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CHAPTER ONE

Introduction

1.1 Objectives of the dissertation
This dissertation aims to advance our understanding of English for Medical Purposes

(EMP) instruction by examining both learner and teacher perspectives within the Hungarian

higher education context. The overarching objective is to investigate how motivation to learn

EMP can be conceptualized, measured, and supported more effectively. In doing so, the

dissertation seeks to contribute to both theory-building and pedagogical practice in the field of

EMP. To this end, the specific objectives of the dissertation are as follows:

1. To clarify the conceptual boundaries of EMP and establish its relevance as a distinct subfield
within ESP.

2. To validate an adapted, theory-driven questionnaire based on Dornyei’s L2 Motivational Self
System (L2MSS) (Dornyei, 2005, 2009), contextualized for use with Hungarian medical
students learning EMP.

3. To analyze the motivational profiles of medical students in non-English-medium instruction
(non-EMI) settings and identify the factors that influence their intended learning effort.

4. To examine the professional characteristics and institutional positioning of EMP instructors,
with special attention to their career trajectories, qualifications, challenges, and professional
identity.

5. To compare and contrast student and teacher perceptions of the most significant motivational
drivers and barriers in EMP learning, in order to uncover potential misalignments and shared
insights.

Through these objectives, the dissertation adopts a dual-lens approach that highlights
the interplay between student motivation and teacher agency, addressing long-standing gaps in
the EMP literature and offering context-sensitive recommendations for improving EMP
instruction.

1.2 Structure and rationale of the dissertation

This dissertation follows a study-based format® (also referred to as an article-based
dissertation or compilation thesis) (Creswell & Gutterman, 2024; Gustavii, 2012). It consists of
five peer-reviewed journal articles (see Table D1).

Table D1 Summary table of the published studies included in the dissertation

Reference (APA 7) Type SJR In-text citation
Study  Stotzer, A., & Farkas, E. (2024). ContEMPorary Narrative  Education Stotzer & Farkas,
1 matter: Updating our understanding of English for  literature Q3 2024
Medical Purposes. Journal of Teaching English review
MTMT for Specific and Academic Purposes, 12(3), 741—

754.
https://doi.org/10.22190/JTESAP241006055S

3 Throughout the dissertation, American English spelling conventions have been applied consistently, as all
published studies (with the exception of Study 4, which required UK spelling in accordance with the journal’s
guidelines) use US spelling.


https://m2.mtmt.hu/gui2/?mode=browse&params=publication;35728717
https://doi.org/10.22190/JTESAP241006055S

Reference (APA 7) Type SJR In-text citation
Study  Stotzer, A., Farkas, E., & Bagyura, M. (2025). Original Education Stotzer et al.,
2 From theory to instrument: Developing an L2 research Q2 2025¢
motivational self system-inspired questionnaire.

MIMT  Equcational Process: International Journal, 16,
€2025252.
https://doi.org/10.22521/edupij.2025.16.252
Study  Stotzer, A., Bagyura, M., & Farkas, E. (2026). Original Education Stotzer et al.,
3 Running a diagnostic on motivation: Exploring research Q2 2026
motivational dynamics underlying non-
MTMT Anglophone medical students’ efforts to learn
English for Medical Purposes. Educational
Process: International Journal, 20, €2026001.
https://doi.org/10.22521/edupij.2026.20.1
Study  Stotzer, A., Bagyura, M., & Farkas, E. (2025). Original Education Stotzer et al.,
4 Self-appointed and self-taught? Professional research Q2 2025b
characteristics and challenges of LSP teachers in Linguistics
MTMT Hungary. English Teaching & Learning, 49(4), and
889-915. https://doi.org/10.1007/s42321-025- Language
00207-1 Ql
Study  Stotzer, A., Bagyura, M., & Farkas, E. (2025). Original Social Stotzer et al.,
5 Motivational drivers and barriers in learning research Sciences 2025a
English for Medical Purposes: Perceptions of Q1
MTMT Hungarian medical students and EMP teachers. Decision
Social Sciences & Humanities Open, 12, 102024. Sciences
https://doi.org/10.1016/j.ssah0.2025.102024 Q2
Psychology
Q2

The studies collectively explore various dimensions of learning and teaching EMP within
the context of Hungarian higher education, each addressing a distinct yet thematically
connected aspect of the field. The logical flow and conceptual arc of the research are described
in detail in Section 1.9, below.

One of the key reasons for adopting a study-based format was the importance of
disseminating research findings as widely and effectively as possible (see Table DA.3 in
Appendix K for conference presentations). In a developing and still underrepresented field such
as English for Specific Purposes (ESP), especially within the context of medical education,
visibility and accessibility are crucial. Publishing the results as individual journal articles
ensured that each study could reach both international scholarly audiences and practitioner
communities. This approach also allowed the findings to inform ongoing academic discussions
and curriculum development processes while the broader research project was still underway.
In this sense, the compilation format served not only as a means of structuring the dissertation
but also as a strategic choice to maximize the impact and relevance of the research.

To that end, the following sections outline the broader educational and institutional
landscape in which EMP is taught and clarify the key conceptual frameworks (Sections 1.3, 1.4
and 1.5), providing the necessary background for interpreting the structure and logic of this
dissertation. It is within this context that the main research questions (Section 1.6) first took
shape, serving as the foundation for the empirical studies included in this dissertation.
Following the discussion of the contextual background and the articulation of the main research
questions, we highlight the scholarly and practical relevance of our research (Section 1.7). It is
followed by a dedicated methodological section (Section 1.8) which outlines the overall
research design, including the narrative literature review, the development and validation of


https://m2.mtmt.hu/gui2/?mode=browse&params=publication;36194545
https://doi.org/10.22521/edupij.2025.16.252
https://m2.mtmt.hu/gui2/?mode=browse&params=publication;36830389
https://doi.org/10.22521/edupij.2026.20.1
https://m2.mtmt.hu/gui2/?mode=browse&params=publication;36116665
https://doi.org/10.1007/s42321-025-00207-1
https://doi.org/10.1007/s42321-025-00207-1
https://m2.mtmt.hu/gui2/?mode=browse&params=publication;36351722
https://doi.org/10.1016/j.ssaho.2025.102024

student and teacher questionnaires, and the comparative analyses of motivational drivers and
barriers. Then, the logic of inclusion and the thematic interconnections between the five articles
will be discussed in detail, followed by concise summaries of each study within this
introductory part of the dissertation (Section 1.9). Subsequently, the full-text versions of the
five peer-reviewed articles are presented as stand-alone chapters (Chapter Two to Chapter Six).
As all papers were published in open access journals, they are included in the dissertation
without modification. They are presented in their original content and in a format that closely
resembles the versions appearing in the respective journals. Accordingly, they do not
necessarily adhere to the stylistic or formatting conventions of the APA 7th edition throughout.
Spelling variations likewise reflect the editorial requirements of the journals in which the
articles were published (British or American English) and have been retained to preserve the
authenticity of the original publications. The dissertation concludes with a synthesis of key
findings, a critical discussion of their implications, and reflective observations that bind the
individual studies into a unified scholarly narrative (Chapter Seven). The appendices
(Appendix A to Appendix K) constitute an integral part of the dissertation, providing
supplementary materials that support the transparency, reproducibility, and contextual
understanding of the research. These include summary tables presenting the research design
and methodology applied across the five studies and the main research questions alongside their
corresponding findings (Table DA.1 and Table DA.2, as well as a visual summary of the overall
EMP research project (Figure DA.1), all included in Appendix A; the full versions of the student
and teacher questionnaires (Appendices B—E), and the ethical approval issued by the Doctoral
School of Education (Appendix F). Further supporting documentation is provided, including
the Author Declaration (Appendix G), co-author consent statement, the Al use statement, and a
list of related publications and conference presentations (Appendices H-K).

1.3 What is English for Medical Purposes?

English for Medical Purposes (EMP) is a branch of English for Specific Purposes (ESP)
that focuses on the linguistic and communicative needs of healthcare professionals, medical
students, and others working in medical and health-related fields. As such, it encompasses not
only the acquisition of specialized medical vocabulary, but also the development of
communication skills essential for professional interactions, including patient communication,
interprofessional collaboration, academic discourse, and engagement with medical literature
(Baethge, 2008; Mabher, 1986, 1987; Tweedie & Johnson, 2022).

In the literature, the target audience of EMP is diverse, encompassing a wide range of
non-Anglophone learners whose professional or academic activities are situated within the field
of healthcare. These include undergraduate students of medicine, dentistry and pharmacy as
well as other health science majors who require specialized English language skills to succeed
in their studies and future clinical and professional practice (Sarré & Whyte, 2016). In addition,
postgraduate medical professionals (such as physicians, pharmacists, physiotherapists, and
nurses) often seek EMP instruction to enhance their ability to communicate in international
medical settings, participate in conferences, read and publish research articles, or engage with
patients in multilingual environments. Another important group consists of individuals working
in medical administration, clinical research, or medical translation and interpreting, whose roles
demand high-level proficiency in medical English. The specific needs and motivations of EMP



learners therefore vary widely, but they share a common goal: to acquire the linguistic and
communicative competence necessary for effective functioning within professional
medical/healthcare contexts.

In the present study, we use the term ‘English for Medical Purposes’ (EMP) in its
narrower, discipline-specific sense, referring specifically to EMP instruction among (typically
undergraduate) medical students. As discussed in Study 1 (Stotzer & Farkas, 2024), the term
‘EMP’ is often employed broadly in the literature; however, this broader application risks
obscuring important distinctions between different professional groups within the health
sciences. When subspecialties such as dentistry, pharmacy, physiotherapy, or nursing are also
included, the more appropriate and inclusive term would be English for Health Sciences
Purposes (EHSP). This terminological differentiation is essential, as the linguistic needs,
terminology, learning contexts, and expected communicative competences may vary
significantly across health professions. While certain findings from the present study may hold
relevance for the related fields, others may not be readily transferable. Accordingly, our research
was limited to medical students in Hungarian-language undergraduate programs, and our
interpretation of EMP aligns with this target group.

Both in Hungary and in international contexts (in non-Anglophone countries), teaching
EMP is typically carried out by language professionals with a background in English language
teaching, applied linguistics, or translation studies (Jurkovi¢ et al., 2024; Szymanska-Tworek
& Makowska-Songin, 2019; Vega Umaiia, 2020). In most cases, these educators are trained
teachers of English as a foreign or second language (EFL/ESL) who have not specialized
formally in the medical profession. While some may possess degrees or certificates related to
the healthcare domain, it is more common for EMP teachers to develop their expertise through
self-directed learning. Given the interdisciplinary nature of the field, EMP instruction requires
not only pedagogical skills but also a working knowledge of medical discourse, communication
norms in healthcare settings, and domain-specific terminology. As a result, EMP teachers often
operate in a space that bridges language education and medical communication, navigating both
linguistic and content-related challenges in the classroom.

1.4 Teaching and learning Languages for Specific Purposes in Hungary

As globalization and international academic mobility have intensified, the need for
discipline-specific language instruction has become more pronounced across a wide range of
fields, including business, law, science, engineering, and medicine. As university-level
language instruction has gradually shifted from general English towards more specialized,
discipline-specific varieties (Einhorn, 2022; Hyland, 2022; Supunya, 2023), Languages for
Specific Purposes (LSP), including and especially ESP, seem to be gaining an increasingly
significant role in Hungarian higher education in recent years. LSP instruction in Hungary
typically takes place in university settings, where elective or compulsory courses are offered as
part of undergraduate programs.

The Program and Outcome Requirements (KKK in Hungarian) of General Medicine
programs in Hungary, as stipulated in Section 16/A of Act CCIV of 2011 on National Higher
Education, are officially issued by the minister responsible for higher education and are binding
for all higher education institutions. Nevertheless, the individual universities have autonomy in
developing their curricula. At the time of our research project, including both the pilot (2022)



and main study (2024) phases, institutional implementation of the KKK requirement — namely,
that graduates be able to communicate their medical knowledge effectively in foreign-language
environments — varied considerably across Hungary’s four medical schools. In practice, this
resulted in divergent approaches: two institutions (Semmelweis University and the University
of Pécs) required students to pass a medical language exam as part of graduation requirements,
whereas the other two (the University of Debrecen and the University of Szeged) did not.
Furthermore, although elective courses in English or German for Medical Purposes were
offered at the latter institutions, it was, for example at the University of Szeged, possible to
complete the medical degree without taking any language or medical language courses at all.

Recent legislative changes in Hungary (Act LIX of 2022 contains provisions that amend
Act CCIV of 2011 on National Higher Education*) have further strengthened the role of LSP
instruction, requiring institutions to provide students with opportunities to develop LSP
competencies. As a result, there is growing demand for LSP (predominantly ESP) courses that
go beyond general language proficiency and equip learners with the communicative tools
necessary for specialized academic and workplace contexts.

While LSP courses are now more institutionally embedded (partly as a result of
regulatory mandates), the status of LSP instructors remains poorly defined. In the Hungarian
higher education system, there is currently no officially recognized position or job title for “LSP
teacher”. Most LSP instructors are employed under the general category of language teachers’
(often with teaching loads equivalent to those of secondary school language teachers, even
though LSP instruction demands a markedly different and more time-intensive set of
competencies). Others seek to enhance their professional legitimacy by pursuing academic
advancement, typically through doctoral studies and research activities. Despite the lack of
formal recognition, the representatives of this “profession” have a self-organized community:
the Hungarian Association of Teachers and Researchers of Languages for Specific Purposes®
(SZOKOE), established in 2003, offering a professional forum for LSP practitioners,
facilitating research dissemination, and fostering dialogue within the field.

This paradox (where LSP instruction is increasingly expected to be provided at a high
level, yet the instructors themselves operate in a structurally underdefined role) raises important
questions about professional identity, institutional recognition, and long-term sustainability.
These tensions underline the importance of continued research and dialogue on LSP education
and LSP teacher development in Hungary and beyond.

4 Original Hungarian text of the amendment: 2022. évi LIX. térvény egyes felsGoktatassal, szakképzéssel és
feln6ttképzéssel 6sszefliggd torvények modositasardl - 7. A nemzeti felsGoktatasrol szol6 2011. évi CCIV. torvény
modositasa - 37. § Az Nftv. a kovetkezd 49/A. §-sal egésziil ki: ,,49/A. § A felsdoktatasi intézmény gondoskodik
az [...] idegen szaknyelvi ismeretek oktatasardl, [...] biztositja [...], hogy a hallgat6 megszerezhesse a [...]
szakképzettség gyakorlasahoz sziikséges idegen szaknyelvi ismereteket. A felsGoktatasi intézmény [...] biztositja
a tudasmérés lehetdségét a hallgatd részére és értékeli az idegen szaknyelvi ismeretek megszerzését. A
felsdoktatasi intézmény a tantervben meghatarozhat az idegen szaknyelvi ismeretként elfogadhatd allamilag
elismert nyelvvizsgat vagy mas nyelvtudasmeérést.”

5 Under the current provisions of the Hungarian Act on Higher Education (Act CCIV of 2011 on National Higher
Education), language teachers working within universities are not formally recognized as academic staff or
university instructors in the full legal sense.

® For the English site of the Association, see http:/szokoe.hu/?lang=en
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1.5 How to capture motivation in learning English for Medical Purposes?

This section serves a dual purpose. First, it provides a brief overview of how motivation
is conceptualized in the broader field of language learning research. Second, it highlights those
aspects of motivation that are particularly relevant in the context of EMP, where learning goals,
learning conditions, and professional trajectories differ in important ways from those associated
with English for General Purposes (EGP). By establishing this conceptual foundation, the
section prepares the ground for the subsequent discussion of motivation frameworks that are
later operationalized in the empirical studies included in the dissertation.

1.5.1 Motivation in language learning

Language learning motivation is an intensively researched area (Lamb, 2017); however,
teaching and learning ESP (including EMP) is largely different from teaching and learning EGP
in several ways. If we accept that learning (and teaching, as a matter of fact) ESP (especially
EMP) is different from learning (and teaching) EGP in many aspects, we can assume that there
may be some motivational factors that are more relevant in learning ESP/EMP, and the
exploration of these factors may be beneficial to language learners and language teachers alike.

The 1990s saw the emergence of a new generation in the research of language learning
motivation represented by, among others, many outstanding Hungarian researchers such as
Zoltan Dornyei, Marianne Nikolov, Judit Kormos, and Kata Csizér. The research on language
learning motivation is multidisciplinary, i.e. researchers take into account the perspectives and
findings of the most important disciplines: biology, physiology, psychology, pedagogy,
sociology, and ethics. As Hutchinson and Waters (1987, p. 48) point out, motivation is a
complex and highly individual matter. In the literature, the following two definitions are
frequently cited — Dornyei and Ottd’s definition of second language (L2) motivation (Ddrnyei
& Otto, 1998, p. 65):

“In a general sense, motivation can be defined as the dynamically changing cumulative

arousal in a person that initiates, directs, coordinates, amplifies, terminates, and

evaluates the cognitive and motor processes whereby initial wishes and desires are

selected, prioritized, operationalized and (successfully or unsuccessfully) acted out”.
Pintrich and Schunk (2002, p. 5) define motivation as “the process whereby goal-directed
activity is instigated and sustained”. The two definitions share the word ‘process’, which gains
importance if we look at Dornyei’s (2005, pp. 66—67) three phases of L2 motivation research,
where the third stage is labelled as the ‘process-oriented period’ which is characterized by an
interest in motivational change. According to Al-Hoorie (2017), the new emerging themes of
language motivation include the dynamic, affective, unconscious and long-term aspects of
motivation to learn languages.

According to Dornyei (2005, p. 76), Self-Determination Theory (SDT) has been “one
of the most influential approaches in motivational psychology, and several attempts have been
made in the L2 field to incorporate certain elements of the theory to explain L2 motivation”.
Deci and Ryan’s SDT (Ryan & Deci, 2017) focuses on various types of intrinsic and extrinsic
motives. Brown (1994) emphasizes the importance of intrinsic motivation in language learning.
Intrinsic motivation is self-rewarding, i.e. we are doing something because it is inherently
interesting or enjoyable (Ryan & Deci, 2000). On the other hand, in the classic case of extrinsic
motivation, one is propelled (coerced, seduced, pressured) to act. According to Ryan and Deci
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(2017), the intrinsic-extrinsic ‘dichotomy’ should be seen rather as a continuum (also as the
autonomy—control continuum). Furthermore, extrinsically motivated behaviors can vary widely
in the extent to which they are controlled versus autonomous (Ryan & Deci, 2017). Thus, we
can assume that some of the medical students may have internalized and integrated the idea and
importance of learning EMP even if they were required to take an EMP exam, while for some
of the students, the exam certainly will appear as an external coercive factor. On the other hand,
for some of the presumably ‘intrinsically-driven’ students, other factors may also prevail as
external regulation (e.g. strong parental guidance or expectations).

Pavel (2020) in her study carried out in Romania, also aimed to explore the motivation
of tertiary students (in the healthcare domain) to learn EMP/ESP. Her questionnaire included
questions on motivation and learning strategy (based on Oxford’s taxonomy; Oxford, 1990).
One of Pavel’s hypotheses was that medical students are strongly motivated to learn EMP,
mainly in the hope of working abroad. Therefore, she assumed that extrinsic motivation would
be the main factor in the language learning process. At the same time, she acknowledged that,
based on her personal experience, language learners are enthusiastic about attending language
classes and willing to take on extracurricular tasks — all of which go well beyond extrinsic
motivation. To her surprise, the students scored higher on intrinsic motivation than on extrinsic
motivation.

1.5.2 Integrative and instrumental motivation

Integrative and instrumental motivation/orientation/attitude are also frequently used in
motivation research. The term integrativeness was created by Gardner and Lambert (1959,
1972). This component of language learning was meant to describe one’s interest in language
learning in order to interact with valued members of the other community (Gardner was
originally inspired by the Canadian bilingual context) (Gardner, 2001, p. 1). According to
Brown (1994), a distinction should be made between integrative and instrumental orientations,
and we should not use the word ‘motivation’ instead of ‘orientation’. “Orientation means a
context or purpose for learning; motivation refers to the intensity of one’s impetus to learn”
(Brown, 1994, p. 75). Brown also points out that the dichotomy of instrumental and integrative
orientations cannot be confused with extrinsic and intrinsic motivation.

Csizér and Kormos (2007) define integrative orientation as a means of identifying with
a given language, the speakers of the language, and their culture. The extent of integrative
orientation indicates how much energy students are willing to invest in language learning
(Csizér & Kormos, 2007, pp. 2-3). Instrumental orientation is characterized by external factors
such as obtaining a degree, earning more money, or having a better job. In such a case, language
i1s more like a ‘tool’ in the hands of the language learner in possession of which they can achieve
their personal or professional goals. This aspect of language learning is clearly present in
learning EMP. At the same time, this type of motivation can also positively affect language
learning (Gardner & Maclntyre, 1991). Csizér and Kormos (2007) ask how integrative
motivation can be interpreted in Hungary, where intercultural contact is not an issue. An answer
is provided by Dornyei, who says that by learning English, the learners’ goal is no longer to
identify themselves with a particular target language culture but to become a “cosmopolitan
citizen of the world” who can make themselves understood (Csizér & Dornyei, 2005). In the
context of EMP, integrative motivation could describe the motivation (drive) of the language
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learner or language user to become a member of an international medical discourse community:
either as a reader of medical articles published in international journals, or as an author of such
articles, or as a lecturer at the university teaching international students, or as a physician
working at/attending a conference abroad. This concept is supported by the research of Tomak
and Sendula-Paveli¢ (2017) from the University of Rijeka, Croatia. In the research of Csizér
and Kormos (2007), integrative and instrumental motivation are no longer seen as mutually
exclusive but as mutually reinforcing concepts (Dettai, 2019). The picture is further nuanced
by the recognition that motivation is not a fixed but a dynamic and constantly changing
construct, and as a result, language learning motivation needs to be examined as a process
(Csizér & Dornyei, 2005; Dornyeir & Otto, 1998; Kormos & Csizér, 2005; Szaszko, 2020;
Ushioda, 2001).

1.5.3 Dornyei’s L2 Motivational Self-System and the concept of ‘engagement’

It was Dornyei who fused second language learning (L2) motivation with the
psychological theories of the self. One of the most effective methods of modern mainstream
psychology is the theory of possible selves’, which attempts to link the human self with human
action (Dornyei & Ushioda, 2011, p. 80), and examine their interaction (Szaszko, 2020).
Dornyei’s L2 Motivational Self-System (L2MSS) posits (Dornyei, 2013, p. 13) that there are
three primary sources of the motivation to learn a foreign/second language: “(a) the learner’s
vision of oneself as an effective L2 speaker, (b) the social pressure coming from the learner’s
environment and (c) positive learning experiences”. Accordingly, EMP learners/medical
students visualize themselves as effective language speakers in the future: they imagine how
they will perform, communicate, and write in English as fully-fledged physicians/researchers.
As stated in Dornyei’s (2005) theory of L2MSS, language learners’ motivation is directly
influenced by three factors: (1) the students’ ‘ideal L2 self’, i.e. to what extent they can
see/visualize themselves as they are using the foreign language at a high level in the future; (2)
the students’ ‘ought-to L2 self’, i.e. “the attributes that one believes one ought to possess to
meet expectations and to avoid possible negative outcomes” (Ddrnyei, 2009, p. 29); (3) last but
not least, students’ motivation is also shaped by their language learning experiences (Csizér,
2012, 2019). According to Csizér (2020), in the case of secondary school students, the latter,
i.e. the effect of language learning experiences, is stronger than the effect of the ideal L2 self.
As Csizér (2020) has pointed out, in the case of university students, the effect of these two
factors seems to be equal, and in the case of adult language learners who were examined as a
separate category, the effect of the ideal L2 self has been found stronger than that of language
learning experiences.

Takahashi and Im (2020) conducted an empirical comparison of Deci and Ryan’s SDT
(1985) and Dornyei’s L2MSS examining their respective predictive power in relation to L2
achievement. Their findings suggest that internalized motivation is a strong predictor of
intended learning effort, which in turn contributes to L2 proficiency (Takahashi & Im, 2020, p.
691). Notably, they found that the influence of the ideal L2 self was considerably weaker than
that of the learners’ prior L2 learning experience (this latter contradicts what is originally argued
in the theory).

7 “Possible selves are visions of the self in a future state; they represent the individuals’ ideas of what they might
become, what they would like to become, and what they are afraid of becoming” (Markus & Nurius, 1986).
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The interest in understanding language learning motivation is not only theoretical but
also fundamentally pedagogical. A more fine-grained understanding of learners’ motivational
dispositions enables the design of more effective and responsive language instruction, as it
sheds light on why learners invest effort, how they envision their future language use, and what
factors sustain or undermine their commitment to learning. At the same time, it is widely
acknowledged that language learning motivation is shaped by a multitude of individual, social,
and contextual factors, many of which lie beyond the direct influence of teachers. What
educators can meaningfully influence, however, is the degree and quality of learners’
engagement in the learning process. While motivation explains why learners intend to learn a
language, engagement captures how this intention is translated into sustained action,
participation, and effort within the learning process (Mercer & Dornyei 2020). Student
engagement has become a central focus in Dérnyei’s later work and can be seen as a conceptual
extension of the L2MSS.

1.5.4 Motivation in learning ESP and EMP

Although a substantial body of research has examined motivation and attitudes toward
language learning more broadly, relatively few studies have focused specifically on the
motivational factors and attitudinal dynamics associated with learning ESP, and even fewer
have addressed EMP in particular. In the ESP context, Dudley-Evans and St John (1998) were
among the first to argue that language learners’ motivation depends on their ability to connect
English with their profession or occupation of interest. This premise is now widely accepted,
particularly in light of English’s firmly established status as the global language (world
language) in academia (Ddrnyei & Ushioda, 2011, p. 72). Lu and Corbett (2012, p. 4) emphasize
that medical students need to be able to communicate effectively in often difficult or stressful
situations in addition to learning the specific terms associated with their profession. According
to Tomak and Sendula-Paveli¢ (2017), successful ESP instruction depends on identifying
learners’ specific needs, applying contemporary pedagogical methods, and integrating materials
that genuinely engage students. Wette (2018) likewise found that participants of ESP courses
often perceive them as more motivating than general English courses, primarily due to their
pragmatic orientation. While affective factors, such as affinity for a language, its culture, or its
speakers, can be central to language acquisition more generally (particularly for languages other
than English; see Dettai, 2019), ESP tends to function primarily as an instrumental tool. For
learners in medical or research-oriented fields, English is often viewed less as a cultural object
and more as a means of advancing academic or professional goals.

As can be seen from the above, the practice-oriented nature of ESP is a major motivating
factor. Tomak and Sendula-Paveli¢ (2017) studied motivation toward studying ESP among
medical and healthcare students. They categorized motivational factors into three groups:
instrumental, integrative, and personal motivation subgroups. They found that students of
medical and healthcare studies were more integratively motivated (Tomak & Sendula-Paveli¢,
2017, p. 151). It means that they learn ESP because they want to integrate into the target
language society or better collaborate with their colleagues (Tomak & Sendula-Paveli¢, 2017,
p. 166). This theory of belonging is supported by the research of Pavel (2020), who argues that
the need to belong to the target language community is consistent with the psychological needs
described in the self-determination model (Deci et al., 2002): the need for competency,
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autonomy, and belonging. Among the limitations of their research, Tomak and Sendula-Paveli¢
mention that many more aspects of motivation could be investigated (e.g. language learners’
anxiety, the role of parental expectations/encouragement, student behavior, context, etc.).

In the case of medical doctors, the concept of belonging to the target language (discourse)
community can be used both in a narrow and a broad sense. In a broad sense, it refers to the
target language discourse community (e.g. physicians practicing in Hungary will need English
if they want to publish articles, hold conference presentations, or simply keep up with the
rapidly developing medical science as readers). In a narrow sense, belonging to the target
language community refers to working abroad. In our view, the latter is not a negligible aspect
either, since in exploring the motivations of Hungarian medical students, we must take into
account that many of those who consciously choose to learn EMP are planning their future
abroad. To accomplish this goal, an advanced level of English is essential.

1.6 Research gaps and research questions

The research presented in this dissertation was shaped by the evolving recognition of
EMP as a distinct yet variably defined subfield within ESP. Given the considerable conceptual
ambiguity surrounding EMP, where the term is often applied inconsistently to a range of learner
groups and content types, it was essential to begin by clarifying the scope and theoretical
underpinnings of the field. This conceptual inquiry informed the research questions of our
Study 1, a narrative literature review (Stotzer & Farkas, 2024), which sought to define EMP
more precisely (Study 1: RQI), establish its growing educational relevance (Study 1: RQ2),
and examine the professional background of those who teach it (Study 1: RQ3) (for the list of
research questions/objectives, see Table D2 below and Table DA.2 in Appendix A).

Building on this conceptual groundwork, the second phase of the research turned to the
question of student motivation: specifically, how medical students’ motivation to learn EMP
could be captured through a context-sensitive measurement tool. Empirical research exploring
medical students’ motivation to learn EMP remains scarce, particularly in non-English-medium
instruction (non-EMI) settings. Existing studies have primarily focused on the intrinsic—
extrinsic or instrumental—integrative motivation dichotomies, leaving more nuanced, theory-
driven approaches underutilized. To date, no research has applied Dornyei’s L2 Motivational
Self System (L2MSS) to investigate the motivational profile of medical students learning EMP,
even though this framework has proven effective in a wide range of second language acquisition
contexts. Study 2 (Stotzer et al., 2025¢) thus focused on the development and validation of an
EMP-specific questionnaire, drawing on Ddrnyei’s L2 Motivational Self System (L2MSS) and
incorporating supplementary psychosocial dimensions. Two key research questions guided this
stage: whether the adapted and contextualized scales were appropriately structured and
internally consistent for the Hungarian EMP context (Study 2: RQ1), and whether the extracted
principal components formed coherent motivational dimensions with meaningful
interrelationships (Study 2: RQ2). The validation process established the psychometric
soundness of the instrument and laid the groundwork for further investigation into motivational
predictors.

Study 3 (Stotzer et al., 2026) sought to explore how these motivational dimensions—
both ‘core’ (Ideal L2 Self, Ought-to L2 Self, Integrativeness, Instrumentality-Promotion,
Instrumentality-Prevention) and ‘supplementary’ (Self-Confidence, Self-Efficacy, Positive and
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Negative Attitudes toward EMP, L2 Anxiety)—influence students’ Intended Learning Effort
(ILE) in the context of learning EMP. The research objectives of this study were twofold: to
examine the direct and indirect effects of the ‘core’ motivational variables on ILE (Study 3:
RO1), and to investigate how the ‘supplementary’ psychosocial constructs shape those core
dimensions that significantly predict learning effort (Study 3: RO2).

Recognizing the central role that instructors play in shaping student motivation, the next
study, Study 4 (Stotzer et al., 2025b) shifted focus to the teaching side of EMP, an area often
overlooked in empirical research. Given the limited number of EMP specialists available, we
expanded our sample to include a broader group of LSP teachers, whom we accessed through
the Hungarian Association of LSP Teachers and Researchers (SZOKOE). This study explored
their educational backgrounds and professional identity (Study 4: RQI) and the main
challenges and difficulties they face in their teaching practice (Study 4: RQ2). This broader
view enabled us to position EMP instruction within the wider landscape of LSP education,
shedding light on structural constraints, identity dilemmas, and professional development needs.

The final study, Study 5 (Stotzer et al., 2025a), adopted a dual-lens approach,
simultaneously examining medical students’ and their EMP teachers’ perspectives on the key
motivational drivers and barriers influencing EMP learning. This comparative design allowed
us to identify areas of alignment and divergence between the two groups (Study 5: RO1-3),
offering deeper insights into how motivational engagement in EMP is co-constructed (or at
times, undermined) within the learning environment. By collecting and contrasting data from
both stakeholders, the study contributes to a more holistic understanding of the motivational
dynamics at play in EMP contexts.

Together, these five studies provide an integrated account of EMP motivation and
instruction in Hungary, moving from theoretical clarification to instrument development,
motivational modelling, teacher identity research, and dual-perspective analysis. The
dissertation highlights the value of studying EMP not only as a linguistic or curricular
phenomenon, but as a complex, socially situated process shaped by the intersecting experiences
of students and educators alike.

Table D2 List of research questions and research objectives

Research questions / Research objectives
Study1 RQIl How is EMP conceptually defined?
RQ2 What factors underline the importance of learning EMP?
RQ3 Who are the teachers of EMP?
Study 2 RQI1 Are the scales adapted and contextualized to assess the motivational disposition of Hungarian
medical students in the context of learning EMP appropriately structured and internally

consistent?
RQ2 Do the extracted principal components form coherent dimensions, and what relationships
exist among these dimensions?

Study3 ROl To examine and demonstrate the direct and indirect effects of the ‘core’ motivational
dimensions on  medical students’ Intended Learning Effort in the context of learning EMP.
RO2 To explore and demonstrate how ‘supplementary’ variables influence those core motivational

dimensions which have direct effects on Intended Learning Effort.

Study 4 RQI1 What are the educational pathways and professional identity of LSP teachers?

RQ2 What are the main challenges and difficulties of LSP teachers?
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Research questions / Research objectives
Study 5 ROl To identify the most salient drivers and barriers of medical students’ motivation to learn

English for Medical Purposes in non-EMI medical programs.

RO2 To determine the degree of alignment and divergence between students’ and EMP teachers’
perceptions within the same institutional context.

RO3 To derive empirically grounded, practice-oriented implications for EMP curriculum design in

non- EMI settings.

1.7 Relevance and novelty of this research

The teaching of LSPs, including EMP, is in a state of constant evolution, shaped by
shifting pedagogical paradigms, technological developments, and policy changes at both
institutional and national levels. While English has become the global language of academia
(Dornyei & Ushioda, 2011, p.72), teaching and learning EMP has remained an under-
researched area. This dissertation seeks to address this gap by systematically exploring both
student and teacher perspectives on EMP learning and instruction, thereby contributing to a
more nuanced and research-informed understanding of EMP instruction.

The initial impetus for this research was partly personal and practice-driven. Having
taught EMP for over twenty-five years, | have witnessed first-hand the growing complexity of
this educational domain, marked by changing learner needs, curricular constraints, and
institutional expectations. Recurring questions arising from the classroom and broader
institutional contexts prompted me to seek evidence-based answers to issues and challenges
that I, like many other EMP practitioners, face in day-to-day teaching.

From the beginning, the research project was guided by a dual aim: to explore student
motivation and to investigate the professional realities of those who teach EMP. These two
dimensions are inherently interrelated, as student motivation and success are deeply influenced
by the learning environment and the teacher’s role within it. However, despite this, LSP
instructors (including EMP teachers) have rarely been the subject of systematic empirical
inquiry. The dissertation is the first to empirically examine the professional identity, motivation,
and working conditions of EMP/LSP teachers in Hungary, thus addressing a long-standing blind
spot in ESP research.

By foregrounding this topic, the present research aims to bring visibility to the field of
EMP, which has long lacked the attention it deserves. In terms of originality, the dissertation
breaks new ground both theoretically and empirically. First, it clarifies conceptual ambiguities
and provides a comprehensive synthesis of the most recent and significant literature on EMP
motivation. Second, methodologically, it introduces and validates a newly-developed
instrument grounded in Dornyei’s L2MSS, which can be adapted and used in other
(inter)national or institutional settings as well. Third, pedagogically, the studies included in the
dissertation have considerable practical implications. By placing both students and teachers at
the center of analysis, the research promotes a more holistic and inclusive understanding of
EMP, aiming to inform both scholarship and practice in a sustainable and context-sensitive
manner. Ultimately, our goal has been to bridge theory and practice, to generate research-based
insights that can inform real-world educational strategies, support teacher development, and
contribute to more effective and responsive EMP programs.
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1.8 Overview of research methodology

Methodologically, the dissertation is structured around four main strands. First, a
narrative literature review, presented in Study 1 (Stotzer & Farkas, 2024), maps the conceptual
and empirical landscape of EMP and it informed the development of the student and teacher
questionnaires. Second, Study 2 (Stotzer et al., 2025c) describes the development and
validation process of the student questionnaire, while Study 3 (Stotzer et al., 2026) presents the
modeling phase conducted with the now validated instrument, closely building upon the
previous phase. Third, Study 4 (Stétzer et al., 2025b) outlines the methodology of the teacher
questionnaire, which enabled a primarily descriptive analysis of LSP instructors’ professional
background and challenges. Finally, Study 5 (Stotzer et al., 2025a) features a comparative
analysis of student and teacher perceptions, using forced-choice, top-three selection lists
included in both the student and teacher questionnaires. Figure D1 illustrates the structure of
the student and teacher questionnaires, followed by a more detailed elaboration of the four
methodological strands. Together, these methodological strands provide a comprehensive,
multi-perspective examination of EMP teaching and learning in Hungary and a robust
exploration of the two key pillars in the educational ecosystem of EMP: learner motivation and
teacher agency.

Narrative literature EMP — English for Medical Purposes
Study 1 L2MSS  —L2 Motivational Self System
report LSP —Languages for Specific Purposes
v I v
Medical student questionnaire L-L etk ]_*:I\{P)-teacher
questionnaire
demographic questions demographic questions
Study 2 Likert-scale questions Closed ended questions on
(70 items; 6-point) - EMP teachers' competencies
on motivation to learn EMP - Percep‘[j_on of motivation
Study 3 (based on Dérnyer’s L2MSS) - challenges and difficulties

(Dornyei, 2003, 2009)

Open ended questions on
- professional background
- challenges & difficulties
- views on EMP instruction

- identity

Open ended questions on
- learning strategies
- expectations towards EMP teachers
- extra knowledge obtained

Forced-choice, top-three selection
with list of motivators & demotivators Study 5

Figure D1 Structure of the student and teacher questionnaires
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1.8.1 Narrative literature review

The narrative literature review (Study 1, Stotzer & Farkas, 2024) included in the
dissertation serves to clarify the conceptual boundaries of EMP as a subfield within ESP and
map out the existing empirical and theoretical literature on EMP instruction and EMP teacher
identity. Methodologically, the review followed a structured process of source selection, relying
on backward snowballing, inclusion and exclusion criteria, and thematic synthesis. The analysis
offered a critical overview of prevailing definitions, research foci, and gaps, thus laying the
theoretical groundwork for the empirical studies that followed.

1.8.2 Research phase with student questionnaire

The development of the student questionnaire was grounded in Dornyei’s L2
Motivational Self System (L2MSS), a widely used and empirically supported framework in
second language motivation research. While Dornyei’s model has been applied extensively in
various contexts, it was originally designed to measure motivation related to general foreign
language learning, not LSPs. To date, no published study has applied the L2ZMSS framework
specifically to the domain EMP, despite the fact that EMP represents a unique and highly goal-
oriented language learning context where students’ future professional identities and perceived
communicative needs are likely to play a critical role in shaping their motivation. Given that
EMP learners are typically advanced adult learners with clearly defined academic and career
trajectories, their motivational dispositions may differ significantly from those of general
language learners. We presumed that the EMP context is particularly well-suited for an L2MSS-
based investigation, as the model’s emphasis on future self-guides (e.g., Ideal L2 Self) aligns
well with the future-oriented, instrumental goals characteristic of EMP learners.

The original model has been used in a variety of ways by different scholars; however,
the present study drew primarily on the versions developed by Ryan (2009), Taguchi et al.
(2009), and Brady (2019a, 2019b). In our research, however, we did not adopt the L2MSS
questionnaire items in their original or previously applied form. Instead, when we translated the
items into Hungarian, we adapted them to the context of learning EMP, ensuring that each
statement reflected the realities of medical students’ learning environment (for the Hungarian
and English versions of the student questionnaire see Appendix B and Appendix C,
respectively). A comparative overview of the questionnaire structures used by Ryan (2009),
Taguchi et al. (2009), and Brady (2019a, 2019b) and the one we applied can be found in Study 2,
Table A.1. As a result of the pilot study (conducted between November and December, 2022),
the main study (conducted between February and April, 2024) employed a 70-item Likert-scale
questionnaire, comprising the contextualized versions of the L2MSS items tailored to the EMP
learning environment. A 6-point Likert scale was used to deliberately exclude a neutral option
in order to encourage respondents to express a directional stance, thereby reducing central
tendency bias, which is common in attitudinal and motivational research. At the same time, it
is acknowledged that the absence of a neutral midpoint may place greater cognitive demands
on some respondents, may force a choice among participants who genuinely hold neutral or
ambivalent views, and may in some cases result in less stable or less precise responses. This
choice also reflects the scale format applied in the questionnaire used by Brady (2019a, 2019b),
which was adopted and adapted for the purpose of our research.

18



Following expert review and a think-aloud protocol involving medical students, the pilot
study was conducted among students enrolled in the Hungarian-language medical program at
the Albert Szent-Gyorgyi Medical School of the University of Szeged. In the pilot study,
following the prior approval of the Dean of the Albert Szent-Gyodrgyi Medical School, the
Registrar’s Office posted the link to the pilot questionnaire (prepared on the Google platform)
on the medical school’s virtual notice board for the medical students in the Hungarian program
(N = 1200). The main study implemented a nationwide survey by distributing the questionnaire
to all medical students enrolled in the Hungarian-language programs at all four medical schools
in Hungary. Given the limited number of responses (n = 103) obtained during the pilot study,
for the main study we requested permission from the Deans of the four Hungarian medical
schools to have their respective Registrar’s Offices distribute the questionnaire link directly to
the institutional email addresses of medical students enrolled in the Hungarian-language
programs® (N = 5800). This time, the number of respondents was 283. The number of all
respondents in both phases (pilot and main studies) exceeded the above figures. Altogether 161
and 486 students submitted their responses in the pilot and main studies, respectively. It was
because the sample bifurcated at the point where participants were asked whether they had
previously enrolled in an EMP course. Only those who responded affirmatively were presented
with the full set of items targeting their motivation to learn EMP, which are the focus of the
current analysis. Respondents who had not taken an EMP course were instead asked to provide
open-ended responses explaining their reasons for not enrolling. These qualitative comments
were collected for further investigation but are beyond the scope of the present study (for the
overall structure of the research project see Figure DA.1 in Appendix A).

In Study 2 (Stotzer et al., 2025¢), the data analysis began with checking normality using
the Kolmogorov—Smirnov test, skewness/kurtosis values, and visual inspection of histograms
and Q—Q plots. Ten separate Principal Component Analyses (PCA) were conducted, each with
a maximum of 12 items, to identify the component structure. Kaiser—Meyer—Olkin (KMO) and
Bartlett’s test confirmed the suitability of the data for PCA. Components with eigenvalues >1
and explaining at least 33% of the variance were retained. A loading threshold of 0.400 was
applied, and no rotation was performed. Reliability was assessed using both Cronbach’s alpha
(acceptable threshold: 0.7) and McDonald’s omega (acceptable threshold: 0.65 [Kalkbrenner,
2021]), due to non-normality in many variables. Indices were created for each motivational
dimension by averaging the item scores. The resulting scale ranged from 1 to 6, where higher
values reflected stronger disagreement. In addition to PCA, paired t-tests were used to compare
mean scores across dimensions, and Spearman’s correlations examined interrelations among
constructs due to the ordinal nature of the data.

In Study 3 (Stotzer et al., 2026), the validated questionnaire was used to build a
mediation model that explored how both ‘core’ motivational variables (e.g., Ideal L2 Self,
Ought-to L2 Self, Instrumentality—Promotion and —Prevention, and Integrativeness) and
‘supplementary’ variables (Self-confidence, Self-efficacy, L2 anxiety, Attitude toward EMP)
influence students’ Intended Learning Effort (ILE). Data analysis involved linear regression and

8 All undergraduate medical students (years 1 to 6) enrolled in Hungary’s Hungarian-language medical
programs, approximately 5800 students (60% female, 40% male, based on Hungarian Statistical Office data in
2024) were invited to participate (Stotzer et al., 2025a).
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mediation analyses to identify direct and indirect predictors of Intended Learning Effort (ILE).
These analyses helped model how internal and external motivational components interact to
shape students’ effort investment in EMP learning.

The description of the methodology related to the forced-choice selection section of the
student questionnaire is provided below, in Section 1.8.4.

1.8.3 Teacher questionnaire

Study 4 (Stotzer et al., 2025b), focuses on LSP instructors. Given the small number of
EMP specialists in Hungary, the study employed a broader sampling strategy and surveyed 44
LSP teachers from 15 Hungarian higher education institutions (HEIs). The custom-designed
questionnaire included 10 demographic items, 22 closed-ended questions, and 9 open-ended
questions (for the Hungarian and English versions of the teacher questionnaire see Appendix D
and Appendix E, respectively). It investigated participants’ educational backgrounds, career
trajectories, teaching responsibilities, and perceived challenges. Descriptive statistical analysis,
Kruskal-Wallis tests, and Monte Carlo simulations were used to examine group-level trends
and subgroup differences. Open-ended responses were thematically analyzed to yield
qualitative insights into professional identity and institutional positioning. The teacher
questionnaire was distributed between February and April 2024 with the assistance of the
Hungarian Association of Teachers and Researchers of Languages for Specific Purposes
(SZOKOE), who helped disseminate the link to their members. In addition, we contacted 19
foreign language centers and organizational units at 17 HEIs offering LGP and LSP courses,
requesting their support in forwarding the questionnaire to colleagues involved in LSP teaching
(Stotzer et al., 2025b). Although there are no official records of the exact number of LSP
teachers in Hungary, estimates suggest a population of approximately 300 to 350. Accordingly,
the participation of 44 LSP teachers from 15 higher education institutions represents a
meaningful and sufficiently diverse sample for exploratory purposes (Stotzer et al., 2025b).

1.8.4 Comparative analyses in Study 5

The pilot student questionnaire did not yet include the forced-choice items in which
students were asked to select four factors from a predefined list that they believed most
supported their EMP learning, and four factors from another list that they perceived as the most
significant barriers. These items were added to the version of the questionnaire distributed
during the main study and were also administered to teachers—along with additional
questions—within the framework described below. Thus, these forced-choice items were
included in both the student and teacher questionnaires (see Appendices B—E). The design of
these items was informed by the findings of Mezei and Fejes (2020), who conducted semi-
structured interviews with 12 teachers (primary education, upper grades) to explore their
perspectives on the practical application of the TARGETS dimensions (Task, Authority,
Recognition, Grouping, Evaluation, Time, and Social Relationship) in classroom settings. The
data from these interviews were analyzed and the authors identified factors that teachers
perceive as motivators and demotivators in their professional practice. These lists served as our
basis for the compilation of the lists presented in Study 5, Table 3 (Stotzer et al., 2025a). We
used these lists as a starting point and adapted them to better suit the higher education EMP
context by excluding items deemed less relevant and adding factors such as teacher’s EMP
proficiency, teacher’s discipline-related knowledge, learners’ anxiety, and the teacher—student
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relationship, which were more pertinent to the university setting under investigation. The
refined lists were then transformed into two forced-choice items: both EMP students and EMP
teachers were presented with the adapted lists of motivational drivers and barriers and were
asked to select the three they considered most influential in the context of EMP learning.

Study 5 (Stotzer et al., 2025a) complements the findings of the previous studies by
comparing students’ perceptions of key motivational drivers and barriers with those reported
by their EMP instructors. In the comparative analysis of motivational drivers and barriers, only
the responses of EMP teachers were considered, rather than those of LSP instructors. This was
a deliberate methodological choice, based on the rationale that only EMP teachers (those who
directly teach EMP to Hungarian medical students) are familiar with the linguistic, curricular,
and motivational specificities of the context under investigation. The questionnaire responses
from this group thus offered insights grounded in the same instructional environment as the
student sample.

The comparison relied on forced-choice, top-three selection items, which required
participants to choose the three most salient motivators and demotivators from a refined list of
factors (originally adapted from Mezei & Fejes, 2020). These lists were modified to reflect the
higher education EMP context. In terms of data analysis, a two-step procedure was followed.
First, items were analyzed based on raw selection frequencies across both student (n=283) and
EMP teacher (n=20) groups. Second, these selections were organized into broader motivational
and demotivational dimensions, inspired by Ddrnyei’s L2 Motivational Self System and
relevant pedagogical constructs. Frequencies were normalized as proportions of possible
selections to allow for valid cross-group comparisons. This method enabled a clearer
interpretation of patterns in the rankings and revealed key areas of convergence and divergence
between student and teacher perspectives, using a structured forced-choice checklist
administered to both groups.

1.9 Summaries of the included studies

Before presenting the full-text versions of the five peer-reviewed publications that form
the core of this dissertation, a brief summary of each article is provided below. These concise
overviews serve to contextualize the subsequent chapters and illustrate how the individual
studies collectively advance our understanding of EMP learning and teaching in the Hungarian
higher education context. The five peer-reviewed articles that form the backbone of this study-
based dissertation are not standalone publications in isolation, but thematically and
conceptually interlinked components of a coherent research program. The overarching aim of
this program was to better understand the dynamics of student motivation to learn EMP within
the Hungarian higher education context, from both learner and teacher perspectives. To achieve
this, the research was structured along a logical progression, moving from conceptual
clarification to instrument development, empirical investigation, teacher-focused inquiry, and
ultimately, comparative interpretation.

The research project began by addressing a foundational issue: the conceptual ambiguity
surrounding EMP itself. Although EMP is widely used as a curricular label, its definition, scope,
and relation to other LSP domains often remain unclear. Study 1 (Stotzer and Farkas, 2024)
thus provides a narrative literature review that lays out a conceptual framework, differentiating
EMP from related terms such as English for Health Sciences Purposes (EHSP), and calling for
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more context-sensitive pedagogical and institutional approaches. Building on this conceptual
grounding, the next step was to examine student motivation, a factor known to be crucial in
second language acquisition. At the time of the research, no validated instrument existed in
Hungary that could reliably measure medical students’ motivation to learn EMP. Moreover,
although international studies have explored EMP motivation, none of them have employed
Dornyei’s L2 Motivational Self System (L2MSS), which we found particularly suitable for
capturing the future-oriented, identity-related aspects of learning EMP in non-EMI contexts.
Dornyei’s L2MSS is a framework that emphasizes learners’ self-concept, ideal language selves,
and future-oriented vision, providing particularly suitable lens for exploring EMP motivation.
Study 2 (Stotzer et al., 2025¢) reports on the development and validation of a L2MSS-based
questionnaire, which we contextualized and tailored to the Hungarian EMP context. Armed with
this validated instrument, Study 3 (Stotzer et al., 2026) presents the results of a nationwide
questionnaire-based study involving 283 Hungarian medical students. Using regression and
mediation analyses, it identifies the key motivational predictors of intended learning effort
(ILE), emphasizing the central role of Ideal L2 Self and Integrativeness, reframed here not as
cultural assimilation but as identification with a global medical community. Fully aware that
learners’ motivation is inherently shaped by its context, Study 4 (Stotzer et al., 2025b) shifts the
analytical focus to the teacher side of this particular learning environment. Teachers, including
LSP/EMP instructors, play a pivotal role in shaping the conditions for learning, yet their
experiences and challenges are rarely investigated. This article explores the professional
identity, challenges, and institutional embeddedness of Hungarian LSP teachers through a
national survey, highlighting the resilience and self-directed development that characterizes this
often invisible group. Finally, Study 5 (Stotzer et al., 2025a) brings together the student and
teacher perspectives by comparing their responses to a shared set of forced-choice items. Both
groups were asked to identify the top three motivators and demotivators in EMP learning.
Crucially, this study focuses on EMP teachers who teach the very students who completed the
student questionnaire, making it possible to generate comparative insights grounded in a shared
educational setting. The results reveal strong alignment on many points (e.g., the role of career
goals and language anxiety) but also highlight areas of divergence that have direct pedagogical
implications for curriculum design and classroom practice.

Taken together, the five studies build a cumulative and interwoven understanding of
EMP learning motivation in Hungary. They demonstrate that conceptual clarity, context-
sensitive tools, learner voices, and teacher perspectives are all essential for designing effective
EMP instruction.

1.9.1 ContEMPorary matter: Updating our understanding of English for Medical Purposes

This focused narrative review, Study 1 (Stotzer & Farkas, 2024) addresses long-standing
conceptual and pedagogical ambiguities in the field of EMP, a specialized subset of English for
Specific Purposes (ESP) that appears to be gaining increasing prominence in medical education.
Despite its growing visibility, EMP is often loosely defined and inconsistently applied across
institutional and disciplinary boundaries. The review argues for a more precise terminology and
proposes a functional distinction between EMP (used specifically for medical students and
physicians) and English for Health Sciences Purposes (EHSP), which refers to the broader array
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of health-related disciplines such as physiotherapy, dentistry, and nursing (Stotzer & Farkas,
2024).

The paper begins by situating EMP within the broader ESP landscape, acknowledging
the global dominance of English in medical science and academia (D1 Bitetti & Ferreras, 2017;
Heming & Nandagopal, 2012). It highlights how EMP differs fundamentally from English for
General Purposes (EGP) and English as a Foreign Language (EFL), as it is both purpose-driven
and content-based, aligned with the communicative and professional needs of medical learners
(Dudley-Evans & St John, 1998; Pavel, 2020).

The review also challenges traditional approaches to needs analysis, arguing that they
must evolve beyond linguistic target descriptions to include motivational factors, learning
strategies, and student preferences for instructional format (Bui & Huong, 2023). Moreover, it
emphasizes the complex professional profile of EMP teachers, many of whom lack formal
training in medical disciplines and thus rely on self-education, professional resilience, and
collaboration with medical content specialists (Sarré & Whyte, 2016; Bajzat, 2020;
Chateaureynaud & John, 2022).

Drawing on recent EU-level initiatives such as TRAILs and CATAPULT, the review
underscores the need for a formal competence framework and structured career pathways for
LSP/EMP educators (Sarré, Skarli, & Turula, 2021). These developments are especially
pressing given the growing demands for authentic, integrated, and learner-centered EMP
instruction in both Hungarian and international contexts.

In conclusion, this article provides a conceptual and terminological foundation for
subsequent empirical investigations into EMP motivation and teaching practices. By calling for
terminological clarity, context-sensitive pedagogy, and institutional support, it offers not only a
theoretical reframing of the field but also practical directions for curriculum planners, teacher
educators, and language policymakers aiming to strengthen EMP instruction in higher
education.

1.9.2 From theory to instrument: Developing an L2 motivational self system-inspired
questionnaire

In an era where English has become the global language of science and medicine,
mastering EMP is crucial for non-Anglophone medical students. However, despite the
increasing importance of EMP, research on medical students’ motivation in this domain remains
scarce, and existing tools fail to adequately capture the specific motivational factors influencing
EMP learners. Addressing this gap, Study 2 (Stotzer et al., 2025¢) presents the development
and validation of a novel questionnaire, rooted in Dornyei’s L2 Motivational Self System
(L2MSS), to assess medical students’ motivation for learning EMP.

The study surveyed 283 medical students from four medical schools in Hungary, all
enrolled in non-English-medium instruction (non-EMI) programs. Using Principal Component
Analysis (PCA) to examine the internal structure of the adapted questionnaire. The Kaiser-
Meyer-Olkin (KMO) test and Bartlett’s test of sphericity confirmed the dataset’s suitability for
PCA, while Cronbach’s a and McDonald’s @ were used to establish internal consistency. The
questionnaire measured nine motivational dimensions, including Ideal L2 Self, Ought-to L2
Self, Integrativeness, Instrumentality (Promotion and Prevention), Attitude toward EMP, Self-
Efficacy, Self-Confidence, and L2 Anxiety.
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A key contribution of this study is the development of a methodologically sound and
globally adaptable instrument, filling a critical research gap in ESP (English for Specific
Purposes) and EMP motivation studies. Unlike previous research that predominantly focused
on instrumental vs integrative motivation dichotomies, this questionnaire provides a
multidimensional perspective, offering a more nuanced understanding of medical students’
motivation to learn EMP.

The results revealed that Hungarian medical students’ motivation is primarily driven by
their Ideal L2 Self (i.e., their vision of themselves as competent EMP users in their future
careers) and Self-Efficacy (belief in their ability to succeed in EMP learning). Instrumentality-
Promotion, reflecting the recognition of career and academic benefits from EMP mastery, was
also a strong motivational factor, whereas Ought-to L2 Self (external pressures to learn EMP),
representing external pressures, played a less significant role. These findings align with
previous research showing that goal-oriented motivation is a defining characteristic of EMP
learners. Additionally, the study identified two distinct attitudinal components, one reflecting a
positive outlook toward EMP and another capturing negative perceptions, suggesting that some
students experience anxiety or resistance toward learning EMP.

Beyond its theoretical contributions, this study offers practical insights for curriculum
development and pedagogical strategies in EMP instruction. The study highlights practical
ways to enhance EMP instruction by aligning teaching strategies with students’ motivational
profiles. Authentic materials, professional simulations, and task-based learning could
strengthen students’ Ideal L2 Self by helping them visualize their future roles as competent
English-speaking professionals. Additionally, addressing L2 anxiety through confidence-
building activities and supportive learning environments could further enhance engagement.
The validated questionnaire not only serves as a diagnostic tool for educators but also offers a
framework for future research in other national and institutional settings.

By developing a contextualized, empirically tested instrument, this study makes a
significant contribution to understanding EMP learning motivation. It bridges the gap between
theoretical insights and practical applications, enabling educators to tailor curriculum design
and pedagogical approaches to better support medical students. In the long run, fostering EMP
proficiency not only enhances students’ academic and professional opportunities but also
strengthens their ability to participate in international medical discourse, benefiting both their
careers and the broader healthcare community.

