actively apply their language skills to
authentic materials, learning both to comprehend complex ideas expressed in
authentic professional literature and to grasp academic English with all its

intricacies.
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Finally, we would like to clarify the placement of the Field Trips activity
under the category of collaborative, problem-solving and critical-thinking
tasks. Although field trips per se (including visits to the RA Foreign Ministry
or the National Assembly) are primarily observational rather than
experiential, they require subsequent analysis and reflection. This reflection
can be structured through a variety of pair or group project tasks, such as
preparing a mini diplomatic briefing, designing a poster based on original
student-shot photographs and trip-based content, simulating a professional
activity (for example, handling a delegation), or presenting an observation
report. Thus, the educational value of field trips is transformed into an active
and meaningful learning process of collaboration and professional

engagement.

Understanding ESP Learners’ Needs and Preferences

A distinctive feature of ESP is its focus on teaching language components
that are specifically relevant to the activities in a particular discipline. Today,
the ultimate goals and curricula of most ESP courses are pre-determined by
the great variety of readily available textbooks. The content typically reflects
the skill requirements of the target professions. What these materials fail to
take into account is the transitory and dynamic nature of professional fields,
as well as the cultural peculiarities and individual abilities, needs, preferences
and perceptions of the learners — the key players in the educational process.

In the Armenian higher education context, foreign language instruction
remains largely teacher-centred and grade-oriented. This often limits
opportunities for meaningful communicative practice. Additional constraints
include large class sizes and mixed proficiency levels among students.

Furthermore, despite a growing demand for multilingual employees in the
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Armenian labour market, as demonstrated by Karapetyan and Kharatyan
(2024), the number of English language class hours allocated to non-language
majors has been steadily declining. Therefore, it becomes imperative to use
the available class time more efficiently by prioritizing communicative
practices that directly support students’ future professional needs.

Given the constantly evolving social and educational environments,
changing job market demands and the rapid advancement of high
technologies that reshape the ways we live, learn, interact and communicate,
it becomes crucial for ESP teachers to revise and update course content on a
regular basis. Furthermore, the heterogeneity of students’ English proficiency
levels within the same group, which creates additional challenges to teaching,
requires constructive strategies to make instruction more appealing to lower-
performing learners without compromising the goals of higher-achieving
ones.

To respond to the identified challenges, an informal student survey was
conducted among bachelor programme students from two universities in
Yerevan. This survey represents the initial stage of a planned series of studies
aimed at refining ESP instruction through continuous feedback. Regular
needs analyses across different ESP groups can serve as a valuable feedback
tool (though inevitably subjective), providing insight into learners’ genuine
perceptions of their study programmes. The key objectives of such analyses
are:

e To identify the language areas students are struggling with;
e To determine the language skills they wish to improve or master;
e To reveal the communicative competences they seek to develop for

future professional situations.
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We designed a brief questionnaire consisting of 14 multiple-choice
questions, some of which allowed more than one selection. Data for the
survey were collected from 243 first- and second-year students from two
universities — YSU and MSU Yerevan Branch — with participants drawn from
ESP courses taught by the author and colleagues at both universities. The
majors included Journalism, Economics and Management, Political Science,
International  Relations, Public Policy and Governance, Public
Administration, and Oriental Studies. The inclusion of these disciplines
reflects both the scope of the author’s teaching activity and the fact that the
chosen ESP courses share overlapping content and communicative goals.

To provide a more detailed picture of the sample, the composition of the
participating ESP groups is summarized further. Eleven ESP groups took part
in the survey, comprising students from seven previously mentioned majors.
The largest group (around 17%) consisted of first-year students of Economics
and Management, followed closely by first- and second-year International
Relations students, who accounted for exactly 16% and just over 15% of
respondents, respectively. Approximately 10 % were first-year students of
Public Administration, making it the third largest group. First-year students
of Public Policy and Governance and Oriental Studies each represented 8.6%
of the sample. The remaining disciplines and years of study were represented
by smaller numbers of respondents.

Almost an equal proportion of participants (39.5 and 39.1 %) described
their current English level as upper-intermediate and intermediate,
respectively. Only 6% rated themselves as advanced, while beginners

outnumbered them by nearly 5%.
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Most respondents expected to use English in their future careers often,
every day, or sometimes (about 53%, 28% and 15%, respectively). Only 1%
anticipated that English would never be required at work.

