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ABSTRACT 

 

 This dissertation examined the relationship between attitude and motivation with 

English language achievement among Mexican university students across three 

undergraduate academic programs. This study also aimed at enhancing theoretical 

knowledge about students‘ motivation and attitudes towards learning English as a second 

language through the use of quantitative (a survey and an adapted version of the AMTB) 

as well as qualitative research instruments and techniques (interviews, class observations, 

and a questionnaire).  

 The major results in this dissertation are: 1) Student participants display positive 

motivation and attitudes toward learning English as a second language in general, but 

these motivation and attitudes towards the English classes they receive in the University 

of Aztlán (fictitious name for the research site of this dissertation) are lower. 2) These 

attitudes and motivations can be affected by the way in which the English language 

program is structured. 3) Students‘ interest in foreign languages, motivational intensity to 

learn English and teacher evaluation can impact students‘ scores in their English exams 

when they are first assessed, but that scores improve once students understand the 

assessment process, discover what information is evaluated in the exams, and focus on 

the areas to be assessed. 4) Students with more previous English contact before enrolling 

the university, obtain higher scores than students with limited previous contact with the 

language. 5) Interviews and class observations proved to be the most effective research 

techniques to identify the actual activities that are performed in the research site, which 
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suggests that continuous and accurate English program evaluation is necessary in 

Mexican universities for the benefit of students, teachers and society in general.    
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CHAPTER ONE: INTRODUCTION 

   

 Due to its enormous popularity, the English language is used in many areas of 

human interaction and has become the modern Lingua Franca. As such, it has made its 

way into the curriculum of a large number of academic institutions all over the world. As 

Dalby (2002, p.10) comments, ―no one can doubt that the use of English worldwide is 

growing year by year, as is the demand for English language teaching.‖ What happens in 

Mexican institutions of higher education is not the exception. The educational policy in 

this country demands the inclusion of foreign language courses in the curricula of all 

academic programs, and English has become the most widely taught foreign language in 

Mexico. 

 The most important public and private Mexican higher education institutions are 

regulated by the Asociación Nacional de Universidades e Instituciones de Educación 

Superior (ANUIES). This association is in charge of the development of national 

programs, plans, and policies aimed at obtaining improvement in the fields of teaching, 

research, culture and services of approximately 1,638 institutions of higher education in 

Mexico (ANUIES, N. D.).   

 ANUIES establishes that upon graduation, higher education students must possess 

thirteen basic traits to be able to face the challenges existing in professional life. One of 

these traits refers to graduating students being prepared for internationalization of the 

labor market through the understanding of diverse cultures and through mastering other 
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languages. As a result of the high demand for English, most institutions of higher 

education in Mexico have developed foreign language programs, and English is the most 

commonly taught language. An example of these institutions is the Instituto Tecnológico 

y de Estudios Superiors de Monterrey, a highly prestigious private educational institution 

in Mexico, which developed an English program where a 600 score in the TOEFL has 

become a requirement for graduating students. Another example is the Universidad de 

Colima, which created the Programa Universitario de Inglés (PUI) through Acuerdo 

17—an agreement signed by this university‘s President in 2002. This program was 

designed to be completed in 12 semesters, and students were expected to earn a score of 

550, according to TOEFL standards. A third related example is described by Loya y 

Lopez & Loya y Lopez (2008) who suggested the creation of the Programa Univesitario 

de Inglés (English University Program) in the Universidad Michoacana de San Nicolas 

de Hidalgo. A fourth example is the Universidad de Chiapas (UNACH) where English is 

taught in some of its programs. However, no standard policies in the teaching of a second 

language can be observed across all programs. For example, in the program of Law at 

this university, only two semesters of English are included, while four semesters are 

included in the program of Civil Engineering, and no English courses are included in the 

program of Medicine and Animal Science. Still another example is the University of 

Aztlán (fictitious name for a university located in the northern part of Mexico, which was 

the research site for this study) whose Modelo Educativo (2008) (educational model), 

which is based in competences, establishes that all of its academic programs foster the 
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learning of a second language. In fact, proof of English proficiency is a degree 

requirement in this institution, as will be explained later.  

 From the last three examples, it can be inferred that some Mexican universities 

are still in the process of developing or improving programs of second language 

acquisition in which student motivation and attitudes toward learning can play a major 

role.   In this dissertation, I plan to identify the attitudes and motivation that students in 

the University of Aztlán have towards learning English, as well as the factors that 

influence these attitudes and motivation, with the ultimate goal of offering 

recommendations to design a curriculum that could enhance students‘ motivation and 

attitudes towards their English language instruction. This last goal is in accordance with 

Noels (2003, p.  99) who says that, unlike aptitude, which is another important variable in 

second language acquisition, motivation ―can be enhanced in the appropriate social 

context.‖ My expectation is that these recommendations will eventually be taken into 

consideration to improve second language programs in Mexican universities as they 

comply with the regulations that ANUIES establishes. As they do so, this second 

language can realistically be used to as a tool to interact with other speakers of English or 

as a tool to understand information related to the students‘ professional fields. 