1.9.3 Running a diagnostic on motivation: Exploring motivational dynamics underlying non-
Anglophone medical students’ efforts to learn English for Medical Purposes

Study 3 (Stotzer et al., 2026) explores an underexamined yet increasingly significant
area in English for Specific Purposes (ESP): the motivational factors influencing non-
Anglophone medical students’ efforts to learn EMP. As EMP becomes central to medical
education globally, understanding what drives students to engage meaningfully with it is
essential for effective curriculum design. Despite its growing relevance, existing motivational
research in EMP has largely overlooked contemporary frameworks, such as Doérnyei’s L2
Motivational Self System (L2MSS). This study addresses this gap by offering a context-
sensitive motivational model tailored to the realities of medical education.
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Drawing on a newly developed instrument grounded in L2MSS and augmented with
psycho-social variables, the study surveyed 283 Hungarian medical students enrolled in
Hungarian-medium instruction (HMI) programs across four universities. All participants had
completed at least one EMP course. The questionnaire captured core motivational dimensions
(e.g., Ideal L2 Self, Integrativeness, Instrumentality) and supplementary constructs (e.g., Self-
confidence, Self-efficacy, L2 anxiety). Using linear regression and mediation analyses, the
authors mapped direct and indirect predictors of Intended Learning Effort (ILE).

Three core dimensions emerged as direct predictors of ILE: Integrativeness, Ideal L2
Self, and Instrumentality-Prevention. Notably, Integrativeness exerted the strongest influence,
reframed in this context not as cultural assimilation but as identification with a global
professional community. Medical students demonstrated motivation to engage with EMP not to
integrate into English-speaking cultures but to participate in international research, publishing,
and collaboration, which are hallmarks of contemporary medical careers.

The Ideal L2 Self also strongly predicted learning effort. Students with a clear self-
image as proficient future EMP users (delivering presentations, publishing in English, or
communicating internationally) were more committed to their studies. Instrumentality-
Prevention, though weaker, also contributed to motivation: students sought to avoid
professional set-backs associated with inadequate EMP competence.

Interestingly, neither Instrumentality-Promotion nor Ought-to L2 Self showed direct
effects on ILE. However, both had significant indirect effects via their influence on
Integrativeness and Ideal L2 Self. This suggests that external expectations and aspirational
goals may serve as motivational “primers,” but their effects on effort are mediated by more
internalized, self-conceptual variables.

The study also examined how supplementary psychosocial variables shaped these core
motivators. Self-confidence emerged as a particularly strong predictor of both Integrativeness
and Ideal L2 Self, indicating that students who feel capable in English are more likely to identify
with a professional linguistic identity. Self-efficacy supported Ideal L2 Self development, while
L2 anxiety enhanced prevention-based motivation. Positive attitudes toward EMP boosted both
Integrativeness and Instrumentality-Prevention, while negative attitudes weakened the latter,
revealing the affective underpinnings of motivational engagement.

Pedagogically, the findings advocate for a shift toward authentic, simulation-based
instruction. Content- and context-based teaching that integrates real-world materials and
professional scenarios can reinforce students’ vision of themselves as confident users of EMP.
Skills labs, role-playing clinical interactions, and interdisciplinary course design offer fertile
ground for cultivating both motivation and language proficiency. Collaboration between EMP
educators and medical faculty is essential to this approach, ensuring that language instruction
reflects real medical contexts and fosters sustained engagement.

The study also highlights the need to reduce classroom anxiety and bolster student
confidence. A supportive, inclusive learning environment (with peer collaboration, scaffolded
tasks, and a low-stakes atmosphere) can help students build self-efficacy and reinforce their
Ideal L2 Self. These psychosocial supports are critical for transforming latent motivation into
active learning effort.

Although based in Hungary, the study’s theoretical model and instrument are readily
adaptable to other non-Anglophone settings. The results offer a roadmap for understanding and
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enhancing EMP motivation globally. Moreover, the findings underscore the urgent need for
specialized training programs for EMP instructors — professionals who must bridge linguistic
expertise with medical domain knowledge.

By developing a nuanced motivational model and offering empirically grounded
pedagogical strategies, this study makes a significant contribution to EMP scholarship. It offers
clear implications for curriculum design, instructional practice, and international research,
ultimately aiming to equip future medical professionals with the linguistic and psychological
tools needed to thrive in an increasingly globalized healthcare landscape.

1.9.4 Self-appointed and self-taught? Professional characteristics and challenges of LSP
teachers in Hungary

Study 4 (Stotzer et al., 2025b) investigates the professional background, self-concept,
and challenges of LSP (Languages for Specific Purposes) teachers in Hungarian higher
education, a population often overlooked in language education research. Although the demand
for ESP/EMP courses is increasing, the role of LSP teachers remains underdefined, with no
official qualification pathways or professional category existing in Hungary. As a result, many
LSP instructors perceive themselves as self-appointed (having entered the field without formal
disciplinary qualifications) and self-taught (having acquired subject-matter knowledge and
teaching strategies through independent learning, rather than institutional training).

The study is based on a national survey distributed with the assistance of SZOKOE (the
Hungarian Association of Teachers and Researchers of Languages for Specific Purposes) and
university-based language centers. The sample consisted of 44 LSP teachers from 15 Hungarian
higher education institutions, representing a broad range of disciplinary domains and teaching
experience. While acknowledging the limitations posed by the absence of national statistics on
the actual size of this professional group, the authors estimate the population to be around 300—
350, which positions the sample size as meaningful for exploratory purposes.

The questionnaire contained closed-ended questions covering sociodemographic data,
educational background, institutional affiliation, and teaching load, as well as teachers’
perceptions of motivation, support, and professional challenges. Additionally, open-ended
questions invited respondents to reflect on their career paths and perceived role in LSP
education. The results reveal a complex professional identity shaped by both pedagogical
adaptability and institutional marginality. Respondents highlighted the time-intensive nature of
LSP curriculum development, lack of collaboration with content experts, and the absence of
structured professional development opportunities tailored to their context.

Many participants viewed themselves as educational mediators rather than disciplinary
insiders, and expressed concerns about limited recognition, unclear career advancement routes,
and insufficient institutional support. Despite these obstacles, a strong sense of professional
resilience and learner-oriented commitment emerged, underscoring the self-driven nature of
their engagement with LSP teaching.

The study contributes to the international literature by offering an empirically grounded
snapshot of LSP instructors’ realities in a Central European context. It also calls for the
development of formal frameworks and support systems that recognize the hybrid expertise of
LSP teachers and help legitimize their professional role in higher education.
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1.9.5 Motivational drivers and barriers in learning English for Medical Purposes:
Perceptions of Hungarian medical students and EMP teachers

Study 5 (Stotzer et al., 2025a) investigates which factors enhance or hinder medical
students’ motivation to learn EMP, drawing on the dual perspectives of learners and instructors.
The study was motivated by the increasing yet still under-researched role of EMP in Hungarian
higher education, where EMP courses are integrated into Hungarian-medium medical curricula,
but their motivational impact remains largely unexplored.

A forced-choice questionnaire was administered to 283 Hungarian medical students and
a subset of 20 EMP teachers (selected from a national sample of 44 LSP instructors).
Participants were asked to select the three most significant motivational drivers and barriers to
EMP learning from carefully curated item lists. These lists were adapted from Mezei and Fejes’s
(2020) interview-based study on the TARGETS motivational framework, with refinements to
reflect the higher education context. For example, items such as role modeling and peer
competition were excluded, while teacher-related aspects (e.g., EMP proficiency, content
knowledge) and affective factors (e.g., anxiety, shyness) were added.

Results indicated a high degree of alignment between students and teachers regarding
key motivational drivers: both groups emphasized career goals, personal interest, and a sense
of achievement. These were conceptually grouped under Dornyei’s (2005, 2009) L2
Motivational Self System, with the Ideal L2 Self emerging as the strongest motivational
construct. Teachers additionally stressed their own personality and the use of innovative
methods, suggesting professional awareness of their influence on student motivation.

Similarly, both groups identified demanding schedules, language anxiety, and fear of
failure as leading demotivators. These were categorized based on whether they stemmed from
the broader learning environment, teacher-controlled variables, or internal learner states.
Interestingly, teachers perceived instructional shortcomings (e.g., poor feedback, inadequate
materials) as more demotivating than students did, pointing to a sense of professional
responsibility and instructional self-reflection. Meanwhile, students more frequently cited peer
disengagement as an issue, indicating sensitivity to classroom dynamics.

The study contributes to the literature by providing a comparative, data-driven insight
into how students and teachers perceive EMP motivation in parallel. Pedagogical implications
include: (1) integrating EMP with medical content to reinforce career relevance; (2) fostering
psychologically safe, feedback-rich classroom environments; and (3) supporting EMP teachers
through targeted institutional development. By clarifying where student and teacher perceptions
converge or diverge, the study offers actionable guidance for more motivation-sensitive
curriculum and instruction in EMP settings.
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CHAPTER TWO

ContEMPorary matter: Updating our understanding of
English for Medical Purposes
(Study 1)

In this chapter, we include our focused narrative literature review (Stotzer & Farkas, 2024),
published in a Q3-ranked journal. The study is presented in the dissertation exactly as published
in the journal, with no content alterations, and is provided in a searchable format. In accordance
with the journal’s requirements, the references have been formatted according to the Chicago
Manual of Style. The published study is open access and freely available. Throughout the
dissertation, this article is cited as (Stotzer & Farkas, 2024).

Authors Year Title Journal SJR
ContEMPorary matter: .
. . . Journal of Teaching
Stotzer, A., Updating our understanding . . Q3
Farkas, E. 2024 of English for Medical English for Specific and Education MIML

Purposes Academic Purposes

Stétzer, A., & Farkas, E. (2024). ContEMPorary matter: Updating our understanding of English
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Abstract. There is a growing interest in learning and teaching English for Specific Purposes
(ESP) at tertiary level in countries where English is not the primary language. Due to
globalization, there has been a shift from learning and teaching English for General Purposes
(EGP) to ESP in universities worldwide, and English for Medical Purposes (EMP), a notable
subset of ESP, is no exception. This narrative review aims to contribute to understanding the
evolving landscape of EMP development and teaching by highlighting aspects of EMP that
warrant revisitation. Through a focused approach, the concept of EMP is investigated first and
we argue that it is essential to clarify the applied terms, proposing 'English for Health Sciences
Purposes' (EHSP) for multiple healthcare disciplines and reserving 'English for Medical
Purposes' (EMP) specifically for medical students and physicians. In addressing the second
research question, this paper emphasizes the importance of learning EMP by highlighting its
distinct target audience and emphasizing that EMP is purpose-driven, content-based, and
tailored to medical contexts, offering learners a competitive edge. The review also underscores
the need for new types of needs analyses. In answering the third research question, it has been
found that EMP teachers often lack formal medical training but are required to teach specialized
content. Despite recent EU initiatives offering professional development for Languages for
Specific Purposes teachers, EMP instructors must continually self-educate. Their role requires
adaptability, flexibility, and modern teaching skills, as they act more as facilitators and
collaborators than traditional language instructors. Hopefully, the findings of upcoming
empirical studies will help develop student-centered approaches to EMP and may lead to a
supportive environment for the effective teaching of this specialized field.

Key words: English for Medical Purposes, English for Specific Purposes, learning and
teaching English for Medical Purposes, EMP teachers

1. INTRODUCTION

In non-Anglophone countries, where English is not the first or official language,
universities are increasingly shifting from teaching and learning English for General
Purposes (EGP) (i.e., English as a Foreign Language) to teaching and learning English
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for Specific Purposes! (ESP) (Dou et al. 2023; Hyland and Wong 2019). The emergence
of ESP is undoubtedly due to the fact that English has become a global phenomenon,
dominating communication in numerous fields (Dyvik 2023; Galloway and Rose 2015).
This trend is particularly visible in fields such as business, engineering, law, and
medicine, where specific professional language use is essential (Rahman 2015).
Moreover, English has unquestionably become the international language of science and
technology (Di Bitetti and Ferreras 2017; Larsen-Pusey and Pusey 1987; Pavel 2014;
Rose 2018). It is widely accepted that the ability to communicate in English has become
an integral part of being and becoming a scientist (Mic¢i¢ 2013). Especially in medicine,
as Heming and Nandagopal (2012, 485) argue, ‘English is the de facto language of
international medicine’; and a good command of English is required to obtain essential
medical and scientific information (Dzuganova 2019).

This brings us to the focus point of this literature review: teaching and learning
English for Medical Purposes (EMP)2. In light of the growing interest in EMP, it has
become timely to conduct a focused narrative literature review to revisit the definition
and concept of EMP, identify the main stakeholders (medical students and EMP
teachers), and highlight new areas where further research is needed. The relevance of this
literature review lies in addressing aspects of EMP that have received little discussion so
far. Its limitation is that due to the interdisciplinary and multidisciplinary nature of the
field — situated at the interface between applied linguistics, psychology of language
learning, higher education, and adult language learning — the search and mapping of the
literature were challenging, inevitably leaving the review far from being comprehensive.

EMP is primarily investigated within the realms of linguistics and applied linguistics,
but this narrative literature review focuses on some of the pedagogical aspects of teaching
and learning EMP that have received less attention in research. Thus, it aims to address
the following research questions:

RQ1 How is EMP conceptually defined? (Chapter 3)

RQ2 What factors underline the importance of learning EMP? (Chapter 4)

RQ3 Who are the teachers of EMP? (Chapter 5)

This literature review follows a thematic structure to answer the above research
questions. It starts with the description of our strategy for reviewing the literature. It is
followed by an attempt to clarify what EMP is, providing an overview of the various
terms used in defining this segment of specific language use, accompanied by our own
elucidation and definition of EMP. We then justify why EMP should be taught at medical
schools, and how this approach is supported by relevant scholarly sources. A section in
this chapter is devoted to intriguing questions related to EMP teachers. Since the
relevance and need for teaching EMP at medical schools are often justified by needs
analyses, the subsequent section discusses needs analyses in the field of EMP and the
lessons learned from them. In the conclusion, we outline the areas where further research
is needed to gain a deeper understanding of this specialized field.

1 English for Specific Purposes has been defined as ‘the branch of English language studies that concerns the
language, discourse, and culture of English-language professional communities and specialized groups, as well
as the learning and teaching of this object from a didactic perspective’ (Sarré and Whyte 2016, 150).
2 For a historical trends and the evolution of EMP through publications see Shomoossi et al. (2019).
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2. METHODS AND DATA ANALYSIS

This chapter outlines the methodology used to search and select relevant literature for
this focused narrative review of the literature on EMP. The aim was to review studies
related to our research questions concerning EMP. First, we identified key databases, set
criteria for inclusion and exclusion, and selected keywords to guide the search process.

We used academic databases, academic networking sites, and academic publishers’
searchable sites (see Table 1) to ensure adequate coverage of the subject matter.

Table 1 Databases used for reviewing the literature on English for Medical Purposes

Academic Databases Academic Networking |Academic Publishers
Clarivate/Web of Science Academia Cambridge University Press
Dissertations and Theses Global ResearchGate De Gruyter

EBSCO John Benjamins

ERIC Oxford Handbooks Online
Google Scholar Oxford Research Encyclopedias
JSTOR

ProQuest Central
ScienceDirect

Scopus

Taylor & Francis Online
Wiley Online Library

The search process involved several steps. Initial searches were conducted in the
databases using search terms such as “English for Medical Purposes”; “English for
Doctors”; “Medical English”; “needs analysis” AND (“English for Medical Purposes” OR
“English for Doctors” OR “Medical English”), and, in addition “English for Specific
Purposes [ESP] teachers” OR “Languages for Specific Purposes [LSP] teachers”. Titles and
abstracts were screened to assess their relevance to our research questions. Irrelevant studies
were excluded at this stage. The selected articles were reviewed in full to determine their
suitability based on the inclusion criteria (see Table 2), which were set to identify reliable
sources, peer-reviewed articles, books, and theses that provided empirical data, theoretical
insights, or comprehensive reviews related to the research questions.

Table 2 Inclusion and exclusion criteria applied for reviewing the literature
on English for Medical Purposes

Inclusion criteria Exclusion criteria

1) Address any of the identified key areas related |1) Purely linguistic in nature
to the research questions 2) Not peer-reviewed

2) Deal with ESP or LSP as long as the source in |3) Do not provide information relevant to
question contain relevant particular answering the research questions
information on EMP and the teachers of EMP |4) Published before 2000 unless considered

3) Accessible through the selected databases or seminal and frequently cited in recent
the library of affiliated University literature

Due to the complexity of the subject matter, we proceeded and processed the
literature primarily by backward snowballing, a technique involving the identification of
additional studies by reviewing the references of the already selected articles. This method is
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particularly effective for discovering seminal works that might not be captured through initial
database searches alone, especially in the field of teaching and learning EMP.

To ensure the use of up-to-date literature, we focused on articles published after 2000.
This timeframe was chosen to capture contemporary trends and developments in the
field, especially considering the significant changes over the past two decades. However,
the timeline for our literature review begins with 1986 because this year saw the
publication of Maher’s (1986) frequently cited definition of EMP (see Chapter 3).

3. WHAT IS ‘ENGLISH FOR MEDICAL PURPOSES’?

Findings from this literature review confirm that, depending on which aspect is
emphasized, various terms are used to describe the ‘international language of medicine’.
In addition to EMP, less frequently used terms include ‘Medical English’ (Baethge 2008)
and ‘Medical English as lingua franca’ (MELF) (Tweedie and Johnson 2022), where the
main emphasis is on English as the common language among healthcare professionals
from different linguistic backgrounds. The most frequently used term, however, is EMP.
A well-known and frequently cited definition of EMP was provided by Maher (1986):

the term ‘English for Medical Purposes’ (EMP) refers to the teaching of English for
doctors, nurses, and other personnel in the medical professions... In general terms, EMP
(a) is designed to meet the specific English language needs of the medical learner (e.g.,
nurse, GP, dentist, etc.); (b) focuses on themes and topics specific to the medical field; (c)
focuses on a restricted range of skills which may be required by the medical learner (e.g.,
for writing a medical paper, preparing a talk for a medical meeting, etc.)

However, we found that the use of the term EMP (and its shortened version: English for
Medicine) is not consistent throughout the literature. Some surveys include only physicians
or medical students as learners of EMP, while other surveys involve nurses, nursing
students, and sometimes other health professionals (HPs) as well (see needs analyses in
Chapter 4.2). This inconsistency arises from the broad, general interpretation of the word
‘medicine’ in English, referring to any branch of medical science. In Figure 1, an asterisk
indicates the problematic term, sometimes involving exclusively physicians or to-be
physicians, and sometimes other representatives or students of other health professions.

When applying the occupation-based classification, the name of the subspecialty which
is teaching the specific English language to medical students and physicians is clearer:
‘English for Doctors’. The duplicity of the terms as exhibited in Figure 1 results from two
ways of classifying ESP in the field of Health Sciences (HS), depending on whether the
classification is based on discipline or occupation. In the middle of Figure 1, ‘English for
Academic Purposes’ (EAP) and ‘English for Research Publication Purposes’ (ERPP) (the
latter introduced by Flowerdew and Habibie 2021) are inserted to create intersections with
each subspecialty since these are essential for all HPs pursuing academic work.

We argue that it is necessary to clarify the terms we use since the subspecialties seen in
Figure 1 have started to distinguish themselves from other subspecialties (e.g., teaching
English for Dentistry is largely different from teaching English for Physiotherapy). For clarity,
we suggest using the term ‘English for Health Sciences Purposes’ (EHSP) or ‘English for
Healthcare Professionals’ when multiple disciplines of HS are involved, and reserving EMP
for when the learners are medical students or physicians. In this paper, ‘EMP’ will refer
specifically to ‘English for (Medical) Doctors’.
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English for Specific Purposes
in the field of Health Sciences

Occupation-based
classification

Discipline-based
classification

English
for

Academic
Purposes

English for Biome

English for
Dentistry

Scientists

English
for

Research
Publication Purposes

Fig. 1 Classification of English for Specific Purposes in the fields of Health Sciences
based on discipline and occupation

From our research conducted among medical students and LSP teachers (work in
progress)®, and from our teaching experience, we know that even if certain elements of the
terminology of EHSP are the same (e.g., taking patient history, talking to patients, general
anatomy and physiology terms), there are notable differences in the language use of these
disciplines across various dimensions: (1) technical* vocabulary: although dentists, pharmacists,
physiotherapists, nurses, and other allied HPs share some of the terminology (jargon), their
essential vocabulary sets are largely different; (2) needs and expectations: the learners’ goals in
developing their English language skills for their prospective careers may vary considerably
(e.g., to read literature, publish, give presentations, or work abroad); (3) level of English
proficiency of learners (although it has to be noted that EMP learners are rarely beginners).

EMP must also be distinguished from Content and Language Integrated Learning (CLIL)
and English-Medium Instruction (EMI). Our findings indicate that these terms define
particular methods of delivering specific knowledge of English and the settings in which they
are taught. The targeted learners, content material, and the focus of imparting knowledge
differ. Table Al in the Appendix® clarifies these terms and their relation to EMP.

In this literature review, our definition of EMP (from a pedagogical viewpoint) is as
follows:

% In spring 2024, we conducted a questionnaire-based study among medical students in which we aimed to
explore their motivation in learning EMP. We adopted Dérnyei’s questionnaire (in Taguchi, Magid, and Papi
2009), which was based on Dornyei’s motivation theory (Dornyei 2005, 2009) and adapted it to the EMP
learning environment. Data analysis is in progress.

4 By ‘technical” we mean ‘a word or phrase used in a specialized field to refer to objects or concepts that are
particular to that field and for which there are no adequate terms in ordinary language. See also: jargon.’
https://dictionary.apa.org/technical-term

® Appendix

37


https://dictionary.apa.org/technical-term
https://uszeged-my.sharepoint.com/:b:/g/personal/stotzer_andrea_maria_o365_u-szeged_hu/EQFYw3p-JCxNtdic6zY888UBC9IHiphzHfpCWWiIFHR_Zg?e=RmVKha

746 A. STOTZER, E. FARKAS

EMP (or ‘English for Medical Doctors’) is considered a branch of English for Specific
Purposes. EMP, the specific language of medicine, is typically taught by native or non-native
English language teachers to non-native medical students in medical schools (mainly in non-
Anglophone countries) as an integral or complementary part of their medical education.
Additionally, EMP is taught to content/subject teachers (medical educators) who teach
medical (content) subjects to ‘international’ medical students in programs where English is the
medium of instruction. EMP is also taught to practicing medical doctors and/or researchers
who need to improve their academic English to publish and present in English®.

4, WHAT FACTORS UNDERLINE THE IMPORTANCE OF LEARNING AND TEACHING
ENGLISH FOR MEDICAL PURPOSES?

4.1. Why English for Medical Purposes and not English for General Purposes?

To capture the specific nature of EMP and argue for its relevance and necessity, it is
important to examine to what extent the teaching and content of EMP differ from
teaching English for General Purposes (EGP) either as English as a Foreign Language
(EFL) or English as a Second Language (ESL)’. Based on our findings in the literature,
teaching EMP is distinctively different in several ways, many of which relate to the
learners of EMP as listed below. In today’s increasingly student-centered education, it is
natural that the answer lies in the learners’ interest:

(1) Target audience and context. EMP is taught at medical schools, at the tertiary
level. The learners (medical students, practicing physicians, or researchers) will
undoubtedly need English for their studies and throughout their career. They are expected
to read and write articles in English, present at conferences, and communicate with
patients and professionals alike (Sarré and Whyte 2016). In our view, similar to studying
Latin, EMP courses should be made available (if not compulsory) for non-native medical
students at medical schools in non-Anglophone countries, as this would effectively aid
their studies, professional development and career advancement.

(2) Learner profile. EMP learners are considered adults, as they are over 18 years of
age. It is known that adult language learners generally ‘take a more proactive role and use
a variety of resources to promote their language learning” (Papi and Hiver 2020, 228).

(3) Purpose-driven learning. EMP is learnt for a specific purpose. It means it serves as a
tool in the hands of its users (Dudley-Evans and St John 1998, 4-5). Maher’s (1986)
definition also emphasizes the ‘instrument-like’ (instrumental) nature of EMP. When a
language is learnt for a specific occupational or professional purpose, it inevitably changes the
motivation to learn that language (Pavel 2020). Therefore, exploring medical students’
motivation to learn EMP would be a significant step forward in EMP research and practice.

(4) Competitive advantage. Nowadays, English must be separated from other languages in
the sense that it has become a basic educational skill (Domyei and Ushioda 2011, 72).
According to Graddol (2006, 15), this also means that no competitive advantage can be gained

6 Since medicine is a discipline that goes hand in hand with the pressure and need for publishing in English
(‘Publish or Perish’ phenomenon), practicing physicians and researchers working in this field often express their
need for courses or further training in English for Research Publication Purposes (ERPP).

T ESL is taught in countries where English is the dominant or official language, while EFL learners are in non-
English-speaking countries.
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by the mastery of English. This may be true for general English, but not for ESP, especially in
the field of science and academic publishing. Meta-research conducted by Amano et al. (2023)
has found that non-native English speakers spend more time, money, and effort than native
English speakers to have their papers published. It means that medical students who invest
energy and time in learning EMP gain a competitive advantage: they will have a higher chance
of succeeding. Their knowledge of EMP will help them during their university years and after.
(5) Content-based teaching. Teaching EMP is usually content-based, relying on
authentic materials from the medical context (e.g., authentic doctor—patient dialogues,
patient information leaflets, and discharge summaries). However, there are approaches to
make it more context-based (Wiertlewska 2019), and we agree that EMP can and should
be taught as a subject complementing medical content subjects. In this approach, the
EMP teacher acts as a facilitator, mentor, or language assistant collaborating closely with
content teachers (medical educators) to assist or support the teaching process of medical
content subjects (transdisciplinary didactic approach). Such collaboration requires
cooperation among content teachers, EMP teachers, and students. Anti¢ (2016) suggests a
similar setup, highlighting that in ESP, language teaching and content knowledge are
integrated, which is a motivating combination for students. Flowerdew and Peacock
(2001) also call for cooperation between subject specialists (content teachers) and
English teachers. According to Barron (1992, as cited in Flowerdew and Peacock 2001),
collaboration can be achieved in at least two ways. In the first method, content teachers
provide insights into their teaching material, and the EMP teacher builds the EMP
material around the discipline-related course content. In the second scenario, the content
teacher participates as a consultant in some language classes recommending topics and/or
projects, commenting on discipline-related subject matter, and helping run discussions.

4.2. What do needs analyses teach us?

Researchers in the field generally agree that teaching any language for specific
purposes should be based on needs analyses (Bui 2022; Bui and Huong 2023; Sarré and
Whyte 2016). According to Rahman (2015), Mubaraq (2017), and Wette (2018),
specialized language courses differ from general language courses in that they assess the
needs of language users and specifically address these needs. Table A.2 in the Appendix®
summarizes the main findings of some of the numerous needs analyses conducted in
several countries around the world.

Needs analyses have been crucial in the development of teaching EMP and researching into
EMP. Their findings refer to the given country or university context, which vary in the evolution
of the necessity of teaching EMP. Thus, these findings are not necessarily universally applicable;
however, there are some lessons to learn, and there are some new avenues of research to open:

(1) Role in early stages. Needs analyses among students or practicing professionals
play an important role at an early stage when these can effectively help in the creation of
course and curriculum design. In Europe (in the European Higher Education Area;
EHEA), the days of traditional needs analyses in terms of EMP are over. Needs should be
assessed from other perspectives and other questions need to be raised: What methods do
students prefer to learn EMP? What language learning strategies do they use when
learning EMP? What motivates them in their learning process?

8 Appendix
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(2) Awareness and motivation. Medical students seem to be aware of the importance of
learning EMP; although their motivation may differ. This has also been confirmed by our
findings in a pilot study we conducted at our University®. Nevertheless, the basic need in terms
of EMP has been clearly established: EMP must be learnt. If EMP must be learnt, it must be
taught. Therefore, one may argue that EMP should be introduced into the medical curriculum
similar to how Latin is already included in the curriculum in many medical schools.

(3) Professional needs. Needs analyses should be conducted among trained medical
professionals as well to determine what EMP knowledge and skills they need in their career.
Their use of EMP and EAP (in specific situations and genres) indicates clearly the EMP
knowledge base and English language skills that EMP students will need later during their
career. These surveys should be performed on an ongoing basis, as needs continuously change
in the rapidly evolving medical field. Thus, the EMP curriculum/course material can be kept
up-to-date, and the necessary skills can be developed, tailored to the real, actual needs.

(4) Teachers’ needs. Needs analyses should also be conducted among EMP teachers.
They repeatedly voice their need for professional and vocational training (Bajzat 2020).
The question is whether there are sufficient opportunities for them to learn and exchange
ideas. Fortunately, recent initiatives within the EHEA have surveyed and addressed the needs
of LSP teachers in higher education (Chateaureynaud and John 2022) (see Chapter 5).

5. WHO ARE THE TEACHERS OF ENGLISH FOR MEDICAL PURPOSES?

Medical practitioners, educators, and researchers need English throughout their careers. If
we accept the fact that English has become a basic skill for medical professionals, the same
way as learning English is increasingly becoming a self-evident, ‘natural’ part of education
(Al-Hoorie 2017, 7), it is reasonable to argue that EMP should be taught at medical schools.
This is consistent with our findings in literature: the need for specialized language education is
probably greater than ever before (Breeze 2020). In many countries, this is indeed the case,
which brings us to a very important question in connection with the EMP teacher: who should
teach EMP?

Due to the scarcity of literature specifically related to EMP teachers, our search was
extended to include search terms like “ESP teachers” and “LSP teachers”. We found that
EMP teachers, like most ESP/LSP teachers (Sarré and Whyte 2016), are native or non-
native, qualified English language teachers, who possess the necessary language and
pedagogical knowledge, but often lack formal education or training in the discipline or
field of specialty the ‘technical language’ of which they teach (Bajzat 2020%°; Pavel 2014;
Sarré and Whyte 2016). It is understandable, particularly in the field of medicine, as a
language teacher interested in teaching EMP is unlikely to pursue a degree in Medicine.
Conversely, trained medical practitioners are highly unlikely to engage in teaching EMP.

°® We conducted a pilot study in November 2022 involving medical students at a Hungarian university. A
questionnaire, which was based on Dérnyei’s motivation theory (Ddryei 2005, 2009) was answered by 161
medical students. This pilot study has been followed by a nation-wide survey involving medical students of all
four medical schools in Hungary (data analysis is in progress).

10 In a survey, conducted by Bajzat (2020), it has been found that the responding ESP teachers (from Romania,
the Netherlands, Japan and Germany) felt that obtaining a PhD degree was more important for them than
obtaining a discipline-related degree to do their job.
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On extending our search, we found two recent EU projects that are important
milestones in LSP teachers’ research. These projects contribute to filling the gaps and
overcoming the shortcomings previously experienced in the field of effective training and
professional development for LSP teachers:

(1) TRAILs project!! is an Erasmus+ R&D initiative which focuses on enhancing the
teaching of Languages for Specific Purposes. The project involved universities
and research institutions from Spain, France, Slovenia, Poland, Italy, Germany, the
United Kingdom, and Croatia. They conducted a complex needs analysis among
LSP teachers to identify the required competences of LSP teachers and develop a
training program for them. Based on their findings, they organized a pilot winter
school for LSP teachers (Chateaureynaud and John 2022).

(2) CATAPULT (Computer Assisted Training And Platforms to Upskill LSP
Teachers) project®? is another Erasmus+ initiative aimed at providing professional
development and training tools for LSP teachers in adult and higher education. It
provides LSP teachers with the necessary skills to teach in the digital era (Sarré,
Skarli, and Turula 2021). The project has developed a common competence
framework that outlines the key competences required for LSP teaching.

Consistent with our personal experiences in teaching EMP, the literature review confirmed
that the work of EMP (and generally, ESP/LSP) teachers is highly complex (Basturkmen
2012; Ding and Bruce 2017). Beyond traditional language teaching roles, they often develop
materials, design courses, and curricula (Cao et al. 2022; Csongor, Német, and Hild 2019;
Kaséakova 2016; Saidi and Afshari 2021); moreover, in order to accomplish these goals, they
frequently conduct research and needs analyses (Belcher 2006). EMP teachers frequently
address issues such as intercultural competencies (Lu and Corbett 2012), soft/transversal
skills, political correctness, and the characteristics of written scientific English (hedging,
structuring, etc.) within the context of their EMP classes. Douglas (2017) notes that ESP
instructors help the learners connect with their chosen domain and integrate into the specific
professional, academic, and vocational culture (discourse community). This integration
requires continuous self-education on the specific content of their chosen specialty (Bozi¢
Lenard and Lenard 2018). There is an extensive amount of background knowledge that EMP
teachers need to acquire about the specialty (medicine), the language of which they teach.
This is largely accomplished by self-teaching because there are very few training
opportunities for EMP teachers (Cao et al. 2022; Chateaureynaud and John 2022).
Participation in further training and ESP-related conferences are frequently mentioned by ESP
teachers as the most important ways of professional development (Bajzat 2020). Douglas
(2017) encourages ESP teachers to look at other ESP domains and contexts for inspiration and
insight. The TRAILs project highlighted the lack of career development prospects for LSP
teachers at European universities.

The role of ESP teachers is both challenging and frustrating. They often do not know the
content better than their students (Brunello and Brunello 2018; Meristo and Lépez Arias 2020).
Inevitably, this unique position impacts their role as teachers: they are no longer the ‘overall
source of knowledge’, but rather should be viewed as language assistants, collaborators,
facilitators, mentors, and consultants. Given this complexity, it is reasonable to assume that
EMP teachers have a high level of flexibility, adaptability, resilience, and proficiency in 21st
century skills. This is undeniably another area that merits further investigation.

1 https://trails.hypotheses.org/
12 https://catapult-project.eu/overview/
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6. CONCLUSION

The limitation of this literature review lies in the multidimensional nature of the topic;
however, with a focused approach, some of the important aspects of EMP have been
pointed out. This focused narrative review began by addressing the first research question
(RQ1: How is EMP conceptually defined?) and examining the concept of EMP.
Consequently, the use of the term ‘EMP’ has been recommended when medical students,
practitioners, or researchers are meant to be the learners of EMP. When an umbrella term
is needed to include other health professionals such as nurses, dentists, etc., using the
term ‘English for Health Sciences Purposes’ would be more demonstrative and accurate.

In answering the second research question (RQ2: What factors underline the importance
of learning and teaching English for Medical Purposes?), the critical role and necessity of
EMP in medical education has been emphasized by highlighting the competitive advantage
which can be gained by mastering EMP during university years. Moreover, mastering EMP
has far-reaching implications: if non-native trainees and trained doctors (and, in general, HPS)
can communicate fluently in English, a globally shared language, it will positively influence
health sciences and, consequently, patient care worldwide. It has also been pointed out that
needs analyses should take new turns and should be carried out among EMP teachers. The
review’s findings confirm that LSP teachers, in general, lack training and further training
opportunities, their work is highly complex, they have to self-teach themselves on the
discipline (the subject-matter/content) the language of which they teach, and there are no
career development prospects. Although there is a growing body of research on teachers’
identities, there is very little research on EMP teachers’ identities, career development,
motivation, training opportunities, and working conditions. Research into the working
methods of EMP teachers would also be beneficial to see what their responses are to the
recent changes (e.g., remote teaching, appearance of Al).

As it has been highlighted, instead of the traditional needs analyses (i.e., surveying the
needs of the students), new questions need to be raised. Nowadays, learners of EMP
should be asked about their learning strategies when learning EMP, and surveying their
motivation would be another important line of inquiry in the field of EMP research.

On reviewing the important aspects of EMP in the literature, future research directions
have been recommended. Hopefully, the findings of upcoming empirical studies will help
develop student-centered approaches to EMP and may lead to a supportive environment for
the effective teaching of EMP.
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Table A.1 Various settings of teaching English for Medical Purposes.

Methods of delivering knowledge

EMP ESP EMI CLIL
taught as:  English for Specific Purposes  English-Medium Instruction Content and Language
Integrated Learning

Definition  “The branch of English “The use of the English “CLIL is an approach in
language studies that concerns  language to teach academic which a foreign language is
the language, discourse, and subjects (other than English used as a tool in the learning
culture of English-language itself) in countries or of a non-language subject in
professional communities and  jurisdictions where the first which both language and the
specialized groups, as well as  language of the majority of subject have a joint role”
the learning and teaching of the population is not English”  (Coyle, 2002)
this object from a didactic (Macaro et al. 2018, 37)
perspective” (Sarré and Whyte
2016, 146)

Level Higher education Higher education Primary and secondary

education

Typically ~ Mainly non-native, Non-native (or native) Non-native (or native)

taught by  trained/qualified English university lecturers (medical teachers who received training
language teachers who professionals) with English in the given subject (e.g.,
specialize (by self-teaching) in  knowledge between B2-C2 biology, physics) AND in
the field of medicine/health (usually without pedagogical ~ English (usually trained in
sciences, usually without any  training) CLIL)
formal training in HS

Learners 1) Non-native (undergraduate)  Non-native (occasionally Non-native primary and
medical students (rarely native) university students at secondary school students in
beginners) medical schools where the countries where English is not
2) Non-native postgraduate medium of instruction is the first language
medical professionals (rarely English (international medical
beginners) programs) (not beginners)*

3) Non-native EMI content
teachers teaching in
international training
programs (Morell 2020)

Purpose Learning medical (technical Content enjoys priority. Some  Content and English language
and non-technical) incidental language learning are equally taught and
vocabulary, written and verbal ~ may take place. assessed.
interprofessional (e.g.,
between a medical doctor and
a nurse) and intraprofessional
communication (e.g.,
doctor—doctor
communication, referrals) and
doctor—patient
communication + English for
Academic Purposes (EAP)

Typical EMP (elective or compulsory)  EMP is used/needed by non- An intersection where

settings in
terms of
EMP

courses are offered to medical
students at medical schools

native university lecturers
(typically holding a degree in
Medicine) to deliver
knowledge on their particular
subject to non-native/native
students attending English-
medium medical education

teaching EMP is similar to
CLIL: language (EMP)
teachers of preparatory
courses of (international
medical programs) at medical
schools are often required to
explain content when teaching
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programs of medical schools  medical terminology and vice

(international medical versa, content teachers

programs) (medical educators) find it
somelimes necessary 1o
correct certain language-
related mistakes or explain
language-related problems

*Our personal experience aligns with literature findings (Bo et al. 2022; Chan et al. 2022): non-native students
within the EMI setting may also require EMP training. These ‘international” students admitted to medical
schools where the medium of instruction and communication is English, often have intermediate to proficient
general English knowledge. However, they likely received their former education (e.g., biology, chemistry,
physics) in their mother tongue. Thus, when they enter English-medium medical education, they are expected
to understand a highly complex content in ‘medical English’ the terms of which they are only vaguely familiar
with. Naturally, this affects the efficiency of their learning process.

Table A.2 Needs analyses conducted among learners/users of English for Medical Purposes
and their main findings

Author Country  Respondents Most important findings
(year of publ.)
Tas¢i Turkey  Medical Students were not satisfied with the English knowledge of their
students language teachers or the available teaching materials.
(2007)
Lecturers Lecturers rated the importance of EMP higher than students.
Hwang Taiwan ~ Medical Students suggested: first-year students should take reading
students classes, second-year students listening classes, and third-year
(2011 students conversation classes.
Epifani Italy Respondents  75% of the respondents stated that they needed English in their
from all work
(2016) fields of HS
Karimnia and Iran Medical 1) Students use their English reading skills most frequently.
Khodashenas students . . . .
(2018) 2) They self-reported the highest level of proficiency in reading.
Lodhi et al. Pakistan  Medical Large gap between the competencies that the doctors acquired
(2018) doctors and the language skills they want to achieve.
working in
academia
Medical Strong demand for EMP is detected among the students.
students
Safiyeh Palestine  Medical 1) Students are most satisfied with their reading skills and least
students satisfied with writing skills.
(2021)
2) 58% said that EMP courses are not intensive enough to
enable them to speak confidently in communication situations.
EMP Four basic skills are equally needed, but the greatest need:
teachers developing writing skills.
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CHAPTER THREE

From theory to instrument: Developing an L2 motivational

self system-inspired questionnaire
(Study 2)

In this chapter, we include our article (Stotzer et al., 2025c) introducing the process of
developing the student EMP motivation questionnaire, published in a Q2-ranked journal. The
study is presented in the dissertation exactly as published in the journal, with no content
alterations, and is provided in a searchable format. The published study is open access and
freely available. In the Introduction and Discussion sections of this dissertation, this article is
cited as (Stotzer et al., 2025¢).

Authors Year Title Journal SJR
. From theory to instrument:
Stotzer, A., developing an L2 Educational Process: Q2
Farkas, E. 2025 .. . . MTMT
motivational self system- International Journal Education E—
Bagyura, M.

inspired questionnaire

Stotzer, A., Farkas, E., & Bagyura, M. (2025). From theory to instrument: Developing an L2
Published as  motivational self system-inspired questionnaire. Educational Process: International Journal,
16(1), 2025252, https://doi.org/10.22521/edupij.2025.16.252
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Abstract

Background/purpose. This study presents the development of a novel
guestionnaire to assess medical students’ motivation to learn English
for Medical Purposes (EMP), addressing a gap in existing tools tailored
to specific language contexts. Based on Dornyei’s L2 Motivational Self
System, the questionnaire uniquely contextualizes its items to address
the specific circumstances of medical students.

Materials/methods. Data were collected from 283 medical students
(undergraduate, years 1 to 6) studying in programs with Hungarian as
a medium of instruction at the four medical schools of Hungary. The
reliability of the variables for each dimension was verified by
Cronbach’s a and McDonald’s w. The Kaiser-Meyer-Olkin measure of
sampling adequacy and Bartlett’s test of sphericity confirmed the
data’s suitability for principal component analysis (PCA), which was
conducted to establish the structure of variables for each dimension.

Results. The PCAs demonstrated that the adapted questionnaire has a
clear and interpretable component structure. The findings reveal that
the respondent medical students are largely intrinsically motivated,
driven by constructs such as the Ideal L2 Self and Self-Efficacy.

Conclusion. This research contributes an empirically tested, adaptable
instrument for measuring EMP motivation across diverse national
contexts and underscores its potential to inform targeted curricular
innovations that enhance engagement through authentic, goal-
oriented educational practices.
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1. Introduction

In an increasingly globalized academic and healthcare environment, the ability to use English for
Medical Purposes (EMP) has become an essential component of medical students' professional
development. This is particularly relevant in medical education programs where English is not the
medium of instruction (non-EMI), yet students are still expected to access international research,
engage in cross-border collaboration, and communicate effectively in diverse clinical settings.
Understanding student motivation to learn EMP in such contexts is of strategic importance, as it
directly influences language learning trajectories, academic performance, and long-term professional
engagement. However, the motivational drivers underlying EMP learning in non-EMI contexts remain
underexplored. Gaining insight into these key motivational variables is essential for understanding
learners' dispositions and designing tailored high-quality EMP instruction. Instructors also need to be
aware of these motivational drivers in order to develop pedagogical approaches that are responsive
to students' specific learning needs. However, developing context-sensitive tools that can reliably
capture students' motivational profiles is necessary to achieve this. This study presents the
development of a novel questionnaire designed to capture medical students' motivation to learn EMP
in non-EMI contexts, with particular attention to the key motivational variables identified within the
L2 Motivational Self System (L2MSS).

In today's globalized world, with English becoming a lingua franca and its role in academic
discourse increasing (Dornyei & Ushioda, 2011), universities are shifting their focus from teaching
English for General Purposes (EGP) to English for Specific Purposes (ESP) (Breeze, 2020; Hyland,
2022). Learning English is increasingly becoming a self-evident, natural part of education (Al-Hoorie,
2017). So much so that Graddol (2006) points out that the mastery of English can gain no competitive
advantage, while this may hold true for EGP, it does not necessarily apply to ESP, including EMP. EMP
is a specialized branch of ESP that focuses on developing the language skills required by healthcare
professionals and students to communicate effectively in medical settings. This includes mastering
medical terminology, understanding professional discourse, and applying these skills in patient care,
medical education, and research. The use of the term EMP is not consistent in the literature. This
inconsistency arises from the broad, general interpretation of the word medicine in English, referring
to any branch of medical science. Therefore, depending on the author's view, in some of the studies,
learners of EMP involve medical students only, while in other studies, students of other health
professions (dentistry, physiotherapy, nursing) are included as well (Stotzer & Farkas, 2024).

As Amano et al. (2023) highlight, science can be costly for non-native English-speaking scholars
who face significant challenges due to language barriers. Non-native speakers often spend
considerably more time on reading and writing in English and encounter higher rejection rates due
to language issues. These obstacles can limit conference participation, hinder publication
opportunities, and add financial and mental health burdens, especially for early-career researchers.
Therefore, it can be inferred that mastering EMP or English for Academic Purposes (EAP) (or English
for Research and Publication Purposes, a term introduced by Flowerdew and Habibie in 2021) early
in one's career could save valuable time and resources in the medical profession as well.

The perceived and recognized need for ESP is also evident in medical schools, where teaching
and learning EMP is gaining importance worldwide (Ahmed, 2022; Johnson & Tweedie, 2024;
Tweedie & Johnson, 2022), especially in programs where the medium of instruction is not English
(non-EMI programs). It should be emphasized that teaching and learning EMP is largely different from
teaching and learning EGP in several ways: (1) EMP is predominantly taught at medical schools; (2)
The learners already have a certain level of English knowledge; (3) The learners are considered adults
in the sense that they are over 18 years of age, and it is known that adult language learners generally
take a more proactive role and use a variety of resources to promote their language learning (Papi &
Hiver, 2020, p. 20); (4) EMP is learnt for a purpose; it is considered a tool in the hands of its users
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(Dudley-Evans & St John, 1998, pp. 4-5), as Hyland (2022) aptly describes ESP as being “unashamedly
applied”; (5) This purposeful nature aligns with the defining characteristic of all subcategories of ESP,
including EMP: they are inherently goal-oriented, as learners’ needs are driven by their future
academic or occupational goals. In addition, nowadays, English must be separated from other
languages in the sense that English is becoming a basic educational skill (Dornyei & Ushioda, 2011, p.
72).

As a result of the aforementioned differences, the motivation for learning EMP and EGP may
vary. Based on the literature and previous research findings, it can be stated that the characteristics
that differentiate learning EMP from learning EGP can significantly influence student motivation.
Understanding student motivation in learning EMP would be crucial because it can provide useful
insights for language instructors and decision-makers alike: (1) It can support the development of
curricula and teaching methods tailored to medical students' needs (Demir & Hamarat, 2022). (2)
Understanding the specific motivational factors can lead to improved educational outcomes. (3)
Mastery of EMP enables students' integration into the international scientific community and
provides access to the latest research findings. As practicing doctors, they will be able to read and
author English-language articles, participate in international conferences, and collaborate in
international medical and scientific initiatives, further contributing to scientific progress. In the long
term, this can benefit patients by raising the quality of healthcare and, consequently, increasing the
number of healthy life years. (4) By deeply understanding students' motivation in learning EMP, we
enhance our ability as instructors to inspire and motivate them effectively (Ushioda, 2022). This is
how investigating and gaining knowledge about (medical) students' motivation can be put to practical
use, thereby bridging theory and practice.

To date, studies on language learners’ motivation in the context of ESP (including EMP) are scarce
(Martin-Gonzalez & Chaves-Yuste, 2024), and we could not find any that comprehensively assess
medical students’ motivation to learn EMP. This highlights a clear gap in the literature, particularly
in relation to the development of context-sensitive and theoretically grounded measurement tools
in non-EMI medical settings. While previous studies have examined motivation in second language
acquisition more broadly, the specific context of EMP in non-EMI medical education has remained
largely unaddressed. Existing tools do not adequately reflect the distinctive needs, goals, and
professional trajectories of medical students learning EMP. Thus, our aim was to develop a
guestionnaire suitable for assessing medical students’ motivation to learn EMP. Given the high stakes
of professional communication in medicine, developing a valid and reliable tool to explore student
motivation in EMP contexts can support more informed instructional design, curriculum planning,
and teacher training.

This article begins with an overview of the relevant literature, discussing why scales based on
Dornyei’s motivational theory were deemed appropriate for adaptation in measuring student
motivation. The methodology section then details the objectives, research questions, participants
involved, the questionnaire development process, and the conditions of data collection followed by
the methods we applied to identify the component structure. Finally, the Discussion and Conclusion
sections answer the research questions and concisely summarize the findings and implications.

2. Literature Review

In the following sections, we examine the motivational theories that directly influenced the
development of the questionnaire items on EMP learning motivation. These theories had provided
the framework for constructing questionnaires in previous studies, and the items of these
guestionnaires we subsequently contextualized to be tailored specifically for students studying EMP.
While studies on language learning motivation are abundant (Al-Hoori, 2017, 2018; Boo et al., 2015;
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Liu, 2024; Mahmoodi & Yousefi, 2022), few focus specifically on the unique motivational factors
specific to learning ESP, let alone EMP.

The intrinsic vs extrinsic dichotomy or continuum has long served as a foundational framework
in motivation research. Deci and Ryan’s Self-determination Theory (Ryan & Deci, 2000a; Ryan & Deci,
2017) elaborates on various types of intrinsic and extrinsic motives. Intrinsic motivation is self-
rewarding, meaning that we engage in an activity because it is inherently interesting or enjoyable
(Ryan & Deci, 2000b), a quality that Brown (1994) highlights as particularly important in the context
of language learning. On the other hand, in the classic case of extrinsic motivation, one is propelled
(coerced, seduced, pressured) to act. Notably, Ryan and Deci (2017) argue that this intrinsic-extrinsic
dichotomy is better conceptualized as a continuum, sometimes referred to as the autonomy—control
continuum. Empirical studies within the ESP field reflect this complexity: Pavel (2020), for instance,
examined tertiary students’ motivation to learn EMP in Romania (see Table 1), initially hypothesizing
that extrinsic motivation, especially the goal of working abroad, would be dominant. Surprisingly, her
findings revealed stronger intrinsic motivation. Similarly, Brady (2021) found intrinsic motivation to
be a stronger predictor of L2 achievement in ESP contexts than extrinsic motivation.

Integrative and instrumental motivation, also referred to as orientation or attitude, are
frequently used concepts in motivation research, initially introduced by Gardner and Lambert (1959,
1972). According to Brown (1994), a distinction should be made between integrative and
instrumental orientations, and we should not use the word motivation instead of orientation.
"Orientation means a context or purpose for learning; motivation refers to the intensity of one's
impetus to learn" (Brown, 1994, p. 75). Originally inspired by the Canadian context, the integrative
component of language learning was intended to describe one's interest in language learning to
interact with valued members of another community. Gardner (2001, p. 1) later admitted that many
other meanings had become attached to the term. When the relevance of this concept was
questioned in monolingual societies like Hungary, Csizér and Dornyei (2005) contextualized
integrative motivation as an aspiration to become a "cosmopolitan citizen of the world." This
perspective aligns well with the goals of EMP, particularly EMP, where learners are often motivated
to become members of the international medical discourse community, whether as readers or
authors of medical literature, university lecturers, or physicians working abroad or attending
international conferences. This perspective is echoed by Tomak and Sendula-Paveli¢ (2017), whose
study shows that students of medical and healthcare studies are more integratively motivated — they
learn EMP because they want to integrate into the target language society or better collaborate with
their colleagues belonging to the target language (discourse) community (Tomak & Sendula-Paveli¢,
2017, p. 166). Instrumental orientation is characterized by practical, goal-oriented factors such as
earning a degree or advancing one's career. This is especially relevant in learning EMP (ESP), and this
type of motivation can also positively affect language learning (Gardner & Macintyre, 1991). Research
indicates that university students often have instrumental motivation in learning foreign languages
(Marosan & Markovi¢, 2019; Rodriguez Mufioz et al., 2024) as observed among Japanese medical
students, who are primarily motivated by the need to read research, communicate internationally,
and attend global conferences (Mathis et al., 2021). English serves as a "vocational passport" for
these students into the international medical community. This also highlights that the desire for
belonging can be interpreted variably, sometimes aligning with integrative motivation and other
times with instrumental motivation, making it challenging to find a clear boundary between the two
(Csizér & Kormos, 2009). Taguchi et al. (2009) refined the concept of instrumental motivation by
distinguishing between promotion-driven (aspiration-focused) and prevention-driven (avoidance-
focused) aspects of Instrumentality. In this framework, Instrumentality-Promotion is linked to
achieving ideal outcomes, such as career success, while Instrumentality-Prevention involves avoiding
negative consequences, such as avoiding failure or meeting obligatory requirements. Notably, Brown
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(1994) points out that the dichotomy of instrumental and integrative orientations cannot be confused
with extrinsic and intrinsic motivation.

Dornyei (2005, 2009) fused second language (L2) motivation with the psychological theories of
the self through the L2 Motivational Self System (L2MSS). L2MSS is based on Gardner's model of
motivation, Markus and Nurius' possible selves (Markus & Nurius, 1986), and Higgins' Self-
Discrepancy Theory (Higgins, 1987). "Possible selves are visions of the self in a future state; they
represent the individuals' ideas of what they might become, what they would like to become, and
what they are afraid of becoming, and thus they denote a unique self-dimension that refers to future
rather than current self-states" (Markus & Nurius, 1986 cited in Dérnyei & Ushioda, 2011, p. 80). In
2015, Boo et al. found that Dornyei's L2ZMSS was the most commonly applied research paradigm in
the field of L2 motivation, and this has not changed since (Fan, 2024). According to L2MSS, language
learners' motivation is directly influenced by three factors: (1) The students' ideal L2 self, i.e., to what
extent they can see/visualize themselves as they are using the foreign language at a high level in the
future; (2) The students' ought-to L2 self, i.e., "the attributes that one believes one ought to possess
to meet expectations and to avoid possible negative outcomes" (Dornyei, 2009, p. 29); (3) The
students' motivation is also shaped by their language learning experiences (Csizér, 2012, 2019).

Several factors supported the suitability of LZMSS for our research goals. First, according to
Dornyei and Ryan (2015), it represents a point of intersection between theory and practice in the
psychology of language learning. Second, the L2MSS framework has gained widespread acceptance
for its adaptability across contexts (Csizér, 2019; Liu, 2024). This adaptable nature was also
highlighted by Lanvers (2016); however, they warn that studies need to look at different learner
groups with different contextual factors, and the L2MSS landscape has long been missing the ESP
context (Brady, 2021, p. 112). Third, the L2MSS has been extensively applied to university students
(Boo et al., 2015; Liu, 2024); however, studies often do not specify whether these students were
learning EGP or ESP.

3. Methodology
3.1. Research Gap and Research Questions

To date, research on language learners’ motivation in the context of ESP, particularly EMP,
remains limited (Martin-Gonzdalez & Chaves-Yuste, 2024). Internationally, few studies (Table 1) have
been specifically designed to capture the motivation of medical students to learn EMP in non-EMI
programs (EMI context: Ahmed, 2022; Chan et al., 2022).

Table 1. Recent studies on medical students” EMP learning motivation in non-EMI programs

5 @
w1
5% g B5E £
S T o g @ T8 @ g
] €2 = €E t © Main findings
g S 5 g E sc £ ©
3 Z a nIES b4 S = (=}
£
£
Tomak Croatia 242 instrumental, 12 5 PCA
integrative, ,
and g Cronbach’s a
< personal students were more
>endula- integratively motivated
Paveli¢ final-year students at the Faculty of Medicine and the Faculty of 8 Y
(2017). Health Studies at the University of Rijeka
Marosan & Serbia 61 instrumental, 20 6  descriptive
Markovi¢ integrative
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(2019).

1st-year medical students of the Faculty of Medicine, University of
Novi Sad

high degree of
instrumental and
integrative motivation

Pavel

(2020)

Romania 329  extrinsic, 10 5

intrinsic

descriptive

1°%- and 2"%-year undergraduates majoring in four specializations at
the Faculty of Medicine, Transilvania University of Brasov: General
Medicine, General Nursing, Balneo-Physio-Kinesiotherapy and
Recuperation, and Clinical Laboratory

students scored slightly
higher in intrinsic
motivation

Demir

and
Hamarat
(2022).

Turkey 320  extrinsic, 14 5 PCA
!ntrmsmf EEA
integrative

CFA
Content
validity ratio

15 and 2"-year students at the Faculty of Medicine, Canakkale
Onsekiz Mart University

The developed tool is
valid and reliable in
identifying the language
learning motivations of
medical students

Hosseini

and
Shokrpour

(2019).

106  teacher 30 5

characteristics

Iran EFA

Cronbach’s a
& teaching
material;
immigration &
personal
aspirations;
instrumental
motivation;
intrinsic /
integrative
motivation;
learning
environment

ANOVA

1st-year nursing and medical students at the University of Medical
Sciences, Shiraz

students who studied
medicine were more
motivated than nursing
students

Mathis et al.
(2021)

113  instrumental, 16 5

integrative

Japan descriptive

Cronbach’s a

2"-year medical students at the medical faculty of a national
university

Students were primarily
instrumentally and
vocationally motivated

Mayers et al.
(2023).