Regarding indispensable future career skills, an overwhelming proportion
of respondents (74%) identified participation in meetings as essential,
followed by active listening and clarifying information (approximately
63.5%) and negotiation skills (51%). Reading professional texts, delivering
presentations and writing emails were selected by smaller proportions — just
under 40%, 30% and 25%, respectively.

However, among work-related tasks expected to be fulfilled in English,
negotiating/mediating and attending conferences top the list, with each
mentioned by more than half of respondents. Reading policy documents and
networking rank next, selected by just under half of respondents. The
remaining two tasks (writing reports and analyzing data) were chosen by
barely 40%.

An impressive number of participants (almost 80%) named studying
professional vocabulary as the most frequently performed classroom activity
at present. Other activities (including reading articles and textbooks,
translating from and into English, listening to audio lectures and watching
videos, giving short presentations and public speeches, writing essays and
reports, debates, discussions, project-based, creative, or small-scale research
tasks), although trailing behind in numbers, were also frequently selected,
each by more than two-fifths of respondents. Remarkably, role-plays or
simulations and descriptions of graphs, charts, and tables occupy only a
minor part of classroom time, being reported by just 13.6% and 7.8%,

respectively.
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Not surprisingly, studying professional vocabulary also topped the list of
most useful activities for professional English, accounting for roughly 71% of
respondents. Less preferred but still considered effective were audio lectures
and videos (58.4%), short presentations and speeches (51%), text reading
(50.2%), translation (47.3%), and debates, discussions, or problem-solving
activities (39.5%). Project-based, creative and research tasks made up a
noticeably smaller portion (31.7%), while negotiation role-plays and
simulations were chosen by only 28% of students.

This logically leads us to the next chart, where grammar and vocabulary
exercises were ranked as the activities most conducive to learning, selected
by 66.3% of respondents. Other highly stimulating activities were video
analysis (52%) and discussions, debates, or interaction with peers and the
teacher (49%). Fewer students recognized the value of individual tasks, group
projects and essay writing with teacher feedback, all selected by over one
third of participants. Surprisingly, not many students chose Al interaction
(26.3%) or online interactive exercises on playful learning platforms, such as
Quizlet and Kahoot (15.2%). While the latter is unexpected because of the
entertaining and engaging nature of the tools, the low use of Al-based
activities is remarkable given the widespread belief that students may already
be largely dependent on Al for language learning. An encouraging fact,
though, is that only 18% relied on text memorization.

Nevertheless, the participants did acknowledge the usefulness of certain
digital tools for learning English. In particular, YouTube videos topped the
list, accounting for almost 90% of mentions, followed — at a considerable
distance — by AI writing assistants such as Chat GPT, Gemini, and
Grammarly (63.4%) and language-learning apps including Duolingo,

Memrise, and Talkpal (53.5%). Once again, playful learning platforms
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attracted only 37% of respondents, while video conferencing tools, online
translators and other digital resources received a marginal number of
mentions.

As for the purposes of using these platforms, 74.5% of respondents
preferred watching subtitled videos to facilitate listening comprehension.
Fewer than half used digital tools to check their vocabulary knowledge
through quizzes (45%), gain additional practice in English (32.5%), simplify
original texts (30%), or get help with essay writing (26.7%).

An overwhelming number of students (just under 85%) indicated they
would welcome the opportunity to use online tools and platforms in their ESP
courses, with varying degrees of certainty. The remaining participants gave
preference to traditional classroom lessons.

Regarding the biggest challenges in learning English, the findings
revealed several key areas of difficulty. Nearly 53% of students reported
struggling to speak fluently in discussions. Understanding spoken English
and writing academic or professional texts emerged as the next two common
challenges, with virtually equal mentions (just over 41% in each case). A
smaller proportion of students pointed to problems related to limited
professional vocabulary and insufficient practice outside the classroom.
Fewer than 30% indicated lack of motivation, a limited general vocabulary,
poor grammar and difficulties remembering new words.

The findings also demonstrated a strong preference for immediate in-class
feedback (63.4%), followed by one-to-one consultations with the teacher
(51%). Written corrections on assignments were likewise valued by a
substantial proportion of students (47.7%). However, despite the global shift

toward student-centred approaches and peer learning, as well as the growing
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use of Al tools in teaching and assessment, only 26% expressed a preference
for peer comments, while just over 17% opted for automated feedback.

The final question of the survey revealed the motivations underlying
students’ efforts to improve their English. Interestingly, nearly 70% reported
that they simply enjoyed learning languages. Another 58.5% expected their
language skills to enhance their employability. A third frequently mentioned
objective was to publish or present internationally (almost 53%), closely
followed by the intention to study abroad (approximately 50%). On the
positive side, only 23.5% indicated that they were taking English courses
solely because of a university requirement.