 In the Mexican context, very few studies have analyzed the role of attitudes and 

motivation in the acquisition of a second language. Slaughter (1988), for example, 

developed a study in Guadalajara in which he assessed Mexican attitudes toward United 

States bilingual education. More recently, Uribe (2006) investigated the attitudes of 

undergraduate students towards French in a Mexican institution. She compared a group 



 16 

of students who were studying a B.A. in French with a group of students studying a B.A. 

in Languages who might choose French as a minor. Both groups of students showed that 

they had a low attitude towards French. One of the reasons was that several students who 

were in the B.A. program in French were originally inclined to study a B.A. in English 

but had not been accepted in this program, following which they were given little choice 

but to register in the B.A. program in French. This study will offer insights into practices 

related to foreign language teaching and learning in a Mexican institution of higher 

education.  

Three language programs at the University of Aztlán 

 

 

 It is important to mention that there are three major programs related to foreign 

languages, independent from each other, in the University of Aztlán,  

 a)  The Licenciatura en Lengua Inglesa (B.A. in English Language and 

Teaching) is a program that prepares students to be English teachers and translators. This 

academic program, initiated in 1982, has become highly recognized regionally due to the 

observable competence and good performance of the students at the institutions hiring 

them. Some of them have established their own businesses in teaching and/or translation. 

 b) The Diplomado de inglés is an English language program that offers 

classes to the local population in the city and has a range of 1,500 to 2,500 students per 

month within the facilities of the University of Aztlán.  This program consists of 11 

intensive courses which last forty hours each. This program began to be piloted in 1986 
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and has become locally prestigious as well since it is comprehensive and rigorous (8 on a 

1-10 scale is the minimum passing score). 

 c) The Programa Único de Inglés is a compulsory English program that 

involves all of the 25, 000 undergraduate students enrolled in the University of Aztlán. In 

the 2010 Fall semester, 5, 177 new students were accepted in this university, which 

means that this large number of students was involved in the English program in a 

compulsory way.   

 This study focuses precisely on the Programa Único de Inglés. 

 

History and development of the Programa Único de Inglés 

 

 

  The history of this program was discovered through the interviews with the 

University of Aztlán‘s English teachers, coded as ET plus a specific number, and 

administrators, coded as ADM plus a specific number, through interviews with two ex-

coordinators, also coded as ADM plus a specific number, and the present coordinator of 

the Programa Único de Inglés (coded as ADM as well), as well as through some official 

documentation found in the Internet. 

 As previously mentioned, the University of Aztlán was founded in 1954. Since 

then, courses on second languages have been included in the curricula of every program 

that is being opened in this university since its foundation.  ADM00 reported that in 

1999, the Dirección Académica (Head of Academic Issues) of the university formed a 

team of 25 English teachers who worked in the different academic programs within the 

institution. The agenda to be discussed was the elimination of English classes from the 
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institution‘s curricula due to poor results in students‘ second language (L2) performance. 

This team began to analyze the situation of English in each one of the different schools of 

the university.  The interviewee attested that to everyone‘s surprise, this team realized 

that there were 150 different English programs in the university since every English 

teacher had his/her own program and textbook. The team also observed that some 

teachers taught English for Specific Purposes, that others focused on vocabulary, and that 

still other teachers focused on reading comprehension or translation. In other words, there 

were no regulations or standards in the English system of this university. 

 ADM01 confirmed the previous version when he reported that in 1999 he was 

working in Dirección Académica (the Academic Council of the University of Aztlán) 

when the Consejo Técnico (a council in charge of making significant decisions of the 

university) suggested that compulsory English courses be eliminated from the courses of 

study to make the general curriculum of the University of Aztlán more flexible. This 

suggestion was not completely approved since students were given the choice of 

attending courses provided by the University of Aztlán, although the grades that the 

students obtained in these courses were not filed in the students‘ records, or the choice of 

not taking any English courses at all. Still, all of the students had to take a TOEFL-like 

English proficiency exam and pass it with a minimum of 6 in a 1-10 scale. In other 

words, proof of English proficiency was still a graduation requirement.  