355 instrumental, 10 6

vocational

Japan one-way

ANOVA

three groups of 2"-year medical students at a large national
university

Students are strongly
instrumentally and
vocationally motivated

Note. EMP = English for Medical Purposes; EMI = English as a Medium of Instruction; non-EMI = (programs
where) English is not the medium of instruction; PCA = principal component analysis; Cronbach’s o =
Cronbach’s alpha coefficient; EFA = exploratory factor analysis; CFA = confirmatory factor analysis; ANOVA =
analysis of variance.

These studies tend to focus on the instrumental vs integrative or the external vs internal
motivation dichotomy, occasionally incorporating other dimensions, yet none apply Dérnyei’s L2MSS.
Addressing this gap, we aimed to develop a questionnaire to measure medical students’ motivation
to learn EMP. In this article, our research questions (RQ) are as follows:
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RQ1: Are the scales adapted and contextualized to assess the motivational disposition of
Hungarian medical students in the context of learning EMP appropriately structured and internally
consistent?

RQ2: Do the extracted principal components form coherent dimensions, and what relationships
exist among these dimensions?

3.2. Developing the EMP Motivation Questionnaire

In developing the scale, we drew on Brady's (2019) validated Motivational Factors Questionnaire,
which examines Spanish learners of English. It was inspired by Dérnyei's motivational constructs and
is based on earlier studies by Ryan (2009) and Taguchi et al. (2009). Table A.1 in the Appendix shows
the scales used in previous studies compared to the scale structure we applied in the Main Study
(asterisks indicate scales used in the Pilot Study). Figure 1 illustrates the steps we took in developing
the questionnaire. In adapting the scales, we translated (into Hungarian) and contextualized the
relevant items. Our goal was for the students to think directly about their experiences in their EMP
classes when responding.

eliterature review and research plan
eEthical permission
eInterviews with two experts on medical education and EMP

eTranslating, adapting and developing statements
eExpert opinion (six) on pilot questionnaire items
eThink-aloud protocol (six medical students)
*Piloting (involving one medical school)

eAnalyzing results of Pilot Study
eRevising statements

eData colletion (all four medical schools)
*Analyzing data

Figure 1. Steps of developing a questionnaire on EMP learning motivation
Note. EMP = English for Medical Purposes.

Based on interviews with experts and our experience as EMP instructors, certain items from
previous studies (e.g., cultural interest, parental encouragement) were omitted at the beginning.
While retaining the original intent of the selected scale items, we adapted and contextualized them
based on insights from the prior Pilot Study, expert interviews, students’ views on EMP, and our
experience as EMP instructors (Table 2).
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Table 2. Examples of rewording and/or embedding in the context of some scale items

Scales

[tems/Statements in Brady
(2019)

Statements with their identifying number
as examples of rewording and/or
embedding in context*

Self-Efficacy

| find it quite easy to learn
English.

Q44 | find learning EMP fairly easy.

e 2

223

=38
= Intended Learning | will likely continue to study Q11 I will probably continue to improve
£ Effort English after my degree. my EMP even after | graduate.

Instrumentality — If  don’t learn English, I can’t Q31 EMP is important to me because | do

) work in what | want. not want the lack of it to limit my future

Prevention .

opportunities.
" Instrumentality — Learning English is important Q36 Knowing EMP is essential to me
s . to me because it will be because | think | will need it as a practicing
2 Promotion )
S B essential for work. doctor.
© =
g
o
€ Ideal L2 Self When [ think of my Q18 | see myself as a confident user of
professional career, | see EMP in the future.
myself using English at work.

Ought-to L2 Self Actually, | feel obliged to Q41 | am only studying EMP because it is
learn English; it is not my required by my medical school for
desire. graduation.

Attitude to learning  e.g., Q48 It almost feels natural to me that learning English is necessary,

EMP and now it’s time to learn EMP.

2 L2 Anxiety e.g., Q72 In EMP class, it bothers me when | hear my pronunciation sound
Q too Hungarian (Hunglish).
E) Self-Confidence e.g., Q7 I think | could make myself understood in any professional

(medical) situation in English.

e.g., Q29 Knowing EMP is important to me because it allows me to become
a part of the international professional (publishing and scientific)
community.

Integrativeness

* The distributed questionnaire was in Hungarian. The items indicated here have been translated (back) to
English to demonstrate the extent of modifications.

Note. EMP = English for Medical Purposes

The scales of Self-Efficacy and Intended Learning Effort are based on Brady’s study (2019), and
we barely changed them. Self-efficacy (coined by Bandura, 1977) is often seen as a key component
of motivation: learners who believe in their success in language learning are more able to envision
themselves as future English speakers. Intended Learning Effort, which is often a self-report of
motivated behavior, has been found to be the most common criterion variable used in L2MSS studies
in Al-Hoorie’s (2018) meta-analysis. Statements of Instrumentality-Prevention, Instrumentality-
Promotion, Ideal L2 Self, and Ought-to L2 Self were included in Brady’s (2019) study but underwent
major modifications due to contextualizing (Table 2). The statements of Attitude to learning EMP, L2
Anxiety, Self-Confidence, and Integrativeness were developed specifically for this study. In our
guestionnaire, in the context of EMP, the statements assessing Integrativeness are meant to reflect
the EMP learner’s desire to belong to the international medical discourse community by reading and
writing English-language medical literature, attending international conferences, and joining
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international medical societies. Integrativeness, i.e., belonging to the medical community,
figuratively, refers to belonging to the English-language discourse community (e.g., physicians
practicing in Hungary will need English if they want to publish articles, hold conference presentations,
or simply keep up with the rapidly developing medical science as readers of the literature). Literally
belonging to the target language community may as well refer to working abroad and actually being
part of the English-speaking medical context. In our view, the latter is not a negligible aspect either,
since, in exploring the motivations of Hungarian medical students to learn EMP, we must take into
account that many of them are planning their future abroad. To accomplish this goal, an advanced
level of English (and probably the knowledge of another foreign language) is essential. Table 3 shows
the scales we used in the Main Study, along with the number of items. For the entire questionnaire
in Hungarian and English, see Table A.2 in the Appendix.

Table 3. Scales and the number of items used in the Main Study

Criterion measure
0. Intended Learning Effort
5 items on medical students” commitment and willingness to invest effort in developing
their EMP skills
Motivational Variables
(relating to the learners’ motivation, goals, and expectations in learning EMP)
1. Ideal L2 Self
7 items on medical students’ aspirations for achieving fluency in EMP, envisioning
themselves as competent communicators
2. Ought-to L2 Self
5 items on medical students’ perceptions of external expectations and social pressures
to learn EMP
3. Integrativeness
4 items on medical students’ desire to be part of the international medical discourse
community
4. Instrumentality-Promotion
12 items on medical students’ recognition of career and academic advantages of
learning EMP
5. Instrumentality-Prevention
6 items on medical students’ concerns about the potential disadvantages of not
mastering EMP
Affective (emotional) Variables
(relating to the learners’ emotions, attitudes, and feelings during the learning process of
EMP
6. Attitude to EMP learning
14 items targeting medical students’ attitude toward learning EMP
7. L2 Anxiety
7 items on medical students’ fear of judgment in terms of EMP
Cognitive/Behavioral Variables
(pertaining to learners’ beliefs in their own abilities and their confidence in using the
language)
8. Self-Confidence
6 items on medical students’ self-perception of EMP proficiency
9. Self-Efficacy
4 items on medical students’ belief in their own ability to succeed in learning EMP
Note. EMP = English for Medical Purposes; L2 = Second Language.
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3.3. Data Collection and Participants in the Pilot Study and Main Study

The Pilot Study was conducted in November 2022, involving 103 Hungarian medical students
from a single medical school in Hungary who had attended at least one semester of EMP classes. The
pilot questionnaire was distributed via an online link posted on the virtual news board by the
Registrar’s Office. Based on the results of the Pilot Study, we identified several areas for
improvement: (1) We concluded that the Pilot Study’s distribution method did not reach students
effectively. Consequently, for the Main Study, conducted between February and April 2024, we
adjusted the approach by sending the online questionnaire via email directly to students through the
Registrar’'s Offices of all four medical schools in Hungary. (2) Due to a weak Cronbach’s a, we
increased the number of items in the construct of Integrativeness. (3) In the construct L2 Anxiety,
one double-barreled item was split into two separate items to improve clarity and reliability. (4)
Constructs Self-Efficacy and Intended Learning Effort were included only in the Main Study. Self-
efficacy was added because of its strong theoretical link to motivation, while Intended Learning Effort
was incorporated as a reliable criterion measure, as demonstrated in previous research.

The Main Study’s questionnaire was available in Hungarian to medical students (undergraduate,
years 1 to 6) in Spring 2024. Participants consented to their data and responses being used for
research purposes, with assurances of anonymity and privacy (Table 4).

Table 4. Characteristics of Main Study

Participants Hungarian medical students studying in non-EMI programs (medium of
instruction: Hungarian) at the four medical schools of Hungary in years 1 to 6

Participation Voluntary; no sensitive data is obtained

Inclusion Student has attended an EMP class at least one semester (n=283)
criteria

Distribution via email sent directly to students through the Registrar’s Offices
Available February to April 2024

Completion 15-20 minutes

time

Questionnaire  Self-administered, containing

e demographic questions (gender, university year, number of
semesters they attended EMP courses, mother tongue, first and
second foreign languages, language exams, affiliation)

e closed-ended questions (70) on EMP learning motivation (6-point
Likert scale)

e other questions not covered in this article

Data Analysis IBM SPSS Statistics 28 and Jamovi 2.5.3

Note. EMI = English as a Medium of Instruction; non-EMI = (programs where) English is not the medium of
instruction; EMP = English for Medical Purposes

All medical students enrolled in the Hungarian-language programs of the four medical schools
operating in Hungary were invited to participate since this study focuses on the EMP learning
motivation of native Hungarian students enrolled in the program where Hungarian is the medium of
instruction (Hungarian as the medium of instruction, HMI). Hungary’s four medical schools offer
undivided medical education programs that span 12 semesters. Students can choose between
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programs conducted in Hungarian, English (English as a medium of instruction, EMI), or German. The
HMI program is state-funded and primarily serves native Hungarian speakers, while the EMI and
German programs, which are self-financed, generally attract international (predominantly non-
Anglophone) students. The invitation email was sent to the medical students in the HMI program by
the Registrar’s Offices of the respective universities, with permission obtained previously from the
respective Deans.

The questionnaire was answered by 283 medical students (Figure 2). The sample comprises
predominantly female respondents (68.6%), with the largest group being students from the
University of Debrecen (46.6%). Most participants are in their first year (45.6%), and over 90% of the
respondents have attained B2 or C1 levels in English proficiency.

Male I 31 4%
Female I 63 6%
University of Pécs I )1 6%

Gender

University of Szeged I )3 0%

Semmelweis University IS 8 8%

University of Debrecen I 46,6%
1st I 45 6%
2nd I 10 8%
3rd M 13,4%
4th . 8 5%
Sth . 6,7%
6th mEEE 6,0%

Affiliation

Year

No English language exam mEEE 5,7%
A2 1 0,7%
B2 I 4.3,4%
Cl . 45,2 %

English
proficiency
level

0,0% 10,0% 20,0 30,0% 40,0% 50,0% 60,0% 70,0% 80,0%

Figure 2. Respondents’” main characteristics and English proficiency levels based on their language
exams according to the Common European Framework of Reference for Languages (n=283)

3.4. Data Processing

All participants (n=283) provided valid responses to the items measuring specific dimensions of
motivation in EMP learning. The analysis relies on the results of the questionnaire’s closed-ended
guestions, which did not allow for “Other” or open-ended responses. Consequently, no data-cleaning
procedures were required. Furthermore, as all respondents provided valid answers for all variables
used in this article, no adjustments were needed for missing data, and the interpretation of our
results is not affected by bias caused by missing data.

3.5. Data Analysis

The normal distribution of the items was tested using the Kolmogorov-Smirnov test and by
evaluating skewness and kurtosis statistics, complemented by visual inspection of histograms and Q-
Q plots. We conducted 10 separate principal component analyses (PCA), each involving a maximum
of 12 items, with data from 283 respondents in every analysis. To ensure the appropriateness of the
data for component extraction, we employed the Kaiser-Meyer-Olkin (KMQO) measure of sampling
adequacy and Bartlett’s test of sphericity.

For component selection, we applied the criterion that only components with an eigenvalue
greater than 1 were retained, and each retained component had to explain at least 33% of the

https://doi.org/10.22521/edupij.2025.16.252 Published online by Universitepark Press

58


https://doi.org/10.22521/edupij.2025.16.252

Stiitzer et al. | 2

variance of the original variables (Jolliffe, 2010). We set a component loading threshold of 0.400,
considering variables with loadings above this value as significant contributors to the component.
The threshold of 0.400 for component loadings was selected based on commonly accepted practices
in PCA, where a loading of 0.400 or higher is typically considered to indicate a sufficiently strong
association between the item and the underlying factor (Hair et al., 2010). No rotation was performed
on the extracted components.

Reliability was assessed using Cronbach’s a, with a threshold of 0.7 considered acceptable
(Bujang et al., 2018) for internal consistency. When Cronbach’s a fell below this value, we still
reported it to provide a complete picture of the internal consistency of the components. Given that
many Likert-scale variables did not follow a normal distribution, McDonald’s w was also calculated as
a measure of internal consistency, applying the threshold of 0.65 (Kalkbrenner, 2021).

Using PCA, we established the structure of variables for each dimension, and after verifying their
reliability with Cronbach’s a, we created indices. We summed the variable values and divided them
by the number of variables, measuring each dimension of student motivation on the original 1-to-6
scale. On this scale, a score of 6 represents the most negative interpretation (strong disagreement)
for each variable.

To examine the relative salience of the different motivational factors, we applied paired t-tests
to compare the mean scores across the motivational scales. Although the constructs represent
distinct psychological dimensions, this approach allowed us to determine which types of motivation
students perceived as more or less influential. Similar comparative approaches have been used in
motivation research to rank the perceived importance of motivational dimensions (Rambe &
Mavhundutse, 2018). Scales with the same superscript letter indicate no significant differences (p >
0.05), while scales with different superscript letters represent significant differences (p < 0.05) (Table
7).

Spearman’s correlation was used to assess the relationships between the scales, aiming to
explore how the motivational factors are interrelated. This method was chosen because of the non-
normal distribution of the ordinal variables (Ismail et al., 2016).

4. Results

Based on the Kolmogorov-Smirnov test for normality (p < 0.05), skewness and kurtosis statistics,
and visual inspections using histograms and Q-Q plots, it was evident that the majority of the variables
used in the analysis did not follow a normal distribution. Only a few items had skewness and kurtosis
values close to zero, while most variables showed notable deviations from normality. The KMO
measure and Bartlett’s test confirmed the data’s suitability for factor analysis across all dimensions
of the instrument designed to measure motivation in learning EMP. KMO values ranged from 0.612
to 0.862, indicating sufficient sampling adequacy. Bartlett’s test for all components was significant (p
< 0.001), affirming that the correlation matrix was suitable for PCA.

PCA was conducted to examine the underlying structure of the instrument’s scales. For each set
of variables, a single principal component emerged, indicating unidimensionality across the
constructs. However, for the Attitude to EMP scale, PCA and subsequent reliability analyses revealed
two distinct components representing negative and positive attitudes. Some original items were
excluded based on PCA and Cronbach’s a calculations; these are listed in Table A2 in the Appendix,
with retained items shown in Table 5.

The explained variance exceeded 33% across all scales, with values ranging from 46.7% to 72.2%.
Most components demonstrated strong representation, with explained variance surpassing 50%,
except for Instrumentality-Promotion (46.7%) and Instrumentality-Prevention (47.1%).
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Component loadings ranged from 0.535 to 0.933, reflecting strong item contributions to their
respective components. [tems within components such as Ideal L2 Self, Intended Learning Effort, and
Self-Efficacy consistently exhibited loadings above 0.70, indicating their strong fit within their
associated component. Lower loadings, such as Q32 in Instrumentality-Prevention (0.597) and Q2 in
Integrativeness (0.598), remained within acceptable ranges (Table 5).

Table 5. Explained variance and component loadings of motivation constructs from PCA

Variance Component Variance Component
Component Explained Item P . Component  Explained (%) Iltem P .
loading loading
(%)
Q11 0.612 Q25 0.652
Intended Learning 67.463 Qs9 0.886 Q65 0.829
Effort ' Q60 0.933 Q67 0.779
Q61 0.817 Attitude to Q68 0.818
EMP . 54.313
Qi3 0.834 positive Qs 0.565
Q14 0.812 Q48 0.665
Q15 0.726 Q58 0.535
Ideal L2 Self 72.211
Q17 0.892 QS 0.703
Attitude to
Q18 0.914 EMP negative Q10 0.672
Q19 0.906 Q24 0.688
Q20 0.707 Q43 0.746
Ought-to L2 Self 53.925 Q21 0.742 Q46 0.803
Q50 0.753 Q64 0.831
Q2 0.598 L2 Anxiety 54.270 Q66 0.758
Q22 0.823 Q70 0.662
Integrativeness 48.992
Q29 0.709 Q71 0.669
Q42 0.649 Q72 0.670
Qa3 0.649 Q5 0.746
Q28 0.729 Qb6 0.803
Q33 0.679 Self- Q7 0.831
Instrumentality- Confidence 62.744
) 46.699 Q34 0.701 Q56 0.758
Promotion
Q35 0.633 Q57 0.662
Q37 0.694 Q63 0.669
Q38 0.693 Q44 0.833
Q30 0.800 Self-Efficacy 64.345 Q45 0.724
Q31 0.730 Q62 0.843
Instrumen.tallty— 47072 RER) 0597
Prevention
Q47 0.644
Q51 0.639

Note. PCA = principal component analysis; EMP = English for Medical Purposes; L2 = Second Language.
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Cronbach’s a was used to assess internal consistency, with seven scales surpassing the threshold
of 0.70. Components such as Integrativeness, Instrumentality-Prevention, and Attitude to EMP-
Negative exhibited a values slightly above 0.60, while Ought-to L2 Self (0.572) fell below this
threshold. These findings suggest varying degrees of reliability, warranting potential refinement of
specific scales. Due to the fact that a significant portion of the variables did not follow a normal
distribution, the reliability of Cronbach’s a is less robust. Consequently, McDonald’s w was also
employed to evaluate the internal consistency of the components (Table 6).

Table 6. Internal consistency of motivation constructs: Cronbach’s a and McDonald’s w values for

PCA Components

Component Cronbach’s a McDonald's w
Intended Learning Effort 0.834 0.849
Ideal L2 Self 0.915 0.924
Ought-to L2 Self 0.572 0.574
Integrativeness 0.651 0.665
Instrumentality-Promotion 0.800 0.810
Instrumentality-Prevention 0.689 0.723
Attitude to EMP positive 0.832 0.838
Attitude to EMP negative 0.641 0.649
L2 Anxiety 0.856 0.860
Self-Confidence 0.871 0.882
Self-Efficacy 0.704 0.731

Note. Cronbach’s a = Cronbach’s alpha coefficient; McDonald’s w = McDonald’s omega
coefficient; EMP = English for Medical Purposes; L2 = Second Language.

We generated indices for each dimension by averaging variable scores on a 1-to-6 scale, where
1 indicates strong agreement, and 6 indicates strong disagreement. Ideal L2 Self had the lowest mean
value (2.19), indicating a high level of agreement. In contrast, Ought-to L2 Self had the highest mean
value (3.41). The scales’ values and standard deviations are presented in Table 7. We reverse-scored
two scales to accurately reflect the true ordinal direction of the scales. We conducted paired t-tests
to determine which scales showed significant differences. Scales sharing the same superscript letter
represent groups where no statistically significant differences were observed (p > 0.05). This indicates
that students rated these constructs similarly in terms of their motivational importance. Conversely,
scales with different superscript letters represent constructs with significant differences in mean
values (p < 0.05).
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Table 7. Descriptive statistics of EMP motivation scales

Scales Mean Std. Deviation
Ideal L2 Self @ 2.19 1.09
Self-Efficacy @ 2.22 0.99
Self-Confidence @ 2.25 0.96
Attitude (positive) to EMP @ 2.28 0.89
Attitude (negative) to EMP @ 2.29 1.05
Instrumentality-Prevention ° 2.44 0.95
Instrumentality-Promotion 4 2.50 0.94
Integrativeness ¢ 2.59 0.99
L2 Anxiety ¢ 2.64 1.15
Intended Learning Effort© 2.65 1.08
Ought-to L2 Self © 341 1.16

Note. EMP = English for Medical Purposes; L2 = Second Language.
Superscript letters indicate homogeneous subsets based on post
hoc comparisons (p >.05); different letters denote statistically
significant differences (p < .05). The values of negatively worded
scales (Attitude [negative] to EMP, L2 Anxiety) were reversed for
interpretability.

We used Intended Learning Effort as the criterion measure, which correlated significantly p <
0.05) with all scales except Attitude to EMP-Negative (p > 0.05).

5. Discussion

5.1. Answering RQ1: Are the scales adapted and contextualized to assess the
motivational disposition of Hungarian medical students in the context of learning EMP
appropriately structured and internally consistent?

The findings of this study confirm the internal structure and reliability of the scales adapted for
Hungarian medical students in the context of learning EMP. The PCA demonstrated that most
components were unidimensional, with explained variances exceeding the acceptable threshold of
40% and item loadings consistently above 0.6 (Hair et al., 2010; Tabachnick & Fidell, 2013). The 40%
threshold for explained variance is a commonly accepted benchmark in PCA, particularly in social
science research. It represents the minimum proportion of variance that a factor or component
should explain to be considered meaningful in the context of the study. The high explained variance
for most scales demonstrates that the instrument effectively captures the dimensions it is designed
to measure. However, the relatively lower explained variance for Instrumentality-Promotion and
Instrumentality-Prevention suggests that these components may be influenced by additional factors
not accounted for in this study. Future research could explore these dimensions further to refine
their measurement.

Reliability analysis further supported the robustness of the scales, with seven constructs
surpassing the commonly accepted Cronbach’s a threshold of 0.7. Cronbach’s a values indicate
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strong internal consistency for most scales, supporting their reliability and coherence. The use of
McDonald’s w provided additional support for internal consistency, particularly for scales with slightly
lower a values, such as Ought-to L2 Self (o = 0.572). The lower a values for Ought-to L2 Self suggest
potential limitations in this scale, possibly due to item variance within the construct. The lower
reliability of this scale suggests that they may benefit from further refinement, such as adding or
revising items to increase coherence. These findings are consistent with prior studies underscoring
the difficulties of capturing external motivational factors, such as peer influence or institutional
expectations, which may exert less influence on our sample. Despite these limitations, Cronbach’s a
values across most scales confirm the instrument’s reliability and support its use in assessing diverse
motivational factors in EMP learning contexts. Thus, in answer to our first research question, it can
be concluded that, based on the PCA and reliability analysis, the adapted scales are suitable for
assessing the motivational disposition of Hungarian medical students learning EMP, offering a reliable
tool for future research in this area.

Positioning our study within the context of previous research (with the caveat that we
contextualized the items), we observe that our findings align with international data, which show that
the Ideal L2 Self consistently emerges as a strong motivational factor in L2 learning (Fajt & Banhegyji,
2023; Huhtala et al., 2019; Palinkas, 2012; Zeng & Jia, 2023). Hungarian medical students appear to
be driven by a vision of themselves as proficient and competent users of English (for Medical
Purposes) in professional settings. Nevertheless, it has to be mentioned that the studies mentioned
above were not conducted among medical students learning EMP. If we concentrate on the studies
involving medical students (Table 1), where not the L2ZMSS motivational theory was used, we can see
that our findings show that on the external-internal motivation continuum, our respondents’
motivation leans toward the internal end, which is in line with the international studies conducted
within this context. The motivational profile of the respondents suggests a predominance of intrinsic
motivation, as reflected in the low mean scores (1: strongly agree; 6: strongly disagree) for most
scales, particularly Ideal L2 Self and Self-Efficacy, suggesting that the students are learning EMP out
of personal drive, having internalized and recognized the necessity of EMP. Our results are also in line
with previous research (Table 1), emphasizing the goal-oriented nature of learning ESP (including
EMP): in the context of the instrumentality-integrativeness dichotomy, Instrumentality plays a
predominant role. Students are motivated to learn EMP as they perceive it as a tool that supports
their career advancement. The relatively weaker role of Integrativeness, on the one hand, may be
attributed to the large number of lower-year students in the sample (Figure 2).

5.2 Answering RQ2: Do the extracted principal components form coherent
dimensions, and what relationships exist among these dimensions?

The results reveal coherent and theoretically grounded dimensions of motivation in EMP
learning. Constructs such as Ideal L2 Self, Intended Learning Effort, and Self-Efficacy demonstrated
high levels of explained variance and strong reliability, underscoring their centrality in shaping
students’ motivation. Notably, the emergence of two distinct components for Attitude to EMP
(positive and negative) highlights the complexity of students’ perceptions. While many medical
students recognize the importance of EMP for their professional development, some harbor negative
attitudes, which may be attributed to differences in their individual experiences and expectations, as
well as to whether EMP classes are mandatory.

The correlation analysis identified significant relationships between Intended Learning Effort and
most motivational dimensions. Constructs such as the Ideal L2 Self and Self-Efficacy showed the
strongest correlations, indicating that students’ ability to envision themselves as proficient EMP users
and their confidence in their abilities are key drivers of their willingness to invest effort. Conversely,
the weaker relationship between Intended Learning Effort and Attitude to EMP-Negative suggests
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that negative attitudes, while present, may not directly deter effort but could influence other
dimensions, such as anxiety or self-confidence. The findings underscore the importance of fostering
positive attitudes and self-efficacy to sustain motivation. The fact that Intended Learning Effort
correlated with all other scales supports the theoretical expectation that students’ motivated
behavior correlates with their long-term investment in EMP, validating Intended Learning Effort as
an effective criterion measure.

Brady (2019) examined the motivation of Spanish university students learning English as a second
language, using a questionnaire grounded in the L2 Motivational Self System. Although the study did
not target medical students or the EMP context, it similarly found that Intended Learning Effort
strongly correlated with constructs such as the Ideal L2 Self and Self-Efficacy. These findings support
the theoretical assumption that students’ future self-concepts and self-beliefs are key drivers of
motivated behavior, an observation mirrored in our study on EMP learners.

6. Conclusion

This study demonstrated the process of creating a questionnaire that can effectively capture
medical students’ motivation to learn EMP. The questionnaire we developed is based on Dérnyei’s
motivational framework. The novelty of this questionnaire is that we contextualized the items
belonging to the L2MSS and other dimensions we deemed essential in surveying medical students’
motivation to learn EMP. The findings confirm that the developed questionnaire reliably captures
medical students’ motivation to learn EMP. The preliminary results presented here, which aim to
validate the functionality of the questionnaire, reveal that students’ motivational profiles are
predominantly shaped by constructs such as the Ideal L2 Self, L2 Self-Efficacy, Self-Confidence, and
medical students’ Attitude to EMP. The findings show that the respondent medical students are
largely intrinsically motivated, perceiving EMP as a valuable tool for their academic and professional
pursuits. These findings are consistent with similar international studies, further validating that the
developed questionnaire effectively captures students’” motivation to learn EMP. A detailed analysis
of the specific results will be presented in a separate forthcoming publication.

7. Recommendations

Developing such a specific questionnaire is important because understanding the specific
motivational factors can lead to improved educational outcomes. Understanding medical students’
motivation can inform targeted curriculum adjustments, allowing educators to prioritize and enhance
motivational factors that resonate most strongly with students. The strong influence of the Ideal L2
Self suggests that by generating this vision, for instance, by integrating authentic materials and
scenarios, field trips, and simulations, instructors can engage students more effectively.
Incorporating goal-oriented activities that emphasize the practical applications of EMP in medical
practice could also enhance engagement. Such alignment of theoretical constructs with practical
applications underscores the utility of this study as both an empirical contribution and a tool to
support innovations in both curriculum design and teaching methodologies for EMP.

8. Strengths and Limitations

One of the key strengths of this study is the development of a context-sensitive questionnaire
specifically designed to explore the motivation of medical students learning English for Medical
Purposes in non-EMI settings. By focusing on a learner group that has received limited attention in
previous empirical research, the study contributes valuable data to the field of L2 motivation and
expands its scope beyond traditionally studied populations. Furthermore, the questionnaire
developed in this study is not only a research instrument but also has clear, practical applications: it
can be used as a diagnostic and curriculum development tool, enabling educators and course
designers to align instructional strategies with the motivational profiles and needs of their students.
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However, a few limitations should be acknowledged. First, the lower reliability scores for Ought-
to L2 Self indicate the need for refinement in future iterations of the questionnaire. This could involve
rephrasing items or adding new ones to better capture these constructs. Second, the reliance on self-
reported data introduces the potential for response bias, which future studies could mitigate through
triangulation with qualitative data, such as interviews or focus groups. Third, the questionnaire was
distributed among exclusively Hungarian medical students in non-EMI programs, which seemingly
limits the generalizability of the findings. However, the study’s methodology and the questionnaire
items are broadly applicable, offering a model to assess EMP motivation across diverse national
contexts. Future research could explore the applicability of the scales in different cultural and
institutional contexts or examine longitudinal changes in EMP learning motivation over the course of
medical training.
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Appendix

Table A.1. Motivational scales used in previous studies and contextualised in the Main Study (EMP Motivation Questionnaire)

Ryan Number Number Brady Number EMP Motivation Questionnaire Number
(2009) of items Taguchi, Magid & Papi (2009) of items* (2019) of items (2024) of items
Intended learning effort 8 Intended learning effort 4/6/6 Intended learning effort 5 Intended Learning Effort 5
Ideal L2 self 6 Ideal L2 self 5/5/6 Ideal L2 self 5 Ideal L2 Self ** 7
QOught-to L2 self 4/7/6 Ought-to L2 self 7 Ought-to L2 Self ** 5
Artitude Fo the L2 3 Attitude towards L2 Integrativeness / . .
community community/Integrativeness A Attitude to L2 community / Integrativeness 4
i Instrumentality-promotion 5/8/6 Instrumentality-promotion Instrumentality-promotion ** 12
Instrumentality Instrumentality-prevention 5/5/8 Instrumentality-prevention Instrumentality-prevention ** 6
Attlt.UdeS tolearning 6 Attitudes to learning English 4/4/6 Attltgdes to c'urrent & past 3+4 Attitude toward learning EMP ** 14
English learning English
English use anxiety 6 Language use Anxiety 4 L2 Anxiety ** 7
L2 Self-confidence L2 Self-Confidence ** 6
L2 Self-efficacy 4 L2 Self-Efficacy 4
Additional scales used in the previous studies
Cultural interest 6 Cultural interest 4/3/4 Cultural interest 4
Parental encouragement 4 Family influence 4/5/6 Parental encouragement 4
International empathy 3 Interest in the English L 6
International contact 4 International posture 7
Interest in foreign Ls 5
Fear of assimilation 4
Ethnocentrism 5
Travel orientation 4
Milieu 6
WiIIingngss to 8(x2)
communicate
TOTAL 106 39/47/52 71 70
*In order of Taguchi (Japan)/Magid (China)/Papi (Iran)
**Scales used in the pilot study we conducted in 2022
Note. EMP = English for Medical purposes; L2 = Second Language
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Table A.2. Statements in Hungarian applied in the distributed EMP Motivation Questionnaire in the Main Study and their English translation

Intended Learning

Hungarian English
Effort
Valdszinlleg a diplomam megszerzése utan is fejleszteni fogom a ) ) )
Q*11 . , | will probably continue to improve my EMP even after | graduate.
szaknyelvi angoltudasomat.
Hajlandd vagyok komoly eréfeszitéseket tenni az angol orvosi szaknyelv
Q59 ) ., 24 , ¥ & ¥ | am willing to make a serious effort to learn EMP.
tanuldsa érdekében.
Keményen dolgozom azon, hogy fejlesszem az angol orvosi szaknyelvi . .
Q60 X v < A < v | work hard to improve my EMP skills.
tuddsomat.
Azt hiszem, mindent megteszek az angol orvosi szaknyelv tanuldsa
Q61 s : v | believe | am doing everything | can to learn EMP.

érdekében.

Dropped**: Q54

Szandékomban all kulféldon tolteni egy kis idét, hogy fejlesszem az angol
orvosi szaknyelvi tudasomat.

| intend to spend some time abroad to improve my EMP skills.

Ideal L2 Self Hungarian English
Elképzelhet6nek tartom, h d nélkal k ikalok kulfoldo I

Q13 FIPEITELOER TR, (el geile DElSERerii L S e sl | can imagine myself communicating effortlessly with patients in English abroad.
nyelven betegekkel.

Ql4 Ldtom magam el6tt, hogy angolul adok el egy konferencian. | can picture myself giving a presentation in English at a conference.

Q15 Valdszinlinek tartom, hogy angolul fogok publikalni. | think it is likely that | will publish in English.

Q17 Hiszem, hogy egyszer folyékonyan, szorongas nélkil fogok tudni | believe that one day | will be able to communicate fluently and without anxiety in
kommunikalni angolul szakmai kbzegben. English in a professional setting.

Q18 Magabiztos angol szaknyelvhasznaloként [dtom magam a jovében. | see myself as a confident user of EMP in the future.
Elképzelhet6nek tart h d nélkul k ikalok kiilfoldo |

Q19 SPHEITELETER TR, TRt e el Lrer o e =i | can imagine myself communicating effortlessly in English with colleagues abroad.

nyelven szakmabeliekkel.

Dropped: Q16

Elképzelhetének tartom, hogy tevékenyen részt veszek angol nyelv( cikk
publikalasaban.

| can see myself actively contributing to the publication of an article in English.

Ought-to L2 Self

Hungarian

English
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Azért tanulok/tanultam angol orvosi szaknyelvet, mert mindenkitél azt

Q20 i i | am studying EMP because everyone says it is essential these days.
hallom, hogy manapsag ez mér elengedhetetlen. vinis v Yy y

Q21 Azért jarok angol orvosi szaknyelvre, mert a karon hallgatoként elvarjak | attend EMP classes because, as a student in this medical school, | am expected to
télem az angol szaknyelv ismeretét. know EMP.
Az évfolyamtdrsaim/csoporttarsaim is tanulnak/tanultak angol orvosi )

Q50 I /csop / & My peers/classmates are also studying EMP, and | do not want to be left out.

szaknyelvet, és nem szeretnék kimaradni.

Dropped: Q12

Meglatasom szerint a jovében a szakmamban elvarjak t6lem, hogy
ismerjem az angol orvosi szaknyelvet.

In my view, knowing EMP will be expected of me in my profession in the future.

Dropped: Q41

Csak azért tanulok angol orvosi szaknyelvet, mert a karunkon a diploma
megszerzéséhez kotelez$ az angol orvosi szaknyelv ismerete.

| am only studying EMP because it is required by my medical school for graduation.

Integrativeness Hungarian English

Q@ Szerintem orvosi szakmai kbzosségen belil csak angol nyelvtuddssal lehet | believe that within the medical professional community, only those with English
érvényesulni. language skills can succeed.

Q22 Azért is tanulom az angol orvosi szaknyelvet, mert csak igy vehetem ki a | am also studying EMP because it is the only way | can participate in the work of
részem a tudomanyos kozosségben folyd munkakbol. the scientific community.

Q29 Fontos szamomra az angol orvosi szaknyelv ismerete, mert igy vélhatok a Knowing EMP is important to me because it allows me to become a part of the
nemzetkdzi szakmai (publikacids és tudomanyos) kdzosség tagjava. international professional (publishing and scientific) community.
Ha nem tanulnam az angol orvosi szaknyelvet, gy érzem, kimaradnék ) ) . )

Q42 If | were not studying EMP, | would feel like | am missing out on something.

valamibdl.

Instrumentality

Hungarian English
Promotion
Szerintem az orvosi angol szaknyelv birtokdban tobb lehet6ségem lesz
Q3 o i 'g y & | believe that knowing EMP will give me more opportunities to find a suitable job.
megfeleld allast talalni.
Q28 Az angol orvosi szaknyelv tanuldsa fontos szamomra a palyafutdsom miatt.  Learning EMP is important to me for my career.
Q33 Fontos szamomra az angol orvosi szaknyelv ismerete, mert kulfoldi Knowing EMP is important to me because | would like to apply for a scholarship

osztondijra (pl. Erasmus) szeretnék palyazni.

abroad (e.g., Erasmus).
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Fontos szamomra az angol orvosi szaknyelv ismerete azért is, hogy

34 EMP is important to me so that | can present at conferences.

< konferenciakon tudjak el6adni. 7 7

Q35 Fontos szamomra az angol orvosi szaknyelv ismerete, mert egy elméleti EMP is important to me because | would like to work in a preclinical department,
intézet munkatdrsaként kutatni és/vagy oktatni szeretnék. doing research and/or teaching.
Fontos szamomra a szaknyelvi angoltudas, mert a tudomanyos életben . . . .

Q37 : B v < v EMP is important to me because it is the only way to advance in the scientific field.
csak ezzel juthatok elébbre.
Fontos szamomra az angol orvosi szaknyelv, mert elképzelhetd, ho, o . .

Q38 P, E ) i P 2 EMP is important to me because there is a chance | will work abroad one day.
egyszer kilfoldon fogok dolgozni.

Dropped: Q4 Szerintem Magyarorszagon idegen nyelvtudds nélkil is lehetek kivald I believe | can be an excellent professional in Hungary even without foreign

szakember.

language skills.

Dropped: Q27

Szamomra els@sorban azért fontos az angol orvosi szaknyelv ismerete,
mert a tanuldsom/TDK/szakdolgozati munkadm soran hasznalhato
szakirodalom nagy része angol nyelvd.

For me, knowing EMP is primarily important because most of the literature | can
use for my studies/research/thesis is in English.

Dropped: Q36

Fontos szamomra az angol orvosi szaknyelv ismerete, mert gyakorld
orvosként szerintem sziikségem lesz ra.

Knowing EMP is essential to me because | think | will need it as a practicing doctor.

Dropped: Q39

Fontos szamomra az angol orvosi szaknyelv, bar én magyar nyelvterileten

szeretnék majd dolgozni.

EMP is important to me, although | plan to work in Hungary.

Dropped: Q52

Szeretnék majd orvosi szakforditoképzésre jelentkezni a diploma
megszerzése utdn.

After graduating, | would like to apply for a medical translator training programme.
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Dropped: Q40

Csak azért tanulok/tanultam angol orvosi szaknyelvet, mert
(nyelv)vizsgaznom kell(ett) beléle.

| only study(ed) EMP because | need(ed) to take a language exam.

Attitude to
Hungarian English
Learning EMP
Szerintem hasznos lenne, ha minden orvostanhallgaténak kotelezd lenne o . . .
Q*8 ) ) & | think it would be useful if every medical student were required to learn EMP.
angol orvosi szaknyelvet tanulnia.
Q25 Azért is kedvelem az angol orvosi szaknyelvi 6rakat, mert Ggy érzem, az | also enjoy EMP classes because | feel that, in addition to improving my English, |
angoltudds mellett tovabbi ismeretekre is szert teszek/tettem. am gaining additional knowledge.
Q48 Szinte természetesnek érzem, hogy angolul tanulni kell, és most a It almost feels natural to me that learning English is necessary, and now it's time to
szaknyelven a sor. learn EMP.
¢
b= Q58 Sokat teszek azért, hogy az angol szaknyelvi tudasomat fejlesszem. | put in a lot of effort to improve my EMP skills.
&
Q65 Kifejezetten élvez(t)em a szaknyelvi angoldrakat. | especially enjoy(ed) EMP classes.
Q67 A szaknyelvi angoldrék feltdulést jelentenek/jelentettek nekem a szakmai  The EMP classes provide(d) a refreshing break from studying other professional
targyak tanuldsa mellett. subjects.
Kedvelem az angol orvosi szaknyelvi 6rakat, mert orvosszakmai témakat . ) ) )
Q68 srintiink c v | like the EMP classes because we cover topics related to the medical field.
S o Q9 Szerintem elég lenne az egyetemen az altalanos angol nyelvtudast In my opinion, it would be enough to focus on general English skills at university;
g 2 fejleszteni, a szaknyelvet késébb is elsajatithatja az ember. one can learn EMP later on.
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Q10

Szerintem az angol orvosi szaknyelv csak latin szavakbol &ll, amelyeket
angolul kell kiejteni.

| believe that EMP is just Latin words that need to be pronounced in English.

Q24

Azért jarok orvosi szaknyelvi angolérara, mert csak ezt tudtam felvenni.

| am attending EMP classes because it was the only option | could take.

Dropped: Q23

Azért jarok angol orvosi szaknyelvre, mert konnyd j6 érdemjegyet
szerezni.

| attend EMP classes because it is easy to get a good grade.

Dropped: Q53

Szivem szerint masik nyelvet tanulnék.

| would prefer to learn a different language.

Dropped: Q69

Kozelebb &ll hozzam az angol orvosi szaknyelv, mint az altaldnos angol.

| prefer learning EMP to general English.

Dropped: Q73

Az angol szaknyelvi oktatd személye, személyisége meghatdrozd
szamomra.

The personality of the EMP teacher is important to me.

L2 Anxiety Hungarian English
Q46 Tartok attol, hogy hallgatétarsaim kinevetnek a szaknyelvi angoléran. | am afraid my classmates will laugh at me in the EMP class.
Q70 Tartok attdl, hogy a szaknyelvtanar kiginyol a szaknyelvi angoldran. | am worried that the EMP teacher will make fun of me in class.
Az angol szaknyelvi 6ran csak akkor mondok ki egy mondatot, ha biztos
Q71 : v & In EMP class, | only speak up if I'm sure the grammar is correct.
vagyok benne, hogy helyes a nyelvtan.
In EMP class, it bothers me when | hear my pronunciation sound too Hungarian
Q72 Az angol szaknyelvi 6rakon zavar, hogy magyarosnak hallom a kiejtésem. , .y VP €
(‘Hunglish’).
Zavar, hogy a szaknyelvi angoldéran hallgatotarsaim jobban beszélnek . )
Q43 gY , i . . J It bothers me that my classmates speak English better than | do in EMP class.
angolul, mint én.
Q64 Kifejezetten szorongok a szaknyelvi angolérakon. | feel especially anxious in EMP classes.
Q66 Nem szivesen szdlalok meg az angol szaknyelvi 6ran. | am reluctant to speak up in EMP classes.

Self-Confidence

Hungarian

English

Q5

Szerintem jé nyelvérzékem van angol nyelvbél.

| think | have a good aptitude for English.

Q6

Szerintem barmilyen mindennapi szituacioban megértetem magam
angolul.

| believe | can make myself understood in any everyday situation in English.
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Szerintem barmilyen szaknyelvi szituaciéban megértetném magam

I think | could make myself understood in any professional (medical) situation in

7

o angolul. English.

Q56 Biiszke vagyok az altaldanos angol nyelvtudasomra. | am proud of my general English skills.
Blszke vagyok az eddig megszerzett angol orvosi szaknyelvi

Q57 Hsz vlgy ¢ E : VOS] Sl | am proud of the EMP skills | have acquired so far.
nyelvtudasomra.
Szeret(t)em, ha aktivan részt tudok venni a szaknyelvi 6ran, és sokat . . . . .

Q63 i (© v | enjoy(ed) being able to actively participate in EMP classes and speak a lot.
beszélhetek.

Self-Efficacy Hungarian English

Q44 Elég konnylinek taldlom az angol orvosi szaknyelv tanulasat. | find learning EMP fairly easy.
Igyekszem kihasznalni az angol nyelv(i kommunikaciora adodd . ) ) )

Q45 . | try to take advantage of opportunities to communicate in English.
lehetGségeket.

Q62 Ha odateszem magam, kdnnyen tanulom az angol orvosi szaknyelvet. If | make an effort, | learn EMP easily.

Dropped: Q49 Az angol orvosi szaknyelv nagyon nehéz szamomra. EMP is very difficult for me.

*Q numbers are indicating the order of questions in the distributed questionnaire. Missing numbers (Q1; Q26; Q55) are open-ended questions not covered in this paper.

** In this table, we have indicated which items were excluded during the PCA in every instance of item listing.

Note. EMP = English for Medical purposes; L2 = Second Language

https://doi.org/10.22521/edupij.2025.16.252 Published online by Universitepark Press

76


https://doi.org/10.22521/edupij.2025.16.252

Publisher’s Note: The opinions, statements, and data presented in all publications are solely those of
the individual author(s) and contributors and do not reflect the views of Universitepark, EDUPIJ,
and/or the editor(s). Universitepark, the Journal, and/or the editor(s) accept no responsibility for any
harm or damage to persons or property arising from the use of ideas, methods, instructions, or
products mentioned in the content.

Ed Process Int J | Volume 16 (2023) | Article Number: e20252252 UNIVERSITEPARK:

77


https://universitepark.com.tr/indexeng.asp?universitepark=10

CHAPTER FOUR

Running a diagnostic on motivation: Exploring motivational dynamics
underlying non-Anglophone medical students’ efforts to learn

English for Medical Purposes
(Study 3)

This chapter presents Study 3. It builds on the validated questionnaire developed and presented
in Study 2, and reports on a subsequent large-scale survey conducted with the same instrument,
it provides contextually important findings. The study is presented in the dissertation exactly as
published in the journal, with no content alterations, and is provided in a searchable format.
Throughout the Introduction and Discussion sections of this dissertation, this article is cited as
(Stotzer et al., 2026).
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Abstract

Background/purpose. While the significance of English for Medical
Purposes (EMP) in medical education continues to grow, research on
the motivational dynamics shaping non-Anglophone students’ efforts
to learn EMP remains limited. To address this gap, we developed a
contextualized questionnaire based on the L2 Motivational Self
System.

Materials/methods. The study, conducted across Hungary’'s four
medical schools, involved 283 medical students in Hungarian-medium
instruction. Using linear regression and mediation analyses, we
examined the direct and indirect effects of core motivational
dimensions (ldeal L2 Self, Ought-to L2 Self, Integrativeness, and
Instrumentality) on students’ intended learning effort (ILE).

Results. Results identified Integrativeness, Ideal L2 Self, and
Instrumentality Prevention as direct predictors of ILE. Further analyses
explored supplementary psychosocial dimensions (Self-efficacy, Self-
confidence, L2 anxiety, and Attitude toward EMP), revealing
significant but varied effects on ILE’s direct predictors.

Conclusion. These findings not only deepen theoretical insights into
EMP motivation but also highlight important pedagogical implications.
To enhance motivation and sustain engagement in EMP learning,
pedagogical strategies should incorporate authentic materials, real-
world simulations, and interdisciplinary collaboration while fostering
a supportive classroom environment that strengthens self-confidence,
reinforces self-efficacy, and minimizes L2 anxiety. By bridging
theoretical and practical perspectives, this study contributes to
research on EMP motivation and provides insights for curriculum
design and instruction.
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1. Introduction

English has firmly established itself as the dominant language, the lingua franca of science and
academia (Galloway & Rose, 2015; Johnson & Tweedie, 2024; Tweedie & Johnson, 2022). This global
dominance has prompted a noticeable shift in higher education from teaching English for General
Purposes (EGP) to English for Specific Purposes (ESP) to better address the evolving linguistic and
professional demands of students across academic disciplines (Breeze, 2020; Hyland, 2022). The
same trend can be observed in the field of English for Medical Purposes (EMP) (DZuganova, 2019;
Heming & Nandagopal, 2012). In medical education, non-Anglophone medical students
predominantly pursue their undergraduate studies in their mother tongue (Hamad, 2023), although
recent studies report an increasing use of English as a Medium of Instruction worldwide, even in non-
English-speaking countries (Yang et al., 2019). In fact, 38 of 39 European countries, as well as 55.6%
of medical schools worldwide (spanning 105 of 189 countries), rely on their native language as the
primary medium of medical education (Hamad, 2023). This very coexistence of national languages as
the medium of instruction and English as the global language of science creates a pressing demand
for English for Medical Purposes (EMP), ensuring that students can access international resources,
research, and collaboration opportunities despite studying in their mother tongue (Dou et al., 2023;
Pavel, 2014).

Maher (1987) highlighted the critical importance of EMP as early as 1987; however, teaching and
learning EMP remain relatively underexplored in both medical and language education. EMP, a
branch of ESP (Hyland, 2022; Hyland & Wong, 2019; Stotzer & Farkas, 2024), focuses on acquiring
medical terminology and on using professional language, including preclinical, clinical, and research-
related terms. The importance of learning EMP extends beyond future prospects, such as publishing
research or working abroad. Even during their studies, medical students benefit significantly from
acquiring basic EMP vocabulary, which facilitates access to essential resources, including medical
textbooks and research articles, most of which are available in English. Additionally, EMP competency
enables participation in international mobility programs, such as clinical placements or exchanges,
which are becoming integral to medical education. Thus, developing proficiency in EMP is not merely
a future-oriented goal but an immediate necessity that underpins both academic success and
professional development (Amano et al., 2023; Ellahham, 2021).

To provide non-Anglophone medical students with effective, high-quality EMP instruction and to
develop appropriate curricula and course designs, it is essential to understand their motivation to
learn EMP and the extent to which they are willing to invest effort in the process. Nevertheless, the
specific motivational factors influencing the learning of EMP remain underexplored in the existing
body of research, particularly within established theoretical frameworks like the L2 Motivational Self
System (L2MSS) (Doérnyei, 2005, 2009). Despite the growing recognition of EMP as a crucial
component of medical education, few empirical studies have examined its motivational dynamics
through established theoretical lenses. To address this gap, the present study applies and tests a
contextualized version of Dérnyei’s L2MSS to capture the motivation of non-Anglophone medical
students to learn EMP.

Accordingly, the primary purpose of this research is to investigate the motivational dynamics
underlying EMP learning effort by operationalizing and testing a contextualized version of the L2MSS.
Specifically, the study addresses the following Research Objectives:

RO1: To examine and demonstrate the direct and indirect effects of the ‘core’ motivational
dimensions (IL2S, O2L2S, INTEG, | PROM and |_PREV) on medical students’ Intended Learning Effort
(ILE) in the context of learning EMP.
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RO2: To explore and demonstrate how ‘supplementary’ variables (psychosocial dispositions
including S_CONF, S_EFF, ATT_POS, ATT_NEG, and L2_ANX) influence those core motivational
dimensions which have direct effects on Intended Learning Effort (ILE).

2. Literature Review

Existing studies on EMP learning motivation have predominantly focused on the
extrinsic—intrinsic motivational dichotomy (Demir & Hamarat, 2022; Hosseini & Shokrpour, 2019;
Nourinezhad et al.,, 2017; Pavel, 2020) and the instrumental-integrative (Gardner, 2001, 2007)
orientations (Maro$an & Markovi¢, 2019; Mathis et al., 2021; Mavyers, 2023; Tomak & Sendula-
Paveli¢, 2017), with occasional inclusion of additional dimensions. Notably, no studies on EMP
learning motivation to date have applied Dérnyei’s L2 Motivational Self System (L2MSS) (Dornyei,
2005, 2009), despite evidence of its effectiveness in measuring motivation across diverse ESP
contexts (Algahtani, 2017; Brady, 2021; Csizér, 2019; Lanvers, 2016; Liu, 2024).

In the following sections, we introduce the motivational dimensions and the criterion measures
we selected to capture and demonstrate medical students' motivation to learn EMP. While the
selected dimensions can be broadly situated within the overarching categories of intrinsic and
extrinsic motivation — particularly when viewed along a continuum rather than as a strict dichotomy
as posited by Self-Determination Theory (SDT) (Ryan & Deci, 2000; Vansteenkiste et al., 2006) - they
offer a more refined diagnostic perspective. This nuanced approach provides insights that enable
pedagogical implications to be drawn and practical recommendations to be made to improve EMP
instruction.

2.1. Core Motivational Dimensions and Criterion Measure

The motivational dimensions selected for this study were chosen for their theoretical and
practical relevance, as demonstrated by Brady (2019a, 2019b) and Taguchi et al. (2009). Although
Dornyei’s L2MSS has not yet been applied specifically in the context of EMP, Al-Hoorie’s (2018)
findings highlight the framework’s effectiveness in capturing the complexities of learner motivation
in diverse cultural and educational settings, further supporting its suitability for the present study.
This study builds upon the L2MSS framework, which conceptualizes language learning motivation
through three main components: the Ideal L2 Self, the Ought-to L2 Self, and the L2 Learning
Experience (Dérnyei, 2005, 2009). Rooted in Markus and Nurius’s (1986) possible selves theory and
Higgins’s (1987) self-discrepancy theory, this framework highlights the motivational impact of one’s
self-concept. In this study, in the context of EMP, the Ideal L2 Self (IL2S) reflects medical students’
future-oriented vision of themselves as confident and proficient users of EMP. The Ought-to L2 Self
(02L2S) captures students’ perceived external obligations and social expectations to learn EMP,
driven by the desire to meet societal norms, institutional demands, and peer-related pressures.
Dornyei’s third construct, the L2 learning experience, primarily relates to external, contextual factors
that influence motivation, such as teacher behavior, peer interactions, and institutional support.
While undeniably important, these factors were considered beyond the scope of our research.

In Gardner’s socio-educational model (Gardner, 2001), integrativeness refers to a learner’s
openness to and willingness to integrate into the culture of the target-language community,
reflecting intrinsic interest and cultural affinity. Instrumentality, on the other hand, denotes extrinsic
motivation driven by practical goals, such as career advancement or academic success, where the
language serves as a means to an end (Gardner, 2001). Integrativeness (INTEG), while debated in
contemporary motivational research (Gardner, 2001), in our understanding, retains its relevance in
this context, reflecting medical students’ desire to integrate into the global medical and scientific
community, emphasizing the importance of EMP proficiency for professional success, participation
in international collaboration, and a sense of belonging within the broader professional network. The
inclusion of Instrumentality, divided into Promotion and Prevention orientations (I_PROM and
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|_PREV) (D6rnyei, 2005), ensures that the pragmatic aspects of EMP learning are addressed. | PROM
reflects medical students’ recognition of the career and academic advantages of learning EMP. It
focuses on the aspirational benefits of EMP, such as career advancement, securing scholarships, and
professional opportunities. |_PREV reflects an avoidance-based motivation in which students are
driven by fear of setbacks or disadvantages, such as professional limitations, diminished career
opportunities, or peer judgment. For the purposes of this study, these motivational dimensions (IL2S,
02L2S, INTEG, |_PROM and |_PREV) are referred to as ‘core’ motivational dimensions.

Intended Learning Effort (ILE) has proved to be a compelling criterion measure for assessing
language learning motivation due to its strong correlations with motivational constructs (Csizér &
Dornyei, 2005; Ghorbani & Rashvand Semiyari, 2022; Teimouri et al., 2022; Yetkin & Ekin, 2018), its
predictive power regarding learners’ engagement, and its reflection of both intrinsic and extrinsic
motivational factors. At the same time, it should be acknowledged that ILE is a self-reported measure
and, as such, may not fully reflect students’ actual effort (Fryer & Dinsmore, 2020; Pekrun, 2020).
Nevertheless, in this study, ILE, as the criterion measure, reflects medical students’ commitment and
willingness to invest effort in developing their EMP skills.

2.2. Supplementary Psychosocial Dimensions

In addition to the core motivational dimensions, we selected psychosocial dimensions that Brady
(20193, 2019b) and Taguchi et al. (2009) have also employed in the context of ESP. In their studies,
the supplementary dimensions varied, reflecting the need for flexibility in adapting to specific
research contexts. Similarly, we decided to include the following supplementary dimensions based
on their relevance to our study objectives:

1. Self-efficacy (S_EFF). The relationship between self-efficacy and motivation in language
learning is significant and multifaceted. Following Bandura’s (1997) social cognitive theory, self-
efficacy refers to learners’ beliefs in their capability to organize and execute the actions required to
achieve specific learning goals. This makes self-efficacy task-specific and action-oriented, reflecting
one’s conviction that they can successfully perform a given task. Importantly, self-efficacy should not
be conflated with self-confidence. Self-confidence, by contrast, denotes a more general sense of
assurance that one possesses the necessary knowledge and abilities and can thus face the task with
confidence (see below). Research indicates that higher self-efficacy is associated with greater
motivation to engage in language learning activities (Manipol et al., 2024). Piniel and Csizér (2013)
demonstrate that self-efficacy and motivation are distinct yet closely linked constructs, suggesting
that enhancing self-efficacy can lead to improved motivational outcomes in language learning
contexts. In this study, S_EFF reflects medical students’ beliefs in their ability to succeed in learning
EMP, including their capacity to capitalize on communication opportunities and their confidence in
the effectiveness of their efforts.

2. Self-confidence (S_CONF). The relationship between self-confidence and motivation in
language learning is well-documented in the literature. Research indicates that learners with higher
self-confidence are more likely to engage actively in language learning, which in turn fosters greater
motivation (Tsymbal, 2019). Conversely, a lack of self-confidence can lead to anxiety and avoidance
behaviors, which diminish motivation and hinder language acquisition (Lao & Buenaventura, 2024).
In this study, S CONF captures students’ confidence in their English abilities, both general and
medical, highlighting their pride in existing skills, their belief in effective communication across
contexts, and their active participation in EMP classes.