Overall, the survey results confirmed the vital role of English in the future
professional activities of students in the surveyed majors. Students’
perceptions and expectations regarding career requirements guide them
toward the development of communicative skills, with particular emphasis on
participating in meetings, listening, negotiating, mediating and clarifying
information. These priorities, in turn, determine their classroom preferences
for broadening professional vocabulary through extensive reading and
translation, improving listening comprehension, and enhancing debating,
problem-solving, speechmaking and presentation skills. Encouragingly, the
activities most frequently practised in class at present support the
development of these communicative skills.

At the same time, a growing interest in digital resources for learning
English can be observed. Although YouTube videos remain the undisputed
leader among them, generative Al tools are attracting an increasing number
of users, which is a positive development, provided that learners are taught to
use them responsibly. Combined with students’ reported enjoyment of

learning English, these tools offer a promising avenue for teachers to design
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more communicative and professionally oriented ESP courses that also
address gaps in speaking, writing and interactive skills.

The findings also highlighted several areas of concern. First, ESP groups
in Armenian universities are often composed of mixed-ability students (from
Beginner to Advanced), which creates an unfavourable environment for the
educational process and presents considerable challenges for teachers.
Moreover, such heterogeneity complicates unified course planning and
classroom organization and may slow down the effective introduction of
specific professional content.

Second, though most respondents recognized the importance of oral and
written communication tasks for their future careers, speaking and writing
remain their biggest challenges in learning and using English. At the same
time, the majority of students tend to rely on more traditional learning
approaches and feedback modes, placing strong emphasis on grammar and
vocabulary drills and counting on the teacher’s support.

Finally, ESP classes are still perceived primarily as a means of studying
professional vocabulary, while communicative and task-based activities
occupy a considerably smaller portion of classroom time. Greater emphasis
on interactive and creative tasks, including role-plays, simulations, and
project-based work, would help adapt classroom practices to students’ needs
and foster the development of their professional skills.

While conducting the survey, we encountered some organizational
limitations. To start with, due to poor knowledge of English — the language of
the questionnaire — not all students completed it. In addition, because of
disparities in language proficiency, certain questions may have been
interpreted differently. It should also be noted that the responses relied on

students’ self-assessment. Although self-assessment is a common element in
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this type of study, students often lack a clear understanding of the tasks they
will be expected to perform in their future workplaces and of which aspects
of a foreign language are most relevant for their professional development.
Last but not least, some participants required additional reminders and
prompting, which could have affected the seriousness of their engagement
with the survey.

Despite these organizational challenges, the survey appears to have been a
success. The results obtained largely confirm the author’s long-term
empirical observations of classroom contexts, along with the conclusions
drawn from ongoing discussions with colleagues. This suggests that the
survey findings reflect real aspects of the educational process as well as
topical issues and alarming tendencies in the field.

Notably, the evidence from the survey can contribute to understanding
Armenian ESP learners’ needs, preferences and challenges, thus serving as a
basis for teachers to adjust course content to each group and enhance
learners’ motivation and engagement. Furthermore, the findings can offer
valuable insights into optimizing ESP courses given the limited classroom

time under the curriculum.

Final Implications

In view of the highlighted benefits and challenges, our approach
integrates communicative and experiential activities with more traditional
language teaching methods, allowing students to develop both their
communicative competence and specialized terminology. This approach
represents a departure from monotonous drill-based practices and aims to
stimulate more active and constructive learner engagement while preparing

students to meet future career requirements.
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While the study shows clear benefits, it is important to acknowledge its
limitations, which also open opportunities for future work. The study draws
on a selected body of ESP and CLT literature, and the observational data are
derived from two institutional contexts, suggesting the need for broader,
multi-institutional research in the future. In addition, the survey sample
includes seven majors, more than half of which are politics-related, offering a
focused perspective but limiting the transferability of the findings.
Altogether, these limitations reflect the complexity of ESP instruction and
demonstrate the need for continued research into major-related teaching
techniques.

To support effective ESP instruction, it is highly desirable that education
authorities integrate the development of profession-related practical skills
into higher education learning standards, ensuring that their acquisition
becomes a mandatory learning outcome within ESP curricula. Such a step
would facilitate a consistent implementation of communicative and

experiential approaches across all higher education institutions in the country.
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