 This new 1999 English program began to show several deficiencies, which in turn 

created a certain level of mobility, in that taking English courses from one school to 

another one was allowed, and according to ADM06, neither attendance, nor scores in the 
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exams affected students GPA because these were not registered in the students‘ records. 

The dropout rate was remarkable in all of the different schools within the university. 

ADM00 mentioned that the students began to postpone their English classes due to the 

large work loads that the other courses required of them, among other reasons.   When the 

first generations were about to graduate from this program, administrators noticed that a 

large number of students could not do so because they had not fulfilled their second 

language graduation requirement. 

 It is important to mention that requisito de graduación is not the same as requisito 

de titulación. A requisito de graduación refers to walking in a ceremony that signifies 

that the student has finished the basic course of studies. A requisitio de titulación refers 

to actually getting the degree. To get an undergraduate degree, students have to finish 

their course of studies, to complete their social service, to complete professional practices 

or internships (in some schools), and to comply with one of the following nine opciones 

de titulación (options to get the degree). Students can their degree if they 

 a) have a final GPA of 9 (in a scale of 1-10), 

 b) take four courses in a Master‘s program and pass these courses with a  

minimum of 8 (in a scale of 1-10), 

 c) write a thesis and defend it orally, 

 d) take a course related to their majors and have an oral defense on this  

course, 

 e) write a textbook related to one of the courses they took in their majors, 

 f) develop teaching material  related to one of the courses they took in their  
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majors, 

 g) write a report of their professional experience, 

 h) take and pass a written comprehensive exam that includes most of the  

 i) competencies included in their undergraduate program, or 

 j) participate in a research project (Reglamento,  2008). 

 

 Referring to the history of the Programa Único de Inglés, ADM07 attested that 

the Provost, the Coordinator of the English program, faculty members, the Secretarios 

Académicos (academic secretaries) and the Deans held meetings to make decisions about 

the problems that had been generated by the 1999 English program. These meetings 

resulted in a letter for a new English program for the University of Aztlán. This letter 

included a proposal that had been approved for a new program that required completion 

of four compulsory English courses or passing a proficiency test. This letter had been 

written by Dirección Académica and the contents were approved by the Director del 

Instituto de Bellas Artes (Dean of the Fine Arts Institute), by the Director de la Facultad  

de Ciencias Químicas (Dean of the School of Chemical Sciences), by the Director de la 

Facultad de Zootecnia (Dean of the College of Animal Science), by a faculty member of 

the Facultad de Filosofía y Letras (College of Philosophy and Letters), and by a student 

from the Facultad de Ciencias Agrotecnológicas (College of Agro-technological 

Sciences). This document was published in Gaceta Universitaria (2006) as an agreement 

to change the English program again. According to ADM06, in 2006, English was 

changed from a requisito de graduación (graduation requirement) to requisito de 
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titulación, so students could attend their Ceremonia de Graduación (commencement 

ceremony) even if they had not passed the English proficiency test. Furthermore, the 

English program was divided into two formats: Inglés no curricular (Non-curricular 

English) and Inglés curricular (Curricular English). The Non-curricular English is 

explained in diagram 1.  
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Diagram 1. Non-curricular English for students who entered the university before 

August 2006 (1999 program). 

 

 
 

 

The Curricular English program is explained in Diagram 2.  

Students are accepted in the 

university before Fall 2006  

a) Students take the 

English proficiency tests 

and pass it with a 6 or 

above (10 is the 

maximum). 

b) Students take an 

intensive 120-hour 

English course and 

pass it with a 6 or 

above (maximum of 

10). 

c) Students directly 

enroll in the English 

program and pass 

the four courses with 

a 6 or above 

(maximum of 10). 

Students attend their graduation ceremony. 

 

Choices to fulfill the foreign language 

titulación (degree) requirement 

Students fulfill the foreign language titulación 

(degree) requirement. 
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Diagram 2. Curricular English for students who enrolled in the University of Aztlán after 

2006  

 

Students are accepted in the university 

in August 2006 and after 

a) Students take the 

English proficiency test 

b) Students directly enroll 

the English program 

English I (First semester) 

English II (Second semester) 

Englsih III (Third semester) 

English IV (Fourth semester) 

a1) 

Students 

pass the 

test with a 

6 or above 

and accept 

their score 

to be 

registered 

as their 

grade in the 

four 

English 

courses. 

a2) 

Students 

pass the 

test with a 

6 or above, 

but do not 

accept the 

score to be 

registered 

as their 

grade in the 

four 

English 

courses. 

a3) 

Students 

fail the 

English 

proficiency 

test with a 

5.9 or 

minus 

Students attend their graduation ceremony. 