3. L2 anxiety (L2_ANX). Research suggests that L2 anxiety can significantly influence learners’
motivation levels, often acting as a barrier to effective language acquisition (Jiang & Papi, 2021).
Teimouri’s (2017) findings support the idea that L2 anxiety can have both facilitative and debilitative
effects on motivation. While anxiety may keep learners alert and focused, it can also hinder their
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overall motivation if it becomes overwhelming (Teimouri, 2017). In this study, L2_ANX reflects
students’ language-related anxiety specific to learning EMP, including fears of judgment, self-
consciousness about pronunciation or grammar, and apprehension about speaking in class.

4. Positive and Negative Attitude Toward Learning EMP (ATT_POS and ATT_NEG). Research
consistently shows that positive attitudes significantly enhance motivation, which in turn facilitates
successful language learning outcomes (Ahmed, 2022; Algahtani, 2017). In this study, ATT_POS
illustrates students’ proactive and positive disposition and engagement toward learning EMP,
highlighting their appreciation of the additional knowledge the subject provides. Conversely, negative
attitude (ATT_NEG) reflects students’ negative perceptions or reluctance toward learning EMP.

3. Methodology
3.1. Setting

This study employed a quantitative, cross-sectional survey design and was conducted at
Hungary’s four medical schools, all offering undivided, twelve-semester medical programs in
Hungarian as the medium of instruction (HMI program) for state-funded students. At the time of the
study, only Semmelweis University and the University of Pécs had mandatory EMP exit requirements,
while EMP courses were elective at the University of Debrecen and the University of Szeged. Notably,
no standardized EMP curriculum existed across the institutions.

3.2. Data Collection and Participants

We conducted the study between February and April 2024. A non-random, voluntary
convenience sampling approach was employed, using email invitations distributed by the respective
Registrar’s Offices to all undergraduate medical students (years 1 to 6) enrolled in Hungary’s HMI
medical programs. This sampling approach was deemed the most feasible and ethically appropriate
strategy for reaching the full target population within institutional constraints, as it ensured equal
opportunity for participation across all four medical schools. This was the most practical and
appropriate method for reaching the entire target population of approximately 5800 students (60%
female, 40% male, based on Hungarian Statistical Office data) across the four medical schools in the
country. The Registrar’s Offices distributed the email invitations after we obtained prior approval
from the respective Deans.

Participation was voluntary and anonymous, and students provided informed consent for
research purposes, supplying non-sensitive data. A total of 283 students completed the self-
administered, online questionnaire (Appendix), which was applied in its current form for the first time
and featured 55 items on EMP learning motivation, using a 6-point Likert scale. The inclusion criterion
required participants to have attended at least one EMP course offered by their respective
universities.

The achieved sample (n=283) represents approximately 5% of the total target population
(approx. 5,800). A detailed analysis of the sample demographics (Table 1) indicates that while the
overall size is adequate for the planned statistical analyses, the sample exhibits an over-
representation of first-year students (45.6%) and participants affiliated with the University of
Debrecen (46.6%), a factor which must be considered when interpreting the results. Table 1 presents
the demographic details of the sample.
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Table 1. Respondents' Self-Reported Demographics and English Proficiency Levels (n=283)

n %

Gender Male 89 31.4%
Female 194 68.6%

Affiliation Semmelweis University 25 8.8%
University of Pécs 61 21.6%

University of Szeged 65 23.0%

University of Debrecen 132 46.6%

Year 1st 129 45.6%
2nd 56 19.8%

3rd 38 13.4%

4th 24 8.5%

Sth 19 6.7%

6th 17 6.0%

English proficiency level No English language exam 16 5.7%

according to the Common

European Framework of A2 2 0.7%
Reference B2 137 48.4%
C1l 128 45.2%

3.3. Instrument

We began developing the instrument by translating (from English to Hungarian) and
contextualizing the items from L2MSS-based questionnaires used in previous international studies
(Taguchi et al., 2009; Brady, 2019a, 2019b; Ryan, 2009), which already incorporated Gardner and
Lambert’s constructs of Integrativeness and Instrumentality (Gardner & Lambert, 1959, 1972).
Contextualization was essential, as prior studies applying L2ZMSS focused on general English or other
ESP contexts, while our aim was to address medical students’” EMP learning. The process involved
both the extensive modification of existing items (e.g., for Ideal L2 Self, Ought-to L2 Self, and the
Instrumentality components) and the development of new items (for Attitude toward learning EMP,
L2 Anxiety, Self-Confidence, and Integrativeness) to accurately address medical students’” EMP
learning. Minor adjustments were needed in the case of Intended Learning Effort and Self-Efficacy.
The instrument was refined through expert feedback and a 2022 pilot involving a think-aloud protocol
with medical students. The detailed development and validation of this contextualized EMP
motivation questionnaire are reported in a separate study (Stotzer et al., 2025).

Table 2 outlines the motivational dimensions included in the questionnaire. The abbreviations
(e.g., IL2S = Ideal L2 Self, ILE = Intended Learning Effort) are retained throughout the analysis for
consistency. These categories represent the adapted scales used to examine students’ motivation to
learn EMP. Table 2 summarizes the examined dimensions and item counts. All dimensions were
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derived using principal component analysis (PCA), with component loadings ranging from 0.535 to
0.933. Only components with eigenvalues greater than one and explaining at least 33% of the
variance were retained. Cronbach’s a and McDonald’s w values indicated satisfactory internal
consistency overall, with only three constructs slightly below the conventional 0.70 threshold: Ought-
to L2 Self (a =0.572, w =0.574), Attitude to EMP negative (a = 0.641, w = 0.649), and Integrativeness
(a=0.651, w=0.665) (Stotzer et al., 2025).

Table 2. Criterion Measure and Core and Supplementary Motivational Dimensions in the Study
(n=283)

Dimensions Abbreviation Items* (n)

Criterion measure

Intended Learning Effort ILE 4

Core motivational dimensions

Instrumentality- Prevention |_PREV 5
Instrumentality- Promotion |_PROM 7
Ideal L2 Self IL2S 6
Ought-to L2 Self 02L2s 3
Integrativeness INTEG 4
Supplementary variables
Self-Efficacy S _EFF 3
Self-Confidence S_CONF 6
L2 Anxiety L2 _ANX 7
ATT_POS 7
Attitude toward learning EMP**
ATT_NEG 3
Total 55

* Following Principal Component Analysis (PCA) and Reliability Analyses (RAs)

** The Attitude component is split into two components, reflecting positive and negative attitudes after PCA
and RAs

3.4. Data Analysis

To address RO1 and examine the direct and indirect effects of the core motivational dimensions,
we employed a two-step analytical procedure. First, we conducted linear regression analysis (Ng et
al., 2018) (SPSS Statistics version 28.0) with the stepwise method. Second, we utilized General Linear
Model (GLM) Mediation Analysis (Hayes & Little, 2022) (Jamovi version 2.3.28).

In the regression analysis, the predictor variables (I_PREV, |_PROM, IL2S, O2L2S, INTEG) and the
dependent variable (ILE) were standardized principal components (mean =0, standard deviation = 1)
derived from the original ordinal variables. As a result, the intercepts in all regression models yielded
t-values of 0.000 and p-values of 1.000. The goodness-of-fit of the model was assessed using adjusted
R2, which accounts for both the number of predictors and the sample size. Model significance was
determined through an analysis of variance (ANOVA) using the F-test (p < 0.05). Standardized B-
values were used to interpret the relative effects of the predictors.
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To explore the indirect effects of the core motivational predictors on ILE, we conducted GLM
Mediation Analysis. This approach allowed us to investigate how the predictors interact to influence
ILE. GLM Mediation Analysis was selected for its advantages: (1) it allows for multiple regressions to
be fit separately and then combined, (2) it provides model fit metrics for each submodel rather than
the entire model, and (3) it offers great flexibility due to its less stringent theoretical model
assumptions. This method facilitates a holistic view of the relationships between variables. The
strength of mediation effects was measured using standardized indirect effect sizes, and their
significance was assessed using a bootstrap procedure with 5,000 iterations and 95% confidence
intervals.

Finally, to address RO2 and examine the extent to which the supplementary variables influence
the predictors that directly affect the ILE criterion measure, we conducted additional linear
regression analyses using the same methodological framework described above.

4. Results
4.1. Direct and Indirect Effects of Core Motivational Dimensions on ILE (RO1)

Table 3 summarizes the results of the linear regression analysis addressing RO1, which identifies
the core L2MSS dimensions that directly predict medical students’ ILE. The core motivational
dimensions are: Integrativeness (INTEG), Ideal L2 Self (IL2S), Instrumentality—Prevention (I_PREV),
Instrumentality—Promotion (I_PROM), and Ought-to L2 Self (02L2S). The key finding is that the model
successfully accounts for a substantial 31.0% of the variance in ILE. The three motivational
dimensions showing significant direct, positive effects on ILE are INTEG, IL2S, and |_PREV, with INTEG
having the strongest impact (3=0.289).

For RO1, the linear regression model (Table 3) was statistically significant (F=43.240, p<0.001),
with an adjusted R? of 0.310. This indicates that the model accounts for 31.0% of the variance in ILE,
reflecting the overall effect size of the regression model. Furthermore, the predictor variables
included in the model contributed significantly to explaining the heterogeneity in ILE, as indicated by
the t-test (INTEG p<0.001, IL2S p<0.001, |_PREV p<0.05). The standardized B-values, which represent
the relative effect sizes of the predictors, were as follows: INTEG ($=0.289) had the strongest effect
on ILE, followed by IL2S (f=0.262) and |_PREV (B=0.155). Together, these results indicate that the
individual contributions of these predictors are substantial in explaining the variance in ILE. |_ PROM
and 02L2S were excluded from the regression model, as they did not show a significant relationship
with ILE (t-test: p>0.05).

Table 3. Results of Linear Regression Predictive of Intended Learning Effort (ILE)

Variable Unstandardized Standard Standardized t p
B error B

Intercept: ILE 1.233E-16 0.049 0.000 1.000

Integrativeness 0.289 0.069 0.289 4,197 <0.001
(INTEG)

Ideal L2 Self 0.262 0.056 0.262 4.690 <0.001

(IL2S)

Instrumentality — Prevention 0.155 0.063 0.155 2.470 <0.05

(I_PREV)
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Overall, these results indicate that students’ identification with the international medical
community (INTEG) and their self-vision as proficient EMP users (IL2S) are the strongest drivers of
learning effort, while prevention motives (I_PREV) also contribute modestly.

After the linear regression analysis, GLM Mediation Analysis was employed to investigate the
indirect effects of |_PROM and O2L2S on ILE. Table 4 and Figure 1 present the results of the General
Linear Model (GLM) Mediation Analysis, which explored how the core L2MSS dimensions mediate
each other’s effects on ILE. The key discovery is the significant role of mediation for | PROM and
02L2S (which had no direct effect) through IL2S and INTEG. Although | PROM and O2L2S did not
exhibit significant direct effects on ILE, both variables demonstrated notable indirect effects (Model |
in Table 4 and Figure 1) through their influence on other motivational components. Specifically,
|_PROM showed a significant indirect effect on ILE, mediated through IL2S (3=0.140, p<0.001) and
INTEG (B=0.157, p<0.01). O2L2S exhibited significant indirect effects on ILE mediated through IL2S
(B=-0.057, p<0.05) and INTEG (3=0.030, p<0.05).

In the next step, GLM Mediation Analyses were conducted for the core motivational dimensions
(INTEG, IL2S, and |_PREV) that were identified as direct predictors of ILE. Models Il and Il explored
the bidirectional influences between INTEG and |_PREV as mediators of ILE. Results indicate that
INTEG exerted an indirect effect on ILE via |_PREV ( = 0.100, p < 0.01), while |_PREV influenced ILE
through INTEG (B = 0.260, p < 0.001) (Table 4). The models are illustrated in Figure 1.

Table 4. Indirect Effects of Core Motivational Dimensions on Intended Learning Effort (ILE)

Standard 95% CI*
Model Indirect effects Effect B p
error
Lower Upper
| PROM—>IL2S—ILE 0.140 0.037 0.067 0.213 0.140 <0.001

|_PROM—INTEG—>ILE 0.157 0.057 0.045 0.269 0.157 <0.01

02L2S->IL2S-5ILE -0.057 0.019 -0.093 -0.020 -0.057 <0.01

O2L2S—->INTEG->ILE 0.030 0.014 0.003 0.057 0.030 <0.05

Il INTEG—>I_PREV—>ILE 0.100 0.041 0.020 0.181 0.100 <0.01

1l |_PREV->INTEG—>ILE 0.260 0.044 0.173 0.346 0.260 <0.001

*Cl = confidence interval
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Figure 1. Direct and Indirect Effects of Core Motivational Dimensions On Medical Students’
Intended Learning Effort in Learning EMP

4.2. Effects of Supplementary Dimensions on Direct Predictors of ILE (RO2)

Table 5 and Figure 2 present the results of the linear regression analyses conducted for RO2,
examining the influence of supplementary psychosocial dimensions on the core motivational
predictors identified in RO1 (INTEG, IL2S, and |_PREV). The supplementary variables include Self-
Confidence (S_CONF), Self-Efficacy (S_EFF), Positive Attitude toward learning EMP (ATT_POS),
Negative Attitude toward learning EMP (ATT_NEG), and L2 Anxiety (L2_ANX). The most critical finding
is the pervasive, strong influence of S_CONF and ATT_PQOS across the models. Notably, L2_ANX shows
a strong, positive association with both INTEG and |_PREV.

To address RO2, three linear regression models were conducted (Table 5 and Figure 2), with IL2S,
INTEG, and |_PREV as the dependent variables.

Model A, with INTEG as the dependent variable, was statistically significant (F=33.755, p<0.001),
with an adjusted R? of 0.258, explaining 25.8% of the variance. Significant predictors were ATT_POS
(8=0.360, p<0.001), L2_ ANX (B=0.324, p<0.001), and S_ CONF (B=0.304, p<0.001).

Model B, examining IL2S, was statistically significant (F=168.190, p<0.001) with an adjusted R? of
0.542. This indicates that 54.2% of the variance in IL2S can be explained by the predictors included in
the model. The analysis revealed that S_CONF had the strongest effect (3=0.561, p<0.001), followed
by S_EFF (B=0.214, p<0.001).

In Model C, where |_PREV was the dependent variable, the regression was again statistically
significant (F=29.720, p<0.001), with an adjusted R? of 0.289, explaining 28.9% of the variance. The
strongest effects were observed for ATT_POS (B=0.399, p<0.001), L2_ANX (f=0.471, p<0.001),
followed by S_CONF (B=0.277, p<0.001). Additionally, ATT_NEG (B=-0.186, p<0.001) had a negative
effect on |_PREV.
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Table 5. Results of Linear Regression Examining Supplementary Psychosocial Dimensions Predictive
of Ideal L2 Self (IL2S), Integrativeness (INTEG), and Instrumentality Prevention (I_PREV)

Unstandardized Standard Standardized

Model Variable error t p
B B
Intercept: INTEG -4.209E-17 0.051 0.000 1.000
Attitude to learning EMP
Positive 0.360 0.062 0.360 5.765 <0.001
(ATT_POS)
A
L2 Anxiety
0.324 0.059 0.324 5.451 <0.001
(L2_ANX)
Self-Confidence
0.304 0.066 0.304 4570 <0.001
(S_CONF)
Intercept:IL2S -3.213E-17 0.040 0.000 1.000
Self-Confidence
0.561 0.063 0.561 8.850 <0.001
B (S _CONF)
Self-Efficacy
0.214 0.063 0.214 3.375 <0.001
(S_EFF)
Intercept: |_PREV -1.072E-16 0.050 0.000 1.000
Attitude to learning EMP
Positive 0.399 0.062 0.399 6.469 <0.001
(ATT_POS)
L2 Anxiety
0.471 0.061 0.471 7.764 <0.001
C (L2 ANX)
Self-Confidence
0.277 0.070 0.277 3.945 <0.001
(S_CONF)
Attitude to learning EMP
Negative -0.186 0.055 -0.186  -3.400 <0.001

(ATT_NEG)

Taken together, these findings suggest that affective dispositions such as self-confidence and
positive attitudes play a decisive role in shaping the motivational profile of EMP learners.
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Figure 2. The effects of supplementary motivational dimensions on the direct predictors of
Intended Learning Effort

5. Discussion

This section discusses the results in relation to the research objectives and relevant theoretical
and empirical frameworks. Overall, the findings show that three ‘core’ motivational dimensions—
Integrativeness, Ideal L2 Self, and Instrumentality Prevention—directly predict medical students’ ILE,
while supplementary psychosocial factors such as self-confidence, self-efficacy, attitude, and L2
anxiety exert indirect but meaningful effects. Together, these results reveal a complex interplay
between cognitive, affective, and vision-related factors shaping EMP motivation in non-Anglophone
medical contexts.

5.1. Effects of Core Motivational Dimensions on Students’ Effort to Learn EMP (RO1)

The first research objective (RO1) sought to determine which motivational dimensions most
strongly predict Hungarian medical students’ effort to learn EMP. The findings identify INTEG, IL2S,
and |_PREV as direct predictors of ILE, with INTEG emerging as the strongest. The dominant role of
INTEG highlights students’ aspirations to access international research and collaboration, as well as
their desire to belong to the wider medical and scientific community. These findings align with prior
research suggesting the central role of Integrativeness in second language motivation (Demir &
Hamarat, 2022; Maro%an & Markovi¢, 2019; Tomak & Sendula-Paveli¢, 2017). Traditionally,
integrative motivation has been linked to cultural and linguistic affinity. However, in specialized
contexts like learning EMP, its relevance highlights the evolving nature of Integrativeness. In such
settings, integrative motivation may extend beyond cultural orientation to include a broader
conceptualization - one, where identifying with an international professional community becomes
central to motivation, rather than affiliation with a specific culture.

IL2S, the second strongest predictor, reflects students’ strong self-vision as proficient EMP users.
While this finding is novel in the EMP domain, it demonstrates the relevance and applicability of IL2S
in this context. Moreover, it extends prior research in other ESP settings (e.g., Martin-Gonzalez &
Chaves-Yuste, 2024) and highlights the pivotal role of future-oriented goals in sustaining learning
effort. Recent vision-based intervention studies provide strong empirical support for this approach:
Sandu and Rodriguez Gil (2023) demonstrated that imagery-based motivational activities significantly
enhanced students’ Ideal L2 Self in a university EFL context. Similarly, Sato (2021) implemented a

https://doi.org/10.22521/edupij.2026.20.1 Published online by Universitepark Press

90


https://doi.org/10.22521/edupij.2026.20.1

Sttzer et al. | 13

vision intervention linked to communicative tasks and found increased Ideal L2 Self and target-
language use, with the Ideal L2 Self positively correlating with actual L2 performance only after the
intervention. These findings underscore the potential value of integrating vision-building strategies
within EMP curricula to reinforce students’ long-term motivational orientation. Examining the role of
the Ideal L2 Self and its significance in shaping intended learning effort is particularly informative for
educators: the Ideal L2 Self fosters self-regulated learning and encourages a proactive approach to
language acquisition (Algahtani, 2017). Given that language learning is a lifelong process, it is crucial
to adopt appropriate pedagogical strategies that not only cultivate but also reinforce this perspective
among students. In the context of EMP, this means fostering an understanding that language
development extends beyond graduation and remains integral to their professional journey.

|_PREV, while exhibiting a weaker effect, also predicts ILE, indicating that avoidance-based
motives, such as striving to avoid professional disadvantages, academic setbacks, or negative peer
judgment, can contribute to effort. While often considered less ideal than promotion-driven motives,
prevention-focused orientation can nonetheless play a substantial role in maintaining consistent
learning effort (Csizér, 2019; Teimouri, 2017), particularly in high-stakes academic contexts such as
medical education.

Neither O2L2S nor |_PROM demonstrated significant direct effects on ILE, but mediation
analyses revealed their indirect influence through IL2S and INTEG. O2L2S had a negative indirect
effect on ILE via IL2S, suggesting that stronger obligations to learn EMP may weaken learners’ self-
concept, thereby reducing effort. However, 02L2S also exhibited a smaller but positive indirect effect
on ILE through INTEG, indicating that external expectations can still contribute to engagement when
aligned with integrative motivation. This suggests that external obligations, when framed in ways that
resonate with students’ aspirations to join the international medical community, may be partially
internalized and transformed into integrative motives. In line with Self-Determination Theory (Ryan
& Deci, 2000), externally imposed requirements can undergo a process of internalization, shifting
from controlled forms of regulation to more autonomous orientations. This mechanism may explain
why 02L2S, despite lacking a direct impact on sustained effort, can exert an indirect influence by
reinforcing students’ sense of belonging to the global professional community. Pedagogically, this
finding underscores the importance of aligning curricular requirements and institutional expectations
with learners’ broader professional visions, thereby enhancing the likelihood that external pressures
evolve into self-endorsed goals. Taken together, these results suggest that although external factors
(O2L2S) or ambitious long-term outcomes (I_PROM) may provide an initial impetus for attending
classes or acknowledging the relevance of EMP, they exert comparatively weaker influence on the
maintenance of proactive, self-regulated learning effort.

5.2. Effects of Supplementary Dimensions on the Direct Predictors of ILE (RO2)

The second stage of the diagnostic process, i.e., the second research objective (RO2), examined
how supplementary motivational dimensions influence the core motivational dimensions that proved
to be direct predictors of ILE (i.e., INTEG, IL2S, and |_PREV). Results show that S_CONF, S_EFF,
ATT_POS, ATT_NEG, and L2_ANX exert significant, though varied, effects.

S_CONF emerged as a particularly influential factor, significantly predicting both INTEG and IL2S.
Students with higher confidence in their English abilities are more likely to envision themselves as
proficient EMP users and to feel a stronger sense of belonging to the medical community. Both
S_CONF and S_EFF significantly predicted IL2S, aligning with Al-Hoorie’s (2018) meta-analysis, which
highlights the close link between self-efficacy and the Ideal L2 Self. Moreover, evidence suggests that
this relationship is bidirectional: Roshandel et al. (2018) found that the Ideal L2 Self significantly
predicts self-efficacy.
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L2_ANX significantly influences both INTEG and |_PREV. Higher L2 anxiety appears to heighten
sensitivity to the potential negative consequences of insufficient EMP proficiency, strengthening
prevention-driven motivation. Conversely, lower anxiety levels may reduce the perceived urgency of
such risks. Notably, higher-anxiety EMP learners may also exhibit a stronger sense of belonging to the
medical community. Similarly, students’ positive attitude (ATT_POS) toward learning EMP predicts
both INTEG and |_PREV. A positive attitude fosters a stronger identification with the medical
community (INTEG) and reinforces the recognition of EMP as essential for academic and professional
success (I_PREV), motivating students to meet external expectations and avoid potential
disadvantages in their careers.

ATT_NEG predicts |_PREV negatively, indicating that students with unfavorable views of EMP are
less likely to be motivated by concerns about avoiding disadvantages or fulfilling external
expectations. Such students may downplay the relevance of EMP, reducing their prevention-driven
motivation.

5.3. From Diagnosis to Support: Pedagogical Implications

The findings suggest that the respondent Hungarian medical students (predominantly lower-year
students with a relatively high level [B2-C1] of English proficiency) demonstrate a strong motivational
foundation for learning EMP. INTEG, IL2S, and |_PREV play central roles, indicating their awareness
of EMP’s significance, their aspiration to belong to the medical community, and their strong vision of
themselves as proficient users of English in professional contexts. This profile underscores the
importance of sustaining and further enhancing these existing motivational strengths through
effective and engaging teaching practices. Consequently, the question naturally arises as to which
pedagogical strategies EMP teachers can employ to foster the vision of a competent EMP user and
to create a supportive and engaging learning environment that reinforces self-confidence and self-
efficacy, while minimizing L2 anxiety.

A key strategy for promoting IL2S and INTEG is integrating authentic materials through content-
and context-based teaching. Content-based instruction, where students engage with authentic
medical texts, enables learners to see the relevance of English in their professional lives (Anti¢, 2016).
Faure (2018) emphasizes that incorporating medical topics into EMP courses supports language
acquisition and consolidates students’ medical knowledge, making language learning more
meaningful and effective. Likewise, context-based teaching, such as using real-world scenarios and
simulations, enhances students’ ability to connect EMP learning with their future professional roles.
Role-playing medical consultations (Hambuch et al., 2024) or conducting simulated ward rounds
helps students envision themselves using English confidently and effectively in professional settings.
Wiertlewska (2019) proposes a new paradigm where EMP is approached through medical subjects,
reinforcing content knowledge via EMP. A key setting for this is the skills labs, a widely used method
bridging theoretical instruction and clinical practice. Skills labs provide a low-stakes environment for
practicing essential medical skills, including doctor-patient communication, before transitioning to
real clinical settings. Their simulation-based nature makes them ideal for integrating EMP instruction,
allowing both Hungarian and international students to train together in an authentic yet controlled
clinical environment.

Beyond authentic, content-based, and context-based approaches, recent research highlights the
value of vision-oriented pedagogies in strengthening learners’ Ideal L2 Self. Vision-based
interventions have shown that guided imagery tasks, structured self-exploration, and future-self
mapping can significantly enhance students” motivation and sustained effort (Sandu & Rodriguez Gil,
2023; Sato, 2021). For practitioners, motivational lesson frameworks, such as those outlined in
Dornyei and Hadfield (2013) and Dornyei and Kubanyiova (2014), offer adaptable classroom activities
that can be integrated into EMP instruction to help students envision themselves as confident future
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users of medical English. Embedding such vision-building activities alongside simulation-based
learning may therefore amplify both the authenticity and the motivational impact of EMP courses.

For these methods to succeed, an interdisciplinary collaboration between EMP instructors and
medical content teachers would be essential. Joint efforts to design tasks that blend linguistic and
professional content can ensure that students are exposed to authentic medical content and contexts
while improving their language skills. Faure (2018) argues that involving medical professionals in EMP
instruction not only enhances authenticity but also boosts students’ confidence by demonstrating
the practical use of medical English in professional settings. A further step towards authenticity
involves providing non-Anglophone students with opportunities to attend lectures in the EMI
program or offering elective courses in which students can choose the language of instruction.
Additionally, joint classes that bring together students from EMI and non-EMI programs can create
opportunities for real-life language practice and cross-cultural exchange. These interactions not only
strengthen linguistic competence but also enhance students’ intercultural awareness - an
increasingly critical skill in globalized medical practice (Lu & Corbett, 2012). Establishing professional
networks that enable EMP educators in non-Anglophone contexts to gain insights into the use of
English as a working language in authentic medical settings could also enhance instructional
authenticity and, consequently, improve the overall effectiveness of EMP instruction.

Building a positive and supportive environment is also key. Fostering motivation also requires
creating a classroom atmosphere that reduces anxiety, boosts self-confidence, and supports self-
efficacy. Scaffolding techniques, where teachers provide step-by-step support tailored to individual
needs, can help students overcome initial challenges in understanding medical texts or performing
communicative tasks. Over time, this approach enhances learners’ self-confidence and self-efficacy,
which, as the study shows, are pivotal to reinforcing the Ideal L2 Self. Reducing L2 anxiety is equally
important. Teachers can address this by promoting a non-judgmental, inclusive classroom climate
where mistakes are seen as natural parts of learning. Peer collaboration (near-peer teaching and
peer-teaching) and group tasks can further alleviate anxiety by shifting the focus from individual
performance to collective achievement.

In summary, the findings contribute to the growing body of research extending the L2MSS to
specialized educational domains. They confirm the cross-contextual relevance of Integrativeness and
the Ideal L2 Self, while also highlighting the distinctive influence of prevention-focused motivation
and affective factors in high-stakes professional training environments such as medicine. These
insights refine our understanding of how motivation operates in EMP learning and offer a diagnostic
basis for pedagogical interventions aimed at sustaining long-term engagement.

To our knowledge, this is the first empirical study to apply and validate Dérnyei’s L2MSS within
the domain of learning EMP. The findings suggest that the same approach could inform research and
pedagogy internationally, particularly in other non-EMI medical programs where non-Anglophone
students require EMP for their academic and professional development.

6. Limitations and Future Directions

While this study fills a research gap and provides valuable, unprecedented insights into the
motivational factors influencing medical students’ efforts in learning EMP, several limitations must
be acknowledged. First, the overrepresentation of first- and second-year students and female
participants may limit the generalizability of the findings. Second, there are differences in EMP-
related outcome requirements across medical schools, which are likely to impact students’
motivational dispositions. Furthermore, respondents from the University of Debrecen, where no
formal outcome requirement existed at the time of the study, were overrepresented. Third, the focus
on Hungarian medical students limits the applicability of the results to other linguistic and cultural
contexts. However, the questionnaire and the model-building approach developed in this study are
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versatile and can be effectively applied in other settings. Conducting similar research in other
countries would not only yield valuable insights for those settings but also enable meaningful cross-
country comparisons.

The successful implementation of the teaching strategies and approaches outlined above raises
broader questions regarding teacher expertise in EMP instruction, which warrants further
investigation. Effective EMP educators must not only demonstrate advanced English proficiency and
pedagogical competence but also possess a solid understanding of medical contexts. While
collaboration with content specialists or international collaboration among EMP instructors can
partially bridge this gap, it also underscores the need for further research into the development of
specialized teacher training programs. Future studies could explore the most effective models for
equipping EMP instructors with both linguistic and domain-specific knowledge, ensuring they can
meet the unique demands of medical language education. Equally important, however, is preparing
instructors to apply motivational strategies in the classroom. As this study has shown, sustaining
students’ engagement in EMP is strongly linked to factors such as self-confidence, self-efficacy, and
vision of their future professional selves. Thus, teacher training models should not only provide
subject-specific expertise but also incorporate evidence-based approaches for fostering and
maintaining learner motivation.

7. Conclusion

This study set out to examine (RO1) the direct and indirect effects of core motivational
dimensions (IL2S, O2L2S, INTEG, |_PROM, and |_PREV) on Hungarian medical students’ ILE. The
analyses revealed that Integrativeness, Ideal L2 Self, and Instrumentality Prevention were the
strongest direct predictors of ILE, together explaining 31% of the variance. This highlights that
belonging to the international medical community and envisioning oneself as a proficient EMP user
are key motivational forces behind sustained learning effort.

With respect to (RO2), the study explored how supplementary psychosocial dimensions (Self-
Confidence, Self-Efficacy, L2 Anxiety, and Attitudes) shape those core predictors. Findings indicated
that self-confidence and self-efficacy substantially reinforce the Ideal L2 Self, while positive attitudes
and moderate anxiety levels contribute to Integrativeness and prevention-driven motivation.
Together, these interrelations demonstrate that EMP motivation is sustained not only by
instrumental goals but also by affective and self-regulatory dispositions.

Although this study focused on Hungarian medical students, the findings have broader
implications: (1) This study provides robust evidence supporting the relevance of Dornyei’s L2MSS
(2005, 2009) in the context of EMP. (2) Methodologically, the study underscores the utility of
adapting and contextualizing scales from established motivational frameworks for domain-specific
settings. (3) These insights provide valuable guidance for educators and policymakers aiming to
enhance curriculum design and instructional practices in EMP and beyond. In an increasingly
globalized medical field, where English serves as the lingua franca, the transfer of professional
knowledge cannot be separated from the effective teaching and learning of EMP. By aligning
instructional practices with students’ motivational profiles, medical schools can better equip future
professionals for the demands of global medical communication, collaboration, and lifelong learning.
Well-designed and targeted EMP education can significantly contribute to students’ academic
success, professional development, and preparedness for the demands of a global medical
community. Strong collaboration between EMP teachers and content teachers would ensure that
EMP instruction not only meets students’ immediate needs but also equips them with the linguistic,
communicative, and intercultural competencies necessary to thrive in their future careers. Enhancing
the quality and effectiveness of EMP education is, therefore, not only in the interest of students but
also a shared responsibility in advancing medical education as a whole.
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Pedagogically, the findings highlight the importance of designing EMP instruction that integrates
authentic, simulation-based, and vision-building activities to enhance medical students’ Ideal L2 Self
and Integrativeness, while creating psychologically supportive environments that mitigate L2 anxiety
and foster self-efficacy. From a research perspective, the study underscores the applicability of the
L2MSS to EMP and calls for future investigations that extend this contextualized framework to other
linguistic and cultural settings and to teacher-related motivational factors.

In sum, by directly addressing the research questions and translating empirical patterns into
actionable recommendations, this study contributes to a more comprehensive understanding of how
motivational and psychosocial factors interact to sustain non-Anglophone medical students’
engagement in learning English for Medical Purposes.
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Appendix I.
English for Medical Purposes (EMP) Motivation Questionnaire Statements
(all statements are designed to be rated on a 6-point Likert scale)
Intended Learning Effort
I am willing to make a serious effort to learn EMP.
| work hard to improve my EMP skills.
| believe | am doing everything | can to learn EMP.
| will probably continue to improve my EMP even after | graduate.
Ideal L2 Self
| can imagine myself communicating effortlessly with patients in English abroad.
| can picture myself giving a presentation in English at a conference.
I think it is likely that | will publish in English.

| believe that one day | will be able to communicate fluently and without anxiety in English in a
professional setting.

| see myself as a confident user of EMP in the future.

| can imagine myself communicating effortlessly in English with colleagues abroad.

Ought-to L2 Self

| am studying EMP because everyone says it is essential these days.

| attend EMP classes because, as a student in this medical school, | am expected to know EMP.
My peers/classmates are also studying EMP, and | do not want to be left out.

Integrativeness

| believe that within the medical professional community, only those with English language skills
can succeed.

| am also studying EMP because it is the only way | can participate in the work of the scientific
community.

Knowing EMP is important to me because it allows me to become a part of the international
professional (publishing and scientific) community.

If | were not studying EMP, | would feel like | am missing out on something.
Instrumentality — Promotion

| believe that knowing EMP will give me more opportunities to find a suitable job.
Learning EMP is important to me for my career.

Knowing EMP is important to me because | would like to apply for a scholarship abroad (e.g.,
Erasmus).

EMP is important to me so that | can present at conferences.

EMP is important to me because | would like to work in a preclinical department, doing research
and/or teaching.

EMP is important to me because it is the only way to advance in the scientific field.
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EMP is important to me because there is a chance | will work abroad one day.
Instrumentality — Prevention

Knowing EMP is important to me because | do not want a lack of language skills to hold me back
in scientific work or applying for scholarships.

EMP is important to me because | do not want the lack of it to limit my future opportunities.

Knowing EMP is important to me because | do not want my colleagues to look down on me in the
future for not speaking English or not publishing in English.

If I had not studied EMP, | would be at a disadvantage compared to my classmates.

Many study resources, like videos and diagrams, are in English, and | do not want to be at a
disadvantage by not understanding them.

Positive Attitude toward learning EMP

| think it would be useful if every medical student were required to learn EMP.

It almost feels natural to me that learning English is necessary, and now it’s time to learn EMP.
| put in a lot of effort to improve my EMP skills.

| also enjoy EMP classes because | feel that, in addition to improving my English, | am gaining
additional knowledge.

| especially enjoy(ed) EMP classes.

The EMP classes provide(d) a refreshing break from studying other professional subjects.
| like the EMP classes because we cover topics related to the medical field.

Negative Attitude toward learning EMP

In my opinion, it would be enough to focus on general English skills at university; one can learn
EMP later on.

| believe that EMP is just Latin words that need to be pronounced in English.

| am attending EMP classes because it was the only option | could take.

L2 Anxiety

I am afraid my classmates will laugh at me in the EMP class.

| am worried that the EMP teacher will make fun of me in class.

In EMP class, | only speak up if I'm sure the grammar is correct.

In EMP class, it bothers me when | hear my pronunciation sound too Hungarian (‘Hunglish’).
It bothers me that my classmates speak English better than | do in EMP class.

| feel especially anxious in EMP classes.

| am reluctant to speak up in EMP classes.

Self-Confidence

| think | have a good aptitude for English.

| believe | can make myself understood in any everyday situation in English.

| think | could make myself understood in any professional (medical) situation in English.

I am proud of my general English skills.
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| am proud of the EMP skills | have acquired so far.

| enjoy(ed) being able to actively participate in EMP classes and speak a lot.
Self-Efficacy

| find learning EMP fairly easy.

| try to take advantage of opportunities to communicate in English.

If | make an effort, | learn EMP easily.

Publisher’s Note: The opinions, statements, and data presented in all publications are solely those of
the individual author(s) and contributors and do not reflect the views of Universitepark, EDUPIJ,
and/or the editor(s). Universitepark, the Journal, and/or the editor(s) accept no responsibility for any
harm or damage to persons or property arising from the use of ideas, methods, instructions, or
products mentioned in the content.
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Abstract

Despite the growing international recognition of Languages for Specific Purposes
(LSP), the role and needs of LSP teachers in Hungary remain underexplored. Based on
a survey of Hungarian higher education LSP teachers, this study examines their pro-
fessional characteristics and challenges. The findings reveal that many LSP teachers
transition from general language teaching without formal training in their students’ dis-
ciplines or LSP-specific methodologies. LSP teaching poses unique challenges, includ-
ing the significant time required to develop curricula and teaching materials. Beyond
preparation, teachers often engage in extensive self-directed learning to acquire spe-
cialised content knowledge needed to meet diverse and evolving demands. The study
underscores the importance of institutional support, advocating for legal frameworks
that recognise that teaching LSP differs from teaching languages for general purposes.
The results suggest that it would be crucial to create formal training opportunities,
foster collaboration between content specialists and LSP teachers, implement mentor-
ship programmes, and reduce the workload of LSP teachers. This research advocates
for establishing LSP teaching as a distinct profession within the Hungarian educational
landscape, laying the foundations for future research and contributing to the greater rec-
ognition of LSP teaching in national and international contexts.
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Introduction

Languages for Specific Purposes (LSP) and its subfield, English for Specific Purposes
(ESP), is an umbrella term referring to the specialised use of language tailored to specific
professional, academic, or technical domains (e.g. Legal Spanish, Medical English, Business
German). LSP (including ESP) emphasises aligning language teaching with field-specific
vocabulary, discourse, and communicative practices, employing learner-centred approaches
and specialised materials to ensure relevance and real-world applicability (Basta, 2023; Long
& Uscinski, 2012; Macia, 2012). Consequently, ‘LSP teachers’ are those ‘practitioners’
(Anthony, 2018) who teach these specialised (foreign) languages primarily at higher educa-
tion institutions (HEISs) to students who pursue various disciplines such as law, medicine, or
economics. LSP teachers play a crucial role in bridging the gap between language learning
and the specialised demands of various professions. They must have a deep understanding
of both the language and the specific domain in which their students will operate. This dual
expertise allows them to create relevant and effective learning materials that reflect the real-
world contexts in which their students will use the language (Jurkovi¢, 2024; Macia, 2012).
Since the 1960 s, it has been increasingly acknowledged worldwide that learning
LSP, particularly ESP, has become critically important in higher education (Hyland,
2022). The focus has shifted from general language learning (especially in the context
of English) towards specialised languages (Supunya, 2023). In our increasingly glo-
balised world, with substantial workforce mobility, it has become crucial to comple-
ment professional knowledge with the ability to communicate in the specialised lan-
guage of one’s field (Sowa, 2023). Learning LSP helps students acquire specialised
vocabulary and communication skills tailored to their academic and professional needs,
thereby enhancing both academic performance and career prospects. Over the years,
nearly all aspects of the LSP-related educational context have been examined, with the
notable exception of LSP teachers. However, recent years have seen a growing interna-
tional trend within the European Higher Education Area (EHEA) to address this gap
(Chateaureynaud & John, 2023; Jurkovic et al., 2024; Kic-Drgas & Jurkovic, 2024).
We also initiated a context-specific survey to gain a comprehensive overview of
LSP teachers across the country, in Hungary. Such a survey seemed timely, as no sim-
ilar LSP teacher-focused research has been conducted in this context. This research
contributes to international literature by examining the situation of LSP teachers in
Hungary, offering a unique perspective that can enhance our understanding of how
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the local context shape LSP practices. The insights gained may be applicable to other
countries, thereby enriching the international, including European, LSP landscape, and
guiding future development and research directions. Thus, we developed and imple-
mented a questionnaire-based research project (Appendix) to investigate LSP teachers’
views on several aspects of their work. This study, as part of this larger research pro-
ject, presents results addressing two research questions within the Hungarian context:

1. What are the educational pathways and professional identity of LSP teachers?
2. What are the main challenges and difficulties of LSP teachers?

This article begins with a review of the literature in the European context, high-
lighting the critical issues that guided the development of the questionnaire and the
formulation of our research questions. Next, an overview of the current situation of
LSP and the specific status of LSP teachers in Hungary is provided. Subsequently,
we describe our methodology and present our findings. In the ‘Discussion and Con-
clusions’ section, we contextualise our results, offer recommendations, and outline
potential avenues for future research.

Review of the Literature
Languages for Specific Purposes Within the European Higher Education Area

Interest in LSP courses is steadily increasing at universities, and the demand for
LSP teachers is growing within the EHEA (Ding & Campion, 2016; Kic-Drgas &
Jurkovi&, 2024). In recent years, several Erasmus + projects (CATAPULT,' TRAILS,’
LSP-TEOC.Pro’) have been launched to fill gaps in LSP teacher training and support
the professional development of LSP teachers (Anesa, 2024; Bocanegra-Valle, 2023;
Chateaureynaud & John, 2023; Jurkovic€ et al., 2024). Given the predominance and
lingua franca status of English, research findings relevant to LSP also originate from
studies focusing on ESP (Basturkmen, 2019; Hyland & Wong, 2019; Whyte & Sarré€,
2017). While we acknowledge additional relevant issues, this article will focus on
these points providing the context for interpreting our research findings:

(@) Professional* development needs. For a long time, much of the literature on LSP
focused on how LSP teachers assess student needs (Belcher, 2006). Only recently
have studies begun to survey the needs of LSP teachers themselves (Bocanegra-
Valle & Perea-Barber4, 2023; Lopez-Zurita & Vazquez-Amador, 2023). Bocanegra-

! http://catapult-project.eu/

2 https://erasmus-plus.ec.europa.eu/projects/search/details/2018-1-FR01-KA203-048085

3 https://lsp-teoc-pro.de/

4 When professional development of LSP teachers is discussed in the literature (and in this article), it
refers to LSP as a ‘profession’. Thus, professional development of the teacher refers to the process of
improving the capabilities of the teacher (which in the case of LSP teachers includes gaining knowledge
about the students’ discipline as well).
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Valle and Basturkmen (2019) established professional development needs catego-
ries which align with other recent studies on LSP teacher education (Nazari, 2020);
Szymanska-Tworek & Makowska-Songin, 2019; Vega Umaiia, 2020). Jurkovi€ et al.
(2024) confirmed and upgraded this framework, proposing a three-stage model:
a general Languages for General Purposes (LGP) teaching methodology course,
followed by a general LSP teaching methodology course, and finally, discipline-
specific’ acculturation through in-service education supervised by an experienced
LSP teacher and/or discipline specialist (Jurkovi€ et al., 2024, p. 323).

(b) Scarcity of pre-service and in-service professional development programmes. It
has been found that there is a growing demand for LSP courses at HEIs (Jurkovic¢
et al., 2024), yet there are limited professional development programmes avail-
able for LSP teachers (Bocanegra-Valle, 2023; Bocanegra-Valle & Basturkmen,
2019). Jurkovic et al. (2024) argue that this is because a language degree and
a general teaching methodology course are generally considered sufficient for
teaching LSP in higher education.

(¢c) Lack of speciality-related qualification, lack of content knowledge. Szymariska-
Tworek and Makowska-Songin (2019) found that in-service ESP teachers in
Polish higher education struggled with the lack of discipline-specific knowledge
and felt that their initial training was insufficient for teaching ESP. In contrast,
Vega Umaiia (2020) found that LSP teachers in French higher education believed
their expertise should primarily be linguistic, cultural, and pedagogical, while
the disciplinary knowledge should mostly be provided by the students.

(d) Acquiring content knowledge through collaboration. LSP teachers are often
advised to acquire content knowledge through self-training, students’ input, and
collaboration with content specialists. However, as Woodrow (2017) notes, such
collaboration is rare due to differing epistemological and ontological perspectives,
which can hinder mutual understanding between language and content specialists.

Languages for Specific Purposes in the Hungarian Higher Education Context
as Reflected in Literature

While there has been limited focus on LSP teachers, research of LSP itself is not a
recent development in Hungary. In 2001, Kurtén (2001) discussed the importance and
evolution of LSP teaching in Hungary, emphasising its distinction from teaching LGP
due to its sensitivity to specialised contexts and demand for a high degree of flexibility.
She emphasised that performing the tasks of an LSP teacher requires specific compe-
tencies; however, she noted that these competencies were not recognised in Hungary.
In 2012, Kurtén and Silye revisited the state of LSP teaching in Hungary, noting
that the employment methods and organisational structures for LSP teachers remained
diverse. LSP instruction was still conducted predominantly by language teachers, with
occasional collaboration with subject-specific instructors depending on the institution.

5 In the literature, the terms specific area, field of speciality, discipline, content, domain, and subject,
and the related expressions such as domain-specific language, disciplinary knowledge, content knowl-
edge, specialist area, and subject-specialists are often used interchangeably, reflecting the intention of
the authors to refer to the discipline the students are studying.
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Self-training emerged as the most important learning method for LSP teachers. A com-
mon complaint was that institutions failed to recognise and value LSP instruction and
LSP teachers despite considerable progress in the field over the previous decade. These
advancements included the establishment of the Hungarian Association of Teachers
and Researchers of Languages for Specific Purposes® in 2003. Kurtan and Silye (2012)
also noted that many LSP teachers had obtained academic degrees. They argued that all
conditions were in place for developing a high-quality, European-standard LSP teach-
ing system, only strong central will and an educational strategy were missing.

Ten years later, Einhorn (2022a, 2022b) examined the goals and content of foreign
language teaching (not particularly LSP) in Hungarian HEIs, focusing on the organi-
sations responsible for this task. She has identified two main types of organisational
units: (1) university-level units, offering a variety of LGP and LSP courses across mul-
tiple faculties; (2) smaller, ‘dedicated’ units operating under specific faculties, which
usually provide LSP classes to their respective faculties. In some universities, these
types coexist. Einhorn (2022b) has noted that within higher education, the declared
goal of learning foreign languages is learning LSPs, adding that this can be interpreted
in multiple ways by the stakeholders. She calls for further research to better understand
LSP teachers’ attitude towards LSP teaching and pedagogical modernisation.

In 2023, Veresné Valentinyi conducted a survey among Hungarian university
students on the effectiveness of LSP instruction. In her conclusion, she has noted
that, compared to her study conducted in 2011, the situation of LSP instruction has
remained unchanged for over two decades, facing the same problems as before. How-
ever, a recent regulatory change may be seen as the manifestation of the ‘strong central
will’ that Kurtdn and Silye (2012) observed as lacking: in 2022, Act LIX of 2022,
amending Act CCIV of 2011 on National Higher Education, removed the previous
language exam requirement for obtaining a degree’ and instead mandates that HEIs
provide LSP instruction necessary for students to practice their qualifications in
their respective fields, along with proper assessment of these skills. The amendment
allows HEISs to set their own foreign language-related entry and exit requirements and
potentially prioritise other forms of language proficiency assessment, such as inter-
nal, institutional exams. However, it does not address the allocation of human or other
resources needed for implementation, leaving the responsibility to the HEIs to deter-
mine, at their discretion, who should undertake this task and how. Naturally, the ulti-
mate impact on LSP teachers and the trajectory of LSP in Hungary remains to be seen.

‘Invisible’ LSP Teachers in Hungary

LSP-related research in Hungary has predominantly focused on linguistic and didactic
aspects, curriculum and material design, and student needs, while neglecting the teachers
themselves. When research did address teachers, LSP teachers were examined only tan-
gentially and never as the primary focus. This oversight can be attributed to several factors.

% For the English site of the Association, see http://szokoe.hu/about-us?lang=en; its journal, Porta Lin-
gua serves as an important platform for publications in the field, see http://szokoe.hu/hirek/2020/07/03/
porta-lingua-online-journal?lang=en

7 From the mid- 1990 s, at least one intermediate-level language exam was required for university
degrees.
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First, the role of an LSP teacher as a distinct professional designation does not
exist in Hungary; it is not included in the Hungarian Standard Classification of
Occupations.® Educators who teach LSP (and/or LGP) at HEIs are employed as
either (language) teachers or as university instructors/members of academic staff,
the latter contingent upon their enrolment in or completion of PhD studies. Accord-
ing to Hungarian regulations, only those pursuing or holding a doctoral degree are
recognised as university instructors (from the rank of assistant lecturer upwards).
Their teaching load (depending on their academic title) is 40 to 60% of that of lan-
guage teachers. The teaching load for language teachers at HEIs is equivalent to that
of high-school language teachers, suggesting that decision-makers/institutions view
LSP teaching as equivalent to LGP teaching.

Second, since there is no official role for LSP teachers, there are no associated
formal® education opportunities in Hungary that provide LSP-specific qualifications
or certificates.

Third, there is no system for continuous professional development for LSP teach-
ers in Hungary. It is therefore particularly unfortunate that, as a result of the Euro-
pean Union’s decision, 21 Hungarian universities are no longer eligible to partici-
pate in Erasmus + programmes due to concerns over corruption (Council of the
European Union, 2022; Telex, 2023).

Fourth, LSP teachers are difficult to ‘identify’: they are employed across various
units of different organisations of HEIs, and there are no official data or a register for
these teachers. This lack of information hinders the accurate estimation of their pop-
ulation. Although official data exist on language teachers employed at HEIs, these
data do not distinguish between those who teach LGP or LSP, or both. Additionally,
there are those LSP teachers who are categorised as ‘university instructors’ due to
their academic degree. While there are official data on university instructors, the
specific number of those who teach LSP is unknown.

Methodology

The results of this research are based on an online survey conducted between February
and April 2024. The research invitation was sent to language teachers and university
instructors who were teaching or had previously taught LSP at HEIs!® in Hungary.
Participants consented to their data and responses being used for research purposes,
with assurances of anonymity and privacy. Participation was entirely voluntary.

The online questionnaire was distributed through the Hungarian Association of
Teachers and Researchers of Languages for Specific Purposes, requesting that they

8 https://www.ksh.hu/docs/osztalyozasok/feor/feor_rendelet_egyseges_szerk_eng.pdf

° In this study, we used Johnson’s and Majewska’s (2022) definition and descriptions of these terms to
categorise the formal, non-formal, and informal ways of learning.

10 14 Hungary, there are 41 universities (5 state-funded and 34 are ‘foundation universities’), as listed in
Annex 1 of Act CCIV on National Higher Education. For the analysis of the European University Asso-
ciation, see https://www.eua.eu/downloads/publications/2023%20eua%20autonomy %20scorecard_hunga
ry.pdf
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forward it to their members. We also contacted 19 foreign language centres and organi-
sational units of 17 Hungarian HEISs that offer language courses (LGP and LSP), request-
ing their cooperation in distributing the questionnaire to their colleagues teaching LSP.

The language of the questionnaire was Hungarian, and it was completed by 44
LSP teachers from 15 Hungarian HEIs.!! In the absence of official data on the total
population of LSP teachers in Hungary, we compared the HEIs in our sample with
other studies and available data to highlight that our respondents are affiliated with
key Hungarian HEIs in the field of LSP: (1) Einhorn (2022a, 2022b) in her sur-
vey, identified 17 organisational units belonging to 13 Hungarian HEIs,'” 11 of
which overlap with those in our study. (2) The Hungarian Association of Teach-
ers and Researchers of Languages for Specific Purposes has 105 members affiliated
with 19 Hungarian HEIs, 13 of which overlap with those in our sample. (3) Twenty
respondents are affiliated with the top five Hungarian universities based on the
HVG Diploma'® ranking. The significant overlap of HEIs suggests that our sample
includes representatives of Hungary’s most prominent and influential HEISs.

We developed a self-administered questionnaire comprising 10 demographic,
9 open-ended questions, and 22 closed-ended questions (Appendix). Respondents
could also add comments to further elaborate on their responses. The questionnaire
underwent a think-aloud protocol and piloting, leading to necessary revisions before
distribution. The demographic and professional background questions covered gen-
der, age, mother tongue, first foreign language (first L2), affiliation, teacher’s degree,
speciality-related qualification, and years of experience. Respondents were asked to
select their field(s) of speciality and the language(s) they teach, with options to indi-
cate multiple specialities and languages.

To address the first research question, three open-ended questions were used
to explore the professional background and educational pathways of the respond-
ents: (1) how they became LSP teachers, (2) what formal and not formal training
they received to fulfil their current role as LSP teachers, and (3) whether they
identify as LSP teachers and prioritise this role over others.

For the second research question concerning the challenges in LSP teach-
ing, a preliminary survey conducted in January 2024 involved 10 LSP teachers
who provided written descriptions of their work. These responses informed the
compilation of 11 statements regarding the challenges in LSP teaching, which
respondents rated on a 5-point Likert scale (from 1, strongly disagree, to 4,
strongly agree; the ‘I don’t know’ answers were excluded from the calculations
of means and standard deviations). This was complemented by an open-ended
question asking respondents to detail their main difficulties in teaching LSP.

' Three state-funded universities [out of 5]; 10 foundation-funded universities [out of 35]; and 2 foun-
dation-funded colleges [out of 22].

12 Einhorn has found that these organisations employed 337 teachers (219 language teachers and 118
university instructors holding or pursuing a PhD). However, Einhorn’s figures pertain to language teach-
ers at HEISs, not all of whom necessarily teach LSP.

13 The HVG Diploma Ranking is an annual evaluation of Hungarian HEIs published by HVG (HVG is a
prominent Hungarian economic and political weekly magazine, modelled after The Economist).
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Fig. 1 Demographic characteristics of respondents (n= 44)

In the study, univariate and bivariate descriptive statistical analyses were per-
formed using IBM SPSS Statistics 28. In the case of the latter, we analysed pairs
of associated variables. To examine the relationship between variables, we applied
two tests: the Monte Carlo test and the Kruskal-Wallis test. For both tests, a sig-
nificance level of 0.05 was established. Despite the small number of participants, sta-
tistical analysis was conducted to identify patterns and relationships in the data that
might not be evident through descriptive statistics alone. The Monte Carlo test was
employed due to its suitability in cases where parametric tests are not applicable. By
simulating the distribution of the test statistic under the null hypothesis, this method
provides more reliable inferences, even with a limited dataset (Silva, 2015). Addition-
ally, the Kruskal-Wallis test was chosen as a non-parametric method for comparing
differences across three or more groups. This approach is particularly well-suited for
the ordinal nature of the data in this study, as it does not rely on assumptions of nor-
mality or equal variances (Ostertagova et al., 2014). Qualitative data were processed
using thematic data analysis (Braun & Clarke, 2019).

Results
Demographic and Professional Data

To provide a comprehensive understanding of the sample, demographic characteris-
tics were collected and analysed. The gender distribution of the sample is presented
in Fig. 1. All but one respondent identified Hungarian as their mother tongue. The
majority of respondents fall within the age groups of 51 —60 and 41 — 50.

To address our research questions in depth and explore the respondents’ educa-
tional pathways, data on the respondents’ professional background were collected
(Fig. 2). In the sample, almost everyone holds a teacher’s degree, most probably a
language teacher’s degree from the languages listed under first L2. Their first L2 is
English in the case of 29 respondents. Three-quarters of the teachers in the sample
lack any qualification in the respective field/speciality'* the language of which they

14 By qualification in the speciality, we mean degrees that can be obtained in the disciplines of the students
of LSP teachers, e.g. Agricultural Sciences, Business Management, Medicine, and Economics.
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Fig. 2 Professional characteristics of respondents (n= 44)

are teaching. The sample is evenly divided, comprising 22 university instructors
(16 with PhD degrees and 6 PhD candidates'®) and 22 language teachers without
PhD degrees. The average professional experience among the respondents exceeds
18 years.

Table 1 shows the specific professional fields and languages in which respond-
ents teach LSP. English emerged as the dominant language, with many teachers
of non-English LSPs also teaching ESP. The sample includes teachers of German,
Hungarian as a foreign language, Latin, Russian, and French for Specific Pur-
poses. Notably, in the sample, Hungarian as a foreign (specific) language and Latin
appear exclusively in the field of medicine/health sciences and veterinary medicine,
reflecting the large international student population in Hungary. For these students,
learning Hungarian and Latin for Specific Purposes is often mandatory within
their programmes. Respondents teaching Hungarian or Latin for Specific Purposes
also teach another LSP. Twenty-four respondents teach the specialised language of
health sciences, followed by the business and economics (17 respondents), reflect-
ing the popularity of these university programmes among Hungarian students.
Fourteen respondents indicated that they teach the specialised languages of multi-
ple, entirely distinct disciplines.

15 PhD candidates are employed as assistant lecturers; thus, they are categorised as university instructors
according to the relevant Act on National Higher Education.
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Educational Pathways of LSP teachers
Based on the analysis of the responses, the respondents’ (R) reasons for entering
their LSP career can be categorised into three groups (Fig. 3). The first category
comprises respondents who chose and decided to pursue teaching LSP out of per-
sonal interest and ambition:

R13: ‘T wanted to work at the university, so it was my own decision to apply.’

The second category includes those who were assigned or compelled to take on
LSP teaching roles due to institutional requirements. Most of them likely began their

careers as language teachers who happened to start teaching at HEIs:

R25: ‘I initially started my career as a language teacher at the predecessor institu-
tion. Over the years, I gradually had to learn how to teach LSP.’

This transition, which was due to the increasing demand for learning LSP in sev-
eral disciplines, is sometimes described by the respondents as an assignment:

R2: ‘[teaching LSP] was assigned to me as a task.’

Table 1 Fields of specialities and languages taught by respondents (n= 44; number of answers =112)

Languages taught for English German* Hungarian* Other

specific purposes (as a foreign (languages)

Fields of specialties language)**

Agricultural & Environmental Science 5 1(1) (1) French

Business Management 8 3(2) (1) French

Economics 12 4(2)

Tourism & Catering 7 3(2)

Legal Matters & Public Administration 1

Technical Engineering 4 2(1)

Medical & Health Sciences 20 3(2) 12 (9) (1) Russian
(1) Latin

Language for Services

Business 9 2(2)

Other disciplines*** 8 2 1

* Numbers in brackets: number of respondents also teaching English for Specific Purposes.

** Hungarian as a Foreign Language (HFL) is taught to non-Hungarian (‘international’) students
enrolled in Hungarian universities. Teaching HFL can also be for specific purposes.

**% Under ‘Other disciplines’, eight additional speciality fields were mentioned, taught in English. Two
of these are also taught in German and one in Hungarian (as indicated in brackets following the respec-
tive speciality areas): 1) Special Needs Education (GER); 2) Pedagogy and Arts (GER); 3) Veterinary
(HUN); 4) Biology, 5) Sport; 6) Andragogy, 7) Intercultural Communication, Rhetoric and Communi-
cation Theory; 8) Horticulture, Viticulture & Winemaking, Landscape engineering, Biotechnology, and
Food Science
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Fig.3 Paths to becoming Languages for Specific Purposes teachers (n = 44)

Others who have embraced the change described it as ‘life has brought it so’.!®

Several respondents mentioned that they had taken a liking to teaching LSP and had
furthered their education specifically because of it:

R26: ‘[transition] was compulsory, but I realised that I liked and could teach LSP
better than general language.’

Thus, the third category consists of respondents who indicated that their entry
into the profession happened ‘spontaneously’ as life circumstances led them to it.

Respondents also mentioned the needs of the market when they argued for the
necessity of LSP and some of them pointed out that knowledge of an LSP is a neces-
sary competence for students.

Table 2 shows that respondents pursued diverse educational pathways, includ-
ing formal, non-formal, and informal ways, to acquire the competencies needed
for teaching LSP. Four respondents reported that they had not received any for-
mal training to prepare them for their role as LSP teachers. Of the respondents,
17 included their university degrees,!” PhD studies, and other formal training
provided by institutions as key elements of their preparation towards becom-
ing an LSP teacher. Specific LSP (ESP) training was mentioned 6 times, with 5
instances occurring abroad. Non-formal education was the most frequently cited
form of learning (20 mentions), followed by conferences and study trips abroad.
Informal ways of learning, particularly self-teaching (19 mentions), were also
common, with several respondents (7 mentions) noting the help they received
from colleagues. Overall, non-formal and informal ways of learning considerably
outnumber formal educational pathways.

16 This exact Hungarian phrase was used by many of the respondents because in our question, inquiring
about their entry into the profession, we used it as an example.

17 1t should be noted, however, that in most cases, the university degree referred to is a teaching qualifi-
cation and not specifically related to LSP, as such specialised degrees are not available in Hungary.
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Table 2 Professional development for respondents (n= 44)

Ways of learning Number of Frequency Characteristic settings mentioned (number of mentions in
respondents of mentions brackets)

None 4 4 Did not receive any training (4)
Formal 17 25 University degree (6)
Other misc. trainings offered by formal institutions (6)
PhD studies (5)
Translator and interpreter training (3)
Other, miscellaneous (5)
Non-formal 25 37 Continuing education and organised training events (20)
Conferences and workshops (11)
Study trips (3)
Other, miscellaneous (3)
Informal 30 46 Self-teaching (19)
Learning from colleagues (7)
Learning by doing (4)
Learning from books and other sources (3)

Experience gained from working in the field of speciality
(©))

Other, miscellaneous (11)

LSP Teachers’ Identity

In addition to exploring their entry into the profession and their professional devel-
opment, it is crucial to understand how these teachers teaching LSP perceive their
professional identity. We found that 19 respondents (10 language teachers, 3 PhD
candidates, 6 PhD holders) identified themselves as LSP teachers (Fig. 4), with 10
exclusively identifying with this role (LSP teacher — single-role). The remaining 9
respondents in this category (LSP teacher — multi-role) mentioned other identities/
roles as well.

Only one respondent with speciality-related qualification identified primar-
ily with that role. Three respondents noted that they are not LSP teachers per se
but rather teachers who happen to teach LSP. Those who identified as univer-
sity instructors all have PhD degrees. Every respondent who mentioned being a
researcher did so alongside other roles, with 3 PhD holders stating that research is
secondary to teaching.

R7: ‘[how I define my identity as a teacher] depends on the context, but I usu-
ally make it clear that I teach a Language for Specific Purposes rather than gen-
eral language. I consider myself more of a university instructor than a researcher,
although I do have to engage in academic work as well.’

R15: ‘I prioritise my identity as an LSP teacher; I do not enjoy research as much
— I prefer teaching.’
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Fig. 4 Self-reported professional identity of respondents (n = 44)

Main Challenges and Difficulties of LSP Teachers

The results related to the second research question, ‘What are the main challenges
and difficulties of LSP teachers?’, highlight several critical issues. Due to the
exploratory nature of the research, both open-ended questions and closed-ended
questions were used to examine the challenges and difficulties faced by respond-
ents. This approach allowed for identifying and analysing factors not previously
highlighted in the literature or the preliminary survey. The qualitative analysis
yielded 43 responses, which are summarised in Table 3.

The responses to the Likert-scale questions, along with their means and standard
deviations, are presented in Fig. 5 and Table 4, respectively. The Likert scale used
was a 5-point scale, and ‘I don’t know’ responses were excluded from the analysis.

Problems Related to the Specificity of the Job

The thematic analysis (Table 3) revealed several key areas of concern among
respondents. The most frequently mentioned issues pertain to the specificity of the
job, with 18 respondents highlighting 26 instances of such problems. By specific-
ity, we refer to the involvement of the specialised fields or subject areas, which
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Table 3 Respondents’ perceptions of challenges (n= 43)

Identified themes Number Frequency
of respondents of mentions

1. Problems related to the specificity of the job 18 26
2. Problems related to diversity* and the subsequent need for differentiation 14 17
3. Problems related to student motivation and classroom management 14 16
4. Problems related to the lack of institutional** support 13 18

*By diversity, we mean the variety of languages that LSP teachers are required to teach, the different
levels of language proficiency among their students, the range of specialities they need to become knowl-
edgeable in, and the diverse backgrounds of students, including various factors such as cultural, educa-
tional, and professional differences

**By institution, we mean not only the HEI in question but also the legal framework, regulatory back-
ground, and decision-makers’ willingness to take action

0 5 10 15 20 25 30 35 40 45 50
Q.1 Sometimes students know the content of speciality better than I do. | 17 20 1
Q.2 It frustrates me when I experience that students know the content of
S 24 3 U 7
speciality better than I do.
Q.3 Curriculum development and/or study material development is also 1 16 24 B
my responsibility. - =
Q.4 Learning about the subject area and keeping my knowledge up to
d : ¥ 1 11 28 3
ate requires constant self-teaching on my part.
Q.5 I have few formal opportunities to acquire knowledge in the given z T 7 4
speciality. .
Q.6 I have limited opportunities for further training in the speciality. 6 14 11 6
Q.7 I have limited opportunities for further training in the foreign
language I teach. - . -
Q.8 I feel that our institution does not really support students' language
learning. . -
Q.9 I feel that low level of language proficiency of students is an 3 ) 3 3
obstacle to effective language teaching.
Q.10 1 do not have the opportunity to cooperate with other teachers who 9 10 7 7
are teaching content subjects.
Q.11 I need more time to prepare for my LSP classes. 5 15 7 8

m Strongly disagree @ Disagree ®Agree M Strongly agree  ®Don't know
ig. view n=
Fig.5 Respondents’ views on challenges 44

necessitates that LSP teachers acquire extensive discipline-related knowledge, typi-
cally through self-teaching (8 mentions).

R12: ‘[the greatest challenge is] that it is necessary to acquire content knowledge
on my own.’

Continuous self-directed learning and the independent acquisition of discipli-

nary knowledge require ongoing preparation (5 mentions), which takes a lot of
time. This time demand was mentioned by several respondents (6 mentions).

@ Springer

118



English Teaching & Learning (2025) 49:889-915 903

Table 4 Means and standard deviations for LSP Teacher Questionnaire items on challenges

Q1 Q2 Q3 Q4 Q5 Q6 Q7 Q8 Q9 Q10 Q.ll

Mean* 3.30 1.49 3.54 3.61 3.00 2.79 2.05 1.84 2.36 2.41 2.67
Standard 0.77 0.77 0.64 0.67 1.06 1.04 0.94 0.99 1.02 1.07 0.96
Devia-
tion*

*The ‘I don’t know’ responses are excluded from the calculation of means and standard deviations in the
table

R44: ‘Despite dedicating a significant amount of energy to class preparation and self-
teaching, I often feel there is not enough time to prepare for each class adequately.’

An important consequence of their role is the shortage of teaching materials (2
mentions), necessitating continual efforts to prepare and update these resources (3
mentions).

R19: “The most challenging aspect is developing teaching materials that are tai-
lored to market demands. It is difficult to identify what is needed exactly. It is
challenging to establish connections with experts, and it is hard to select docu-
ments and topics that can be used to create the teaching materials. We have to
“dig deep” into the profession; and we should be able to see how the language
will ultimately be used.’

The results of the quantitative analysis corroborated the findings of the qualitative
investigation in several areas. We found that the majority (37) of the respondents
acknowledged that students sometimes know the content better than the LSP teach-
ers themselves (Q.1). Among respondents with speciality-related qualifications, 70%
(7) admit that students sometimes know the speciality better than the LSP teachers
themselves (Q.1) IMCT =5.508, p= 0.021). This opinion was even more prevalent
among those without a qualification in the field of speciality, at 90.9% (30).

Separately, 33 respondents disagreed with the statement that they were frus-
trated by students’ superior content knowledge (Q.2). Among these, 26 respondents
acknowledged that students sometimes know the content better but were not frus-
trated by this. Nineteen respondents who were unfrustrated also reported having few
formal opportunities to acquire content knowledge, while 11 believed such formal
opportunities were available. Additionally, 16 respondents, who were not frustrated
felt their opportunities for speciality-related further training were limited, whereas 12
did not share this view. When examining the impact of respondents’ first L2, notable
differences emerge (MCT =4.507, p= 0.040) in relation to Q.2: all respondents (14)
whose first L2 is not English appear unfrustrated by the fact that students sometimes
know the speciality better. In parallel, 82.6% (19) of those whose first L2 is Eng-
lish report feeling unfrustrated, implying that 17.4% (4) of respondents with Eng-
lish as their first L2 do feel frustrated. The feelings of frustration (Q.2) also correlate
with varying levels of teaching experience (MCT =23.101, p= 0.002). Among nov-
ice teachers with 1— 5 years of experience, 33.3% (1) admit feeling frustrated due
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to students’ superior knowledge of the content. This issue is notably less prevalent
among more experienced teachers, with none in the 6 — 10 years of experience group,
7.7% (1) in the 11 —20 years of experience group, 18.2% (2) in the 20 — 30 years of
experience group, and none in the over 30 years of experience group.

The specificity of the job requires LSP teachers to take responsibility for both cur-
riculum and teaching material development, with the majority (40) confirming this
(Q.3), and most (39) emphasising the need for continuous self-teaching (Q.4). Many
(22) highlighted the lack of preparation time (Q.11), while a considerable number
noted limited formal opportunities for acquiring speciality-related knowledge (28,
Q.5), and limited opportunities for speciality-related further training (continuing edu-
cation) (25, Q.6). Discrepancies were observed regarding formal education opportu-
nities in the field of the speciality (Q.5) with 88.5% of English-first L2 respondents
(23) agreeing that these opportunities are few, compared to 35.7% of non-English-
first L2 respondents (5) (MCT =7.890, p= 0.005). Similar patterns were noted for
continuing education opportunities in the field of the speciality (Q.6), with 80.8%
of English-first L2 respondents (21) and 33.3% of non-English first L2 respondents
(4) agreeing (MCT =8.026, p= 0.004). Additionally, 79.3% of respondents without
a speciality-related qualification (23) agreed about limited further training opportu-
nities in the speciality (Q.6), compared to 45.5% of those with a speciality-related
qualifications (5). Co-occurrence analysis of Q.5 and Q.6 revealed that 24 respond-
ents perceived a lack of both formal education and further training opportunities in
the speciality, while 29 felt language-related further training opportunities (Q.7) were
adequate. Further analysis of the co-occurrences of Q.5, Q.6, and Q.7 (i.e., the oppor-
tunities in the field of speciality, including formal education and further training, and
in the field of language) reveals that 9 respondents found opportunities in all fields
(speciality and language) adequate. In comparison, another 9 respondents perceived
restrictions across all fields. Thirteen respondents indicated limited opportunities in
the field of the speciality, in terms of both speciality-related formal education and
speciality-related further training, but they believed there are sufficient language
training opportunities. Only one respondent held the opposite view, indicating a lack
of language training opportunities; and two respondents noted that only speciality-
related formal education opportunities are missing.

Problems Related to Diversity and the Subsequent Need for Differentiation
Problems stemming from diversity, which includes language variety, differing stu-
dent proficiency levels, and varied student backgrounds, were noted by 14 respond-

ents, with 17 mentions.

R36: ‘It is very challenging to adapt to the diverse characteristics and language
levels of a heterogeneous student group.’

Within this theme, respondents (6) highlighted the challenge of differentiating
instruction to meet diverse student needs.
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R26: ‘Differentiation requires a tremendous amount of preparation and organisa-
tion for each class.’

One respondent noted the difficulty in conveying specialised content to students
with low language proficiency, especially when these students possess advanced
professional knowledge. Conversely, another respondent found it challenging to pro-
vide new information to students who already have high levels of both language pro-
ficiency and professional knowledge. Additionally, some respondents (3) mentioned
the difficulty in balancing language instruction with teaching disciplinary content.

Responses to the closed-ended question on whether students’ low language pro-
ficiency level hinders LSP teaching (Q.9) were divided. PhD candidates unani-
mously disagreed that students’ low level of language proficiency impedes effective
LSP teaching (KWT =8.065, p= 0.018), a view shared by 50% (6) of respondents
with academic titles and 52.6% (10) without academic titles. Conversely, 75% (6) of
respondents with speciality-related qualification agreed that students’ low level of
language proficiency hinders effective LSP teaching, compared to only 32.1% (9) of
those without such qualification (MCT =5.786, p= 0.014).

Problems Related to Student Motivation and Classroom Management

Student motivation and classroom management were identified as challenges by
14 respondents, with 16 mentions. Among the student-related issues, the most fre-
quently mentioned problem was maintaining student motivation and interest and
sustaining their engagement (11 mentions).

R25: ‘The most difficult part is sparking the interest of demotivated students.’
R36: ‘Creating a learning environment where students feel confident to speak
up is a real challenge. My students are often shy and afraid of making mistakes,
which makes it difficult for them to participate in speaking activities.’

The difficulties and challenges related to students are naturally closely linked to
students’ workload (1 mention) and time constraints (1 mention).

Problems Related to the Lack of Institutional Support

Thirteen respondents cited 18 instances of issues related to the lack of institutional
support, encompassing both the higher education institution and the broader regula-
tory framework. Mentions under the fourth theme are associated with the marginal
nature of the subject (LSP as such) and the lack of institutional and decision-maker
support.

R4: “We constantly have to prove that learning LSP [for students] is an integral

part of professional advancement; without it, there is no European-level profes-
sionalism.’
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Respondents also highlighted the lack of recognition (2 mentions).

R44: ‘I don’t feel that my work is appreciated; 1 feel somewhat invisible within
the system.’

Others complain about the marginal nature of the subject (when the institution
does not allocate credits for LSP classes) (1 mention), and the low prestige of LSP
teaching (3 mentions).

R42: ‘The heads of our faculty make it clear in many ways that language teaching
is not a priority, [...] so we have to work against significant headwinds.’

These issues are often compounded by large class sizes and the heavy workload
of LSP teachers. Nevertheless, 26 respondents felt that their institutions support stu-
dents” LSP learning (Q.8).

Discussion

The findings of this study provide an understanding of the demographic and profes-
sional characteristics, and identity of LSP teachers in Hungary and the challenges
they face. The results underscore several critical issues that have significant implica-
tions for policy and practice in teaching LSP at HEIs. Our findings resonate with
those reported in international studies (Anesa, 2024; Chateaureynaud & John, 2023;
Jurkovi€ et al., 2024; Kic-Drgas & Jurkovi¢, 2024), highlighting similar critical
issues and problem areas.

Educational Pathways and Professional Identity

Our study investigated the educational pathways of LSP teachers by surveying their
entry into the profession, examining their self-reported ways of learning to explore
their professional development and inquiring about their professional identity.

Entry into the Profession

The majority of LSP teachers in Hungary possess a pedagogical qualification, often
due to their (language) teacher’s degree. Many began their career as language teach-
ers and later transitioned into LSP teaching, which aligns with findings from Bocane-
gra-Valle and Basturkmen (2019) that indicate a similar trend across Europe regard-
ing the transition from general language teaching to LSP teaching (Jurkovié, 2024).
The transition of the respondent LSP teachers occurred through one of three path-
ways: (1) by personal decision, (2) by institutional assignment, or (3) due to life cir-
cumstances. In fact, the third group comprises those who were also assigned with the
task, but they managed to internalise the change; consequently, they described their
entry as ‘life has brought it so’.
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Educational Pathway and Professional Development

Relatively few respondents possess qualifications directly related to the discipline
the specialised language of which they teach; moreover, some of them teach the
LSP of more than one discipline. It has also been confirmed that LSP teachers have
limited formal opportunities to acquire content knowledge (Bocanegra-Valle, 2023;
Bocanegra-Valle & Basturkmen, 2019; Jurkovi¢ et al., 2024). By formal opportu-
nities, we mean postgraduate specialist training programmes or shorter-term pro-
grammes that offer micro-credentials'® designed specifically to prepare individuals
for the role of an LSP teacher. In Hungary, there are no such training opportunities
available for LSP teachers. The responses also indicate that non-formal and informal
ways of learning play the most significant role in the pathway to becoming an LSP
teacher after obtaining their degree, which, in most cases, is a language teaching
qualification. Non-formal avenues like conferences and study trips are considered
crucial for professional development by the respondents; it was also revealed that
they have limited access to these resources. Fortunately, the opportunities for lan-
guage-related further training are more favourable. Self-teaching emerged not only
as the most frequently mentioned (informal) way of professional development but
also as a significant challenge and difficulty. This is consistent with Anesa (2024),
who notes that self-directed online training can enhance LSP teachers’ professional
identity and skill acquisition. The need for self-teaching is unlikely to diminish for
two reasons: (a) There is an increasing demand for teaching LSP, especially ESP.
Thus, it is anticipated that language teachers will continue to be the ones adapt-
ing and learning the specificities of the subject areas rather than professionals from
these fields transitioning to language teaching in significant numbers. (b) The spe-
cific characteristics of the specific fields, such as business, agricultural sciences, or
medicine, can only be thoroughly learned and understood at the local level, in close
proximity of the subject area. This is evident from the frequent mention of ‘learning
from colleagues’ and ‘learning by doing’ as informal ways of professional develop-
ment. In our view, implementing local mentorship programmes would effectively
meet these needs. This would align fully with the implementation of the third stage
of the three-stage model proposed by Jurkovic et al. (2024), while online courses,
such as the one developed through European initiatives, could fulfil the requirements
of the second stage and serve as a valuable introduction to LSP.

Professional Identity

It is essential to emphasise the importance of formal training because, for any field to
be recognised as a profession, the formal education of specialists working in that area is
indispensable. Formal acknowledgement of the knowledge and expertise of LSP teach-
ers would be a crucial step in the formation of their professional identity. Professional
identity can be defined as an individual’s self-concept as a professional, shaped by their

8 Micro-credentials could also help make their competencies more visible and recognised, potentially
contributing toward credit in a degree-awarding program.
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attributes, beliefs, values, motives, and experiences within a specific context. This iden-
tity is not static; it evolves through ongoing negotiation between personal experiences
and external influences, reflecting a dynamic interplay between individual and collective
identities within a professional community (McCall et al., 2021; Porter & Wilton, 2020).
Research indicates that professional identity construction involves recognizing oneself as
part of a profession and aligning personal values with professional roles, which is essen-
tial for job satisfaction and effective practice (Hen & Gilan-Shochat, 2022).

The fact that 19 respondents identified themselves as LSP teachers indicates a
sense of professional cohesion and commitment to the profession. This is a positive
foundation for further development; however, significant challenges remain, particu-
larly due to the lack of formal qualifications for this role. Currently, their present job
description categorises them as language teachers unless they hold a PhD. In the
existing system, professional advancement is largely limited to obtaining a PhD and
transitioning into academia. This raises the question of whether we can truly speak of
a professional identity in a field that lacks official recognition and remains in the pro-
cess of formation. Further investigation, particularly through qualitative methods like
interviews, is needed to address this issue.

Challenges and Difficulties

In addressing the second research question, after analysing the responses to the Likert-
scale statements on challenges and difficulties and the open-ended question inquiring
about the same, four crucial areas emerged, which can be broken down to two main
areas.

Problems Related to Specificity, Diversity, and Student Motivation

The challenges of LSP teaching, including specificity, diversity, and student-related
issues, are interconnected. Diversity presents multifaceted challenges for LSP teachers,
as some are required to teach across multiple disciplines, while others face difficulties
arising from varying language proficiency levels and the diverse needs of their students.
This complexity is echoed in Bocanegra-Valle (2024), who highlights the difficulties
LSP teachers face in adapting their teaching to meet the varied needs of students.

The respondents frequently cited the need for extensive background knowledge and
the necessity of acquiring the knowledge of the specific field, with some admitting that
students occasionally know more about the content. Surprisingly, this does not seem
to cause frustration, particularly among those whose first L2 is not English. This sug-
gests that (1) they are finding ways to cope (e.g. with critical incidents); (2) their self-
directed learning is effective; and (3) their role as a teacher has shifted towards that
of a mentor or facilitator. Alternatively, if frustration does exist, it stems more from
teachers’ own knowledge gaps than from students’ superior content knowledge (as the
question suggested). This is an area that warrants further investigation.

Due to the specificity of the field, LSP teachers face constantly changing and mul-
tifaceted demands, leading to a lack of standardised and well-tested curricula and
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teaching materials. As a result, the responsibility for developing these resources falls
heavily on LSP teachers, which has been mentioned and highlighted on multiple
occasions in the answers. Therefore, the competencies required for this task should
be integrated into both pre-service education and ongoing professional development
programmes. International and national collaborations and sharing best practices,
resources, and actual teaching materials would be highly beneficial.

Self-teaching was frequently mentioned as an important informal way of profes-
sional development and also as a form of acquiring content knowledge. While this
aspect of the job is unlikely to change, the proposed mentorship programme, com-
bined with national and international collaborations, could potentially alleviate some
of the associated challenges. Self-teaching and self-directed learning, closely related
to intrinsic motivation, represent another avenue for future research.

A shared characteristic of specificity-related issues is the significant time
investment required, which is not currently recognised by the HEIs under the
existing legal framework. Such recognition is unlikely to occur until LSP teach-
ing is officially acknowledged as distinct from general language teaching. LSP
teachers at HEIs typically handle 20 — 22 contact hours per week, comparable
to secondary school language teachers teaching LGP. Introducing a multiplier
on LSP contact hours, for instance, would ensure that sufficient time is allocated
for preparation and curriculum design, especially, where the LSPs of several
disciplines have to be taught. Adequate preparation time is essential for LSP
teachers to stay updated not only in the foreign language they teach but also in
the specialised, discipline-specific language and advancements within the field,
including scientific and technological innovations. Additionally, the continual
development of digital competencies and the ‘intelligent’ integration of artifi-
cial intelligence into training and teaching further amplify the need for extensive
expertise. Due to the complexity and breadth of the tasks they are required to
perform and the knowledge they must acquire, LSP teachers face an exception-
ally demanding workload, with the process of acquiring and maintaining such
multifaceted expertise being notably time-intensive.

Analysing the impact of students’ low language proficiency revealed that Likert-scale
responses alone were insufficient because opinions were divided on whether it hinders
effective LSP learning. Free answers revealed that low language proficiency can indeed
pose challenges, particularly when (1) complex, speciality-related content needs to be
taught to students with limited language skills, or (2) conditions are not ideal, such as
large class size, heterogenous group in terms of language proficiency or content expertise.

Several respondents mentioned that motivating and engaging students pre-
sents a significant challenge. According to Wette (2018), students’ attention can
be captured by teaching authentic and useful knowledge that prepares them for
their profession. However, this brings us back to the need for LSP teachers to
acquire extensive background knowledge, the conditions under which this can
be achieved, and the importance of sharing best practices. To address these chal-
lenges effectively, there is a critical need for information exchange between con-
tent professionals (Woodrow, 2017) and LSP teachers and among LSP teachers
themselves.
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Lack of Institutional Support

The institution’s approach to LSP teaching and learning is reflected in student behav-
iour, which, in turn, significantly influences their attitude and motivation. Encourag-
ingly, 26 respondents perceive institutional support for effective LSP learning, indi-
cating that some institutions address these needs adequately. Notably, at a HEI with
the second-highest number of respondents, participants unanimously view the HEI’s
approach to learning LSPs as supportive, in contrast to more divided opinions from
other HEIs. It is an intriguing phenomenon that, while the importance of LSPs is
widely acknowledged, and there is a growing recognition of LSPs at HEIs, some LSP
teachers still feel marginalised.

The frequent mention of insufficient institutional support underscores the
importance of addressing this issue. It is imperative that institutions recognise
the unique challenges faced by LSP teachers (Kic-Drgas & Jurkovi¢, 2024) and
provide support through mechanisms such as reduced teaching loads and dedi-
cated time for self-training and curriculum development. Facilitating collabora-
tion between content teachers, subject specialists, and LSP educators, as well as
improving access to training, is essential for improving LSP teaching quality.

Conclusion

This study provides valuable insights into the professional pathways, identity, and
challenges of LSP teachers in Hungary, shedding light on critical issues for policy
and practice. Our findings confirm several challenges highlighted in the international
literature, while also offering unique perspectives specific to the Hungarian context.
The findings underscore the need for targeted system-level and institutional meas-
ures, including reduced teaching loads, enhanced professional development oppor-
tunities, and recognition of LSP teaching as a distinct field requiring specialised
expertise. These efforts not only enhance the overall quality of education but also
increase job satisfaction and retention, advancing both the profession and the quality
of instruction.

A limitation of this study is the seemingly low number of participants.
However, given the estimated population of LSP teachers in Hungary (300
—350), the participation rate is considered acceptable. The exploratory nature
of the research has raised several questions that warrant further examination
through qualitative methods, such as interviews. Despite these limitations, we
are confident that this study serves as a step toward fostering dialogue among
stakeholders.
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Appendix

Table 5 Questionnaire for LSP teachers

Educational pathways*

Challenges*

Competencies

Motivating factors

What are the educational pathways and professional
identity of LSP teachers?

Demographic
and professional characteristics

12) How did you become an LSP teacher and how
did you start your career? Did you start teach-
ing LSP by choice, by assignment or due to life
circumstances?

13) What formal and not formal training(s) have you
received, what has helped you to fulfil your current
role as an LSP teacher?

27) Do you define yourself as an LSP teacher or
do you give priority to something else (e.g. do
you introduce yourself as a researcher, university
lecturer, etc.). Do you give priority to your identity
as an LSP teacher? If not, what?

What are the main challenges and difficulties of LSP
teachers?

1) Gender

2) Age

3) Mother tongue
4) First L2

17) LSP teachers face many challenges and dif-
ficulties. To what extent do you agree with the
statements listed below? (5-point Likert scale) 11
statements

18) What do you feel is the biggest difficulty or challenge
in your job as an LSP teacher?

Which competencies do LSP teachers consider
essential?

5) Field(s) of LSP

6) Language(s) taught
7) Affiliation

8) Teacher’s degree

14) Which competencies (describing knowledge and
experience) do you consider essential for effective
LSP teaching? Please select FOUR elements from
the list. If you are missing something from the list,
indicate it in the"Other"box.

15) Which competencies concerning attitude and
personality do you consider essential for effective
LSP teaching? Please select THREE of the follow-
ing characteristics. If there is something you feel is
missing, please indicate it in the"Other"box.

What motivates LSP teach-
ers?

How do they motivate
students?

9) Specialty-related
qualification

10) Academic degree

11) Years of experience

19) What do you think are
the factors that contrib-
ute most to students’
motivation to learn LSP?
Choose/name the THREE
most important ones. If
you miss something from
the list, please indicate it
under"Other".

20) What factors do you
think are the biggest
obstacles to student moti-
vation? Select/name the
THREE most important
ones. If you miss some-
thing from the list, please
indicate it under"Other"

21) To what extent do
you feel that your role/
responsibility as an LSP
teacher is to motivate stu-
dents? (Answer options:
Absolutely; Somewhat,
Not at all)
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Table 5 (continued)

Educational pathways* Challenges* Competencies Motivating factors

16) If you have a basis for comparison between teaching Languages for General Purposes and Languages for Specific Purposes: what do you see as the most important difference?

24) Are there any circumstances that make your LSP subject different from other subjects in terms of motivation (either within the subject area, e.g. professional (content) subjects versus LSP
subjects etc. or compared to other LSP subjects)

32) Is there anything else you would like to add, that came to your mind when completing the questionnaire, that you would like to share or add to your answers?

28) Do you apply the learning outcomes (i.e. student-centred) approach?
(Answer options: Yes, I do; I have heard of it, but I don’t use it; I don’t use it; 1
don’t know what it is)

29) To what extent do you feel your work is valued and appreciated by students?
(3-point scale: Not at all; Somewhat; Fully)

30) How much do you feel that your work is appreciated and valued by your imme-
diate work environment/colleagues? (3-point scale: Not at all; Somewhat; Fully)

31) How much do you feel that your work is valued and appreciated by your
institution? (3-point scale: Not at all; Somewhat, Fully)

22) How can an LSP teacher motivate students?
What has the most positive impact? Please select
the FOUR most important ones. If you attach
importance to other factors than those listed,
please indicate them in the "Other" option

*Columns indicated by asterisks present the research topics covered by this article. 25) To what extent do you
The numbers indicate the order of the questions as they appear in the questionnaire. agree with the statement
Sections in italic font are not included in this study. that a sufficiently motivated

teacher is a prerequisite
for motivated students?
(5-point Likert scale)

23) Do you have any further
comments or observations
on this question (Q22)?

26) What motivates you
personally as an LSP
teacher?
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As English for Medical Purposes (EMP) becomes increasingly important in non-English-medium higher educa-
tion, understanding what drives or hinders students’ motivation is essential. This study explores the perceptions
of Hungarian medical students and their EMP teachers regarding key motivational drivers and barriers. Using a
dual-perspective design, we administered a purpose-built, forced-choice questionnaire to 283 students and 20
teachers across Hungary’s four medical schools. The findings reveal strong alignment in identifying career goals
and personal interest as key motivators, and demanding schedules, anxiety, and fear of failure as main demo-
tivators. EMP teachers placed greater emphasis on their own instructional role, indicating a high degree of
professional responsibility. The study highlights the value of outcome-based curriculum design, formative
assessment, and context-rich, learner-centered instruction. It also supports pedagogical strategies such as inte-
grating EMP with medical content, fostering psychologically safe classrooms, and empowering teachers through
institutional support. These insights offer practical guidance for enhancing motivation-sensitive EMP instruction

in similar higher education settings.

1. Introduction

English for Medical Purposes (EMP), a branch of English for Specific
Purposes (ESP), is taught in higher education to prepare future medical
professionals for the linguistic and communicative demands of medical
practice. Beyond specialized vocabulary, EMP encompasses genre
awareness, patient-provider communication, interprofessional collab-
oration, and engagement with research literature (Hyland, 2006;
Wiertlewska, 2019). Amid the globalization of healthcare and the
dominance of English as the lingua franca of scientific research,
communication, and professional medical discourse, EMP is gaining a
growing presence in the curricula of medical education programs in
non-English-speaking countries (including Hungary), where English is
not the medium of instruction (non-EMI) (Alqurashi, 2016; Alsuliman
et al., 2019; Azuma et al., 2022; Stotzer & Farkas, 2024).

In most non-Anglophone European countries, including Hungary,
medical education is traditionally delivered in the national language
rather than in English (Hamad, 2023). Nevertheless, English remains
indispensable for accessing global medical knowledge, participating in

international research, and engaging in professional communication.
Hungary illustrates this situation particularly well. The country has four
medical schools, all operating under the nationally regulated Program
and Outcome Requirements defined in Act CCIV of 2011 on National
Higher Education. These requirements specify the competencies that
graduates must acquire, including the ability to communicate medical
knowledge in a foreign language, but they do not prescribe how the
medical schools should achieve this aim. As a result, the implementation
of EMP instruction is left to the discretion of each medical school, pro-
ducing considerable variation. At the time of our research, two univer-
sities (Semmelweis University and the University of Pécs) required
students to pass a medical language exam as part of their graduation
requirements, while at the University of Debrecen and the University of
Szeged EMP was offered as an elective and it was possible to complete a
degree without taking any language courses at all. Current national
legislation ensures that all university students have the right to study
languages for specific purposes (amendment of Act CCIV of 2011 on
National Higher Education). However, the law does not specify how this
provision should be implemented, by whom, or under what institutional

* Corresponding author. Doctoral School of Education, University of Szeged, Pet6fi Sandor sugarit 32-34., H-6722, Szeged, Hungary.
E-mail addresses: stotzer.andrea.maria@med.u-szeged.hu (A. Stotzer), bagyura.marton@pte.hu (M. Bagyura), farkaseva9@gmail.com (E. Farkas).

https://doi.org/10.1016/j.ssah0.2025.102024

Received 29 June 2025; Received in revised form 18 September 2025; Accepted 19 September 2025

Available online 25 September 2025

2590-2911/© 2025 The Authors. Published by Elsevier Ltd. This is an open access article under the CC BY license (http://creativecommons.org/licenses/by/4.0/).

133


https://orcid.org/0000-0002-1064-2416
https://orcid.org/0000-0002-1064-2416
mailto:stotzer.andrea.maria@med.u-szeged.hu
mailto:bagyura.marton@pte.hu
mailto:farkaseva9@gmail.com
www.sciencedirect.com/science/journal/25902911
https://www.sciencedirect.com/journal/social-sciences-and-humanities-open
https://doi.org/10.1016/j.ssaho.2025.102024
https://doi.org/10.1016/j.ssaho.2025.102024
http://crossmark.crossref.org/dialog/?doi=10.1016/j.ssaho.2025.102024&domain=pdf
http://creativecommons.org/licenses/by/4.0/

A. Stotzer et al.

arrangements; instead, it leaves full autonomy to the medical schools.
This combination of a top-down mandate and bottom-up discretion
highlights the need for context-sensitive evidence: studies such as ours
provide an empirical basis for curriculum designers and decision makers
as they develop and refine EMP programs in ways that meaningfully
fulfill the legal requirement.

While second language (L2) motivation has been extensively
researched internationally, the motivational dynamics underlying EMP
remain comparatively underexplored, particularly in non-EMI programs
(Stotzer & Farkas, 2024). Motivation in second language acquisition,
and more specifically in learning domain-specific varieties of English, is
a multifaceted construct influenced by cognitive, affective, contextual,
and interpersonal variables. In an earlier study (Stotzer, Farkas, &
Bagyura, 2025), we examined the motivation underlying medical stu-
dents’ willingness to invest effort in learning EMP. Building on that
foundation, the present study shifts the focus from the existence of
motivation to its conditions: which factors support and which hinder
medical students’ engagement with EMP. Motivation does not develop
in a vacuum; rather, it is shaped and moderated by the learning envi-
ronment, including curriculum design, perceived relevance, teacher
engagement, and classroom dynamics. Certain factors may reinforce
learners’ motivation to learn EMP, whereas others may undermine it.
Importantly, we approached this question from a dual perspective,
comparing the views of students with those of their EMP teachers. Since
curriculum and task design and assessment are enacted by instructors,
teachers co-construct the motivational climate; yet, until recently, little
attention has been given to Languages for Specific Purposes (LSP)
teachers, including EMP teachers, despite their critical role in shaping
students’ learning experiences in higher education (Bocanegra-Valle &
Perea-Barbera, 2023). Studies that foreground EMP teachers’ percep-
tions of students’ motivation to learn EMP remain particularly scarce,
especially in non-EMI contexts.

This study addresses these interrelated gaps by adopting a dual-lens
approach that systematically and simultaneously investigates both
medical students’ and their EMP teachers’ perspectives. By situating the
inquiry in Hungary’s non-EMI medical education system, the research
not only fills a national void where empirical data on EMP motivation
have been lacking, but also contributes to the broader international
literature by highlighting the critical yet underexamined role of teachers
in shaping motivational engagement in LSP contexts.

To deepen our understanding of this unique learning context, we
developed a purpose-designed questionnaire to capture these dual per-
spectives and employed a novel comparative approach, combining a
forced-choice top-three selection format with a side-by-side analysis of
student and teacher response patterns, examining not only perceptions
but also the aggregate selection frequencies, that is, which drivers and
barriers were most frequently selected by respondents. Specifically, re-
spondents selected their three most important motivational drivers and
their three most important demotivators from lists we compiled on the
basis of a preliminary synthesis of the literature; no ranking within the
chosen three was required. Medical students completed the task with
reference to their own learning, whereas EMP teachers completed the
same task with reference to their students’ motivation. This design
yielded item-level selection frequencies (counts and percentages) that
enabled transparent cross-group comparisons of salience. To our
knowledge, no previous research has combined these elements within a
single study, either in Hungary or internationally.

The significance of this research is threefold. Theoretically, it con-
tributes to a more nuanced understanding of L2 motivation by
addressing an underexplored domain within motivation studies, namely
learning ESP as part of university-based professional training, in this
case within the context of medical education. Practically, it generates
empirically grounded insights that can inform curriculum development
and classroom practice, offering guidance to EMP teachers and program
designers seeking to create more motivating and effective learning en-
vironments. Beyond these dimensions, the study contributes

Social Sciences & Humanities Open 12 (2025) 102024

conceptually, empirically, and methodologically to the evolving EMP
literature, which remains narrow both globally and in Hungary. The
limited scope of prior research in this domain not only underscores the
novelty of our approach but also makes it difficult to directly compare
our findings with earlier studies. In this sense, the research provides
valuable, context-sensitive insights that enrich theoretical models of L2
motivation while also supporting the development of practical ap-
proaches to EMP instruction.

In sum, this study pursues three primary objectives, each aligned
with a specific shortcoming identified in the literature: Objective 1
(addresses Gap 1): to identify the most salient drivers and barriers of
medical students’ motivation to learn English for Medical Purposes in
non-EMI medical programs; Objective 2 (addresses Gap 2): to determine
the degree of alignment and divergence between students’ and EMP
teachers’ perceptions within the same institutional context; Objective 3
(addresses Gap 3): to derive empirically grounded, practice-oriented
implications for EMP curriculum design in non-EMI settings.

2. Literature review

The motivation of medical students to learn English for Medical
Purposes constitutes a multifaceted phenomenon shaped by a complex
interplay of cognitive, affective, pedagogical, and contextual variables.
Gaining a deeper understanding of the factors that enhance or hinder
students’ motivation to learn EMP is essential for designing educational
programs that foster sustained language learning engagement and pro-
ficiency, particularly within the high-stakes domain of medical training.
Yet in non-EMI medical programs, systematic evidence that pinpoints
which drivers and barriers are most salient for students remains limited.

A primary motivational driver for medical students studying EMP is
the instrumental recognition of English as the global lingua franca in the
medical and scientific communities. English proficiency is necessary not
only for accessing international medical literature and following global
developments but also for participating in academic conferences, pro-
fessional networking, and cross-border collaborations (Alqurashi, 2016;
Alsuliman et al., 2019; Azuma et al., 2022). Students are often aware
that English is integral to their future careers, especially those planning
to work in international environments, undertaking postgraduate
training abroad, or engaging in English-medium scientific publishing
(Banafi, 2023). The COVID-19 pandemic further underscored this global
dependency on English, particularly in fast-evolving medical contexts
where up-to-date, English-language sources dominated professional
discourse (Mayers et al., 2023).

In addition to instrumental orientations, contextual and pedagogical
factors have been found to significantly influence motivational dispo-
sition in the ESP context. Research indicates that innovative teaching
practices, such as near-peer instruction, problem-based learning, and
collaborative tasks, can foster supportive and interactive learning en-
vironments (Hoshina et al., 2022, 2023). These methods enhance stu-
dents’ sense of agency, increase their willingness to communicate, and
promote self-efficacy, an essential psychological component in sustain-
ing motivation throughout the language learning process. The strategic
use of digital tools and educational technologies can also contribute to
more personalized and engaging learning experiences, particularly
when designed to meet the specific needs of medical students (Chang &
Hwang, 2023). Complementing this line of evidence, a blended teaching
model grounded in in-depth learning has been shown to strengthen
sustained engagement and outcomes in medical English courses through
structured online—offline integration (Dai & Zhao, 2023). Contextually
relevant content (e.g., clinical case studies or medical journal articles),
when combined with learner-centered instruction, can facilitate higher
levels of motivation by connecting language learning to students’
emerging professional identities (Hyland, 2006). However, despite
promising pedagogical designs, empirically grounded, context-sensitive
guidance that translates motivational evidence into curriculum de-
cisions for non-EMI medical programs remains scarce.
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Nevertheless, numerous demotivating factors have also been iden-
tified. Among the most prominent is the perceived difficulty of
mastering the linguistic and conceptual demands of medical English.
The discipline-specific lexicon, in combination with complex syntactic
structures and unfamiliar academic genres, can present a considerable
cognitive burden for learners (Wang, 2023). This challenge is com-
pounded by the overall intensity of medical education, which may leave
students with limited time, energy, or cognitive resources to devote to
language learning. Studies have consistently shown that medical stu-
dents often report stress, fatigue, and even burnout, all of which can
negatively impact their motivation to learn English (Fitriani et al., 2024;
Mayers et al., 2023).

Another recurrent theme in the literature is the detrimental role of
affective filters, such as foreign language anxiety and a lack of self-
confidence. Language anxiety, defined as the apprehension experi-
enced in real or anticipated communication using a second language,
can significantly impair performance and reduce classroom participa-
tion (Akay, 2017; Nazarieh et al., 2023). This anxiety is particularly
salient in medical settings, where language competence is closely tied to
perceived academic and professional competence (Al-Qahtani, 2013;
Kunanitthaworn et al., 2018). Moreover, insufficient institutional sup-
port, limited access to appropriate teaching materials, and a lack of
pedagogical training among EMP teachers may further exacerbate stu-
dents’ sense of disorientation and disengagement (Lubis & Oktapian,
2023).

Sociocultural and identity-related factors may also contribute to
demotivation. Students may perceive a misalignment between their
personal or national linguistic identities and the dominant status of
English in medical education, leading to feelings of linguistic insecurity
or marginalization (Al-Mously et al., 2013). In such cases, motivation
may be undermined not by the language itself but by the broader cul-
tural and institutional dynamics surrounding its use.

Complementing these strands, a more recent line of theorizing in
educational psychology introduces the construct of emotioncy, positing
that the degree and variety of sensory experience with content shape
emotions, cognition, and subsequent action. Though not limited to
language learning, this framework has been applied in L2 studies to
distinguish active from passive motivational states through a dual-
continuum model (Miri & Pishghadam, 2021; Pishghadam et al.,
2013, 2019). In this account, learners move along an emotioncy matrix
from null/auditory/visual/kinesthetic access to inner/arch levels, later
extended to mastery; higher emotioncy is expected to foster concurrent
engagement (mental focus) and involvement (doing), i.e., active moti-
vation, whereas low-emotioncy conditions are associated with passive
motivation or forms of demotivation (Miri & Pishghadam, 2021; Pish-
ghadam et al., 2013, 2019). Empirical studies link higher emotioncy to
stronger willingness to communicate and better outcomes (Makiabadi
et al., 2019; Pishghadam, 2016). This framework highlights the teach-
er’s role as an “envolver” who can elevate learners’ emotioncy through
experience-rich tasks (simulations, role-plays, authentic artifacts),
thereby shifting states from passive toward active—an especially perti-
nent consideration in non-EMI EMP courses (Miri & Pishghadam, 2021;
Pishghadam et al., 2019).

While the present analysis centers on EMP teachers’ perceptions of
students’ motivation, it is equally important to note that EMP teachers
themselves constitute a distinctive and under-researched professional
group. Their roles, preparation, workloads, and institutional positioning
are increasingly the focus of scholarly attention (Bocanegra-Valle &
Perea-Barbera, 2023). LSP (including EMP) teachers have a dual role at
the intersection of language teaching and professional content delivery,
often without formal training in the latter, posing both unique oppor-
tunities and challenges for motivating learners (Chateaureynaud &
John, 2022). Typically, self-taught in the specialized content areas they
teach, LSP teachers frequently rely on nonformal and informal learning,
such as self-directed study and collaboration with colleagues, to acquire
discipline-specific knowledge. As highlighted in the Hungarian context,
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they face considerable challenges, including the lack of formal training
opportunities, high preparation demands, the need to continuously up-
date teaching materials, and limited institutional recognition and sup-
port, all of which intensify their workload and complicate their
pedagogical tasks (Stotzer, Bagyura, & Farkas, 2025).

In summary, the literature reveals three specific gaps: G1: limited
context-sensitive evidence on the most salient drivers and barriers of
EMP motivation in non-EMI medical programs; G2: a lack of dual-
perspective designs that align students’ and EMP teachers’ perceptions
within the same institutional context; and G3: a shortage of empirically
grounded, practice-oriented guidance for EMP curriculum development
tailored to non-EMI settings.

3. Methods
3.1. Setting and participants

3.1.1. Medical students

The student part of the study was conducted at Hungary’'s four
medical schools, all offering undivided, twelve-semester medical pro-
grams in Hungarian as the medium of instruction (HMI program) for
state-funded students. All undergraduate medical students (years 1-6)
enrolled in Hungary’s HMI medical programs, approximately 5800
students (60 % female, 40 % male, based on Hungarian Statistical Office
data in 2024) were invited to participate (voluntary convenience sam-
pling). At the time of the study, only Semmelweis University and the
University of Pécs had mandatory EMP exit requirements, whereas EMP
courses were elective at the University of Debrecen and University of
Szeged. Notably, no standardized EMP curriculum existed across the
institutions, nor has one been introduced since.

Out of approximately 5800 eligible students, 486 responded to the
survey (8.4 %); of which, 283 had taken at least one EMP course. Only
these responses were included in the present analysis, yielding an
effective response rate of 4.9 %. The inclusion criterion required par-
ticipants to have attended at least one EMP course offered by their
respective universities. Table 1 presents the demographic details of the
sample.

3.1.2. EMP teachers

With the help of the Hungarian Association of Teachers and Re-
searchers of Languages for Specific Purposes and through requests sent
to Hungarian universities, we surveyed Languages for Specific Purposes
(LSP) teachers via a questionnaire about the characteristics of their

Table 1
Self-reported demographics and English proficiency levels of respondent Hun-
garian medical students (n = 283).

Medical students n %

Gender Male 89 31.4%
Female 194 68.6 %

Affiliation Semmelweis 25 8.8%
University
University of Pécs 61 21.6%
University of 65 23.0%
Szeged
University of 132 46.6 %
Debrecen

Year Ist 129 45.6 %
2nd 56 19.8 %
3rd 38 13.4 %
4th 24 8.5 %
5th 19 6.7 %
6th 17 6.0 %

English proficiency level according to the
Common European Framework of

No English 16 5.7 %
language exam

Reference A2 2 0.7 %
B2 137 484 %
Cl 128 452%
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work, as part of which we posed the questions examined in the present
study (voluntary convenience sampling). Among the 44 responding
teachers, we selected the EMP teachers (20) (purposive sampling)
(Table 2). The number of EMP teachers in Hungary can only be esti-
mated, as no official data are available; however, on the basis of publicly
accessible information on the websites of the four Hungarian medical
schools, the number of EMP teachers is estimated to range between 50
and 60. Of this estimated population, 20 participated, corresponding to
a response rate of 33-40 %. The responding EMP teachers are native
Hungarian speakers who teach English for Medical and Health Sciences
Purposes. Their average time spent in the profession is 20.0 years. In
addition to their English teacher’s degree, three of them hold a degree in
health sciences/biology, seven teachers have a PhD, five of them are
PhD candidates, and eight teachers do not hold a scientific degree.

3.2. Data collection

We conducted the study between February and April 2024, during
the spring semester of the 2023/2024 academic year. The EMP courses
were offered and delivered either as mandatory subjects or as elective
courses, depending on the curriculum of the respective medical school.
Data collection took place during regular class periods, outside the ex-
amination period, ensuring that participation was not influenced by end-
of-term assessment pressures. We obtained ethical approval for the
research and requested permission from the deans of the four medical
faculties to collect data from the students. With the assistance of the
respective Registrar’s Offices, the questionnaire link was distributed to
all medical students via the official institutional mailing lists. All Hun-
garian medical students from Year 1 to Year 6 (N = 5800) were eligible
to participate, provided they had previously taken, or were currently
enrolled in, at least one EMP course during their studies. EMP teachers
were reached through multiple channels. First, with the support of the
Hungarian Association of Teachers and Researchers of Languages for
Specific Purposes, the questionnaire link was forwarded to the associa-
tion’s members. In addition, based on publicly available information, we
contacted the language teaching departments of Hungarian universities
where LSP instruction was likely to take place. Teachers were asked to
complete the questionnaire only if they were engaged in teaching Lan-
guages for Specific Purposes (LSP) at university level. This broader
outreach was necessary because the teacher-focused part of the research
project included all LSP teachers; however, for the purposes of the
present study, only responses from EMP teachers were included in the
analysis.

This study did not involve any clinical intervention or biomedical
procedures. It is a social science research project, and as such, it was
conducted in accordance with the institutional ethical regulations of the
University of Szeged (Hungary). This study was approved by the Ethics
Committee of the Doctoral School of Education of the University of
Szeged (Reference number: 1/2023, dated February 6th, 2023. Both
teachers and students were informed about the purpose of completing
the questionnaire, and no sensitive data were collected. Participation

Table 2
Self-reported demographics of respondent EMP teachers (n = 20).
EMP teachers n %
Gender Male 2 10.0 %
Female 18 90.0 %
Age 21-30 0 0.0 %
31-40 2 10.0 %
41-50 5 25.0 %
51-60 10 50.0 %
61-70 3 15.0 %
Title PhD 7 35.0 %
PhD candidate 5 25.0 %
No PhD 8 40.0 %
Discipline-related degree Yes 3 15.0 %
No 17 85.0 %
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was voluntary and anonymous, and the participants provided informed
consent for research purposes. The written informed consent was ob-
tained electronically: the first page of the questionnaire outlined the
purpose of the study, the voluntary nature of participation, and data
protection measures. Participants could proceed to the survey only after
actively indicating their consent.

3.3. Instrument

For both teachers and students, we employed an online, self-
administered questionnaire, with all items presented in Hungarian.
Both questionnaires were part of a larger research framework (Stotzer,
Farkas, & Bagyura, 2025) and included several additional questions
beyond those analyzed in this study. The survey items used in this study
were specifically developed for the purposes of this research, drawing on
the literature as well as insights from our experience. To ensure clarity
and transparency, we have added Table A.1 in the Appendix, which
presents the exact Hungarian wording of the items used in the present
analysis together with their English translations. The development of the
item lists was informed by previous research (Mezei & Fejes, 2020),
which we adapted to the higher education EMP context. To ensure
content validity, the instrument was reviewed by domain experts.
Table 3 presents the survey items that formed the basis of the compar-
ative analysis between students and teachers for this study.

For the lists used as the basis for comparing student and teacher
perceptions of the motivational drivers and barriers influencing stu-
dents’ EMP learning, both students and teachers were asked to select
three items (a top-three selection, forced choice approach). The selec-
tions did not require prioritization. If respondents felt that an important
factor was missing from the list, they could choose the *Other’ option
after making two selections and specify the missing motivational driver
or barrier. The foundation of these lists was drawn from the work of
Mezei and Fejes (2020), who conducted semi-structured interviews with
12 teachers (primary education, upper grades) to explore their per-
spectives on the practical application of the TARGETS dimensions (Task,
Authority, Recognition, Grouping, Evaluation, Time, and Social Rela-
tionship) in classroom settings. Their interview protocol consisted of
three sections: (1) questions about qualifications and prior experiences,
(2) general views on learning motivation, and (3) the practical relevance
of the TARGETS dimensions. The data from these interviews were
analyzed and the authors identified factors that teachers perceive as
motivators and demotivators in their professional practice. These lists
served as our basis for the compilation of the lists presented in Table 3.
For the purposes of our study, we refined these lists to better align with
the higher education context. Specifically, we excluded items from
among the drivers deemed less relevant to learning EMP within uni-
versity settings, such as role modeling and competition, while incorpo-
rating three aspects related to the teacher: teacher’s personality,
teacher’s proficiency in EMP, and teacher’s discipline-related content
knowledge. Similarly, for the list of barriers, we removed factors such as
family background, tensions among teachers, traditional teaching
methods, teacher’s personality, and role modeling, as these were less
pertinent in our context. However, on the basis of the literature and
personal experience, we added language learners’ shyness and anxiety
and the teacher—student relationship as additional demotivating
factors.

3.4. Data analysis

For the motivator and demotivator lists, the responses were analyzed
using a top-three selection (forced-choice) approach, where the partic-
ipants selected three options (the three most important ones), and the
final ranking was determined by the frequency of selections for medical
students and teachers, respectively. Technically, there were no missing
responses; however, in cases where they occurred (specifically for
demotivators), we indicated that the respondent did not provide a third
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Table 3
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Survey items on perceived drivers and barriers to medical students’ motivation to learn EMP, included in
both student and teacher questionnaires (top-three selection).

Which factors do you believe most facilitate medical students’ motivation to learn EMP? Please select three.

Sense of achievement
Personal interest
Teacher—student relationship

Career goals

EMP teacher’s personality
Teacher’s EMP knowledge
Innovative methods
Family background

Other (please specify)

Community (expectations of peers and or institution)

EMP teacher’s discipline-related content knowledge

Which factors do you believe most hinder medical students’ motivation to learn EMP? Please select three.

Feeling of failure

Language learning shyness/anxiety
Teacher—student relationship

Lack of engagement from fellow students
Large group size

Demanding schedule

Lack of technical equipment
Inappropriate teaching materials or textbooks
Excessive teacher strictness

Constant teacher dissatisfaction

Lack of feedback

Other (please specify)

option. In the rare cases where participants provided an open-ended
response under the “Other” option, these were examined separately.
All open-ended responses were short, typically consisting of only a few
words. These open-ended responses were independently classified by
the first and second authors, after which the categorizations were
compared and discussed until full agreement was reached. Given the
small number of such cases and the brevity of the responses, no quali-
tative analysis software was used; all classifications were carried out

Table 4

Distribution of top-three drivers of medical students’ motivation to learn English
for Medical Purposes as selected by Hungarian medical students and EMP
teachers (top-three selection, forced choice).

Ranking by medical students (n = 283)
Frequency of selections

Ranking by EMP teachers (n = 20)
Frequency of selections

Career goals 204 (72.1 Career goals 13 (65
%) %)
Personal interest 194 (68.6 Personal interest 10 (50
%) %)
Sense of achievement 150 (53.0 EMP teacher’s 8 (40
%) personality %)

Expectations from 92 (32.5 Innovative methods 7 (35
community (from %) %)
peers and/or
institution)”

EMP teacher’s 54 (19.1 Sense of achievement 5 25
personality %) %)

Teacher—student 47 (16.6 Teacher—student 5 (25
relationship %) relationship %)

Teacher’s EMP 39 (13.8 Teacher’s EMP 4 (20
knowledge %) knowledge %)

Innovative methods 36 12.7 Expectations from 4 (20

%) community (from peers %)
and/or institution)

EMP teacher’s 17 (6.0 Family background 2 (10
discipline-related %) %)
content knowledge

Family background 14 4.9 EMP teacher’s 2 (10

%) discipline-related %)
content knowledge

Invalid responses 2 .7 Invalid responses 0 (1]

%) %)

Total (283x3) 849 Total (20x3) 60

@ We included the possibility of earning easy credits and the mandatory nature
of the course (which was specifically mentioned by the students).

manually in Microsoft Excel. Responses that could be clearly assigned to
an existing category were integrated accordingly (see Note in Table 4),
while those that could not be meaningfully categorized are presented
verbatim in the Results section (see Table 6).