Choices to fulfill the foreign language 

titulación (degree) requirement 

 

Students fulfill the foreign language titulación (degree) 

requirement. 
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English for everybody  

 

 As narrated above, the University of Aztlán restructured its English language 

program in 2006 (Gaceta Universitaria, 2006), naming it Programa Universitario de 

Inglés (University English Program). This program would govern and unify all of the 

English plans which used to be different in all of the fifteen schools within the university. 

For subsequent years, all of the undergraduate students of the university would use the 

same English textbooks, study the same number of courses (provided they pass them all), 

and take the same computerized English exams which, according to a top administrator of 

the university, were developed by a team of experienced English teachers. However, 

those students who possessed knowledge in the English language upon entrance to the 

university had the opportunity to take a proficiency test, which Brown (2001, p.4) defines 

as a test ―particularly useful for gathering information about the general skill or 

knowledge levels of language students.‖ 

 If students pass the proficiency test with a score of 6 or plus, they automatically 

fulfill the English titulación (degree) requirement. If students accept the score earned in 

the test, this score is automatically registered as the official grade in the four compulsory 

English courses (See incise a1 in Diagrams 1 and 2 ) that the University of Aztlán offers. 

If they do not want this score to be automatically registered in all of the English courses, 

they have to take the four courses starting from the first level since there are no 

placement tests (see incise 1b in Diagrams 1 and 2).  
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 It is important to mention that the university‘s evaluation guidelines establish that 

students take three English computerized tests per semester. The tests focus on grammar 

and reading comprehension and should comprise 30 percent of the students‘ final English 

grades. The other 70 percent of the grade can be completed with oral presentations, 

participation, and homework.  

Significance of the study 

 

 As mentioned before, this university began a new English program in 2006 fall 

semester, so the first cohort of students who initiated studying in this 2006 program, 

finished the English courses in spring 2008. I will identify the attitudes and motivation of 

students towards this new English program, as well as the factors that influence these 

attitudes and motivation with the ultimate goal of offering recommendations to design a 

curriculum that could enhance students‘ motivation and attitudes towards their English 

language instruction since it had been observed that the 1999 program had not rendered 

positive results in the students‘ English language proficiency.  This last goal is in 

accordance with Noels (2003, p. 99) who says that, unlike aptitude, which is another 

important variable in second language acquisition, motivation ―can be enhanced in the 

appropriate social context.‖ 

 A close look at the available statistics of the percentage of students who were 

passing the institution‘s computerized exams revealed that the English grades the 

undergraduate students of this university were earning varied substantially from one 

school to another. There were some schools whose students obtained a higher percentage 
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of passing grades, while other schools consistently obtained a lower percentage (see 

appendices A and B). 

 The information in these tables, which does not represent all of the schools within 

the university, reveals that the schools that had a high rate of passing scores were the 

School of Medicine, Law, and Dentistry. On the other hand, the School of Agro-

technological Sciences, Animal Science, and Physical Education reported lower 

percentages of passing grades. I was intrigued about the causes of the differences in the 

results among academic programs within this institution, taking into consideration that 

the new English program had been homogenized. 

 My hypothesis was that there were significant differences in the attitudes and 

motivations of the students towards their English program, but what was causing those 

attitudes and what was the students‘ level of motivation?  This was the question to be 

investigated in this study.  

 

Research questions 

 

 To complete this study, the following three general questions with several sub 

questions were formulated: 

 1. What are the attitudes and motivation of university students in learning 

English in a public Mexican university?  

 a) What are the students‘ attitudes towards the English program? 

 b) What are the departmental attitudes towards the English program? 

 c) What are the teachers‘ attitudes towards the English program?  
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 d) How are the students‘ attitudes and motivation to learn English related to  

their English scores? 

 2. What are some of the factors that influence students‘ attitudes and  

motivations in learning a foreign language? 

a) Where is the source of variation in student‘s performance according to the  

schools the students are registered in? 

 b) What is the attitude of those who did not pass the proficiency test? 

 c) What is the attitude of those who passed the proficiency test and are not  

taking the English classes? 

 d) What is the attitude of those who were close to passing? Is their attitude  

different? 

 e) Which students are passing the standard computerized English tests which  

are administered during each semester? 

 f) How are students graded in the English classes during each semester? 

 g)   Are the students who had very little English the ones who are failing the  

test? 

 h)  Which and how many students are passing the proficiency test? 

 i) What was the original score of students in the proficiency test?  

 j) How much English do students know at entry level (before the proficiency  

test) 

 k) What are the teachers‘ qualifications? 
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 3. How can we design a curriculum that will maximize the opportunity to 

enhance students‘ motivation and change positively their attitudes to foreign language 

learning? 