As a first step, drivers and barriers were analyzed independently on
the basis of the frequency of individual item selections (Tables 4 and 6).
In the second step, these items were grouped into three categories each.
To examine the three-dimensional structure of factors influencing stu-
dents’ motivation to learn EMP positively and negatively, we aggregated
item-level data into dimension-level variables (Tables 5 and 7). Fre-
quencies were then calculated as the proportion of actual selections
relative to the total number of theoretically possible selections within
each dimension (considering whether participants could select two or
more items per question). This approach ensured a more accurate
comparison across dimensions by controlling for differences in the
number of opportunities to select items within each group.

4. Results

Tables 4-7 present the item-level and category-based rankings of
motivational and demotivational factors, as selected by medical students
and EMP teachers from the predefined lists. Notably, only a small
number of respondents used the ’Other’ category, indicating that most
participants were able to classify their responses using the provided list
items. This suggests that the selected items on the lists adequately re-
flected the core motivational and demotivational experiences of EMP
learners and EMP teachers.

4.1. Drivers of motivation

Table 4 shows how frequently students and teachers selected each of
the motivational drivers from the predefined list, based on their top-
three choices. If respondents did not find a suitable option among the
predefined items, they could elaborate their views under the “Other”
category. Two such comments were received: one referred to the pos-
sibility of earning easy credits, and the other to the mandatory nature of
the course. Both were classified under “Community expectations (from
peers and/or institution)”.

To facilitate the interpretation of the responses and better under-
stand the underlying motivational constructs, we organized the drivers
into three overarching categories inspired by Dornyei’s (2005, 2009) L2
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Table 5
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Drivers of Hungarian medical students’ motivation to learn English for Medical Purposes categorized according to Dornyei’s L2 Motivational Self System.

All selections Proportion of selections relative to the total number of
possible selections

Students  EMP teachers  Students = EMP teachers

Ideal L2 Self: Career goals
Self-related aspects Personal interest
L2 Learning Experience: Sense of achievement

Teacher-related aspects ~ EMP teacher’s personality
Teacher—student relationship
Teacher’s EMP knowledge
EMP teacher’s discipline-related content knowledge
Innovative methods
Ought-to L2 Self: Expectations from community (from peers and/or institution)
Social experience Family background

397 23 70.1% 57.5%
343 31 40.4 % 51.7%
106 6 18.7 % 15.0%

Motivational Self System: the Ideal L2 Self, the Ought-to L2 Self, and the
L2 Learning Experience (Table 5). This categorization allowed us to map
the participants’ selections onto broader motivational dimensions while
also highlighting which aspects are most directly influenced by the EMP
teacher. Grouping the drivers in this way helped clarify the nature of the
motivational forces at play, whether internally driven, socially influ-
enced, or shaped by the immediate learning environment.

4.2. Barriers to motivation

Table 6 presents the ranking of factors hindering motivation as or-
dered by medical students and EMP teachers. For barriers, a larger
number of open-ended responses were provided under the “Other” op-
tion. Where possible, these comments were integrated into the existing
categories; those that could not be classified have been presented
verbatim in the table.

To better understand the nature and potential sources of factors that
work against motivation in learning EMP, we categorized them ac-
cording to whether they fall within or beyond the teacher’s sphere of
influence (Table 7). This classification serves both analytical and
pedagogical purposes, as it distinguishes systemic or infrastructural is-
sues, such as scheduling constraints or inadequate facilities and
classroom-level factors that may be addressed or mitigated through
instructional choices. Particular attention was given to demotivators
that arise within the learning environment and are potentially shaped by
teacher behavior, teaching style, or interpersonal dynamics. In addition,
we identified a set of affective and psychological factors, such as anxiety
or fear of failure that, while not entirely controllable by the teacher, may
be significantly influenced by classroom practices and teacher support.
This categorization supports a more nuanced interpretation of the
findings and underscores areas where pedagogical intervention may
have the greatest impact.

5. Discussion

This study pursued three interrelated objectives. The first two
focused on the empirical examination of motivational dynamics:
Objective 1 aimed to identify the most salient drivers and barriers of
Hungarian medical students’ motivation to learn English for Medical
Purposes in non-EMI programs, while Objective 2 investigated the
extent of alignment and divergence between students’ and EMP teach-
ers’ perceptions within the same institutional context. As these two
objectives are closely connected, their findings are discussed together in
Sections 5.1 and 5.2 below. Objective 3, in turn, sought to derive
practice-oriented implications for EMP curriculum design, and this is
elaborated in Section 5.3.

5.1. Drivers — factors facilitating motivation

The findings presented in Tables 4 and 5 offer a comprehensive

understanding of the factors perceived by Hungarian medical students
and EMP teachers as drivers of motivation in the context of learning
EMP. Drawing on both item-level data and aggregated categories based
on Dornyei’s L2 Motivational Self System (L2MSS) (2005, 2009), the
analysis reveals a notable degree of convergence between the two
groups in terms of ranking the main drivers, alongside meaningful di-
vergences in emphasis that carry pedagogical significance.

5.1.1. Ideal L2 self: internalized vision and future orientation

The category we coined “Ideal L2 Self” based on Dornyei’s L2MSS
(2005, 2009) emerged as the most dominant motivational category for
both students and teachers participating in this study, accounting for
70.1 % and 57.5 % of their total selections respectively. Within this
domain, career goals and personal interest were consistently the
top-ranked factors across both groups. This convergence suggests a
shared understanding of the centrality of future-oriented, goal-driven
motivation in EMP learning. Students appear to envision themselves as
future healthcare professionals operating in international contexts
where English proficiency is indispensable, whereas teachers likewise
recognize this internalized vision as a primary source of student
engagement. This result is also in line with our earlier finding that the
ideal L2 self is the most significant predictor of the effort students invest
in EMP learning (Stotzer, Farkas, & Bagyura, 2025).

In addition to career goals, personal interest was the second most
frequently mentioned driver, reflecting the participating Hungarian
medical students’ genuine engagement with the subject matter and their
eagerness to acquire knowledge. This suggests the presence of strong
intrinsic motivation, driven by an internally generated desire to learn.
The strong presence of career goals and personal interest as key drivers
of motivation in learning EMP carries significant theoretical and prac-
tical implications. From a theoretical perspective, these factors align
with well-established motivation frameworks. Self-Determination The-
ory (Deci & Ryan, 1985; Ryan & Deci, 2000) suggests that intrinsic
motivation, reflected in students’ personal interest, linked to career as-
pirations, fosters greater engagement, persistence, and deeper learning.
Dornyei’s L2 Motivational Self System (2005, 2009) emphasizes the role
of the Ideal L2 Self, which is closely associated with career-driven
motivation and professional identity development. Additionally, these
motivational drivers contribute to sustainable and self-regulated
learning. Students who are personally interested in EMP are more
likely to actively seek out learning opportunities, engage in self-directed
study, and persist in the face of challenges. At the same time,
career-oriented motivation provides a long-term commitment, as stu-
dents perceive EMP not merely as an academic requirement but also as
an essential tool for their future professional success. The fact that both
students and teachers in this study prioritized this category affirms the
theoretical claim that languages for specific purposes, such as EMP, are
driven primarily by instrumental and intrinsically meaningful goals, as
opposed to purely extrinsic pressures.
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Table 6

Distribution of top-three barriers of medical students’ motivation to learn En-
glish for Medical Purposes as selected by Hungarian medical students and EMP
teachers (top-three selection, forced choice).

Ranking by EMP teachers (n = 20)
Frequency of selections

Ranking by medical students (n = 283)
Frequency of selections

Demanding schedule 203 (71.7 Demanding schedule 16 (80
(including lack of %) %)
time)

Language learning 127 (449 Language learning 14 (70
shyness/anxiety %) shyness/anxiety %)

Feeling of failure 124 (438 Large group size 8 (40

%) %)

Large group size 78 (27.6 Feeling of failure 7 (35

%) %)

Lack of engagement 71 (25.1 Lack of feedback 5 (25
from fellow students %) %)

Inappropriate teaching 59 (20.8 Constant teacher 3 (@15
materials or %) dissatisfaction %)
textbooks

Excessive teacher 40 (4.1 Lack of technical 2 @ao
strictness %) equipment %)

Lack of feedback 39 (138 Lack of engagement 1 6

%) from fellow students %)

Constant teacher 27 (9.5 Inappropriate teaching 1 6
dissatisfaction %) materials or textbooks %)

Lack of technical 27 9.5 Teacher—student 1 5
equipment %) relationship %)

Teacher—student 22 (7.8 Excessive teacher 1 5
relationship %) strictness %)

Added by the respondents as free answers

No third option was 13 4.6 Inadequate teacher 1 5
selected %) preparation; and %)

teaching that fails to
challenge or engage
students (student is
bored)
EMP is not a priority 4 (1.4 Total (20x3) 60
%)

Time of the class is not 3 (1.1
ideal (too late) %)

Not interested 3 (1.1

%)

Respondents report no 3 (1.1
demotivating factors %)

Various OTHER 6 2.1

responses %)

o “Difficulty with
pronunciation”

“C1 level feels
unattainable, while
B2 seems too easy”
“I also want to learn
German for specific
purposes”
“Deficiencies in the
teacher’s English
proficiency”
“Boring lessons
focused on reading
aloud and
translation, lack of
interaction and
teamwork”
“Teacher-centered
instruction”

Total (283x3) 849

5.1.2. L2 learning experience: classroom-level influences

The second most prominent motivational category identified by both
groups in this study was the L2 Learning Experience, with 40.4 % of
student selections and 51.7 % of teacher selections falling into this
category. This domain encompasses factors related to the classroom
environment, teaching methods, and interpersonal interactions. A closer
inspection of item-level responses reveals subtle but meaningful differ-
ences in emphasis between the two cohorts.
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Both groups identified sense of achievement as one of the most
important motivating factors. Among the students, it ranked third in
frequency, while EMP teachers placed greater emphasis on the teacher’s
personality and the use of innovative teaching methods. This divergence
likely reflects the different roles and perspectives that students and
teachers assume in the learning process. For students, mastering com-
plex terminology and applying language skills in professional contexts
can be powerful intrinsic motivators, consistent with Bandura’s (1997)
self-efficacy theory, which posits that successful performance enhances
confidence and encourages further effort, as well as Locke and Latham’s
(1990) goal-setting theory, which links the attainment of meaningful
goals to sustained motivation.

EMP teachers, by contrast, placed greater emphasis on the teacher’s
personality and innovative teaching methods, ranking these higher than
the sense of achievement. A teacher’s enthusiasm, approachability, and
ability to create a supportive learning environment can significantly
impact students’ attitudes toward learning. The contrast between stu-
dent and teacher perceptions suggests that while students focus on
intrinsic reinforcement through personal success, teachers acknowledge
the external, instructional factors that facilitate motivation and
engagement. It should not be overlooked that the teacher plays a sig-
nificant role in shaping students’ sense of achievement. This connection
is justified by the fact that teachers influence both the learning process
and the assessment of success. Through effective feedback, encourage-
ment, and appropriate challenges, they help students recognize their
progress and build confidence in their abilities. Additionally, well-
structured tasks and engaging teaching methods can create opportu-
nities for attainable yet meaningful achievements, reinforcing students’
motivation. This aligns with self-efficacy theory (Bandura, 1997), which
emphasizes the role of external reinforcement in developing learners’
belief in their capabilities. This asymmetry highlights an important
pedagogical insight: EMP teachers in our sample assume responsibility
for fostering motivation through their professional conduct, instruc-
tional strategies, and relational efforts. Their prioritization of
classroom-based and interpersonal variables underscores an awareness
of their role in shaping the learning experience beyond content delivery.
This sense of professional responsibility is particularly encouraging in
light of the alignment with student perspectives, as it reflects a
learner-centered orientation grounded in motivational awareness.
Moreover, this convergence reinforces the claim that the classroom re-
mains a crucial arena for motivational support. As Vygotskian socio-
cultural theory (Vygotsky, 1978) suggests, the quality of social
interaction and scaffolding within the classroom significantly influences
learning processes. The participating EMP teachers’ emphasis on
creating a positive learning environment through enthusiasm, support-
ive rapport, and engaging methods may thus be seen not only as an
instructional preference but also as a deliberate response to the moti-
vational needs of learners. This is consistent with Deci and Ryan’s
(1985) Self-Determination Theory (Ryan and Deci, 2000), which posits
that the fulfilment of three basic psychological needs (autonomy,
competence, and relatedness) fosters intrinsic motivation.

5.1.3. Ought-to L2 self: peripheral but contextually relevant

Another notable discrepancy is that external expectations from the
community (including both peer influence and institutional expecta-
tions, whether implicitly or explicitly expressed) were selected more
frequently by students, ranking higher on their list than any driver
related to the teachers as factors enhancing motivation. In contrast, in
the EMP teachers’ ranking, the teacher—student relationship and the
teacher’s proficiency in EMP were both considered “stronger” drivers
than expectations coming from the community. This divergence may
stem from the different ways in which students and teachers perceive the
primary sources of motivation. For students, social and institutional
expectations may exert a significant influence, as they navigate a
structured academic environment where peer norms, institutional re-
quirements, and professional expectations shape their engagement with
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Table 7
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Barriers of Hungarian medical students’ motivation to learn English for Medical Purposes categorized by teacher agency.

All selections Proportion of selections relative to

the total number of possible

selections
Students  EMP teachers  Students  EMP teachers

Learning environment (beyond teacher control) =~ Demanding schedule (including any mention of lack of time 394 27 46.4 % 45.0 %

EMP is not a priority (added by students)

Lack of engagement from fellow students

Large group size

Lack of technical equipmen
Learning environment (within teacher control) Inappropriate teaching materials or textbooks” 185 12 21.8 % 20.0 %

Constant teacher dissatisfaction

Teacher—student relationshi

Excessive teacher strictness

Lack of feedback
Affective and psychological factors Feeling of failure 252 21 44.5 % 52.5%

Language learning shyness/anxiety

2 The selection of teaching materials, including textbooks, is not centrally regulated in this context; it falls under the responsibility and professional discretion of the

individual teacher.

EMP. This aligns with the concept of the Ought-to L2 Self (Dornyei,
2005, 2009), which reflects the motivational impact of external pres-
sures and obligations. Students may feel compelled to meet these ex-
pectations to maintain academic standing, align with professional
norms, or conform to peer-driven performance standards. Conversely,
teachers may prioritize factors that are more immediately within their
pedagogical control, such as building a strong rapport with students and
demonstrating expertise in medical English. A positive teacher—student
relationship fosters a supportive learning environment, reducing anxiety
and increasing engagement. Moreover, a teacher’s proficiency in EMP
enhances credibility and provides students with a reliable model for
language use in professional contexts.

In contrast to the Ideal L2 Self and L2 Learning Experience, the
Ought-to L2 Self received markedly lower levels of attention. Students
selected items in this category (namely, expectations from peers/insti-
tution and family background) in only 18.7 % of their responses,
whereas teachers did so in just 15.0 %. These findings suggest that
external pressures and social obligations play a relatively minor role in
shaping the motivation to learn EMP, at least in the Hungarian context.
In students’ responses, the teacher’s role in enhancing motivation
ranked higher than the influence of family background, which in this
context refers to the supportive attitudes of parents and other family
members. This suggests that, at least in the Hungarian context, family
influence on EMP learning motivation is not as pronounced as in other
cultural settings, such as those observed in Japanese studies (Mayers
et al., 2023).

In countries, such as Japan, family expectations and parental
encouragement often play crucial roles in shaping students’ academic
motivation, particularly in language learning. The strong emphasis on
educational success and societal expectations in East Asian cultures
often translates into parental pressure and structured support for lan-
guage acquisition, as highlighted in studies on interdependent self-
construal and collectivist learning cultures (Markus & Kitayama, 1991;
Ryan & Deci, 2000). In contrast, in Hungary, parental influence on EMP
motivation appears to be less dominant, possibly due to a combination of
educational norms, cultural attitudes toward language learning, and the
specific nature of EMP as a professional tool rather than a general aca-
demic requirement. Furthermore, this can also be attributed to the
context of higher education, where students are generally expected to
assume greater autonomy and responsibility for their own learning than
primary or secondary school students. From a broader perspective, these
findings resonate with cultural models that differentiate between
collectivist and individualist societies (Hofstede, 2001; Markus &
Kitayama, 1991). While East Asian contexts, such as Japan, are typically
characterized by interdependent self-construals and strong family
involvement in educational trajectories, Hungary aligns more closely

with individualist cultural patterns, where autonomy,
self-responsibility, and personal initiative are emphasized. Within such a
model, EMP learning is primarily framed as an individual academic and
professional pursuit rather than a family-driven obligation, which may
explain the relatively minor role of parental influence in our data. These
findings are further supported by recent cross-cultural research on lan-
guage learning strategies. Habok et al. (2021), comparing Hungarian,
Chinese, and Mongolian university students, found that Hungarian
learners showed a stronger preference for cognitive and metacognitive
strategies associated with self-regulation and autonomy, whereas Chi-
nese and Mongolian students tended to rely more on memory and
repetition strategies, reflecting more collectivist and teacher-centered
educational traditions. Such results reinforce the argument that Hun-
garian students’ EMP motivation is embedded in an individualist cul-
tural model that values learner independence and self-responsibility, in
contrast to East Asian contexts where family expectations and social
obligations play a stronger motivational role.

The role of subject-specific knowledge as a motivation-enhancing
factor (a persistent dilemma for EMP teachers) was among the less
frequently mentioned elements in both the student and teacher rank-
ings. This finding highlights the shifting nature of the EMP teacher’s
role: rather than being valued primarily for content expertise, teachers
are increasingly recognized for their capacity to act as “envolvers”
(Pishghadam et al., 2019) who create high-emotioncy learning experi-
ences, foster engagement, and bridge disciplinary knowledge through
motivating, professionally relevant tasks (see also 5.3.3 on the changing
roles of the EMP teachers).

5.2. Barriers — factors hindering motivation

The analysis of factors that hinder motivation, as reflected in Ta-
bles 6 and 7, reveals a nuanced picture of the obstacles to medical stu-
dents’ motivation in learning EMP. On the basis of item-level and
category-level data, the results point to a strong convergence between
students and EMP teachers in their perceptions of the most salient bar-
riers, while also revealing meaningful divergences in the interpretation
of instructional and contextual influences.

5.2.1. Rationale for the categorization of demotivating factors

To enable a pedagogically meaningful interpretation of the findings,
the categorization of the responses in Table 7 was structured along two
main dimensions: the locus of control and the nature of the barrier. The
first two major categories both pertain to the learning environment, but
they were deliberately separated on the basis of whether the factor falls
within or beyond the teacher’s direct influence. This distinction is crit-
ical for understanding where and how pedagogical interventions can be
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implemented to reduce demotivation.

The category Learning Environment (infrastructure; beyond teacher
control) comprises structural and institutional factors such as a
demanding schedule, large group size, lack of peer engagement, and
insufficient technical equipment. These external constraints are shaped
by the broader institutional context of medical education, over which
individual EMP teachers have no or very limited control. Their inclusion
as a separate group recognizes the systemic pressures faced by students
and the limits of teacher agency. Moreover, these findings may also offer
valuable insights for institutional stakeholders, including administrators
and program coordinators, highlighting areas where structural changes
could help create more supportive learning environments.

Conversely, the category Learning Environment (teacher-controlled
aspects) groups together factors such as inappropriate teaching mate-
rials, constant teacher dissatisfaction, lack of feedback, and teacher—-
student relationship. These are considered areas where teachers’
decisions and attitudes can have a direct impact on students’ motiva-
tional states.

The third category, Affective and psychological factors, captures
internal learner states such as language learning shyness/anxiety and
feeling of failure. While not directly teacher-controlled, these emotional
and cognitive conditions are often shaped by the classroom climate and
instructional strategies. The teacher’s attitude, the way course material
is processed, the learning and teaching strategies applied, as well as the
methods of evaluation and feedback all significantly influence these
affective states. Importantly, teachers can help alleviate language
learning anxiety and fear of failure by strengthening mastery goals and
emphasizing individual effort, current progress, and improvement when
evaluating student performance. In this sense, setting short-term, con-
crete goals can play a particularly important role in enhancing student
motivation. Their inclusion as a distinct category acknowledges the
growing body of research on the psychological dimensions of second
language learning, particularly the role of affect in sustaining or
undermining motivation (Bandura, 1997; Krashen, 1982; Zhang, 2019).

5.2.2. Shared concerns: time constraints and affective barriers

The top two barriers identified by both groups — demanding schedule
(including lack of time) and language learning shyness/anxiety — clearly
reflect shared concerns about the external and psychological pressures
experienced in EMP learning. The alignment in these rankings indicates
a broad consensus on the key obstacles: the time-intensive nature of
medical education and the emotional strain associated with language
use in high-stakes, professionally oriented settings.

From a theoretical perspective, the prominence of these factors res-
onates with well-established constructs in motivational psychology.
Time-related pressure can be interpreted through the lens of task over-
load and cognitive resource depletion, which are known to undermine
goal-directed behavior (Sweller, 1988). Simultaneously, the impact of
language anxiety and fear of failure echoes findings from the affective
filter hypothesis (Krashen, 1982), where negative emotional states
inhibit language acquisition and classroom engagement. In the context
of EMP, these psychological barriers may be further intensified by the
specialized nature of the content, professional identity concerns, and the
fear of appearing incompetent in a future-oriented medical role.

5.2.3. Diverging views on mid-tier demotivators

While the top-ranked demotivators showed substantial agreement,
minor differences emerged in the middle tier. Students ranked the
feeling of failure higher than large group size, whereas teachers reversed
this order. A perceived lack of progress or repeated experiences of failure
can lead to frustration and decreased motivation, particularly in a sub-
ject, such as EMP, where students may struggle with specialized vo-
cabulary and professional communication demands. Additionally, large
class sizes can exacerbate these issues by limiting opportunities for in-
dividual feedback, interaction, and personalized instruction, making it
more difficult for students to build confidence and for teachers to
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provide targeted support.

The ranking of barriers to motivation in the middle tier also reveals
some notable discrepancies between students’ and teachers’ percep-
tions. One of the most striking differences is that lack of engagement
from fellow students was selected far more frequently by students,
positioning it higher on their list than on that of teachers. This suggests
that students are particularly sensitive to classroom dynamics and may
feel that unmotivated or passive peers negatively impact their own
learning experience. A disengaged learning environment can reduce
opportunities for interaction, decrease overall classroom energy, and
diminish the effectiveness of communicative tasks, which are essential
in EMP. Teachers, on the other hand, seem to attribute less weight to this
factor, potentially because they focus more on instructional challenges
and structural barriers rather than peer-driven influences. Nonetheless,
this finding is particularly important for teachers, as it draws attention
to an often-overlooked dimension of classroom climate that can signif-
icantly affect student motivation. It also highlights the potential value of
adopting learner-centered approaches and active learning strategies
(such as authentic tasks, problem-based learning, and collaborative ac-
tivities) which can increase student engagement, foster peer interaction,
and strengthen intrinsic motivation, ultimately enhancing both learning
outcomes and performance (see Section 5.3 Pedagogical implications).

5.2.4. Teacher responsibility and instructional self-reflection

Perhaps the most notable divergence lies in the emphasis that EMP
teachers in this sample place on their own potential to demotivate. The
responding teachers appear to internalize responsibility for motivational
barriers to a greater extent than students do. Compared to students,
teachers overrated the significance of lack of feedback, constant teacher
dissatisfaction, and lack of technical equipment as key barriers. This
suggests a degree of professional self-reflection, where teachers may feel
that insufficient feedback or an overly critical attitude on their part
could hinder student motivation. Similarly, their concern about tech-
nical equipment might reflect frustration with institutional constraints
that limit their ability to implement innovative teaching methods.
However, as the participating students ranked these barriers consider-
ably lower, it may indicate that while teachers are concerned about
these issues, students do not necessarily perceive them as major obsta-
cles to their learning.

This asymmetry is pedagogically significant. It reveals that the
participating EMP teachers, aware of their central role in the learning
environment, are prepared to consider how their behavior and choices,
particularly in feedback and classroom management, affect learner
engagement. Although students in our sample may not always explicitly
attribute demotivation to teacher actions, the instructional environment
constructed by teachers (via feedback, materials, and classroom climate)
plays a decisive role in shaping how students experience success or
failure. This aligns with the findings by Zeynali et al. (2019), who found
that teacher dissatisfaction and insufficient feedback were among the
most salient demotivational factors.

Encouragingly, both groups in our sample ranked teacher—student
relationship relatively low as a demotivator, suggesting that interper-
sonal dynamics are generally perceived as constructive. This implies that
students generally do not perceive their relationship with their EMP
teachers as a barrier to learning, and that teachers themselves do not see
it as a major issue. Had the teacher—student dynamic been perceived as
problematic, it would likely have ranked higher. This may indicate that,
at least in this context, the rapport between teachers and students is
relatively positive and not a source of significant demotivation.

Although our instrument did not directly measure emotioncy or
active/passive motivational states, the observed selection-frequency
patterns resonate with its logic: conditions fostering vivid, experience-
based engagement (career relevance, personal interest, sense of
achievement) parallel high-emotioncy states, while time pressure, anx-
iety, or assessment misalignment echo low-emotioncy contexts. This
suggests that our findings may be read as indirectly supporting the
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pedagogical claim that enhancing sensory—emotional access promotes
more active motivational states. Future studies could integrate validated
emotioncy and engagement measures alongside salience metrics to test
this interpretation empirically.

5.3. Pedagogical implications

The present study offers several pedagogical implications that can
inform the enhancement of EMP instruction. Notably, the overall
alignment between student and teacher perspectives on motivational
drivers and barriers underscores the pedagogical significance of inte-
grating students’ needs and perceptions into curriculum development
and instructional practice. The strong presence of the Ideal L2 Self
among the top motivational drivers, particularly students’ career aspi-
rations and personal interests and the need for a supportive learning
environment to reduce language learning anxiety highlight the need for
outcome-oriented curriculum development in EMP. The approach based
on learning outcomes (Biggs & Tang, 2011; Farkas, 2017) ensures
alignment between educational goals, instructional practices, and
assessment, thereby fostering greater learner engagement. Learning
outcomes-based curriculum design and classroom culture fundamen-
tally enhance learning motivation while reducing anxiety. In this
context, backward design (Alvarez et al., 2024; Wiggins & McTighe,
2005) offers a valuable framework by prompting educators to begin
with the end in mind, namely the professional competencies students are
expected to acquire, and to plan pedagogical content and activities
accordingly. This rationale aligns well with the motivational profile of
EMP learners, who are typically goal-oriented and career-driven. When
students clearly perceive how EMP instruction contributes to their
future professional roles, their engagement and persistence are likely to
increase. Learning outcomes that reflect students’ future professional
identities and aspirations can activate their motivational vision: if stu-
dents can imagine themselves using English meaningfully in profes-
sional contexts, they are more likely to invest sustained effort to achieve
that goal. Clearly articulated and professionally relevant learning out-
comes may activate students’ Ideal L2 Selves by helping them visualize
their future roles as competent, internationally oriented healthcare
professionals. As Dornyei and Kubanyiova (2014) argue, the motiva-
tional power of the vision depends on its vividness, personal relevance,
and achievability. When students are able to imagine themselves using
English effectively in meaningful professional contexts, such as patient
communication or scientific collaboration, they are more likely to sus-
tain long-term engagement and effort. Thus, EMP instruction grounded
in vision-enhancing goals supports both motivational intensity and
self-regulated learning behavior.

Building on the empirical insights discussed above, the following
sections outline key pedagogical implications derived from the findings.
These implications are organized along three interrelated dimensions
(Section 5.3.1): curriculum design informed by learning outcomes and
backward design principles (Section 5.3.2); emotionally supportive and
psychologically safe learning environments; and (Section 5.3.3) the
strategic empowerment of EMP teachers.

5.3.1. Curriculum design grounded in learning outcomes and career
relevance

There is a need for alignment between students’ future-oriented
motivations and the instructional strategies employed in EMP courses,
ensuring that teaching practices resonate with learners’ visions of their
professional identities. One key characteristic of this learner-centered
instruction is the use of tasks that are connected to real-life or profes-
sionally relevant situations. Such tasks activate students’ cognitive
framework and foster deep understanding and the development of
actionable knowledge. Designing EMP learning environments that
integrate language instruction with domain-specific medical content
enables students to experience the practical relevance of English to their
academic and professional trajectories. This can be achieved through

10

Social Sciences & Humanities Open 12 (2025) 102024

content-based and context-based instruction. For instructors, this
translates into designing lesson tasks that explicitly mirror real
communicative demands (e.g., presenting a case summary, explaining a
procedure to a peer). Designing EMP learning environments that inte-
grate authentic medical content with language learning creates mean-
ingful contexts in which students can see the direct applicability of
English to their future careers. These pedagogical choices resonate with
constructivist learning theory, which emphasizes the role of meaningful
task design, learner autonomy, and experiential learning (Bruner, 1966;
Vygotsky, 1978).

One way to enhance EMP learning could be through the thematic
integration of EMP instruction with the teaching of medical subjects.
Although not widely implemented at present, such alignment could
contribute to a more authentic and professionally meaningful learning
environment by connecting language development directly to students’
emerging disciplinary knowledge. This approach does not entail the
delivery of core medical content in English (which would be the
equivalent of English as a Medium of Instruction, EMI or content and
language integrated learning, CLIL) but rather the parallel offering of
non-compulsory, supplementary EMP modules that align thematically
with specific medical courses taught in Hungarian. In such parallel
modules, students would engage with authentic and context-rich En-
glish-language materials, such as academic articles, clinical case studies,
and medical literature that complement and preferably confirm the
medical content taught in Hungarian.

Scenario-based tasks, particularly those involving simulated pa-
tients, offer valuable opportunities for contextualized language use in
medical settings. As a highly immersive and professionally authentic
form of scenario-based learning, simulated patient interactions closely
mirror real-life clinical encounters. Such tasks not only reinforce stu-
dents’ medical knowledge but also support the development of domain-
specific communicative competence in English (Hambuch et al., 2024).

These dual-focus approaches could not only enhance students’ lin-
guistic competence but also deepen their subject-matter understanding
by fostering engagement with international literature. By situating
language learning within relevant disciplinary contexts (Wiertlewska,
2019), such modules promote deeper understanding, cognitive
engagement, and long-term retention.

Furthermore, technology-enhanced learning environments, particu-
larly those involving immersive extended reality (XR), hold considerable
potential not only for the teaching of medical subjects but also for EMP
instruction that integrates medical content with language development.
XR technologies can create highly authentic, real-life-like clinical sce-
narios and settings (Li et al., 2023; Wu et al., 2025) in which students
can simultaneously expand their domain-specific medical knowledge
and practice EMP in a contextually rich and professionally meaningful
way. By allowing learners to engage in realistic simulations that mirror
the communicative and procedural demands of clinical practice, XR
supports both content learning and the development of EMP skills while
also fostering professional identity formation and increasing learner
motivation. Recent innovations in medical English pedagogy, such as
blended teaching models designed to foster in-depth learning, have also
demonstrated potential to enhance motivation and engagement among
medical students (Dai & Zhao, 2023).

The successful implementation of such integration-based modules
presupposes that (1) students have reached at least an intermediate level
of English (B2-C1 according to the Common European Framework of
Reference for Languages, CEFR), allowing them to comprehend and
actively process domain-specific content in a meaningful way; (2) the
implementation of such an initiative would necessitate close collabo-
ration between content and language instructors; and (3) it also high-
lights the need to support EMP educators through targeted professional
development to ensure the high-quality delivery of such integrated
programmes. In the Hungarian context, such content-area expertise is
rarely acquired by EMP teachers through formal training and is instead
typically developed through self-directed learning (Stotzer, Bagyura, &
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Farkas, 2025). This reflects a substantial gap in the current provision and
underscores the need for institutional investment in structured, inter-
disciplinary professional development pathways. Developing this area
would benefit from international collaboration and systematic knowl-
edge sharing, which could help establish a more robust,
practice-informed foundation for EMP instruction.

In the Hungarian medical education context, recent legislative
changes (amendment to Act CCIV of 2011) have made it mandatory for
universities to provide opportunities for students to learn professional
languages. On the one hand, this development signals a recognition by
decision-makers of the central role that LSPs play in higher education,
acknowledging both its necessity and its value for students’ future ca-
reers. On the other hand, the law leaves it to individual institutions to
design and implement their own curricula, without providing a
centralized framework. As a result, the responsibility for developing
effective EMP learning modules falls on the medical schools and, in
practice, on EMP teachers themselves. This underscores the importance
of collecting and disseminating systematic feedback and research evi-
dence, which can serve as a foundation for curriculum design and sup-
port EMP teachers in making informed pedagogical decisions.

5.3.2. Creating a psychologically safe learning environment

The results further highlight the importance of social factors in the
learning environment, with anxiety, low self-confidence, and perceived
speaking-related barriers identified as major impediments to students’
engagement in EMP learning. To address these issues and create a psy-
chologically safe and supportive environment, cooperative learning
methods can play a significant role. In alignment with constructivist
learning theory (Bruner, 1966; Vygotsky, 1978), language learning
should be understood as an active process of knowledge construction
rather than passive knowledge transmission. Accordingly, EMP in-
struction should prioritize tasks that are meaningful, value-generating,
and embedded in authentic professional contexts. To foster learner au-
tonomy and promote deeper engagement, such tasks must be both
achievable and sufficiently challenging, enabling students to struggle
productively and internalize professional language use. These aims are
best served not through traditional instructional methods but through
interactive, learner-centered approaches such as cooperative learning,
problem-based learning, project-based learning, and flipped classroom
models, all of which encourage sustained student activity and re-
sponsibility in the learning process. Cooperative learning techniques,
such as pair and group work, peer teaching, near-peer teaching and
collaborative projects, can reduce anxiety while fostering learner au-
tonomy and a sense of shared responsibility (Johnson & Johnson, 2009).
Task-based, problem-based, or project-based learning fosters learner
autonomy by encouraging meaningful engagement with practical tasks.
It promotes collaboration, supports active student involvement, and
enhances motivation through purposeful language use. Assignments
should include opportunities for students to apply real-life skills, such as
preparing patient information leaflets, conducting simulated consulta-
tions, or summarizing medical research in English. Scaffolded speaking
tasks, staged practice opportunities, flipped classroom and differenti-
ated instruction that match learners’ proficiency levels are crucial in
reducing the fear of failure and building confidence. As Bandura’s
(1997) self-efficacy theory emphasizes, students’ belief in their own
competence is built through successive experiences of success. EMP
teachers should therefore provide attainable short-term goals and offer
formative feedback that highlights students’ progress and effort rather
than only outcomes. Moreover, assessment must be aligned with these
principles. Assessment should serve as a learning tool rather than a
judgmental mechanism. By focusing on formative, strength-based, and
context-rich evaluation strategies (Black & Wiliam, 1998), teachers can
reduce anxiety, support learner autonomy, and offer students multiple
pathways to demonstrate their progress and professional development.
EMP teachers can actively reduce anxiety by introducing low-stakes
speaking opportunities before graded tasks, ensuring students rehearse
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in pairs or small groups first. Teachers may also normalize mistakes as
part of learning by providing encouraging, formative feedback rather
than summative judgment in early practice. Establishing clear ground
rules for respectful interaction further contributes to a psychologically
safe classroom climate.

In addition to personalized support, effective classroom practice also
requires the establishment and consistent communication of high ex-
pectations for all learners. As classroom research consistently shows,
students benefit most (from both a behavioral and academic perspec-
tive) when teaching is embedded in transparent structures, and teachers
maintain high yet attainable expectations (Marzano, 2004; Wentzel,
2009). These expectations signal respect for learners’ potential and,
when combined with a caring and supportive teacher-student rela-
tionship, foster a sense of responsibility, persistence, and engagement. In
EMP settings, such a climate is especially valuable given the perceived
difficulty of medical English and the likelihood of learner anxiety.
Balancing demanding goals with a reassuring classroom atmosphere can
help reduce anxiety, increase self-confidence, and promote long-term
motivation.

5.3.3. Strategic empowerment and institutional support for EMP teachers

The pedagogical conditions outlined in the previous sections can be
realized only if EMP teachers are not merely expected to teach language
but are empowered to act as facilitators of disciplinary language
development. This requires a profound shift not only in teaching
methodology but also in role perception and professional identity. As
argued in our earlier study (Stotzer, Bagyura, & Farkas, 2025), the role
of LSP teachers has evolved toward a more complex, hybrid position,
requiring them to serve as facilitators, mentors, and coordinators at the
intersection of language, content, and learner development. This
reconfigured role demands not only personal initiative but also systemic,
institutional support.

This evolving professional role is not merely theoretical but is clearly
reflected in the present findings. EMP teachers placed proportionally
greater emphasis on their own role in shaping student motivation
(through instructional design, personal engagement, and relational
strategies) demonstrating a high level of pedagogical responsibility and
awareness. These findings suggest that motivation is not merely viewed
as an internal student attribute but also as a dynamic construct that can
be cultivated through deliberate and responsive teaching practices.
Moreover, the quality of teachers” work, as well as their attitudes toward
students, learning, and instruction, exerts a measurable influence on
learners’ personality development, academic motivation, performance,
and even long-term educational and professional trajectories (Dornyei &
Ushioda, 2011). This underscores the importance of systematically
supporting EMP teachers and enhancing the visibility of their contri-
butions, particularly given that they often operate without formal
training in medical content and must rely heavily on self-directed
learning (Stotzer, Bagyura, & Farkas, 2025). Targeted institutional
support should include structured professional development in teaching
strategies, curriculum design, training in backward design and learning
outcomes-based instruction, interdisciplinary collaboration with medi-
cal educators, and the establishment of formal mentoring systems
(Stotzer, Bagyura, & Farkas, 2025).

At the classroom level, EMP teachers can strengthen their practice by
keeping reflective teaching journals to monitor how their strategies
affect student motivation. Peer observation and co-teaching arrange-
ments may also provide valuable opportunities for mutual learning and
professional support. Regularly collecting short, anonymous student
feedback enables instructors to adjust methods responsively, which in
turn fosters trust and motivation.

6. Strengths and limitations

A notable strength of this study is its methodological approach,
which explicitly adopts a dual perspective by collecting and analyzing
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data from both medical students and EMP teachers. The dual perspective
is not only a methodological strength but also a conceptual one: by
juxtaposing student and teacher perceptions, our study provides a more
comprehensive picture of the motivational dynamics underlying EMP
learning. The complementary viewpoints enrich the interpretation of the
findings, as the convergence and divergence between students and
teachers shed light on aspects of motivation that would have remained
hidden if only one perspective had been examined. To our knowledge,
no previous research has applied such a design to investigate motiva-
tional dynamics in EMP learning in either the Hungarian context or the
wider international literature. This dual-perspective approach not only
identifies key drivers and barriers of motivation but also reveals the
degree of alignment or divergence between student and teacher views.

Another important strength lies in the study’s context-specific
contribution: it offers rare empirical insight into EMP motivation
within a non-Anglophone medical education environment, where En-
glish is not the medium of instruction but nevertheless essential for
students’ future professional trajectories. By situating the findings in the
Hungarian context, the study also provides transferable insights that
may be relevant to comparable non-EMI settings internationally.

The findings carry direct practical relevance not only for teachers
and policy-makers but also for curriculum developers, who may draw on
these insights when designing more coherent and motivating EMP pro-
grams. The study highlights specific factors, such as career orientation,
personal interest, and psychological barriers, that appear to play a
central role in shaping learner engagement. These factors can serve as
starting points or focal areas for further research in other educational or
cultural contexts. In this sense, the results contribute to a broader un-
derstanding of EMP motivation by identifying core elements that are
likely relevant across diverse settings, even if their relative importance
may vary.

At the same time, several limitations must be acknowledged. The use
of a forced-choice item format, while effective for prioritizing key fac-
tors, may have constrained participants’ ability to express more nuanced
or context-specific concerns. The study is confined to a relatively small
and context-specific sample drawn from Hungarian medical schools,
which may limit the generalizability of the findings beyond this national
setting. Additionally, since all participating institutions operate within a
single national education system, the findings may reflect local curric-
ular structures, institutional cultures, or language education policies
that differ substantially from those in other countries. Moreover,
because participation was voluntary, potential self-selection bias cannot
be ruled out; the respondents may differ systematically from the wider
population in their interest in or attitudes toward EMP. As with all self-
reported data, the findings may also be influenced by social desirability
bias or other limitations inherent to self-report measures. Finally, the
study design was cross-sectional, without longitudinal tracking; as a
result, it cannot capture how students’ motivational dispositions may
shift over time in response to curricular changes, evolving professional
identities, or external circumstances. These constraints limit the trans-
ferability of the results but do not diminish their relevance, they offer
empirically grounded starting points for future larger-scale, cross-
contextual, and longitudinal studies.

7. Conclusion

In response to the three objectives of this study, several conclusions
can be drawn. First, regarding the most salient motivational drivers and
barriers (Objective 1), the findings show that Hungarian medical stu-
dents’ motivation to learn EMP is largely facilitated by their career goals
and personal interest, whereas demanding schedules and language
learning anxiety act as the most significant barriers. This highlights the
central role of both intrinsic and career-oriented motivation, while also
pointing to the structural and psychological constraints that hinder
sustained engagement. Second, in relation to the degree of alignment
between students’ and EMP teachers’ perceptions (Objective 2), it can
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be concluded that there is a notable alignment regarding both factors
that support and hinder motivation in EMP learning. The data also
reveal that EMP teachers perceive their own role as more influential
than students do, both in terms of supporting and hindering motivation.
This suggests a strong sense of professional responsibility among EMP
teachers, who may attribute students’ engagement or lack thereof to
pedagogical approaches and instructional effectiveness. Third,
addressing practice-oriented implications for EMP curriculum develop-
ment (Objective 3), we recommend that pedagogical improvements in
EMP instruction should be grounded in student-centered design,
authentic learning tasks, a psychologically safe learning environment,
and teacher empowerment. Future research should investigate the long-
term impact of such pedagogical interventions on sustaining motivation
and improving EMP learning outcomes.

Beyond these objectives, the study contributes to the broader EMP
and L2 motivation literature by providing rare empirical evidence from
a non-EMI context. Importantly, this study provides evidence-based in-
sights that are transferable to comparable educational systems interna-
tionally, where English is essential but not the medium of instruction. By
drawing on research-based findings rather than relying solely on
everyday experiences or assumptions, stakeholders can make more
informed choices when refining curricula and pedagogical practices to
better meet students’ motivational needs.
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Hallgatoi kérdoiv:

Ont mi motivélja leginkabb az angol orvosi szaknyelv tanuldsaban? Vélassza ki/nevezze
meg a HAROM legfontosabbat. Ha valamit hidnyol a felsorolésbol, kérjiik, tiintesse fel
az ,Egyéb” valaszlehetGségnél.

Tanari kérd6iv:

Mit gondol, mely tényezok segitik el6 leginkabb a hallgatok szaknyelvtanulasi
motivaltsagat? Valassza ki/nevezze meg a HAROM legfontosabbat. Ha valamit hianyol
a felsorolasbdl, kérjiik, tiintesse fel az “Egyéb” valaszlehetdségnél.

Valaszlehetéségek mindkét csoport szamara

sikerélmény

személyes érdeklédés

tanar—hallgaté kapcsolat

kozosség (tarsak, intézmény fel6l megfogalmazott elvarasok)

hosszi tavia (karrier) célok

tandr személyisége

tandr szaknyelvi tudasa

innovativ modszerek alkalmazasa

csaladi hattér

tanar szakmai/szakteriileti tudasa

egyéb

Hallgatoi kérdoiv:

Mi veszi el a kedvét leginkabb az angol orvosi szaknyelv tanuldsatol? Jelolje be a HAROM
legfontosabbat. Nyugodtan nevezzen meg egyéb faktorokat az ,,Egyéb” lehet6ségnél, ha
nem talalja a listaban az Onnek legfontosabbnak tartott tényezéket.

Tanari kérdoiv:

Mit gondol, mely tényez6k akadalyozzdk leginkabb a hallgaték motivaltsagat? Valassza
ki/nevezze meg a HAROM legfontosabbat. Ha valamit hianyol a felsorolasbél, kérjiik,
tiintesse fel az “Egyéb” valaszlehetéségnél.

Valaszlehet6ségek mindkét csoport szamara

[0 sikertelenség érzése

[ nyelvtanuldi szégyenléség/szorongas

[0 tanar—hallgat6 kapcsolat

[ hallgatétarsak kozombéssége

[0 magas csoportlétszam

O leterheltség

O technikai eszk6zok hidnya

[ tananyag, tank6ényv nem megfelel6 volta

[0 tdlzo tanari szigor

O folyamatos tanari elégedetlenség

[ visszajelzés hianya

O egyéb

OOoOooooooood

Student EMP Motivation Questionnaire”:
What motivates you the most in learning EMP? Please select/name the THREE most
important factors. If something is missing from the list, please indicate it under “Other.”

LSP Teacher Questionnaire:

What do you think are the factors that contribute most to students’ motivation to learn
LSP? Choose/name the THREE most important ones. If you miss something from the list,
please indicate it under “Other”.

List to choose from for both cohorts

sense of achievement

personal interest

teacher—student relationship

community (expectations of peers and/or institution)

career goals

EMP teacher’s personality

teacher’s EMP knowledge

innovative methods

family background

EMP teacher’s discipline-related content knowledge

other

Student EMP Motivation Questionnaire:

What discourages you the most from learning EMP? Please select the THREE most
important factors. Feel free to list additional factors under “Other” if your top concerns
are not included below.

LSP Teacher Questionnaire:

What factors do you think are the biggest obstacles to student motivation? Select/name
the THREE most important ones. If you miss something from the list, please indicate it
under “Other”.

List to choose from for both cohorts

feeling of failure

language learning shyness/anxiety

teacher—student relationship

lack of engagement from fellow students

large group size

demanding schedule

lack of technical equipment

inappropriate teaching materials or textbooks

excessive teacher strictness

constant teacher dissatisfaction

lack of feedback

other

OO0ooooooood

OO00o0o0ooooooog

2 The table presents the exact wording of the student and teacher questionnaire items relevant to the present study, as included in the original Hungarian instrument
(which contained other items not part of this study), alongside their English translation. The same question was posed to both groups, with wording adapted to the

target audience, while the list of selectable items remained identical.
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CHAPTER SEVEN

Discussion and Conclusions

The five studies comprising this dissertation collectively offer a comprehensive and
empirically grounded understanding of how English for Medical Purposes (EMP) is
conceptualized, taught, and learned within the Hungarian higher (medical) education context.
Viewed collectively, the findings illustrate the necessity of a dual-lens perspective that
investigates both student motivation and teacher agency recognizing both as co-constructors of
the EMP learning environment. The interplay of psychological, pedagogical, and institutional
factors revealed across the studies paints a rich, complex picture of what it means to teach and
learn EMP in a non-English medium context.

7.1 General discussion

The narrative literature review (Study 1) by Stotzer and Farkas (2024) lays the
conceptual foundation by emphasizing that EMP is not merely a functional subset of English
instruction but a content-rich, context-dependent practice that requires not only linguistic skills
but also familiarity with medical discourse and practices.

7.1.1 From conceptual clarification to instrument development

One of the key contributions of the narrative literature review is the proposed distinction
between English for Medical Purposes (EMP) and English for Health Sciences Purposes
(EHSP), which serves to clarify the scope of language instruction within and across health
science-related disciplines. This distinction is especially important as the linguistic
environments associated with different areas of the health sciences (such as dentistry,
physiotherapy, and pharmacy) have begun to assert their specificities more clearly. Although
certain elements of medical English may be shared across disciplines, the communicative
contexts, terminology, and educational needs can differ considerably. For instance, the linguistic
demands of teaching English to dental or physiotherapy students diverge substantially from
those required in the field of medicine in its strict sense (EMP), both in terms of vocabulary and
situational use. Furthermore, students in these programs often enter the university with different
levels of English proficiency, which has direct implications for curriculum design. Thus, while
the term EHSP may serve as a useful umbrella term when referring collectively to these diverse
fields, it remains crucial to maintain a clear terminological and pedagogical distinction,
reserving EMP specifically for medical students and physicians.

Already during the literature review process, supported both by an extensive review of
relevant scholarship and by our own pedagogical experience, it became evident that if we accept
the premise that learning and teaching a language for specific purposes (LSP) is fundamentally
different from general language instruction, then it is also reasonable to assume that students’
motivation to learn EMP diverges in key ways from the motivational profiles observed in
general English learning contexts. The motivational disposition of EMP learners, shaped by
context-specific communicative demands and career-driven goals, is likely to reflect a different
constellation of factors, including heightened instrumentality, professional identity aspirations,
and sensitivity to domain-relevant efficacy beliefs. Understanding this distinctive motivational
profile is not merely an academic endeavor; it is crucial for designing pedagogical strategies
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and curricula that resonate with students’ actual goals and perceptions. However, as our
literature review and empirical investigations reveal, this area remains largely underexplored.
No validated motivational questionnaire had been adapted specifically for EMP contexts,
despite the increasing demand for ESP instruction in higher education.

To address this gap, we developed a context-sensitive instrument grounded in Dornyei’s
L2 Motivational Self System (L2MSS) (Dérnyei, 2005, 2009), a well-founded and empirically
validated framework widely used in second language acquisition (SLA) motivation research,
but—remarkably—never applied to the domain of EMP. The result was a psychometrically
robust instrument that measured motivational variables including Ideal L2 Self, Ought-to L2
Self, Integrativeness, Instrumentality (promotion/prevention), and affective dimensions such as
L2 anxiety, self-efficacy, and self-confidence. Importantly, this context-sensitive tool allowed
for a more nuanced exploration of motivation in EMP than previous research, which had
typically relied on general ESP instruments or instrumental-integrative dichotomies (Stotzer et
al., 2025c). The newly developed instrument’s psychometric robustness was demonstrated via
Principal Component Analysis (PCA) and reliability indices (Cronbach’s alpha and
McDonald’s omega), thereby providing a reliable diagnostic tool tailored to EMP learners in
Hungarian medical programs. PCAs revealed coherent unidimensional constructs with
acceptable explained variances, while most scales demonstrated strong internal reliability,
particularly Ideal L2 Self and Self-Confidence. The somewhat weaker reliability of Ought-to
L2 Self reflects the challenges of capturing externally driven motivation in this context.
Students’ motivational profiles were primarily characterized by intrinsic, goal-oriented
dispositions: descriptive statistics revealed high mean endorsement of the Ideal L2 Self and
Self-Efficacy scales, suggesting that learners perceive themselves as future competent EMP
users. This pattern aligns with international findings and points to a predominantly intrinsic
motivational orientation. Instrumentality (particularly its promotion-focused dimension) also
received strong support, reflecting the utilitarian value students associate with EMP in pursuing
academic and career goals. Conversely, the comparatively lower scores on Integrativeness and
the presence of negative attitudes toward EMP may be attributable to cohort-specific factors,
such as year of study or the compulsory nature of EMP courses.

Positioning our study within the context of existing research (while acknowledging that
our instrument was specifically contextualized for EMP) we found that our results are consistent
with international findings that identify the Ideal L2 Self as a key motivational factor in L2
learning (Fajt & Bénhegyi, 2023; Huhtala et al., 2019; Palinkas, 2012; Zeng & Jia, 2023).
Hungarian medical students similarly appeared to be guided by a self-image of using English
proficiently in future professional settings. Although the cited studies did not focus on EMP
learners, our findings resonate with those conducted among medical students, even if based on
other theoretical frameworks.

Correlation analyses revealed that Intended Learning Effort was significantly associated
with most motivational variables, particularly with Ideal L2 Self and Self-Efficacy. These
findings suggest that students’ willingness to engage with EMP is closely tied to their future-
oriented self-concepts and belief in their own abilities. While negative attitudes toward EMP
showed a weaker connection to Intended Learning Effort, their potential indirect influence
(through constructs like anxiety or self-confidence) should not be overlooked. The results
reinforce the importance of nurturing self-efficacy and positive attitudes to maintain motivation.
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These patterns align with Brady’s (2019a, 2019b) study on Spanish L2 learners, which similarly
reported strong correlations between Intended Learning Effort and core L2MSS dimensions,
despite examining a different learner population and context.

7.1.2 Exploring predictors of Intended Learning Effort

Building on the validated instrument developed in Study 2 (Stotzer et al., 2025¢), the
subsequent quantitative analysis conducted in Study 3 (Stotzer et al., 2026) provided empirical
evidence of the multidimensionality of EMP learning motivation. In Study 3, we employed the
same scales to explore how the identified motivational constructs interact with learners’
Intended Learning Effort. While Study 2 confirmed the structural and internal consistency of
the nine-scale instrument, Study 3 focused on mapping the empirical relationships between
these dimensions. We identified Integrativeness, Ideal L2 Self, and Instrumentality-Prevention
as direct predictors of Intended Learning Effort. Integrativeness had the strongest effect,
suggesting that students are primarily motivated by the desire to engage in international
research and collaboration and to be part of the global medical and scientific community. This
interpretation reflects an evolving understanding of Integrativeness: in EMP contexts, it appears
less about cultural identification and more about professional affiliation at the international
level. These findings resonate with previous research that has begun to reframe integrative
motivation in more profession-oriented terms (Demir & Hamarat, 2022; Marosan & Markovié,
2019; Tomak & Sendula-Paveli¢, 2017). Ideal L2 Self also proved to be a strong predictor,
highlighting the motivational power of learners’ future self-concept as proficient EMP users.
Though relatively underexplored in medical English settings, this construct demonstrated its
relevance to EMP learners, echoing findings from other ESP domains (e.g., Martin-Gonzélez
& Chaves-Yuste, 2024). Importantly, the presence of a vivid Ideal L2 Self fosters self-regulated
learning and sustained engagement, reinforcing the notion that effective EMP instruction should
support students in visualizing long-term linguistic growth as part of their ongoing professional
development (Algahtani, 2017). While Instrumentality-Prevention had a weaker effect, it still
contributed to Intended Learning Effort, indicating that avoidance-based motives, such as fears
of not being able to use EMP effectively in professional settings or of being judged by peers for
limited language competence, can still contribute to effort, even if these motives are more
defensive in nature. Interestingly, neither the Ought-to L2 Self nor Instrumentality-Promotion
had a direct impact on Intended Learning Effort. However, both constructs showed indirect
effects through Integrativeness and Ideal L2 Self. In particular, Ought-to L2 Self exerted a
negative indirect effect on Intended Learning Effort via Ideal L2 Self, suggesting that external
pressures might actually undermine students’ internal vision of themselves as successful EMP
users. Still, a small positive indirect effect was also observed via Integrativeness, indicating that
when external expectations are aligned with a broader sense of professional belonging, they
may still foster engagement. These patterns reinforce the idea that while external factors may
initiate interest, they are less effective in sustaining long-term, self-driven effort.

Beyond the core dimensions, Study 3 also examined the influence of what we termed
‘supplementary’ constructs, such as Self-Confidence, Self-Efficacy, Attitudes (positive and
negative), and L2 Anxiety, on the direct predictors of Intended Learning Effort. Self-Confidence
emerged as a particularly important factor, significantly predicting both Integrativeness and
Ideal L2 Self. Students who felt confident in their English abilities were more likely to identify
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with the global medical community and envision themselves as competent EMP users. Self-
Efficacy also supported the Ideal L2 Self (Al-Hoorie, 2018), consistent with previous findings
that these constructs are mutually reinforcing (Roshandel et al., 2018).

L2 Anxiety, on the other hand, was associated with both Integrativeness and
Instrumentality-Prevention. Students with higher levels of anxiety appeared more attuned to the
risks of insufficient EMP proficiency, thereby reinforcing their prevention-based motivation. At
the same time, L2 anxiety seemed to intensify their perceived need to belong to a professional
community, possibly as a compensatory mechanism. Positive attitudes toward EMP were linked
to stronger Integrativeness and Instrumentality-Prevention, suggesting that valuing EMP
enhances both aspirational and defensive motivational orientations. Conversely, negative
attitudes were found to weaken prevention-driven motivation, implying that students who view
EMP as irrelevant or unhelpful are less likely to engage, even for the sake of avoiding negative
outcomes. Taken together, these findings emphasize the interplay of affective and cognitive
variables in shaping EMP motivation and underscore the pedagogical relevance of fostering
self-confidence, positive attitudes, and future-oriented self-images in medical English
instruction.

7.1.3 Exploring the professional landscape of LSP teachers

Although Study 2 and Study 3 of this dissertation focused primarily on students’
motivational dispositions, the narrative literature review (Study 1: Stotzer & Farkas, 2024)
already emphasized that motivation is embedded in a broader instructional ecology in which
teachers play a central role. Motivation does not operate in a vacuum,; it is deeply intertwined
with the instructional quality, teacher expertise, and interpersonal dynamics present in the
learning environment (Alrabai & Alamer, 2024; Dornyei & Ushioda, 2011). Building on this
understanding, it was a natural and necessary progression to shift the analytical lens toward the
educators themselves. Study 4 (Stotzer et al., 2025b) deliberately extended the scope of inquiry
beyond EMP teachers to include all LSP instructors working across a range of disciplines. This
methodological decision was driven by the recognition that many of the systemic and
pedagogical challenges encountered in EMP settings—such as lack of formal training, high
workload, and limited institutional recognition—are not unique to the context of EMP but are
shared across the broader LSP landscape. By including a wider spectrum of LSP professionals,
the study was able to capture structural patterns and recurring challenges that transcend
disciplinary boundaries. Thus, Study 4 offers a detailed portrait, an in-depth account of the
educational trajectories, professional identities, and professional challenges of Hungarian LSP
teachers.

The findings in Study 4 revealed that most respondents began their careers as (general)
language teachers and transitioned into LSP instruction via one of three informal pathways:
personal decision, institutional assignment, or circumstantial necessity. This transition typically
occurred in the absence of formal training or content-specific qualifications, a pattern that
mirrors trends reported elsewhere in Europe (Bocanegra-Valle, 2023; Jurkovic et al., 2024). In
the Hungarian context, LSP teachers largely rely on non-formal and informal professional
development (including conferences, peer support, and self-directed learning) to acquire the
disciplinary knowledge needed for their work. While many respondents self-identified as LSP
teachers, their professional roles remain under-recognized within institutional structures, and
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their career advancement options are often limited to academic trajectories requiring a PhD.
This lack of formal pathways raises concerns about whether LSP teaching constitutes a distinct
profession. The construction of professional identity, as understood in the literature (McCall et
al., 2021; Porter & Wilton, 2020), involves an ongoing negotiation between personal attributes
and institutional conditions. In the present study, this process was found to be marked by
fragility and ambiguity. Despite their dedication, many participants reported feelings of
professional marginalization, insufficient access to content-specific training, and a lack of
formal acknowledgment of their expertise. The near-absence of dedicated training programs in
Hungary further exacerbates these challenges, leaving most teachers to independently develop
the interdisciplinary and digital competencies increasingly required in LSP instruction.

Respondents also highlighted a range of pedagogical and institutional challenges. Many
reported struggling with the disciplinary diversity of their student groups, varying levels of
student language proficiency, and the absence of standard curricula or validated teaching
materials. These difficulties are exacerbated by the need to continuously update one’s subject-
specific knowledge and to integrate evolving digital and Al-based tools. As highlighted in the
findings, the preparation required to teach domain-specific language is substantial and goes
unrecognized in the current HEI framework, which treats LSP instruction as functionally
equivalent to general language teaching, failing to recognize the subject-specific preparation it
entails. Motivating students was also cited as a key challenge, particularly when learners lacked
basic language competence or failed to see the relevance of LSP. Importantly, the data suggest
that student motivation is not solely an individual matter but is heavily shaped by the broader
institutional stance toward LSP instruction. When institutions are perceived as supportive—e.g.,
through recognition of LSP teaching, lighter workloads, or access to development
opportunities—teachers are better equipped to foster learner engagement and maintain their
own motivation.

Study 4 reveals that despite the absence of formal training programs or institutional
recognition, these teachers demonstrate a high degree of commitment and self-regulated
professional development. They often compensate for the lack of content-specific qualifications
by engaging in continuous self-study and informal knowledge exchange. These strategies
helped them cope with the complexity of LSP instruction, which increasingly requires
interdisciplinary knowledge, digital fluency, and familiarity with professional discourse.
However, the heavy reliance on self-teaching is ultimately unsustainable without institutional
investment. Institutional support was found to be inconsistent across higher education
institutions, with some teachers reporting marginalization despite the increasing relevance of
LSP. The findings call for policy-level reforms, including formal recognition of LSP as a distinct
teaching area, tailored training programs, workload recalibration, and mechanisms for
collaboration between language and content specialists. Together, these changes would address
both the structural and professional needs of LSP educators and contribute to the sustainable
development of this critical teaching field. The study confirms that systemic measures—such
as formal recognition of LSP teaching, the development of targeted training programs,
differentiated workload models, and structured collaboration between language and content
specialists—are urgently needed. These steps would not only reinforce LSP teachers’
professional identity and retention but also enhance the quality and relevance of instruction.
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Study 4 makes a significant contribution by placing LSP teachers’ voices at the center
of inquiry, which is rare in the existing literature. These findings reveal that LSP teaching in
Hungary is marked by professional ambiguity, high workload, and under-recognition, yet also
by resilience, adaptability, and commitment on the part of instructors. Strengthening
institutional support systems, formalizing training pathways, and fostering collaboration
between content specialists and LSP teachers are essential next steps. These measures would
not only support teacher identity and retention but also enhance the motivational climate for
learners—a dual benefit that reflects the interdependent nature of teacher and student
motivation in EMP contexts.

7.1.4 Students’ and EMP teachers’ views on drivers and barriers to EMP learning

Building on the findings of Study 4, which revealed structural and pedagogical patterns
across the broader LSP teaching landscape, the final empirical investigation (Study 5: Stotzer
et al., 2025a) narrows the focus once more to English for Medical Purposes. This time, however,
both medical students and their EMP teachers are brought into analytical view. Study 5 offers a
comparative analysis of their views on what enhances or hinders motivation in EMP contexts.
Study 5 set out to examine the extent to which medical students’ and EMP teachers’ perceptions
align in identifying the key factors that facilitate or hinder student motivation to learn English
for Medical Purposes. Drawing on both item-level and aggregated data (the latter structured
around Dornyei’s L2 Motivational Self System [2005, 2009]), the results revealed considerable
convergence between the two groups regarding the most salient motivational drivers,
accompanied by meaningful differences in emphasis that yield important pedagogical
implications.

The most prominent category across both cohorts was the Ideal L2 Self, which refers to
learners’ internalized vision of themselves as successful users of English in future professional
contexts. This motivational dimension accounted for the majority of responses (70.1% among
students and 57.5% among teachers). Both groups emphasized the importance of career goals
and personal interest as key drivers of EMP learning. Students tended to associate EMP with
their future roles as internationally active healthcare professionals, highlighting the
instrumental and aspirational significance of language learning. Teachers similarly recognized
that goal-oriented, future-focused motivation was central to student engagement. The
prominence of this category aligns closely with well-established frameworks such as Self-
Determination Theory (Deci & Ryan, 1985; Ryan & Deci, 2000), which emphasizes the value
of intrinsic goals in fostering sustained effort, and with Dornyei’s L2ZMSS, which positions the
Ideal L2 Self as a primary predictor of learning engagement. Notably, the strong presence of
personal interest suggests that many students are motivated not only by external outcomes but
also by a genuine desire to acquire medical English knowledge, reinforcing the idea that EMP
can be intrinsically meaningful when it is aligned with learners’ identities and values.

The second most frequently cited source of motivation was the L2 Learning Experience,
a category encompassing classroom-level influences such as teaching methods, learning
atmosphere, and teacher—student interactions. This dimension captured 40.4% of student
responses and 51.7% of teacher responses. Both groups acknowledged the motivational power
of a positive and engaging classroom environment, yet their emphases differed. Students tended
to highlight the sense of achievement as a key motivator, referring to the satisfaction derived
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from successfully applying EMP knowledge in authentic or simulated professional contexts.
This links directly to Bandura’s (1997) self-efficacy theory, which suggests that mastery
experiences enhance learners’ confidence and willingness to persist. Teachers, in contrast,
placed greater weight on the personality of the instructor and the use of innovative methods,
such as task-based or simulation-based activities. This divergence likely reflects the differing
vantage points of the two groups: while students focus on tangible outcomes of their learning,
teachers are more attuned to the instructional processes that shape those outcomes.

Importantly, the link between these perspectives should not be overlooked. Teachers’
ability to design well-structured tasks, provide constructive feedback, and maintain an
enthusiastic presence directly influences students’ sense of progress. Teachers thus play a dual
role: they serve as both motivators and facilitators of achievement. These dynamics resonate
with Deci and Ryan’s (1985) theory that intrinsic motivation is supported when learners
experience autonomy, competence, and relatedness — all of which can be enhanced by effective
instructional strategies and positive interpersonal rapport. Vygotsky’s (1978) sociocultural
theory also supports this perspective, emphasizing that motivation and learning are co-
constructed through social interaction and scaffolding.

Interestingly, the Ought-to L2 Self (representing external expectations from peers,
institutions, or family) was far less influential than the Ideal L2 Self or L2 Learning Experience
in both groups’ responses. Nevertheless, students gave this category slightly more emphasis
than teachers did. For some learners, the pressure to meet institutional standards, align with
peer norms, or satisfy parental expectations may serve as extrinsic motivators. These influences
can be especially salient in rigid academic environments where compliance with formal
requirements is emphasized. Teachers, however, placed greater value on elements within their
pedagogical control, such as rapport building and demonstrating professional competence in
EMP. The relatively low weight assigned to family influence may be attributed to the higher
education context, where learners are generally expected to be autonomous. Moreover, in the
Hungarian context, family-based pressure regarding professional language learning appears to
be minimal, which contrasts with patterns found in more collectivist societies, such as those in
East Asia (see Markus & Kitayama, 1991; Ryan & Deci, 2000).

When examining the factors that hinder motivation, similar patterns of agreement and
divergence emerged. The analysis drew on a categorization framework that distinguished
between institutional constraints (outside the teacher’s control), teacher-controlled variables,
and internal affective factors. Among these, the most prominent demotivators were demanding
schedules and language-related anxiety (two obstacles frequently mentioned by both students
and teachers). The time-intensive nature of medical education poses a structural barrier that
leaves little room for EMP learning, while affective challenges such as fear of failure or
discomfort using English in high-stakes situations often exacerbate disengagement. These
findings are consistent with Krashen’s (1982) affective filter hypothesis, which posits that
negative emotional states inhibit language acquisition, as well as with theories of cognitive load
and resource depletion (Sweller, 1988), which suggest that overload diminishes learners’
capacity to focus and persist.

Beyond these shared concerns, subtle differences emerged. Students ranked feelings of
failure and peer disengagement as stronger demotivators than teachers did, pointing to the
importance of classroom climate and social interaction. An unmotivated or passive group can
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undermine individual engagement by limiting interaction and reducing the energy of
communicative tasks, especially in courses like EMP, which rely on authentic, collaborative
learning. Teachers, by contrast, highlighted logistical issues such as large group size and lack
of equipment, indicating that from their perspective, structural barriers constrain their ability to
deliver engaging instruction. These findings suggest that teachers may underrecognize the peer-
related social dimensions of classroom motivation, an area worth closer pedagogical attention.

Perhaps the most revealing divergence lies in how teachers and students assign
responsibility for demotivation. Teachers tended to assume more responsibility, ranking factors
such as lack of feedback or constant dissatisfaction with students more highly than students
themselves did. This suggests a degree of professional self-awareness, with teachers
acknowledging that their own attitudes and choices may impact learners negatively. Conversely,
students rarely attributed their motivational difficulties directly to teacher behavior. While this
may indicate a generally positive perception of EMP teachers, it also underscores the possibility
that some instructional influences, such as subtle discouragement, insufficient support, or
demotivating materials, are not always explicitly recognized by students, even when they affect
their learning indirectly.

Encouragingly, both groups ranked the teacher—student relationship relatively low
among the demotivators, suggesting that interpersonal dynamics are not generally a source of
tension in this context. On the contrary, this may reflect a relatively positive classroom
atmosphere in EMP courses, which supports motivation rather than undermines it.

An important finding from Study 5 is that social-environmental factors play a central
role both as drivers of motivation (most notably the teacher—student relationship) and as barriers
to motivation (such as language learning shyness and anxiety), from the perspectives of both
learners and instructors; this finding aligns with a growing body of research demonstrating that
educators who consciously cultivate positive relationships with their students tend to employ
more effective motivational strategies (Butler & Shibaz, 2014; George & Richardson, 2019;
Mahavong & Fejes, 2025; Wang et al., 2017), and it deserves particular attention precisely
because these are among the few motivational dimensions that fall within teachers’ direct
pedagogical influence.

Overall, the findings of this study demonstrate that while medical students and EMP
teachers often perceive motivation through different lenses, their views are largely compatible,
especially concerning internal drivers and major barriers. The nuanced differences uncovered—
particularly in how each group interprets classroom dynamics, social context, and professional
responsibility—offer valuable insights for reflective teaching and learner-centered instructional
design. They also affirm the need to address both structural and affective dimensions of the
learning environment in order to foster sustained motivation in EMP education.

7.2 Pedagogical and practical implications

The five studies that constitute this dissertation collectively offer a rich repertoire of
pedagogical and practical insights for the teaching and curriculum development of English for
Medical Purposes (EMP), particularly within non-English-medium medical programs’. These

® This contextual focus warrants particular emphasis, as it markedly differs from settings in which medical content
is delivered in English to non-Anglophone speakers. The latter represents an English as a Medium of Instruction
(EMI) scenario, which has become a fairly extensively researched domain in language education recently. In such

154



implications span instructional strategies, curriculum design, teacher development, and
institutional support mechanisms.

A recurring theme across the studies is the centrality of the Ideal L2 Self in motivating
medical students to engage with EMP. This future-oriented vision (students imagining
themselves as competent professionals using English in global medical contexts) can be
pedagogically activated through learning environments that are authentic, i.e., content-based,
context-based, and professionally meaningful. Authenticity emerged as a pedagogical factor
with strong potential to enhance student engagement and motivation throughout the studies,
particularly in Study 3 and Study 5. While the terms “content-based” and “context-based” are
sometimes used interchangeably, they reflect distinct pedagogical orientations (Anti¢, 2016;
Wiertlewska, 2019). Content-based tasks are designed around subject matter and aim to teach
language through that content. In the case of EMP, this may involve learning English vocabulary
and structures through medical texts, case reports, or medical (anatomy, physiology,
pathophysiology, etc.) lectures. The primary focus is on integrating disciplinary knowledge with
language development, often following the principles of Content and Language Integrated
Learning (CLIL). By contrast, context-based tasks place greater emphasis on the
communicative situations and roles in which language is used, rather than the disciplinary
content itself. These tasks are rooted in the actual settings where communication occurs (such
as doctor—patient interactions, ward rounds, or academic presentations) and aim to replicate the
social, professional, and pragmatic dimensions of language use (Sukisno et al., 2025). While
they may still involve technical content, their defining feature is that language is embedded in
realistic scenarios, allowing learners to practice functional language use in contextually
appropriate ways. The recommended instructional strategies should thus leverage tasks and
materials that mirror real-life clinical communication and academic practices. EMP instruction
benefits from the incorporation of authentic materials and professionally meaningful tasks, such
as scenario-based simulations, including clinical role-plays and simulated doctor—patient
interactions, allowing students to rehearse professional roles in safe but realistic environments,
strengthening both linguistic competence and self-efficacy (Stotzer et al., 2025a, 2025b).

Another avenue worth exploring (and, in fact, another way of aiming for authenticity)
in future curriculum development involves the meaningful integration of EMP into professional
medical subjects. Rather than isolating language instruction from disciplinary learning, a more
interdisciplinary approach could promote mutual reinforcement between linguistic and medical
competencies. One important pedagogical implication concerns the thematic integration of
EMP with medical content subjects. As several of our studies suggest (Stotzer & Farkas, 2024;
Stotzer et al., 2025b), collaboration between EMP teachers and medical educators can promote
the development of interdisciplinary modules that enhance relevance, support professional
identity formation, and deepen both linguistic and medical competence. One particularly
promising model would be the co-development of interdisciplinary student projects (such as

contexts, learners’ English proficiency is often presumed to be sufficiently advanced to cope with discipline-
specific demands. Therefore, EMI programs are rarely accompanied by language instruction. By contrast, in non-
EMI programs, EMP instruction typically occurs in parallel with, rather than through, medical content courses,
requiring distinct pedagogical approaches.
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Scientific Students’ Association'? research papers) where students would be encouraged to
engage with medical topics and literature in English under the joint supervision of subject-
matter experts and EMP instructors. In such projects, the professional and linguistic
components would not merely coexist but actively complement one another, as students would
be required to formulate research questions, engage with academic sources, present findings,
and receive feedback, all while deepening their domain knowledge. In addition to extra-
curricular initiatives, curricular integration (where EMP courses are aligned with and support
parallel medical subjects) can also be highly beneficial. Such parallel language instruction,
delivered alongside content courses, reinforces domain-specific knowledge while
simultaneously building professional language skills.

This type of integration not only reflects real-world communicative demands in
international academic and clinical settings but also offers fertile ground for activating both
instrumentality and integrativeness, two core motivational dimensions highlighted across the
Studies involved in this Dissertation. Students would be able to see the concrete academic and
career benefits (instrumentality-promotion), such as participating in conferences or publishing
in English, while also developing a sense of belonging to the global medical community
(integrativeness). Rather than treating language as an ancillary skill, such interdisciplinary
configurations would reframe English as a medium for knowledge creation and professional
identity formation. In this context, Integrativeness (as reframed in Study 3) does not denote
cultural assimilation into an Anglophone identity but rather a desire to become a legitimate
participant in the international discourse of medicine. Implementing such initiatives would
require institutional coordination, interdisciplinary collaboration of content instructors and
EMP teachers and curricular flexibility, but the pedagogical rewards could be significant.

Equally important are the affective and psychosocial conditions under which EMP
learning occurs. The findings of Studies 3, 4, and 5 indicate that factors such as L2 anxiety, low
self-efficacy, and fear of failure may inhibit active engagement, particularly among students in
the early phases of their medical education. These affective barriers highlight the need for
supportive classroom environments that explicitly address learners’ psychological needs.
Creating an emotionally supportive classroom environment emerges as a pivotal pedagogical
imperative. The studies document that language learning anxiety and fear of failure are
significant demotivators, which can be mitigated through formative assessment, scaffolded
instruction, and a psychologically safe climate. Techniques such as differentiated instruction,
flipped classrooms, and collaborative tasks help lower anxiety while promoting learner
autonomy and confidence (Stotzer et al., 2025a). Low-stakes, scaffolded tasks — such as voice-
recorded interpreting exercises or structured peer collaboration'! (Branden, 2006) — can offer

10 Scientific Students’ Association research project (commonly known in Hungary as TDK, short for Tudomanyos
Diakkori Konferencia) refers to an extracurricular academic initiative in Hungarian higher education where
students, under faculty supervision, conduct independent research and present their findings at institutional or
national conferences. These projects are typically undertaken by highly motivated students and often serve as early
steps toward academic careers or thesis development. TDK work requires students to formulate research questions,
review scholarly literature, analyze data, and present their results (frequently in a written paper and oral
presentation format) mirroring the practices of professional scientific research.

! In the case of structured peer collaboration, students engage in carefully designed pair or group activities where
their roles, objectives, and interaction patterns are clearly defined in advance. For example, learners might co-
construct a clinical dialogue, take turns simulating doctor—patient roles, or jointly analyze a short medical case,
with each participant responsible for a specific aspect of the task. This kind of structured interaction ensures that
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students opportunities to build confidence without the pressure of public performance.
Furthermore, when instructors foster an atmosphere of mutual respect, encouragement, and
inclusivity, they help students develop the self-belief necessary to sustain motivation and
transform latent potential into active learning effort. Such learning environments are not
incidental; they are pedagogically engineered spaces in which anxiety is acknowledged and
mitigated rather than ignored.

The pedagogical implications outlined above carry significant relevance for EMP
teachers themselves. They underscore the evolving expectations placed on instructors in non-
EMI contexts, where the role of the EMP teacher increasingly extends beyond language
instruction to include curriculum mediation, interdisciplinary collaboration, and the creation of
authentic, professionally grounded learning experiences. It must be emphasized that achieving
and maintaining this expected level of authenticity in everyday teaching practice presents a
substantial challenge for EMP instructors. Designing, adapting, and facilitating professionally
relevant tasks require considerable expertise, time, and interdisciplinary coordination — factors
that are not always institutionally supported. Study 1, Study 4, and Study 5 collectively
highlight the precarious positioning of EMP instructors within academic institutions: although
tasked with highly specialized instructional duties, these educators often lack formal training in
medicine and operate in relative isolation from their content-teaching colleagues. Many are
self-taught in medical content, and few have access to sustained professional development. This
situation calls for institutional recognition of the unique expertise required in EMP instruction
and the provision of targeted training opportunities. Structured collaboration between language
instructors and medical faculty should be incentivized, both to enhance instructional
authenticity and to alleviate the epistemic burden EMP teachers face. In-service training
opportunities focused on LSP methodology, needs analysis, and outcome-oriented curriculum
design can further empower educators to respond to learners’ motivational and professional
needs. Such training should include learning-outcome-based course design (Farkas, 2017) and
backward planning (Wiggins & McTighe, 2005), enabling EMP instructors to align
instructional content with target competencies from the outset. By starting with the desired
professional and communicative outcomes and planning backwards from those goals,
instructors can develop more focused, relevant, and motivating learning pathways.

In our view, an especially promising avenue for supporting the next generation of EMP
instructors would lie in the institutionalization of structured mentoring programs. While
informal mentoring and collegial guidance already occur in many LSP teaching contexts, these
ad hoc arrangements lack the consistency, sustainability, and visibility necessary to prepare
novice teachers for the complex demands of LSP instruction. A formalized mentoring
framework would provide aspiring LSP/EMP instructors (particularly those transitioning from
general English or early-career teachers entering the LSP domain) with guided access to
disciplinary knowledge, pedagogical models, and curricular strategies that are aligned with the
realities of EMP classrooms. Senior instructors with experience in both language pedagogy and
domain-specific instruction could serve as mentors, offering hands-on support in course design,

all students are actively involved, receive targeted peer support, and engage in meaningful language use within a
psychologically safe environment. Because the tasks are framed as cooperative rather than evaluative, they
promote risk-taking, reduce language anxiety, and foster the development of self-efficacy—key affective
components in sustaining motivation for learning English for Medical Purposes.
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material development, classroom observation, and reflective practice. Such programs would
not only ease the entry into an underdefined and often unsupported teaching domain but also
contribute to the long-term professionalization of LSP teaching. Importantly, mentoring
initiatives would need to be institutionally recognized and resourced to be effective:
participating teachers should be allocated time, incentives, and training to fulfill their mentoring
roles, and novice instructors should be given structured opportunities to observe, co-teach, and
receive feedback within a safe developmental framework. Establishing these conditions would
help transform what is currently a fragmented or improvised apprenticeship model into a
purposeful, transparent, and empowering system for preparing future EMP educators.

In addition to mentoring schemes, the implementation of micro-credentials'? could
provide a flexible yet formalized mechanism for recognizing the diverse competencies required
in EMP instruction. Given that EMP educators often acquire their expertise through self-
directed learning, practical experience, and informal collaboration rather than structured degree
programs, micro-credentials would offer a way to validate and certify this non-linear
professional development. Institutions or national LSP associations could design modular
certification paths (covering areas such as needs analysis, authentic material development,
backward curriculum design, and interdisciplinary collaboration) that allow instructors to
gradually build a verified professional profile in EMP teaching. These stackable credentials
would not only enhance the legitimacy and visibility of EMP teaching but also offer a career
development trajectory in a field where formal specialization opportunities remain scarce.
When combined with mentoring, micro-credentials could serve as both formative and
summative tools for developing novice teachers, while also encouraging continuous upskilling
for experienced instructors in an evolving pedagogical landscape.

A further condition for achieving pedagogical authenticity (especially from the teacher's
perspective) is the opportunity to experience the target discourse communities firsthand. In the
case of EMP, this implies gaining exposure to the communicative, procedural, and cultural
realities of clinical environments in both local (Hungarian) and international (primarily
Anglophone) contexts. Although digital platforms and video-based resources can offer partial
insights, they remain limited in their capacity to replicate the affective, interpersonal, and
situated nature of real-life medical communication. To complement digital resources and gain
a fuller understanding of medical discourse communities, structured teacher mobility programs,
study visits, and interdisciplinary placements in hospitals, clinics, or outpatient settings (either
domestic or abroad) could enable EMP instructors to develop a more nuanced understanding of
the professional contexts their students are preparing for. Such experiences not only enhance
instructors’ awareness of medical discourse but also inform the design of contextually grounded
pedagogical materials and tasks. Despite the pedagogical value of such initiatives, institutional
support for them remains scarce. As such, there is a pressing need for greater advocacy and
cross-faculty cooperation to establish sustainable frameworks for experiential teacher
development in the field of EMP.

12 A micro-credentialing system is a flexible certification framework that formally recognizes specific skills or
knowledge in small, focused units, often through digital badges or certificates (Farkas, 2024). Rather than replacing
traditional qualifications, micro-credentials complement them by promoting lifelong learning and continuous
professional development. These systems are particularly valuable in dynamic fields such as healthcare
communication or ESP instruction.
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Together, these studies advocate for a learner-centered, motivation-sensitive, and
contextually integrated approach to EMP education — an approach in which the motivational
profiles of learners, the pedagogical responsibilities of teachers, and the institutional
infrastructures should all coalesce to shape meaningful and effective language learning
experiences. A recurring, if tacit, theme emerging from the Studies (1, 4 & 5) that involved
teachers is that many colleagues already work (often voluntarily and with great dedication) in
alignment with the spirit of the pedagogical recommendations outlined above. Their practices
suggest a deep internalization of outcome-oriented, interdisciplinary, and learner-centered
approaches, even in the absence of formal mandates. However, the lack of institutional
frameworks, legal provisions, or workload recognition means that this work remains largely
invisible, unsystematic, and unrewarded. For these bottom-up efforts to reach their full potential,
they must be matched by top-down support that legitimizes and sustains them. In this sense,
institutional change is not only desirable — it is necessary.

7.3 Limitations and future directions

While the five studies presented in this dissertation collectively offer a multifaceted
account of EMP-related motivation and teaching in the Hungarian higher education context,
several limitations should be acknowledged, both methodological and practical, some of which
stem from the specific challenges encountered during data collection and implementation.

One of the primary difficulties was accessing and engaging the instructor population.
Reaching LSP/EMP teachers across diverse institutions proved logistically complex. The
difficulty of locating and accessing EMP instructors underscores their precarious institutional
positioning — both as educators and as research participants. This structural invisibility
complicates not only their professional development, but also their representation in academic
inquiry. Despite receiving valuable support from the Hungarian Association of Teachers and
Researchers of Languages for Specific Purposes (SZOKOE), I also personally contacted
identifiable LSP instructors via email, using contact information found on university websites.
Ultimately, 44 LSP teachers participated in Study 4 (including 20 EMP teachers in Study 5),
which represents a meaningful proportion of the estimated national population of 300-350 LSP
instructors. While this number provides a solid empirical basis, it is important to note that the
conclusions primarily reflect the perspectives of the participating teachers. Accordingly, any
generalizations to the entire population of LSP instructors in Hungary should be treated with
caution, particularly regarding those working outside major academic centers or under atypical
employment conditions.

Similarly, student participation posed its own challenges. Although the main student
survey achieved a satisfactory sample size, securing voluntary participation was difficult. This
can be partly attributed to the intensive and time-constrained nature of medical education, which
limits students’ availability and willingness to engage in research outside core curricular
demands. In addition, medical students are frequently inundated with questionnaires and
surveys, which contributes to survey fatigue and further reduces response rates. Their already
high workload and stress levels, as highlighted in the literature (Kiss & Piko, 2025), further
explain why voluntary participation in online surveys tends to be limited.

From a methodological standpoint, the studies focused primarily on cross-sectional data,
which provides rich snapshots but limits causal inference. While the adapted questionnaire
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demonstrated strong psychometric properties, it was developed and validated within a specific
national and disciplinary context. Future studies seeking generalizability should conduct
confirmatory analyses across different institutions, programs, or countries. While self-report
questionnaires are common in motivation research, they offer only a static view of what is
inherently a dynamic and context-sensitive phenomenon. Future studies may explore
experience sampling methods or longitudinal tracking to capture shifts in learners’ motivational
states over time.

In the qualitative strand of the research, such as the study on LSP teachers’ professional
identity, the absence of follow-up interviews or ethnographic observation limits the depth of
interpretation. While open-ended responses offered valuable narratives, a more nuanced
understanding of professional identity construction could be achieved through in-depth
qualitative methods.

If this research were to be conducted again, more effort would be devoted to building
institutional partnerships from the outset to facilitate broader access to teacher and student
participants. Establishing formal collaborations with faculty members and university
administrators might also enhance the visibility and legitimacy of the research, improving
recruitment and engagement. For future researchers entering this field, it is advisable to allow
for extended timelines in both participant recruitment and questionnaire piloting, particularly
in the highly scheduled and gatekept environments of medical education.

In addition to logistical and methodological limitations, the interdisciplinary and
multidimensional nature of the research itself posed unique challenges. The project’s scope —
spanning language pedagogy, medical education, motivational psychology, and educational
policy — required the integration of diverse theoretical frameworks and methodological
approaches. This conceptual breadth made it difficult to position the research squarely within a
single academic discipline or journal audience. The dual focus on both student and teacher
perspectives, and the combination of qualitative and quantitative methods, further increased the
complexity of design, data analysis, and dissemination. While these characteristics contribute
to the novelty and richness of the research, they also posed considerable challenges when
deciding which journals to target for publication. Importantly, this was not incidental but a
consciously adopted approach: the deliberate choice to combine conceptual and applied
perspectives made the project more demanding, yet it also endowed the dissertation with its
distinctiveness and scholarly value.

Despite these limitations, the studies offer reliable, replicable methodologies and raise
critical questions that can inform both empirical and applied research in ESP and EMP contexts.
By documenting these challenges transparently, this dissertation not only reflects on its own
boundaries but also aims to support future investigations seeking to explore motivation, identity,
and pedagogy in similarly complex educational environments.

7.4 Further research directions, future plans

The research presented in this dissertation opens several promising avenues for future
inquiry, both theoretical and applied. Building on the current findings, future studies will seek
to further explore the complexities of EMP instruction by deepening the dual-perspective
framework that integrates student motivation and teacher identity.
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In addition to the primary analyses presented in this dissertation, further qualitative data
remain to be systematically examined. These include open-ended responses from both students
and instructors (information on students’ learning strategies, their expectations towards EMP
teachers, LSP/EMP teachers’ motivating factors and competencies), as well as written
justifications/explanations provided by students who chose not to enroll in EMP courses. While
these respondents were excluded from the main motivational analyses, their narratives could
offer important insight into perceived barriers, scheduling conflicts, or misalignments between
student needs and curricular offerings. Analyzing these accounts may illuminate structural or
affective factors that dissuade learners from engaging with EMP instruction.

Another immediate research direction involves qualitative follow-up studies,
particularly semi-structured interviews with both medical students and EMP instructors. While
the present research has yielded valuable quantitative and survey-based insights, more nuanced,
contextualized accounts of learner experience and teacher agency can be accessed through
qualitative methods. Interview studies will allow for the examination of latent beliefs, values,
and strategies that shape engagement with EMP in ways that go beyond item-level analysis.
These follow-ups may also investigate how teachers navigate tensions between curricular
demands, institutional expectations, and personal pedagogical beliefs.

Another potential trajectory involves longitudinal tracking of students’ motivational
dispositions throughout their medical studies. The current cross-sectional data offer only a static
view of motivation, while a longitudinal approach would allow for the observation of changes
across semesters, clinical placements, or disciplinary modules. Such studies would provide
insight into the sustainability of motivational constructs such as Ideal L2 Self and Self-Efficacy,
particularly in relation to evolving academic demands and professional self-concepts.

At the same time, the research is expected to expand in a direction driven by recent
legislative changes. As of the 2024/25 academic year, the Act on Hungarian higher education
has formally established university students’ right to receive profession-specific language (LSP)
instruction. As a result, English for Medical Purposes has become a compulsory curricular
component at our own institution. This development marks a significant step forward in the
institutional recognition of EMP and calls for a rigorous pedagogical and policy-oriented
response. Importantly, the research conducted as part of this dissertation has already provided
valuable background information for our Department'?, helping to inform the design and launch
of EMP courses that are aligned with students’ needs, disciplinary content, and institutional
expectations. With one full academic year of mandatory EMP instruction now completed,
valuable first-hand feedback has been collected from both students and instructors. These early
implementation experiences constitute a rich source of data, offering the opportunity to examine
how learners and teachers perceive the new curricular mandate in practice. Future studies will
involve the systematic analysis of these feedback data, with a focus on learners’ perceived
relevance, engagement, and challenges, as well as instructors’ reflections on course design,
instructional strategies, and institutional support under the new regulatory framework. This
post-implementation evaluation is expected to play a crucial role in informing iterative
curriculum development and fostering evidence-based refinements.

13 Department for Medical Communication and Translation Studies, Albert Szent-Gyorgyi Medical School,
University of Szeged
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Beyond the research-oriented directions, practical dissemination of the research findings
remains a core priority. The findings have been (see above) and will be shared with stakeholders
positioned to make curricular and institutional decisions. Specifically, the dissertation will be
sent (accompanied by a brief cover letter of appreciation and recommendation) to the Deans of
all Hungarian medical schools. This gesture not only acknowledges their support during data
collection but also invites them to reflect on the pedagogical implications of the research. These
insights may inform local innovations and more targeted teacher training schemes.

Dissemination will also take more accessible forms. Selected findings will be translated
into Hungarian and disseminated through national academic conferences and Hungarian-
language journals targeting tertiary education professionals. These outputs will prioritize
pedagogical clarity and contextual relevance, aiming to support instructors, curriculum
designers, and policy actors involved in EMP instruction and language education in Hungary.
The research will continue its collaboration with the Hungarian Association of Teachers and
Researchers of Languages for Specific Purposes (SZOKOE). As a professional body that
supported the initial stages of this project, SZOKOE provides an ideal platform for further
dissemination and scholarly engagement. The findings will be shared through the association’s
communication channels, workshops, conferences, and potential publications. This partnership
is not only instrumental for outreach but also essential for validation and collaborative
development.

As a long-term objective, the validated motivational questionnaire developed in this
research presents a flexible tool for extension into other health sciences. Future studies will
explore its applicability among students in fields such as pharmacy, physiotherapy, or nursing,
as well as its adaptation to interdisciplinary or CLIL-based educational environments. Such
extensions would allow for broader empirical testing of the instrument and enhance its utility
across multiple professional learning contexts.

Looking ahead, I also intend to contribute to the practical implementation of several key
recommendations outlined in this dissertation. In particular, I aim to support the meaningful
integration of English for Medical Purposes into medical curricula, both through
interdisciplinary course design and through collaboration with subject-matter experts.
Furthermore, I plan to work toward the establishment of a structured mentoring program for
novice EMP instructors, with the goal of fostering professional development, improving
instructional quality, and supporting long-term teacher retention in the field. These initiatives,
grounded in empirical findings, represent the next phase of my professional and academic
engagement with EMP education.

7.5 Final conclusion

This dissertation set out to examine how English for Medical Purposes (EMP) is taught
and learned in Hungary by investigating two interrelated domains: medical students’ motivation
and the professional identity and pedagogical realities of the teachers who instruct them.
Through a series of five empirical studies, it has demonstrated that motivation to learn EMP is
shaped by a dynamic interplay of future-oriented vision, affective variables, and contextual
affordances, while the teaching of EMP is carried out by committed, yet often unsupported
instructors navigating professional expectations without formal recognition or structured
development pathways.
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By conceptualizing EMP as a highly situated form of language education — anchored in
disciplinary content, global communication demands, and professional identity formation — the
research offers a framework for understanding both the learner and teacher side of this
instructional domain. The studies confirmed that medical students are largely motivated by
internalized goals, such as professional aspirations and a sense of self-efficacy, but that their
motivation is also influenced by learning experiences, affective factors, and institutional
conditions. At the same time, the findings reveal that EMP teachers often operate in structurally
precarious environments, relying on self-teaching, peer collaboration, and pedagogical intuition
to meet the growing demands of content-specific language instruction.

The combined findings provide a compelling argument for approaching EMP education
as a collaborative, interdisciplinary, and learner-centered enterprise. They also point to the
urgent need for institutional reforms: to recognize LSP teaching as a distinct professional
domain, to offer structured training and mentorship for teachers, and to design curricula that
reflect students’ academic trajectories and motivational dispositions.

The dissertation contributes to the growing body of literature that positions Languages
for Specific Purposes as a field where pedagogical practice, disciplinary expertise, and identity
development intersect. It bridges motivational theory with applied language instruction, and
local empirical findings with broader educational challenges. By giving voice to both students
and teachers, it offers not only diagnostic insights but also constructive directions for the future
of EMP education in Hungary and potentially in comparable contexts.

Ultimately, this research argues that improving EMP instruction requires more than
effective materials or innovative classroom strategies. It demands an ecosystem in which
learners are empowered, teachers are supported, and institutional structures are aligned with the
real-world demands of professional language use. This dissertation is offered as a step toward
that vision.
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Table DA.1 Summary of research design and methodology across studies

APPENDIX A

Research phases Research aim Type Participants* Instrument & data collection Data analysis & Software
Literature o to clarify the conceptual focused n/a structured source selection based on Thematic synthesis
review boundaries of EMP; narrative inclusion/exclusion criteria, backward snowballing
o to underline relevance of literature
Study 1 EMP; review
e to examine who are the
teachers of EMP
e to validate the contextualized, quant. medical students Online questionnaire PCA and Reliability
Dérnyei’s L2ZMSS-based ¢ administered by Google Forms Analyses (Cronbach’s a
questionnaire main: n=283 from e containing contextualized items based on and McDonald’s m)
Student all 4 med schools Dérnyei’s L2MSS IBM SPSS Statistics 28.0
questionnaire e 6-point Likert scale items (70) and Jamovi 2.5.3
(Likert scale e to examine the direct and quant. (pilot: 103 sts e in Hungarian Linear regression with
part) indirect effects of from 1 med e between FEB-APR, 2024 stepwise method and
motivational dimensions school) General Linear Model
Study 2 & 3 (GLM) mediation analyses
IBM SPSS Statistics 28.0
and Jamovi 2.3.28
Teacher o to explore the educational quant. & LSP teachers in Online questionnaire Univariate and bivariate
questionnaire pathways and professional qual. Hungary ¢ administered by Google Forms descriptive statistical
identity of LSP teachers n=44 o self-developed analyses (Monte Carlo,
Study 4 e to examine their challenges (including 20 e containing both open- and closed-ended items Kruskal-Wallis)
EMP teachers e in Hungarian IBM SPSS Statistics 28.0
e between FEB-APR, 2024 Thematic analysis
Forced-choice o to explore medical students’ quant. medical students ~ Online questionnaire Descriptive statistics

item selection

Study 5

and their EMP teachers’
perceptions of the most

influential drivers and barriers

in EMP learning

(n=283) from all
4 med schools
EMP teachers
(n=20)

administered by Google Forms

self-developed

containing predefined motivational driver/barrier
list with forced-choice (top-three) selection
integrated into both student and teacher

questionnaires
in Hungarian

(frequency counts and
percentages)

* Participation was voluntary and anonymous, and informed consent was obtained from all respondents in accordance with ethical research guidelines.
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Table DA.2 Summary table of research questions/objectives and main results

Aim Target Research questions / Research ~ Main Results
group objectives
Study 1  This narrative review n/a RQ1 How is EMP EMP is most commonly defined as the teaching of English tailored to the specific needs
aims to contribute to conceptually defined? of medical learners, particularly medical students and physicians. However, its use in
(Stotzer  understanding the the literature is inconsistent, sometimes including other health professionals such as
& evolving landscape of nurses or physiotherapists. Given the increasing need for discipline-specific language
Farkas, = EMP development and instruction, we recommend reserving the term ‘EMP’ for learners in medicine proper
2024) teaching by and suggests using broader terms like ‘English for Health Sciences Purposes’ (EHSP)
highlighting aspects of when referring to multiple health disciplines.
EMP that warrant
revisitation. RQ2 What factors underline Several interrelated factors highlight the importance of learning EMP: (1) EMP
the importance of learning learners are typically adult medical students or professionals who require English for
EMP? study, research, and practice; (2) EMP is purpose-driven and closely tied to learners’
professional goals; (3) its mastery offers a competitive advantage in academia and
clinical settings; (4) EMP instruction is content-based and benefits from collaboration
with subject-matter experts; and (5) updated needs analyses confirm both student and
teacher demand for targeted, discipline-specific language training.
RQ3 Who are the teachers of =~ EMP teachers are typically trained language professionals (native or non-native) with
EMP? pedagogical expertise but limited formal education in medical content. Their work is
highly complex and often requires self-directed learning of the medical field,
curriculum design, materials development, and interdisciplinary collaboration. Despite
increasing demands, they face limited training opportunities, lack of career
development, and professional isolation. Recent EU projects have begun addressing
these challenges, but further research is needed on EMP teachers’ identities, working
conditions, and responses to educational shifts (e.g., Al, remote teaching).
Study 2 This study presents the  medical RQ1 Are the scales adapted Yes. The study confirmed that the adapted scales are internally consistent and
development of anovel studentsin  and contextualized to assess structurally appropriate for assessing Hungarian medical students’ motivation to learn
(Stotzer  questionnaire to assess ~ Hungary the motivational disposition of EMP. PCA showed unidimensional components with over 40% explained variance and
etal., medical students’ Hungarian medical students in  satisfactory item loadings (>0.6). Most scales exceeded the a=0.7 threshold; only
2025¢)  motivation to learn the context of learning EMP Ought-to L2 Self showed weaker reliability (o = 0.572), suggesting refinement. The

EMP

appropriately structured and
internally consistent?

RQ2: Do the extracted
principal components form

instrument reflects a predominantly intrinsic, goal-oriented motivational profile.

Yes. The extracted components formed coherent and theoretically grounded
motivational dimensions. Ideal L2 Self, Intended Learning Effort, and Self-Efficacy
showed strong reliability and central roles in shaping motivation. Two separate
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Aim Target Research questions / Research ~ Main Results
group objectives
coherent dimensions, and components for Attitude to EMP (positive and negative) reflected ambivalent student
what relationships perceptions. Correlation analysis confirmed that Intended Learning Effort was strongly
exist among these linked to Ideal L2 Self and Self-Efficacy, suggesting that future self-concepts and
dimensions? confidence are key motivational drivers. Negative attitudes had weaker associations
with effort but may influence anxiety or self-confidence. These results validate
Intended Effort as a key indicator of students’ motivational investment in EMP.
Study 3 This study aimed to medical RO1: To examine and The analysis confirmed that several core motivational dimensions exerted significant
model the motivational  students in  demonstrate the direct and direct or indirect effects on medical students’ Intended Learning Effort (ILE).
(Stotzer  dynamics underlying Hungary indirect effects of the ‘core’ Specifically, INTEG, the IL2S, and I PREV emerged as direct predictors of ILE,
et al., Hungarian medical motivational dimensions indicating that students’ willingness to learn EMP was primarily driven by their sense
2026) students’ effort to learn (IL2S, O2L2S, INTEG, of identification with the professional community, their envisioned future selves as
EMP by examining I PROM and I PREV) on competent medical English users, and their awareness of potential negative
how ‘core’ and medical students’ Intended consequences of inadequate language skills. By contrast, O2L2S and I PROM
‘supplementary’ Learning Effort (ILE) in the influenced ILE indirectly through INTEG and IL2S, suggesting that external
motivational context of learning EMP. expectations and career advancement goals motivated students only when internalized
dimensions interact to and aligned with personal aspirations.
predict intended
learning effort. RO2: To explore and The investigation of supplementary variables revealed that S CONF S_EFF enhanced
demonstrate how both Integrativeness and the IL2S, thereby indirectly reinforcing ILEt. Conversely,
‘supplementary’ variables L2 ANX showed a negative association with these internal motivational dimensions
(psychosocial dispositions and a positive association with I PREV, implying that anxiety may shift motivation
including S CONF, S_EFF, toward avoidance-based effort. Furthermore, Positive Attitudes toward EMP
ATT POS, ATT NEG, and strengthened integrative and promotion-oriented motives, while Negative Attitudes
L2 ANX) influence those amplified prevention-oriented motives. Collectively, these findings demonstrate that
core motivational dimensions  affective and cognitive dispositions substantially shape the quality and direction of
which have direct effects on motivation underlying medical students’ engagement in learning EMP.
Intended Learning Effort
(ILE).
Study 4  This study aims to LSP RQ1: What are the educational The majority of LSP teachers in the study had backgrounds in language teaching or
explore the teachers in  pathways and professional linguistics, with few holding degrees in the specialized fields the language of which
(Stotzer  professional Hungary identity of LSP teachers? they teach. Most reported becoming EMP teachers by necessity rather than deliberate
et al., characteristics and career choice. Their professional identity is often shaped by autonomy, self-directed
2025b)  main challenges of LSP learning, and practical teaching experience, rather than formal content-specific
teachers training. Many do not self-identify as experts in the given specialty, but as language

professionals who support domain-specific communication, often assuming multiple
roles such as material developers, mentors, and facilitators.
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Aim Target Research questions / Research ~ Main Results
group objectives
RQ2: What are the main Participants reported several recurring challenges: lack of institutional recognition,
challenges and difficulties of  absence of clear career pathways, limited access to content-specific training, and the
LSP teachers? pressure to self-educate in the medical domain. They often work in isolation, with
scarce opportunities for professional development or collaboration with subject-matter
experts. Their role complexity (balancing linguistic and content-related expectations)
adds to their workload. Despite high adaptability and dedication, many experience
professional insecurity and undervaluation within their institutions.
Study 5  This study aims to medical RO1: To identify the most Hungarian medical students’ motivation to learn EMP is largely facilitated by their
explore the students in  salient drivers and barriers of ~ career goals and personal interest, whereas demanding schedules and language
(Stotzer  motivational drivers Hungary medical students’ motivation learning anxiety act as the most significant barriers. This highlights the central role of
et al., and barriers of and their to learn English for Medical both intrinsic and career-oriented motivation, while also pointing to the structural and
2025a)  Hungarian medical EMP Purposes in non-EMI medical ~ psychological constraints that hinder sustained engagement.
students in learning teachers programs.

EMP, comparing their
perspectives with those
of EMP teachers.

RO2: To determine the degree
of alignment and divergence
between students’ and EMP
teachers’ perceptions within
the same institutional context.

RO3: To derive empirically
grounded, practice-oriented
implications for EMP
curriculum design in non-EMI
settings.

There is a notable alignment regarding both factors that support and hinder motivation
in EMP learning. The data also reveal that EMP teachers perceive their own role as
more influential than students do, both in terms of supporting and hindering
motivation. This suggests a strong sense of professional responsibility among EMP
teachers, who may attribute students’ engagement or lack thereof to pedagogical
approaches and instructional effectiveness.

Pedagogical improvements in EMP instruction should be grounded in student-centered
design, authentic learning tasks, a psychologically safe learning environment, and
teacher empowerment. Future research should investigate the long-term impact of such
pedagogical interventions on sustaining motivation and improving EMP learning
outcomes.

ATT_NEG = Negative attitude to learning English for Medical Purposes
ATT _POS = Positive attitude to learning English for Medical Purposes

EMP = English for Medical Purposes

I PREV = Instrumentality — Prevention
I PROM = Instrumentality — Promotion

ILE = Intended learning Effort

IL2S = Ideal L2 Self

INTEG = Integrativeness

L2 ANX = L2 learning anxiety
O2L2S = Ought-to L2 Self
S_CONF = Self-Confidence

S EFF = Self-Efficacy
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Medical students

Pilot
(n = 161)

Date: NOV 22 - DEC 16, 2022
Target group: Medical students of one
medical school (N ~ 1200)

Bifurcation at Q#2:
Have vou ever taken an EMP course
during vour studies ?
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NO | YES
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/& satisfaction with
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Why not?

—

m
¥

ot

%
1

Main
(n = 486)

Date: FEB 23 —APR 30, 2024

Target group: Medical students of all 4 medical

schools in Hungary (N ~ 5800)

Bifurcation at Q#2:
Have vou ever taken an EMP course
during vour studies ?

4 b |

= YES
n=203 n=283

SEARCH PROIJECT

LSP/EMP teachers
(n=44)

Wiy not? -L2MSS-based items
: 6-point Likert scale
- Open en Qs on
learning strategies
expectation towards EMP
_ fteachers & !
|_extra knowledse gained

Closed ended questions on
- EMP teachers’ competencies
- challenges & difficulties
- perception of motivation

Open ended questions on
- professional background
- challenges & difficulties
- views on EMP instruction
- identity

selection on motivators &

[ -Force“tliu-:choice, top-three
demotivators

Poster

presentation
5 ~~—Qualiwative analyses fave
= ?'iﬂ_ informed EMP curriculum
T design in 2024

Figure DA.1 Visual summary of the EMP research project

| Forced-choice, top-three
selection on motivators &
| demotivators (n=20

Conference
presentations
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APPENDIX B

Hungarian version of the Student EMP Motivation Questionnaire

This appendix contains the original, Hungarian version of the Student EMP motivation
questionnaire, as it appeared in the Google Forms platform used for data collection. To preserve
the authenticity of the instrument, the format presented here reflects the version that was
actually seen and completed by the respondents. For the English translation of the questionnaire,
see Appendix C. The item numbering is consistent across the English and Hungarian versions
of the questionnaire. Items marked with an asterisk (*) were mandatory and had to be completed
in order to proceed with the questionnaire.

The questionnaire is structured to branch at the point where respondents indicate whether they
have studied English for Medical Purposes (EMP) at university (Question 2). Respondents who
answered “yes” proceeded to the motivation-related section (Questions 3—80), whereas those
who answered “no” were presented with a single item probing their reasons (Question 81). The
demographic questions (Questions 82—-91) were identical for both groups.

Kérddiv az angol orvosi szaknyelv
tanulasanak motivacids hatterérdl

Kedves Hallgatd!

Vizsgalatunkban azt szeretnénk megismerni, milyen motivacioval tanulnak angol orvosi
szaknyelvet a hallgatok, és ebben kérjilk a segitségét. A kérddiv kitdltése kb. 15-20 percet
vesz igénybe.

Ha eddig még nem tanult angol orvosi szaknyelvet, akkor is kivancsiak vagyunk a
véleményére; a kérddiv kittltése ez esetben max. 5 percet vesz igénybe.

Vélaszaival hozzéjarul, hogy az angol szaknyelvet oktaté munkatarsaink még
hallgatobaratabb és a valos igényeket kiszolgald szaknyelvi kurzusokat dolgozhassanak
ki.

A kérd6iv 2024. majus 11-ig télthetd ki.
K&szonjik egylittmikodését!

Ha barmilyen észrevétele, megjegyzése vagy kérdése van a vizsgalattal kapesolatban, irjon
erre a cimre:

Stitzer Andrea

stotzer.andrea.maria@med.u-szeged.hu
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Tajékoztato

A vizsgalatban valo részvétel anonim, személyazonosito adatokat nem igényel.
Az adatok gytijtése kizarélag tudomanyos céllal tériénik. Az On altal adott
valaszok csak a kutatast végzd személyek szamara elérhetdk, kiilsé, harmadik fél
szamara nem hozzaférhetdk. A kutatasban vald részvétel teljesen onkéntes. A
kérddiv kitoltését barmikor megszakithatja, a kérdések megvalaszolasat
megtagadhatja. A kérdsiv kitdltésével On hozzajarul, hogy valaszait 6sszesitve a
t0bbi valaszaddéval tudomanyos célra felhasznaljuk, publikaljuk.

Hozzajarulas

Elmultam 18 éves, hozzajarulok, hogy a magyarorszagi orvostanhallgatok angol
orvosi szaknyelvianulasi motivaciojat felmérd kutatasban részt vegyek.
Tudomasul vettem, hogy a kutatas az anonimitas és személyiségi jogok
tiszteletben tartasaval, kutatasi célra hasznalja fel adataimat. Kijelentem, hogy a
kérddivrol tajékoztatast kaptam, és egyetértek a vizsgalatban vald részvétellel.

O Igen
O Nem

Eddigi tanulmanyai soran vett mar fel angol orvosi szaknyelvet? *

O Igen
O Nem
Kérdések 3—80 és 82—91 (demografia)

Kérdések 81 és 82—-91 (demografia)
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»IGEN” valasz a 2. kérdésre

3.

Igen valasz esetén

(sszesen hany szemeszterben vett fel angol orvosi szaknyelvi kurzust eddig? (Ha *
most is jar ilyenre, szémolja bele.)

Kivalasztas -

Kérjilk, jelélje be, mennyire ért egyet az allitasokkal. *

Nincsenek ,jo" és ,rossz” valaszok: batran lehet 6szinte.

Teljes mértékben egyetértek. (+++)
Nagyrészt egyetértek. (++)

Inkdbb egyetértek. (+)

Inkabb nem értek egyet. (-)
Nagyrészt nem értek egyet. (-)
Egyaltalan nem értek egyet. (—)

Az allitasok minden esetben igy kezdddnek:
SZERINTEM ...

(+++) (+) ) 0 o] =)

... orvosi szakmai

kiyztisségen beliil

csak angol O O O O O O
nyelvtudéssal lehet

érvényesiilni.

... @z orvosi angol

szaknyelv

birtokéban tébb

lehetéségem lesz o O o O o O
megfeleld allast

taldlni.

... Magyarorszagon

idegen nyelvtudas O e @) O O O

nelkiil is lehetek
kivalo szakember.

... jo nyelvérzékem O O @) O O O

wvan angol nyelvbal.

.. barmilyen
mindennapi

szitudcioban O o o o O O

megértetem
magam angolul.

... barmilyen
szaknyelvi

szituacioban O O O O O O
megértetném
magam angolul.

10.

... hasznos lenne, ha
minden

orvostanhallgaténak

kételezo lenne @) @) O @) O @)
angol orvosi

szaknyelvet

tanulnia.
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11.

12

13.

14

15

16

17

18

... elég lenne az
egyetemen az
altaléanos angol

nyelvtuddst O O O O O O

fejleszteni, a
szaknyelvet késdbb
is elsajatithatja az
ember.

... az angol orvosi
szaknyelv csak latin

szavakbal all, o O O O O O

amelyeket angolul
kell kiejteni.

sajat magara vonatkoztatva az adott allitast. Itt sincsenek ,jo" és ,rossz”
valaszok: batran lehet dszinte.

Telies mértékben igaz ram. (+++)
Nagyrészt igaz ram. (++)

Inkabb igaz ram. (+)

Inkabb nem igaz ram. (-)
Nagyrészt nem igaz ram. ()
Egyaltalan nem igaz rém. (—)

(+++) (++) ® © e =)

Valoszintleg a

diplomam

megszerzése utan is

fejleszteni fogom a o O O O o O
szaknyelvi

angohudésomat.

Meglatasom szerint a
jovoben a

szakmamban elvérjak O e @) O O O

télem, hogy ismerjem
az angol orvosi
szaknyelvet.

Elképzelhettnek
tartom, hogy gond

nélkiil kormmunikalok o O O o o o

kilfsldén angol
nyelven betegekkel.

Latom magam elétt,

hogy angolul adok el O O O O O O

egy konferencian.

Valdszintinek tartom,

hogy angolul fogok o O O o o o

publikalni.

Elképzelhetének
tartom, hogy

tevékenyen részt O O O O O O

veszek angol nyelvi
cikk publikéldsaban.
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19

20

21

22

23

24

25

26

Hiszem, hogy egyszer

folyékonyan,

szorongds nélkiil

fogok tudni o O O o o
kommunikalni angolul

szakmai kizegben.

Magabiztos angol

szaknyelvhasznaléként

latom magam a o O O o o
jovdben.

Elképzelhetonek

tartom, hogy gond

nélkiil kommunikalok

kiilféldén angol o O O O O
nyelven

szakmabeliekkel.

magadra vonatkoztatva az alabbi allitésokat.

Teljes mértékhen igaz ram. (+++)
Nagyrészt igaz ram. (++)

Inkdbb igaz ram. (+)

Inkabb nem igaz ram. (-)
Nagyrészt nem igaz ram. (-)
Egyaltalan nem igaz ram. (—)

(+++) (++) *) ©) =)

Azért

tanulok/tanultam

angol orvosi

szaknyelvet, mert

mindenkitdl azt O O O O O
hallom, hogy

manapsag ez

mar

elengedhetetlen.

Azért jarok angol
orvosi
szaknyelvre, mert

a karon
hallgatéként o o O o O
elvarjak télem az

angol szaknyelv
ismeretét.

Azért is tanulom

az angol orvosi

szaknyelvet, mert

csak igy vehetem

ki a részem a O O O O O
tudomanyos

kézosségben

folyo munkakbdl.

Azért jarok angol

orvosi

szaknyelvre, mert

konnyi jo O O o O o
érdemjegyet

SZEerezni.

Azért jarok orvosi

szaknyelvi

angoldrara, mert O o O O O
csak ezt tudtam

felvenni.

=)
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Jeldlje be, mennyire ért egyet az alabbi allitassal: *
Azért is kedvelem az angol orvosi szaknyelvi 6rakat, mert Ggy érzem, az
angoltudas mellett tovabbi ismeretekre is szert teszek/tettem.

O Teljes mértékben egyetértek.
O MNagyrészt egyetértek.
Inkéabb egyetértek.

Inkébb nem értek egyet.

MNagyrészt nem értek egyet.

O O OO0

Egyaéltalan nem értek egyet.

Kérjuk, par szoban irja le, az angol szaknyelvi tudason kival miben fejlédétt még, *
milyen ismeretekkel gazdagodott.

Sajat valasz

Miért fontos Onnek az angol orvosi szaknyelv tanulasa? Az alabbi allitasok *
esetében jeldlje meg, mennyire érzi magara nézve igaznak, jellemzdének azokat.
Teljes mértékben igaz ram. (+++)

Nagyrészt igaz rém. (++)

Inkdbb igaz ram. (+)

Inkabb nem igaz ram. (-)

Nagyrészt nem igaz ram. (-

Egyaltalén nem igaz ram. (—)

Az allitasok minden esetben igy kezdddnek:
SZAMOMRA FONTOS AZ ANGOL ORVOSI SZAKNYELV TANULASA/ISMERETE ...

G+ ) ) Q) =) =)

.. Mmerta

tanuldsom/TDK/szakdolgozati

munkam soran hasznalhato O O O O O O
szakirodalom nagy része

angol nyelvi.

... a palyafutdsom miatt. O O o O O O

... mert igy valhatok a

nemzetkozi szakmai

(publikécios és tudomanyos) o O O O o o
kbzbsség tagjava.

... mert nem szeretném, ha a

nyelvtudds hianya gatolna a

tudomanyos munkaban/ o O O O o o
Bsztondijak elnyerésében.

... mert nem szeretném, hogy

az angol szaknyelvi

nyelvismeret hianya o O O O o o
korldtozza majd a jovobeni

lehetdségeimet.

... mert nem akarom, hogy

késdbb a kollégaim

lenézzenek azért, mert nem O O @) @) O O
beszélek angolul vagy nem

publikalok angolul.
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34

35

36

37

38

39

40.

41

42

... mert kiilfoldi 6sztondijra (pl.

Erasmus) szeretnek palydzni.

... azért is, hogy

konferencidkon tudjak eldadni.

... mert egy elméleti intézet
munkatarsaként kutatni
és/vagy oktatni szeretnék.

... mert gyakorld orvosként
szerintem sziikségem lesz ra.

... mert a tudoméanyos életben
csak ezzel juthatok elébbre.

... mert elképzelhetd, hogy
egyszer kulféldon fogok
dolgozni.

... bar én magyar
nyelvteriileten szeretnék majd
dolgozni.

Mennyire ért egyet az alabbi allitassal: *
Csak azért tanulok/tanultam angol orvosi szaknyelvet, mert (nyelv)vizsgaznom

kell(ett) beldle.

2 3 4 5 6

Teljes mértékben egyetértek. O O O O O O Egyaltalan nem értek egyet.

Mennyire ért egyet az alabbi allitassal:

Csak azért tanulok angol orvosi szaknyelvet, mert a karunkon a diploma
megszerzéséhez kotelezd az angol orvosi szaknyelv ismerete.

Teljes mértékben egyetértek. O O O O O O Egydltalan nem értek egyet.
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43

44

45

46

47.

48

49

50

magara vonatkoztatva az alabbi allitasokat.

Teljes mértékben igaz ram. (+++)
Nagyrészt igaz ram. (++)

Inkabb igaz ram. (+)

Inkdbb nem igaz rém. (-)
Nagyrészt nem igaz ram. (-)
Egyaltalan nem igaz ram. (—)

(++4) () () 0 )

Ha nem tanulnam

az angol orvosi

szaknyelvet, ugy O O O O O
érzem, kimaradnék

valamibdl.

Zavar, hogy a

szaknyelvi

angoldran

hallgatétarsaim O O O O O
jobban beszélnek

angolul, mint én.

Elég kénnytinek

taldlom az angol

orvosi szaknyelv O O O O o
tanuldsét.

Igyekszem

kihasznélni az

angol nyelvi

kommunikaciéra

e O O O O O
lehetdségeket

szaknyelvi

kézegben is.

Tartok attdl, hogy

hallgatétarsaim

kinevetnek a O O O O O
szaknyelvi

angoléran.

Ha nem

tanulnék/tanultam

volna angol orvosi

szaknyelvet,

hatranyt O O O O O
szenvednék a

hallgatétarsaimhoz

képest.

Szinte

természetesnek

érzem, hogy

angolul tanulni kell, O o O O S
és most a

szaknyelven a sor.

Az angol orvosi

szaknyelv nagyon O O O O O

nehéz szamomra.
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51

52

53

54

55

56

57

58

59

magara vonatkoztatva az alabbi allitasokat.

Teljes mértékben igaz ram. (+++)
Nagyrészt igaz ram. (++)

Inkabb igaz ram. (+)

Inkdbb nem igaz rém. (-)
Nagyrészt nem igaz ram. (~-)
Egyaitalan nem igaz rém. (—)

Az
évfolyamtdrsaim/csoporttdrsaim

is tanulnak/tanultak angolorvosi (O

szaknyelvet, és nem szeretnék
kimaradni.

A tanuldshoz felhasznalhate
segédanyagok (videok, dbrak)

sokszor angol nyelviiek, és én O

nem akarok hatranyba keriilni
amiatt, hogy nem értem éket.

Szeretnék majd orvosi

szakforditoképzesre jelentkezni O

a diploma megszerzése utén.

Szivem szerint mésik nyelvet O

tanulnék.

Szandékomban all kulféldon

tolteni egy kis idét, hogy O

fejlesszem az angol orvosi
szaknyelvi tuddsomat.

(++)

=

Milyen stratégiakat, eszkdzoket hasznal az angol orvosi szaknyelv tanulasakor? *

Sajat valasz

magdra vonatkoztatva az alabbi allitasokat.

Teljes mértékben igaz rém. (+++)
Nagyrészt igaz ram. (++)

Inkébb igaz rdm. (+)

Inkdbb nem igaz ram. ()
Nagyrészt nem igaz ram. ()
Egyaitalan nem igaz rém. (—)

(+++) (++)

Biiszke vagyok

az éltalénos

angol O O
nyelvtudasomra.

Biiszke vagyok

az eddig

megszerzett

angol orvosi O O
szaknyelvi

nyelvtuddsomra.

Sokat teszek

azért, hogy az

angol szaknyelvi O O
tuddsomat

fejlesszem.
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60

61

62

63

64

65

66

67

Hajlando vagyok

komoly

erfeszitéseket

tenni az angol O O O O @) @)
orvosi szaknyelv

tanuldsa

érdekében.

Kemeényen

dolgozom azon,

hogy fejlesszem

az angol orvosi O O O o O O
szaknyelvi

tudasomat.

Azt hiszem,

mindent

megteszek az

angol orvosi O O O O @) @)
szaknyelv

tanuldsa

érdekében.

Ha odateszem

magam, kénnyen

tanulom az O O O O O O
angol orvosi

szaknyelvet.

Most az angol szaknyelvi orakrol szeretnénk kérdezni. Jeldlje be, hogy mennyire

Teljes mértékben igaz rém. (+++)
Nagyrészt igaz rém. (++)

Inkdbb igaz rdm. (+)

Inkdbb nem igaz ram. (-)
Nagyrészt nem igaz ram. (-)
Egydltaldn nem igaz rdm. (—)

(++4) () ) © ) -)

Szeret(t)em, ha

aktivan részt tudok

venni a szaknyelvi O O O O O O
aran, és sokat

beszélhetek.

Kifejezetten

szorongok a O O O o O o

szaknyelvi
angoldrakon.

Kifejezetten

élvez(t)em a O O O O O O

szaknyelvi
angoldrakat.

Nem szivesen

szdlalok meg az O O O O O O

angol szaknyelvi
oran.
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A szaknyelvi

angolérak felidulést

jelentenek/jelentettek

nekem a szakmai o o o O o o
targyak tanulésa

mellett.

Kedvel(t)em az angol

orvosi szaknyelvi

orakat, mert O O o O o o
orvosszakmai

témakat érintiink.

Kézelebb all hozzém

az angol orvosi

szaknyelv, mint az o o o O o O
altalanos angol.

Tartok attél, hogy a

szaknyelvtanar

kiganyol a szaknyelvi O o O O O O
angolaran.

Az angol szaknyelvi

oran csak akkor

mondok ki egy

mondatot, ha biztos o o O O o O
vagyok benne, hogy

helyes a nyelvtan.

Az angol szaknyelvi

orakon zavar, hogy O O o O o O

magyarosnak hallom
a kiejtésem.

Az angol szaknyelvi
oktatd személye,

személyisége O O O O O o

meghatérozé

szamomra.

Motivald tényezdk

Ont mi motivélja leginkabb az angol orvosi szaknyelv tanuldsaban? Valassza *

ki/nevezze meg a HAROM legfontosabbat. Ha valamit hidgnyol a felsorolasbal,
kérjik, tintesse fel az ,Egyéb” valaszlehetdségnél.

sikerélmény

személyes érdeklGdés

tanar-hallgato kapesolat

kiiztsség (tarsak, intézmény feldl megfogalmazott elvarasok)
hosszu tava (karrier) célok

tanar személyisége

tanar szaknyelvi tuddsa

innovativ modszerek alkalmazasa

csaladi hattér

tandr orvosszakmai tudasa

Egyéb:

0 N I I B O B B A
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76

77

78

79

80

Demotivald tényezék

Mi veszi el a kedvét leginkdbb az angol orvosi szaknyelv tanuldsatél? Jeldliebea *
HAROM legfontosabbat. Nyugodtan nevezzen meg egyéb faktorokat az Egyéb
lehetdségnél, ha nem taldlja a listaban az Onnek legfontosabbnak tartott
teényezdket.

D sikertelenséq érzése

nyelvtanuléi szégyenlésség/szorongas
tanar-hallgato kapesolat

hallgatotarsak kizombossége

magas csoportlétszam

leterheltség

technikai eszkbzok hianya

tananyag, tankdnyv nem megfelel volta
tulzo tanéri szigor

folyamatos tanari elégedetlenség

visszajelzés hianya

Oo00o00oo0oooooOooo

Egyéb:
Kévetkezzenek az utolsé kérdések :)
Milyen elvardsai vannak az angol orvosi szaknyelvet oktatd tanarokkal *

kapcsolatosan? Kérjuk, néhany szoban valaszoljon!

Sajat valasz

Ha a fenti kérdések megvalaszolasat kdvetden, még van olyan kériilmény, olyan
pontositani valo részlet az angol orvosi szaknyelv oktatasa vagy tanuldsa kapcsan,
amelyet fontosnak gondol megosztani vagy valamilyen javaslata van, kérjlk, az
aldbbiakban fejtse ki:

Sajat valasz

Amennyiben érdekli vizsgalatunk eredmenye, irjon nekem erre a cimre:
Stotzer Andrea
stétzer.andrea.maria@med.u-szeged.hu; vagy itt jelezheti, e-mail-cimének

megadasaval:

Sajat valasz

Ha megengedi, hogy a témaban egy révid interju késziljon Onnel a kozeljévében,
kérem, irjon nekem erre a cimre:

Stotzer Andrea

stdtzer.andrea.maria@med.u-szeged.hu; vagy itt jelezheti, e-mail-cimének
megadasaval:

Sajat valasz
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»,NEM” valasz a 2. kérdésre

81 Vizsgalatunkban azt szeretnénk megismerni, milyen motivacioval tanulnak angol *
orvosi szaknyelvet a hallgatok, és ebben kérjiik a segitségét. Ha eddig még nem
tanult angol orvosi szaknyelvet, akkor is kivancsiak vagyunk a véleményére. A
kérddiv kitdltése kb. 5 percet vesz igénybe.

Mi az oka, hogy eddig nem vett fel angol orvosi szaknyelvi 6rat?

O nem tartom fontosnak
(O fontosnak tartom, de eddig nem sikeriilt ilyen érét felvennem
O német orvosi szaknyelvet tanulok

Egyéb:

81.a "nem tartom fontosnak” valaszlehetéség megjeldlése esetén

Kérjuk, irja le par széban, miért nem? *

Sajat valasz

81. "fontosnak tartom, de eddig még nem sikeriilt ilyen érat felvenni” vdlaszlehetdség

megjeldlése esetén

Kérjlk, irja le par széban, mi volt az oka? *

Sajat valasz

81 "német orvosi szaknyelvet tanulok” vélaszlehetdség megjeldlése esetén

A német orvosi szaknyelv mellett gy gondolja, hogy nem lesz sziksége az angol *
orvosi szaknyelv ismeretére? Kérjiuk, valaszat indokolja egy par szoban.

Sajat valasz

81 "egyéb" valaszlehetéség megjeldlése esetén

Valasztasat, kérjuk, indokolja par széban: *

Sajat valasz
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82

83

84

85

86

Demografiai adatok

Biologiai neme *

o né
O ferfi

Anyanyelve *

O magyar

szerb
horvat
szlovén
roman
német
ukrédn

szlovak

OO0O0O0OO0O0OO0OO0O0

Egyéb:

Elsé beszélt idegen nyelve *

O angol
o német
O Egyéb:

Masodik beszélt idegen nyelve *

O angol
o német
O Egyéb:

Rendelkezik nyelvvizsgaval barmilyen nyelvbdl? *

O 1gen
O Nem

185



87

88

89

90

Nyelvvizsgak

Milyen nyelvekbdl van nyelvvizsgaja és milyen szintd. Tobb valasz is lehetséges.

angol

német

spanyol

francia

olasz

Oorosz

egyéb

Ha a fenti tablazatban az "egyéb" valaszlehetdséget (is) megjeldlte, kérjiik, irja ide

alapfok

a

0O 0 0 0O 0 0O

milyen nyelvvizsgaval rendelkezik.

Sajat valasz

Melyik egyetemre jar? *

kivzépfok

O

0O 0 0O 0O O O

O Debreceni Egyetem Altalénos Orvostudomanyi Kar

O Pécsi Tudomanyegyetem Altalanos Orvostudomanyi Kar

O Semmelweis Egyetem

O Szegedi Tudomanyegyetem Szent-Gyorgyi Albert Orvostudoményi Kar

Melyik évfolyamra jar? *

O ElsGéves vagyok.
Masodéves vagyok.
Harmadéves vagyok.
Negyedéves vagyok.
Otodéves vagyok.
Hatodéves vagyok.

Egyéb:

O O0OO0OO0O0O0

felsofok

a

O 0 0 0O 0O O
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91

Kdszonet

A kutatashoz kitédo kérdéseikkel, észreveteleikkel, visszajelzésekkel kapcsolatosan az
alabbi elérhetdségen dllok rendelkezésre:

Stétzer Andrea: stotzer.andrea.maria@med.u-szeged.hu

Ne felejtsen a kiildés gombra kattintani!

187



APPENDIX C
English translation of the Student EMP Motivation Questionnaire

For the original, Hungarian version, see Appendix B. The item numbering is identical in both
versions. Items marked with an asterisk (*) were mandatory and had to be completed in order
to proceed with the questionnaire. The questionnaire is structured to branch at the point where
respondents indicate whether they have studied English for Medical Purposes (EMP) at
university (Question 2). Respondents who answered “yes” proceeded to the motivation-related
section (Questions 3—80), whereas those who answered “no” were presented with a single item
probing their reasons (Question 81). The demographic questions (Questions 82—-91) were
identical for both groups.

Questionnaire items Response options
Introduction

Dear Student,
Our research aims to explore the motivation behind students’ decision to learn English for Medical Purposes
(EMP), and we kindly ask for your support. Completing the questionnaire will take approximately 15-20
minutes. If you have not studied English for Medical Purposes before, we are still very interested in your
opinion — in this case, filling in the questionnaire will take no more than 5 minutes. By sharing your
responses, you will help EMP instructors better understand students’ needs and expectations, which can
contribute to the development of courses that are more aligned with your interests and real-life demands.
The questionnaire will remain open until 11 May 2024.
Thank you for your cooperation!
If you have any comments, suggestions, or questions regarding the study, please feel free to contact us at:
Contact information of the researchers.
1 Informed consent* o Yes

o No

Participation in this study is anonymous and does not require any
personal identifying data. Data collection is conducted exclusively for
scientific purposes. Your responses will be accessible only to the
research team and will not be available to any external or third parties.
Participation in the study is entirely voluntary. You may discontinue
completing the questionnaire at any time. By completing the
questionnaire, you consent to your responses being used in aggregated
form for scientific analysis and publication.

Consent

I am over 18 years old, and I consent to participate in the research
investigating Hungarian medical students’ motivation to learn EMP. |
acknowledge that the research will use my data for scientific purposes
while respecting anonymity and personal rights.

I declare that I have received information about the questionnaire and
I agree to participate in the study.

2 Have you ever taken a course in EMP during your studies?* ! o Yes
o No
3 In how many semesters have you taken a course in EMP so far? (If Drop-down menu with
you are currently taking one, please include it in your count.)* numbers from 1 to 12

4 The questionnaire is structured to branch at this point. Respondents who answered “yes” proceeded to the
motivation-related section (Questions 3—80), whereas those who answered “no” were presented with a single item
probing their reasons (Question 81). The demographic questionnaire items (Questions 82-91) were identical for
both groups.
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Questionnaire items for YES responders Response options

To what extent do you agree with the following statements?* !

4 I believe that within the medical professional community, only those o Strongly agree
with English language skills can succeed. o Mostly agree
5 I believe that knowing EMP will give me more opportunities to finda o Somewhat agree
suitable job. o Somewhat disagree
6 I believe I can be an excellent professional in Hungary even without o Mostly disagree
foreign language skills. o Strongly disagree
7 I think I have a good aptitude for English.
8 I believe I can make myself understood in any everyday situation in
English.
9 I think I could make myself understood in any professional (medical)
situation in English.
10 I think it would be useful if every medical student were required to
learn EMP.
11 In my opinion, it would be enough to focus on general English skills
at university; one can learn EMP later on.
12 I believe that EMP is just Latin words that need to be pronounced in
English.
In the following section, please indicate how characteristic or true each statement is of you
personally.*
13 I will probably continue to improve my EMP even after I graduate. o Completely true of me
14 In my view, knowing EMP will be expected of me in my profession o Mostly true of me
in the future. o Somewhat true of me
15 I canimagine myself communicating effortlessly with patients in o Somewhat untrue of me
English abroad. o Mostly untrue of me
16 I can picture myself giving a presentation in English at a conference. o Completely untrue of me
17 I think it is likely that I will publish in English.
18 I can see myself actively contributing to the publication of an article
in English.
19 I believe that one day I will be able to communicate fluently and
without anxiety in English in a professional setting.
20 I see myself as a confident user of EMP in the future.
21 I can imagine myself communicating effortlessly in English with
colleagues abroad.
22 I am studying EMP because everyone says it is essential these days.
23 I attend EMP classes because, as a student in this medical school, I
am expected to know EMP.
24 I am also studying EMP because it is the only way I can participate in
the work of the scientific community.
25 I attend EMP classes because it is easy to get a good grade.
26 I am attending EMP classes because it was the only option I could
take.
To what extent do you agree with the following statements?*
27 I also enjoy EMP classes because I feel that, in addition to improving o Strongly agree
my English, I am gaining additional knowledge. o Mostly agree
o Somewhat agree
o Somewhat disagree
o Mostly disagree
o Strongly disagree
27.a  (This item was displayed only if the respondent selected a positive Free-text response

response to the previous question.)

Please briefly describe in what ways you have developed or what
kinds of knowledge you have gained beyond improving your English
for medical purposes.*

15 Participants were reminded before each item set that there are no “right” or “wrong” answers and were
encouraged to respond honestly.
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Questionnaire items for YES responders

Response options

In your opinion, why is learning English for Medical Purposes important? Please indicate how

characteristic or true each statement is of you personally.*

28  For me, knowing EMP is primarily important because most of the o Completely true of me
literature I can use for my studies/research/thesis is in English. o Mostly true of me
29  Learning EMP is important to me for my career. o Somewhat true of me
30 Knowing EMP is important to me because it allows me to become a o Somewhat untrue of me
part of the international professional (publishing and scientific) o Mostly untrue of me
community. o Completely untrue of me
31 Knowing EMP is important to me because I do not want a lack of
language skills to hold me back in scientific work or applying for
scholarships.
32 EMP is important to me because I do not want the lack of it to limit
my future opportunities.
33 Knowing EMP is important to me because I do not want my
colleagues to look down on me in the future for not speaking English
or not publishing in English.
34 Knowing EMP is important to me because I would like to apply for a
scholarship abroad (e.g., Erasmus).
35 EMP is important to me so that I can present at conferences.
36 EMP is important to me because I would like to work in a preclinical
department, doing research and/or teaching.
37  Knowing EMP is essential to me because I think I will need it as a
practicing doctor.
38 EMP is important to me because it is the only way to advance in the
scientific field.
39  EMP is important to me because there is a chance I will work abroad
one day.
40 EMP is important to me, although I plan to work in Hungary.
To what extent do you agree with the following statements?*
41 I only study(ed) EMP because I need(ed) to take a language exam. o Strongly agree
42 Tam only studying EMP because it is required by my medical school =~ o Mostly agree
for graduation. o Somewhat agree
o Somewhat disagree
o Mostly disagree
o Strongly disagree
Please indicate how characteristic or true each statement is of you personally.*
43 If I were not studying EMP, I would feel like I am missing out on o Completely true of me
something. o Mostly true of me
44 It bothers me that my classmates speak English better than I do in o Somewhat true of me
EMP class. o Somewhat untrue of me
45 I find learning EMP fairly easy. o Mostly untrue of me
46 I try to take advantage of opportunities to communicate in English. o Completely untrue of me
47 I am afraid my classmates will laugh at me in the EMP class.
48 If I had not studied EMP, I would be at a disadvantage compared to
my classmates.
49 It almost feels natural to me that learning English is necessary, and
now it's time to learn EMP.
50  EMP is very difficult for me.
51 My peers/classmates are also studying EMP, and I do not want to be
left out.
52 Many study resources, like videos and diagrams, are in English, and I
do not want to be at a disadvantage by not understanding them.
53 After graduating, I would like to apply for a medical translator
training programme.
54 I would prefer to learn a different language.
55 I intend to spend some time abroad to improve my EMP skills.
56  What strategies or tools do you use when learning EMP?* Free-text response
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Questionnaire items for YES responders Response options

In the following section, please indicate how characteristic or true each statement is of you
personally.*

57

I am proud of my general English skills. Completely true of me

58

I am proud of the EMP skills I have acquired so far. Mostly true of me

59

I put in a lot of effort to improve my EMP skills. Somewhat true of me

60

I am willing to make a serious effort to learn EMP. Somewhat untrue of me

61

I work hard to improve my EMP skills. Mostly untrue of me

62

O O O O O O

I believe I am doing everything I can to learn EMP. Completely untrue of me

63

If I make an effort, I learn EMP easily.

The following questions refer to your EMP classes. Please answer
them based on your experiences.*

64

I enjoy(ed) being able to actively participate in EMP classes and
speak a lot.

65

I feel especially anxious in EMP classes.

66

I especially enjoy(ed) EMP classes.

67

I am reluctant to speak up in EMP classes.

68

The EMP classes provide(d) a refreshing break from studying other
professional subjects.

69

I like the EMP classes because we cover topics related to the medical
field.

70

I prefer learning EMP to general English.

71

I am worried that the EMP teacher will make fun of me in class.

72

In EMP class, I only speak up if I’'m sure the grammar is correct.

73

In EMP class, it bothers me when I hear my pronunciation sound too
Hungarian (‘Hunglish’).

74

The personality of the EMP teacher is important to me.

What motivates you the most in learning EMP?*

75

Please select/name the THREE most important factors. If something ~ Forced-choice,
is missing from the list, please indicate it under “Other.” top three selection
1 sense of achievement

personal interest

teacher—student relationship

community (expectations of peers and or institution)

career goals

EMP teacher’s personality

teacher’s EMP knowledge

innovative methods

family background

EMP teacher’s discipline-related content knowledge

other

o s

What discourages you the most from learning EMP?*

76

Please select the THREE most important factors. Feel free to list Forced-choice,
additional factors under “Other” if your top concerns are not included top three selection
below.

feeling of failure

language learning shyness/anxiety

teacher—student relationship

lack of engagement from fellow students

large group size

demanding schedule

lack of technical equipment

inappropriate teaching materials or textbooks

excessive teacher strictness

constant teacher dissatisfaction

lack of feedback

other

Ooodfooooooogodg

71

What expectations do you have regarding EMP teachers?* Free-text response
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Questionnaire items for YES responders

Response options

78 If, after answering the above questions, there is any additional Free-text response
circumstance or detail you would like to clarify regarding the
teaching or learning of EMP, or if you have any suggestions or
comments you consider important, please describe them below:
79 If you would like to receive the results of our study, please write to Free-text response
me at the following address: (contact information provided)
Alternatively, you may indicate your interest here by providing your
email address.
80 If you are open to participating in a short follow-up interview on this ~ Free-text response
topic in the near future, please contact me at the following address:
(contact information provided)
Alternatively, you may indicate your interest here by providing your
email address.
Questionnaire items for NO responders Response options
81 We aim to explore the motivations behind students’ decisions to learn o I don’t consider it
EMP, and we would appreciate your input. If you have not yet taken important
any EMP courses, we are still interested in your perspective. o Ido consider it
Completing this part of the questionnaire takes approximately 5 important, but I haven’t
minutes. had the opportunity to
What is the reason you have not taken an EMP course so far?* take such a course
o Iam studying German
for Medical Purposes
instead
o Other
8l.a  (If “I dont consider it important” was selected) Free-text response
Please explain briefly why you don’t consider it important.*
81.b  (If “I consider it important, but haven t had the opportunity to take Free-text response
such a course” was selected)
Please explain briefly why this was the case.*
81.c (If “I am studying German for Medical Purposes” was selected) Free-text response
Do you believe that, alongside studying medical German, you won’t
need EMP? Please explain your answer briefly.*
81.d (If “Other” was selected) Free-text response
Please briefly explain your choice.*
Demographic questionnaire items for YES and NO responders Response options
82 Gender* o Male
o Female
83 Mother tongue* Hungarian, Serbian [...] or
specify another language
84 First L2* English, German or specify
another language
85 Second L2* English, German or specify
another language
86 Do you have an officially recognized language exam in any o Yes
language?* o No
87 Which languages do you have a language exam in, and at what level?  Tick-box grid allowing
multiple selections for
reporting language exam(s)
across multiple languages
and proficiency levels. An
“Other” category was also
provided to allow for
additional fields or
languages not listed
88 If you selected “Other” in the table above, please specify which Free-text response

language(s) and what type of exam you hold.
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Demographic questionnaire items for YES and NO responders

Response options

89

Which university do you attend?*

O

Faculty of Medicine,
University of Debrecen
Medical School,
University of Pécs
Semmelweis University
Albert Szent-Gyorgyi
Medical School,
University of Szeged

90

What year of study are you in?*

O O O O O O O

first year
second year
third year
fourth year
fifth year
sixth year
other:

91

Thank you message and contact information
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APPENDIX D

Hungarian version of the LSP Questionnaire

This appendix contains the original Hungarian version of the LSP questionnaire, as it appeared
in the Google Forms platform used for data collection. To preserve the authenticity of the
instrument, the format presented here reflects the version that was actually seen and completed
by the respondents. For the English translation of the questionnaire, see Appendix E. The item
numbering is consistent across the English and Hungarian versions of the questionnaire. Items
marked with an asterisk (*) were mandatory and had to be completed in order to proceed with
the questionnaire.

L
-— |
=
1]

=i

Szaknyelvtanari kerddiv

Kedves Kollégal

Kdszdndm, hogy iddt szan a kerddiv kitdltésére, amely kb, 15-20

percet vesz ipénybe. A Szegedi Tudomanyegyetem Neveléstudomanyi Doktori
Iskolajaban késziils kutatdsunkban (témavezetdm Dr. Farkas Eva) a magyarorszagi
szaknyelvtanarok motivaitsagl allapotardl és motivalasi gyakorlatardl

szeretnenk helyzetképet kapni. Gyakorld szaknyelvtanarkent, egyetemni oktatokent
tisztaban vagyok vele, hogy hozzam hasonldan, a szaknyelvtanarként dolgozd
kollégaim feladatai is szertedgazdak, most viszont azt szeretnénk kérni, hogy
SZAKNYELVTANARI

mindségeben, a szaknyelvi orait alapul véve valaszoljon a kérdésekre.

Koszanjik!

A kutatdshoz kitdadd kérdéseikkel, észrevételeikkel,
visszajelzésekkel kapcsolatosan az alabbi elérhetdségen Allunk rendelkezésre:

Stitzer Andrea: stotzer. andrea.maria@med.u-szeged.hu

Dr. Farkas Eva: farkasevad@agmail.com

A kérdfiv kitbitésére 2024, dprilis 11-ig van lehetdség.
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Hozzajarulas *

Elmultam 18 éves, hozzajarulok, hogy az Szegedi Tudomanyegyetem
MNeveléstudomanyi Doktori 1skolajaban torténd kutatasaban részt vegyek.
Tudomasul vettem, hogy a kutatas az anonimitas és személyiségi jogok
tiszteletben tartasaval, kutatasi célra hasznalja fel adataimat. Kijelentem, hogy a
kutatésban valé részvételem dnkéntes.

() Igen
() Nem

Hozzdjarulas utani kérdések

Bioldgiai neme? *

() N6
() Férm

Hany éves? *

Kivdlasztas -

Anyanyelve: *

O magyar
O Egyéh:

Elsd idegen nyelve: *

() angol
() német
(") francia
() olasz
() Egyéb:
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Melyik szakterllet specifikus nyelvét oktatja? Milyen nyelve(ke)n? Jeldlje a

tablazatban.

agrar- és
kirnyezettudomanyi

diplomiaciai

egyhazi

gazdalkodas]
menedzsment

gazdasagi

idegenforgalmi-
vendéglatoipari

jooi és kbzigazogatasi

katonai

kiizigazgatdsi

miiszaki

orvosifegészségtudomanyi

rendészeti

azleti

egyéh

Ha a fentebbi tdblézatban az .egyéb” lehetdséget valasztotta, kérjlk, itt adja meg *
milyen szaknyelvet tanit s milyen nyelven.

angol

U

o 0o oo o0oo0oob oo o oadg

német

O

o 0000000 0 0 0O 00O

magyar

O 00O 000000 oo O

8

o 0o oo oo b o0 o0 o oo g

Ha nem az .egyeb” lehetdséget jeldlte meg, csak tegyen a mezdbe eqy N betdt.

Sajat vélasz
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Milyen oktatasi intézmeny(ek)ben tanit szaknyelvet?

D Andrassy Gyula Budapesti Mémet Myzlvii Egyetem

I I Ay

Budapest Cirkuszmiveészeti &s Kortdrstanc Faiskola

Budapesti Gazdasagi Egyetem

Budapesti Metropolitan Egyetem

Budapesti Miiszaki és Gazdasagtudomanyi Egyetem

Debreceni Egyetem

Dunadjvarosi Egyetem

Edutus Egyetem

Edtviis Lorand Tudoményegyetem
Eszterhazy Karoly Katolikus Egyetem
Evangélikus Hittudomanyi Egyetemn
Gabor Dénes Egyetem

Gal Ferenc Egyetem

IBS Memnzetkiizi Uzleti Foiskola
Kodolanyi Janos Egyetem

Magyar Agrar- és Elettudomanyi Egyetem
Magyar Képzdmivészeti Egyetem
Maqgyar Testnevelési &s Sporttudomanyi Egyeterm
Milton Friedman Egyetem

Miskolci Egyetem

Neumann Janos Egyetem

Nyiregyhdzi Egyetem

Obudai Egyetem

Fannon Egyetem

Pazmany Péter Katolikus Egyetem
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8. folyt.

10.

11.

Pécsi Plispiki Hittudomanyi Fdiskola
Pécsi Tudomanyegystem
Semmelweis Egyetem

Soproni Egyetemn

Széchenyi |stvan Egyetemn

Szegedi Tudomanyegyetem
Tokaj-Hegyalja Egyetem

Tomari Pal Faiskola

Veszprémi Erseki Fdiskola

Wekerle Sandor Uzleti Faiskola

Wesley Janos Lelkészképzd Foiskola

N I I I I

Egyéh:

Wan pedagdgus végzettsége? *

) Igen
() Nem

Wan szakterlileti végzettsége azon a szakterlileten, amelynek a szaknyelvet *
oktatja?

) Igen
() Nem

Igen valasz esetén

Ha .igennel” valaszolt az eldzd kérdésre, akkor kérjik, nevezze meq, milyen *
szakteriileti végzettséggel rendelkezik:

Sajat valasz
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12.

13.

14.

15.

Tovabbi kérdések

Van tudomanyos fokozata? *

() Igen

O Még nincs, PhD-tanulmanyokat folytatok.

O Nincs

Hany éve tanit szaknyelvet? *

Kivalasztas -

Hogyan lett szaknyelvi oktato, hogyan lépett a palyara? Sajat dontése, valasztasa *

alapjan vagy az .élet gy hozta" vagy .kényszerbdl” kezdett szaknyelvet tanitani?

Sajat valasz

Milyen formalis és nem formalis kepzés(ek)ben részesdlt, mi segitette abban,
hogy jelenleqi, szaknyelvtanari feladatat elldssa?

Sajat valasz

n
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16.

17.

A TUDAST és KEPESSEGET leird mely kompetenciaelemeket tartja
nélkulozhetetlennek az eredmeényes szaknyelvtanari munkahoz?

Valasszon ki az alabbiak koziil NEGY kompetenciaelemet, amelyekrél Ggy
gondolja, hogy NELKULOZHETETLENEK. Ha valamit hidnyol a felsarcldshal,
kerjuk, tuntesse fel az [Egyeb” valaszlehetdsegnél.

O

U

(N I Iy O N Iy I Iy 0

atananyag differencidldsanak képessége a hallgatok nyelvi szimtének megfelelden

a szaknyelvtanitdshoz sziikséges/alkalmazhatd kutatasi modszerek
alkalmazasanak képessége (pl. szilkségletelemzés végzése)

digitdlis eszkozok tanitasra és ismeretszerzésre torténd alkalmazasanak képessége
egyimtmikodésre vald képesség, kooperativitds

felndtt nyelvtanulokra jellemzd tanulds ismerete

hallgatokkal a kizds hang megtalaldsanak képessége

képesség arra, hogy szakmai segitséget kérjlink, és azt elfogadjuk
problémamegoldd képesség

tanitasi/tanitismaddszertani ismeretek

stabil, felyamatosan fenntartott/fejlesztett nyelviudas (foleg a szaknyelv €s
tudomanyos nyelv vonatkozasaban)

szakmai/szakterlileti anyagok tananyagga formalasanak a képessége

szakteriileti tudds (annak a szakmanak az ismerete, amelynek a szaknyelvét tanitja)
szakteriileti wudas 6nallo elsajatitisanak képessége

visszajelzések elfogadasanak képessége, reflektivitas

Egyéb:

Mely ATTITUDGKET, SZEMELYISEGJEGYEKET tartja nélkiilozhetetlennek az
eredmeényes szaknyelvtanari munkahoz?

Vélasszon ki az alabbiak kaiziil HAROM jellemzét, amelyekrdl Gay gondalja, hogy
NELKULOZHETETLENEK. Ha valamit hianyol a felsorolashdl, kérjiik, tlintesse fel
az [Egyeb” valaszlehetdségnél.

(]

cooco0oo0ooo0oooobooao

allandd motivacio a szakterlleti tudasanyag megértésére
autondmia

egeészséges dnbizalom

hallgatoi igények figyelembevétele

nyitottsag az Ujra/kisérietezdkedv

reziliencia

rugalmassag

szakmai aldzat

szakterllet iranti érdeklodés

szorgalom, kitartds

tolerancia

tovabbképzésre vald igény

tiirelem (Gnmagunk hianyossagainak elfogadasahoz és a hallgatok felé)

Egyéb:
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18.

19.

Ha van &sszehasonlitasi alapja az dltalanos nyelv (angolosck esetében English as *
a Foreign Language vagy English for General Purposes) és az angol szaknyelv
(English for Specific Purposes) tanitasa kozott mit 14t a a legfontosabb
killdnbségnek?

Sajat vélasz

A szaknyelvtanarok szamos kihivassal, nehézseggel szembesilnek. Mennyire ért *
egyet az alabbi tablazatban felsorolt allitasokkal?

TEIJES Inkbb Nem Inkarbb Eqya rEaIan
meértekben R nemértek  nem értek
i egyeteriek. tudom.
egyetertek. egyet. eqyet.

Eldfordul, hogy a
hallgatak jobban

ismerik a ,szakmat" O O O O @)

3 szakmai hatteret,
mint €n.

Frusztral, ha azzal
szembesuldk, hogy
a hallgatok jobban

ismerik a ,szakmat” O O O O O

a szakmai hatteret,
mint én.

A
tananyagfejlesziés /

kurzusfejlesztés is O O O O O

az én feladatom.

Az adott szakterilet
megismerése és az
ismeretek

naprakészen tartasa O O O O O
allando onkepzest
kivan tdlem.

Kevés formalis
lehetdsegem van a

szakteriileti tudas O O O O O

megszerzésane.

Korldtozottak a

lehetdségeim a

szakieriileten O O O O O
tarénd

Jovabbképzodésre”.
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19. folyt.

20.

21.

Korldtozottak a
lehetdségeim a
nyelvi
“tovabbképzddésre”.

Ugy érzem, az
intézmeényiink nem
igazan tamogatja a
hallgatok
szaknyelvtanulasat.

Azt tapasztalom,
hogy a hallgatdi
nyelvtudas alacsony
szintje akadalyozza
a hatékony
szaknyelvi oktatast.

Nincs lehetdségem
a szakmai targyakat
oktatd kollégakkal
egyittmiikadni.

Tobb iddre lenne
szikségem a
szaknyelvi drakra
vald felkésziiléshez.

Szaknyelvtanari munkaja sordn mit érez a legnagyobb nehézségnek vagy

kihivasnak?

Sajat valasz

Mit gondol, mely tényezék segitik eld leginkabb a

hallgatok szaknyelvtanulasi motivaltségat? Valassza ki/nevezze meg a HAROM
legfontosabbat. Ha valamit hidnyol a felsoroldsbdl, kérjlk, tintesse fel az
«Egyeb” valaszlehetdségnél.

(] sikeréimény

csaladi hattér

(N I N I I N Iy By

Egyéb:

személyes ardekiddés

tanar—hallgatd kapcsolat

kozosség (tdrsak, intézmény feldl megfogalmazott elvardsok)
hosszi tavi (karrier) célok

tandr szemelyisége

tanar szaknyelvi tudasa

innovativ modszerek alkalmazasa

tandr szakmai/szakterlleti tuddsa

*

202



22.

23.

Mit gondol, milyen tenyezik akadalyozzak leginkabb a hallgatok motivaltsagat?
Valassza ki/nevezze meg a HAROM legfontosabbat. Ha valamit hidnyol a
felsorolasbol, kerjik, tintesse fel az .Egyeb” valaszlehetdségnél.

[] sikertelenség érzése

nyelvtanuldi szégyeniisség/szorongas
tanar-hallgatd kapcsolat
hallgatotarsak kizombdssége

magas csoportlétszam

leterheltség

technikai eszkiozik hianya

tananyag, tankényv nem megfeleld volta
t0lzd tanari szigor

folyamatos tanari elégedetlenseg

visszajelzés hidnya

0 I Iy I I B I

Egyeb:

Szaknyelvi tanarként mennyiben érzi feladatanak/feleldsségének a hallgatdk
motivaldsat?

() Telies mértékben.
() Némileg.

() Egyaitalan nem.

*

*
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24.

25.

26.

A szaknyelvi oktatd hogyan tudja motivalni a hallgatdkat? Tapasztalatai alapjan
minek van pozitiv hatésa a leginkabb? Véilassza ki a NEGY legfontosabbat. Ha a
felsoroltakon kivill mas tényezdknek tulajdonit jelentdséget, kerjlk, nevezze meg
azokat az ,Egyéb” opcidban (tobbet is feltiintethet).

(I oy I I Iy

aktudlis témak, autentikus tananyagok feldolgozasa
egyértelmi kovetelmeények megfogalmazasa
gamifikacio alkalmazdsa

hallgatdi igények figyelembevétale

hallgatoi igények megismerése

innovativ modszerek alkalmazasa

jo hangulatd orakra torekvés, humor

jo tanar-hallgatdi kapcsolatra torekves

jutalmazas, dicséret alkalmazasa

kihivast jelentd feladatok adasa

kis létszamu csoport kialakitasa

kivetkezetesseg alkalmazasa

nyelvtanulai kilonbségek figyelembevétele
nyelvtanuldi szorongas csokkemésére tirekvés
tanéri példamutatas

tanar modszertani felkésziiltsége

tandr szakmai/szakterileti felkésziltsége

tandr személyes érdeklddést mutat az oktatott szaknyelv/szakma irant
tandr személyisége

Egyéb:

Wan-e barmilyen tovabbi megjegyzése, meglatdsa ezzel a kérdéssel kapcsolatban?

Sajat vélazz

Van-e olyan kériilmeény, ami miatt az On szaknyelvi tantdrgya motivacid

szempontjabol eltér a tobbi tantargytol (akar szakierileten beldl, pl. szakmai
targyak kontra szaknyelvi angol/német stb. vagy mas szaknyelvi teriiletek
angol/német stb. nyelvével Bsszehasonlitva?)

Sajat valasz

*
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27.

28.

29.

30.

Mennyire ért egyet az allitdssal, miszerint a motivalt hallgatok eléfeltétele a *

kelléen motivalt tanar?

Teljes mértékben egyetértek.
Inkabb egyetértek_
Nem tudom.

Inkabb nem értek egyet.

o O 0OO0O0

Egyaitalan nem értek egyet.

Ont személy szerint mi motivélja szaknyelvtanarként? *

Sajat valasz

On szaknyelvtandrként definidlja magdt vagy alapvetden mas élvez prioritdst (pl. *
kutatdként, egyetemni oktatoként stb. mutatkozik be). Szaknyelvtanari identitasat
helyezi eldtérbe? Ha nem, akkor mit?

Sajat valasz

Alkalmazza a TEA (tanulasi eredmeény alapu, azaz hallgatokézpontd) szemléletet? *

() Igen, alkalmazom.
(") Hallottam rola, de nem alkalmazom.
() Mem alkalmazom.

() Memtudom, miaz.
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31.

32.

33.

34.

35.

Mennyire érzi, hogy megbecsulik a munkajat? *

Egyaltalan nem MNémilag Teljes mértékben

Mennyire érzi, hogy a
hallgaték megbecslik, O O O
értékelik a munkajant?

Mennyire érzi, hogy
kizvetlen munkahelyi
kirnyezete/munkatarsai O O O

megbecsilik, érékelik a
munkajat?
Mennyire érzi, hogy az

intézménye megbecsiil, O O O
értékeli a munkajar?

Wan-e barmi, amit még hozzatenne, ami az eszébe jutott a kérddiv kitdltése soran,
amit még megosztana, vagy amivel még kiegésziténé a vélaszait?

Sajat vélasz

Ha beleegyezik, hogy révid interjit készitsek Onnel a szaknyelvtansri munkajéral,
kérem, adja meg az e-mail-cimeét.

Sajat valasz

Ha szeretne visszajelzést kapni a kutatas kimenetelérdl, e-mail-cimének
megadasaval itt jelezheti:

Sajat valazz

Koszonet

Koszanjiik, hogy valaszolt a kérdésekre. Szép napot kivanunk!

A kutatashoz kotodd kerdéseikkel, észreveteleikkel, visszajelzesekkel kapcsolatosan az
alabbi elérhetdségen allunk rendelkezésre:

Stotzer Andrea: stotzer andrea. maria@med. U-szeged.hy
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APPENDIX E

Questionnaire for LSP teachers in Hungary

This is the English translation of the original Hungarian version of the questionnaire. For the
original Hungarian version, see Appendix D. The item numbering is identical in both versions.
Items marked with an asterisk (*) were mandatory and had to be completed in order to proceed
with the questionnaire.

Questionnaire items Response options
Introduction
Dear Colleague,
Thank you for taking the time to complete this questionnaire, which takes approximately 15-20 minutes. In
our research conducted at the Doctoral School of Education of the University of Szeged (supervised by Dr.
Eva Farkas), we aim to gain an overview of the motivational state and motivational practices of LSP teachers
in Hungary. As a practicing LSP teacher and university lecturer, I am aware that, like myself, colleagues
working as LSP teachers have diverse responsibilities. However, this time we kindly ask you to answer the
questions based on your work as an LSP teacher, specifically in relation to your LSP classes. Thank you!
If you have any questions, comments, or feedback regarding the research, please feel free to contact us at the
following addresses: (contact information of researchers)
The questionnaire can be completed until 11 April 2024.
1 Informed consent* o Yes

I am over 18 years old and I consent to participate in the research o No

conducted at the Doctoral School of Education of the University of

Szeged. I acknowledge that the research will use my data for research

purposes while respecting anonymity and personal rights.

I declare that my participation in the study is voluntary.

2 Gender* o Male
o Female
3 Age* Drop-down menu listing age

ranges (e.g., 21-30, 31-40, ...,
71 and above)

4 Mother tongue* Hungarian or specify another
language

5  First L2* English, German, French,
Italian or specify another
language

6 Field(s) of LSP* Tick-box grid allowing

7  Language(s) taught* multiple selections across

predefined fields of LSP and
languages; an “Other”
category was also provided to
allow for additional fields or
languages not listed

8  Affiliation Higher education institutions
(HEIs) in Hungary to select or
specify another HEI

9  Teacher’s degree* o Yes
o No

10  Specialty-related qualification* o Yes

L o No

11 If yes, specify*

12 Academic degree* o Yes
o PhD in progress
o No

13 Years of experience* Drop down menu with

numbers from 1 to 40+
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Questionnaire items Response options

14

How did you become an LSP teacher and how did you start your Free-text response
career? Did you start teaching LSP by choice, by assignment or due
to life circumstances?*

15 What formal and not formal training(s) have you received, what has Free-text response
helped you to fulfil your current role as an LSP teacher?*

16 Which competencies (describing knowledge and experience) do you  Forced-choice,
consider essential for effective LSP teaching? Please select FOUR top four selection
elements from the list. If you are missing something from the list,
indicate it in the “Other” box.*

[ the ability to differentiate material according to language level

[J  ability to use research methods applicable to LSP (e.g., needs
analyses)

] ability to use digital tools for teaching and learning

[J ability to work together, cooperatively

(] knowing typical learning patterns of adult language learners

] ability to find common ground with students

] ability to seek and accept professional help

[] ability to solve problems

[ knowledge of teaching/teaching methodology

[J stable, well-maintained/developed language skills

] ability to transform specialist material into teaching material

[ specialized (content/discipline) knowledge

[J ability to self-teach specialized content

[ ability to accept feedback, reflectiveness

[ other

17  Which competencies concerning attitude and personality do you Forced-choice,
consider essential for effective LSP teaching? Please select THREE top three selection
of the following characteristics. If there is something you feel is
missing, please indicate it in the “Other” box.*

[ constant motivation to understand the subject matter of the given
discipline

L] autonomy

[J healthy self-confidence

[J consideration of student needs

[J openness readiness to experiment

[1 resilience

00 flexibility

[l professional humility

[1 interest in the specialized field of discipline

[1 diligence, perseverance

[] tolerance

[ desire for further training

[J patience (to accept one’s own shortcomings and towards
students)

[J other

18 If you have a basis for comparison between teaching Languages for Free-text response
General Purposes and Languages for Specific Purposes: what do you
see as the most important difference?*

19 LSP teachers face many challenges and difficulties. o Strongly agree
To what extent do you agree with the statements listed below?* o Agree
19.1 Sometimes students know the content of specialty better than I o Idon’t know
do. o Disagree
19.2 It frustrates me when I experience that students know the o Strongly disagree

content of specialty better than I do.

19.3 Curriculum development and/or study material development is
also my responsibility.

19.4 Learning about the subject area and keeping my knowledge up
to date requires constant self-teaching on my part.
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Questionnaire items

Response options

19.5 T have few formal opportunities to acquire knowledge in the
given specialty.

19.6 I have limited opportunities for further training in the specialty.
19.7 T have limited opportunities for further training in the foreign
language I teach.

19.8 I feel that our institution does not really support students’
language learning.

19.9 1 feel that low level of language proficiency of students is an
obstacle to effective language teaching.

19.10 I do not have the opportunity to cooperate with other teachers
who are teaching content subjects.

19.11 I need more time to prepare for my LSP classes.

o Strongly agree
Agree

I don’t know
Disagree

o
o
o
o Strongly disagree

20

What do you feel is the biggest difficulty or challenge in your job as
an LSP teacher?*

Free-text response

21

What do you think are the factors that contribute most to students'
motivation to learn LSP? Choose/name the THREE most important
ones. If you miss something from the list, please indicate it under
“Other”.*

sense of achievement

personal interest

teacher—student relationship

community (expectations of peers and or institution)

career goals

EMP teacher’s personality

teacher’s EMP knowledge

innovative methods

family background

EMP teacher’s discipline-related content knowledge

other

o e s o

Forced-choice,
top three selection

22

What factors do you think are the biggest obstacles to student
motivation? Select/name the THREE most important ones. If you
miss something from the list, please indicate it under “Other”.*
feeling of failure

language learning shyness/anxiety

teacher—student relationship

lack of engagement from fellow students

large group size

demanding schedule

lack of technical equipment

inappropriate teaching materials or textbooks

excessive teacher strictness

constant teacher dissatisfaction

lack of feedback

other

OooOfOooooooogod

Forced-choice,
top three selection

23

To what extent do you feel that your role/responsibility as an LSP
teacher is to motivate students?*

o Absolutely
o Somewhat
o Not at all

24

How can an LSP teacher motivate students? What has the most
positive impact? Please select the FOUR most important ones. If you
attach importance to other factors than those listed, please indicate
them in the “Other” option.*
[1 using up-to-date topics and authentic teaching materials
clear communication of expectations
applying gamification
considering students’ needs
getting to know students’ needs
applying innovative teaching methods
creating a positive atmosphere in class

Ooooooo

Forced-choice,
top four selection
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Questionnaire items

Response options

[1 striving for good teacher—student relationships Forced-choice,
[1 use of praise and rewards top four selection
[1 assigning challenging tasks
[J forming small groups
[] applying consistency
[ paying attention to individual learner differences
[] reducing language-related anxiety
[J teacher role modelling
[J methodological preparedness of the teacher
[J teacher’s subject-matter preparedness
[J teacher’s personal enthusiasm for the LSP subject or field
[J teacher’s personality
[ other
25 Do you have any further comments or observations on this question Free-text response
(Q24)?
26  Are there any circumstances that make your LSP subject different Free-text response
from other subjects in terms of motivation (either within the subject
area, e.g. professional (content) subjects versus LSP subjects etc. or
compared to other LSP subjects)*
27 To what extent do you agree with the statement that a sufficiently o Strongly agree
motivated teacher is a prerequisite for motivated students?* o Agree
o Idon’t know
o Disagree
o Strongly disagree
28 What motivates you personally as an LSP teacher?* Free-text response
29 Do you define yourself as an LSP teacher or do you give priority to Free-text response
something else (e.g. do you introduce yourself as a researcher,
university lecturer, etc.). Do you give priority to your identity as an
LSP teacher? If not, what?*
30 Do you apply the learning outcomes (i.c. student-centered) o Yes,Ido
approach?* o Ihave heard of it, but I
don’t use it
o Idon’tuseit
o Idon’t know what it is
31 To what extent do you feel your work is valued and appreciated o Not at all
31.1 by students?* o Somewhat
31.2 by your immediate work environment/colleagues?* o Fully
31.3 by your institution?*
32 Is there anything else you would like to add, that came to your mind Free-text response
when completing the questionnaire, that you would like to share or
add to your answers?
33 Ifyou consent to a short follow-up interview about your work as an Free-text response
LSP instructor, please provide your e-mail address.
34 Ifyou would like to receive feedback on the results of the study, you  Free-text response
may indicate this by providing your e-mail address here.
35 Thank you message and contact information n/a
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APPENDIX F
Ethical approval issued by the Doctoral School of Education

SZEGEDI TUDOMANYEGYETEM
NEVELESTUDOMANYI DOKTORI ISKOLA
ETIKAI BIZOTTSAGA

6722 SZEGED, Pet6fi S sgt. 30-34.
Tel.: (62) 544163, 544032; Fax: (62) 420034

Ugyiratszam: 1/2023
Targy: kutatds-etikai engedély igazolasa

ETIKAI ENGEDELY

Stotzer Andrea a 2023.01.20-dn ,, Az angol orvosi szaknyelv tanuldsdnak és tanitdsdnak
sajdtossdgai a magyarorszdgi orvos- és egészségtudomdnyi karokon™ c. Kutatds
(témavezetd: Dr. Farkas Eva) targydban benydjtott etikai kérelmet az SZTE
Neveléstudomdnyi Etikai Bizottsdg a kutatdsi terv és a kérelemhez csatolt kiegészitések
attanulmanyozasa alapjan elbiralta, €s a kévetkezd dontést hozta:

A bizottsag a szakmai-etikai engedélyt jovahagyja/nemhagyiaiévi.
INDOKLAS:

A kutatds célja a magyarorszagi orvostan- és egészségtudomanyi hallgatok angol orvosi
szaknyelv irdnti érdeklddésének, tanuldsi motivacidjanak felmérése. Az adatgvijtés
anonim, online kérdéives lekérdezéssel torténik. Osszesen kb. 4-600 hallgaté vesz részt
a kutatdsban. A kutatdsban nem vesznek részt 18 éven aluli személyek. A részvétel
onkéntes, a tdjékozott beleegyezés a kérddiv elsd oldalan megtorténik, és a kovetkezd
oldalra 1épni csak azt kovetéen lehet, hogy a kitoltd elolvasta és beleegyezését adta a
kitéltéshez. Személyes adatok nem keriilnek felvételre. A kutatdk biztositjdk, hogy a
résztvevok személyiségi jogai, testi és lelki egészsége ne sériiljon. A réluk gy(jiott
adatok illetéktelenek kezébe nem keriilnek, az adatok felhaszndldsa kutatdsi célokat
szolgdl.

Mindezek alapjan megallapithato, hogy a benydjtott kutatdsi terv a neveléstudomanyi és
a tigabb értelemben vett tarsadalomtudomdnyi humidn kutatdsok szakmai-etikai
kritériumainak megfelel.

Szeged, 2023. februdr 6.

Prof. Dr. Piko6 Bettina
az Etikai Bizottsdg elndke
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APPENDIX G
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[Lifelong Learning Implications of an EMP Learning Konferencia Absztrakt kotet/21st Conference of
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May learning English for Medical Purposes presentation “Common Ground in ESP” organized by the University =~ Neustadt
24-25 of Applied Sciences, MTMT (Austria)
Stotzer, A. 2023, Orvostanhallgatok angol szaknyelvtanulési Hungarian ONK2023 — 23" Conference on Educational Sciences Budapest
October motivacidja — egy pilotkutatas eredményei presentation Book of Abstracts p. 409, MTMT (Hungary)
26-28 [Medical Students’ Motivation to Learn

English for Medical Purposes: Results of a
Pilot Study]

217


https://drive.google.com/file/d/1l1Nj__IZ6yKySlMNBYbce7xyRpcfus3f/view
https://drive.google.com/file/d/1l1Nj__IZ6yKySlMNBYbce7xyRpcfus3f/view
https://m2.mtmt.hu/gui2/?mode=browse&params=publication;35655071
https://m2.mtmt.hu/gui2/?mode=browse&params=publication;35655091
https://m2.mtmt.hu/gui2/?mode=browse&params=publication;35655104
https://m2.mtmt.hu/gui2/?mode=browse&params=publication;35084392
https://drive.google.com/file/d/12vwYS555-UaGpWxsvlmB3WUL_7d0CuBF/view
https://m2.mtmt.hu/gui2/?mode=browse&params=publication;35084392
https://m2.mtmt.hu/gui2/?mode=browse&params=publication;35084296
https://m2.mtmt.hu/gui2/?mode=browse&params=publication;35084296
https://drive.google.com/file/d/1acvkE7dLhd1fm3l9PMI5ROPPHQCawqJ-/view?usp=drive_link
https://m2.mtmt.hu/gui2/?mode=browse&params=publication;35084322
https://drive.google.com/file/d/1r0moPbJ8xbSfWuzhY6QoI2UN6zmFTKy7/view?usp=drive_link
https://m2.mtmt.hu/gui2/?mode=browse&params=publication;34498930

Author(s) Date Title of presentation Language and type  Title of conference Location
of presentation

Stotzer, A. 2023, Szaknyelvtanari identitas és motivacio Hungarian ONK2023 — 23" Conference on Educational Sciences Budapest
October vizsgalatanak elméleti hattere [ Theoretical presentation Book of Abstracts p. 410, MTMT (Hungary)
26-28 Background of Research on LSP Teachers’

Professional Identity and Motivation]

Stotzer, A. 2022, Konszekutiv tolmacsolas o6rak a Hungarian SZOKOE 22" Annual International Conference: Szeged

Asztalos- November szaknyelvtanulas szolgalatdban [Consecutive  presentation Working Together Nationally and Internationally to (Hungary)

Zsembery, E., 11 Interpreting Classes in the Service of Promote Learning Languages for Specific Purposes

& Csenki- Language for Specific Purposes Learning| Book of Abstracts p. 30, MTMT

Bozso, R.

Stotzer, A. 2022, Quasi-Consecutive Interpreting Classes in English 5% English for Healthcare Conference organized by Belgrade
September the Service of Language Learning presentation European Association for Language Teachers for (Serbia)
16-17 Healthcare (EALTHY), MTMT

Stotzer, A. 2021, English Communication Skills Training for English EALTHY Virtual Symposium organized by European (online)
September Medical Educators — in the virtual presentation Association for Language Teachers for Healthcare
17 classroom. (EALTHY), MTMT

Stotzer, A. 2021, A bilingual course for medical students on English 19th International and Interdisciplinary Conference on Como
June doctor-patient communication presentation Communication, Medicine, and Ethics organized by the = (Italy)
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