 These questions will be answered through the instruments which described in 

chapter three (methodology chapter). 

Overview of the study 

 

  

 In the first chapter I introduced the importance, motives, goals, significance, and 

research questions of this study. In Chapter Two, I provide a comprehensive review of 

the literature, describing the themes, topics and theories related to motivation and 

attitudes towards learning a second language in general and English in particular. I 

include a definition for motivation and attitudes, different theories of motivation, an 

introduction to Gardner‘s socio-educational model of second language acquisition. I also 

address some studies related to these individual differences. 

 In Chapter Three, I describe the research site, the participants who provided the 

data for this study, the mixed-methods research approach that was designed to obtain the 

data, the data collection instruments utilized and the methods that were used to analyze, 

code and interpret all of the data obtained.  

 In Chapter Four, I describe, compare, contrast and interpret the quantitative data 

obtained from the surveys, the adapted version of the AMTB (Attitude Motivation Test 

Battery) and scores of two English exams that the student participants took during the 

2009 Fall semester in the University of Aztlán. 
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 In Chapter Five, I include the main results obtained from student group interviews 

and interviews administered to English teachers and administrators involved in the 

English program of the University of Aztlán. These analysis of the data obtained was 

focused on the motivations and attitudes of students towards the English program offered 

in the research sites. 

 In Chapter Six, I include the main results of class observations, which proved to 

be the most useful tool to determine the real state of affairs within the English program 

held in the University of Aztlán.  

 In Chapter Seven, I include the main themes related to the students‘ motivation 

and attitudes towards the English program in the University of Aztlán that emerged 

during this study. I also offer recommendations to improve this program, which could 

lead to enhancing students‘ motivation to learn English as a second language.  
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CHAPTER TWO: LITERATURE REVIEW 

 

 The objective of this research is to determine what the motivations and attitudes 

of college students towards learning English as a second or foreign language are like in a 

Mexican institution of higher education. The idea emerged while observing the 

differences in the scores that the students who belonged to different academic programs 

within the University of Aztlán were obtaining in their English exams.  

 I noticed that the students‘ attitude and motivation towards learning English as a 

foreign language varied across each academic program and suspected that these 

individual differences were highly responsible for the results these students were 

obtaining in their English exams. As Gardner (1985, p. 83) observed, ―Based on the 

literature review, and considering all the issues involved, it seems clear that achievement 

in a second language is influenced by attitudinal/motivational characteristics‖. Similarly, 

Dörnyei (2004, p. 273) attested: ―motivation is one of the main determinants of 

second/foreign language (L2) learning achievement.‖  

 My idea was that the students of Medicine would show higher indices of 

motivation to learn English since information about the newest research findings in their 

area, which involve critical information to save human lives, are published in this 

language, so this was the reason for obtaining high scores in their English exams. On the 

contrary, students of Civil Engineering and Animal Science would be less motivated to 

study the second language since there was not a similar powerful reason to do so, because 
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their study areas were not directly related to saving human lives. Identifying the causes of 

these differences in motivation and attitudes towards learning English as a second 

language in diverse academic programs of the University of Aztlán is an important step in 

establishing a set of initiatives that can lead to helping students who are struggling to get 

good scores in their English classes.  

 In this section, particularly, I will include several definitions of motivation, early 

and current theories of motivation, a definition of attitudes, a definition of language 

learning, and a section about the importance of program evaluation.   

Motivation 

 

 Motivation is an essential component not only of the teaching-learning process, 

but of all of the actions human beings perform daily and throughout their lives. 

Motivation or lack of motivation is what explains why some employees get to their jobs 

on time while others do not, or yield a high production while others do not; why some 

students are more efficient, pay more attention, or turn in their homework and projects on 

time and with high quality while others do not; and even why our children may want to 

make their bed or walk their dogs while others do not. So it is not surprising to see 

employers, teachers, and parents trying to find effective methods to motivate their 

workers, students and children.  

 But, how can motivation be defined? Child (1986, p. 32) defines it as ―internal 

processes which spur on us to satisfy some need.‖ Pintrich & Schunk (1996, p. 4) defines 

it as ―the process whereby goal-directed activity is instigated and sustained.‖  According 
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to them, motivation is a process which cannot be observed directly, but can be inferred by 

behaviors as ―choice of tasks, effort, persistence, and verbalizations.‖ They explain that 

motivation involves goals that provide impetus for and direction to action and that 

motivation requires physical or mental activity geared towards attaining goals. Finally, 

these authors claim that motivation is an activity that is instigated and sustained; that is to 

say, starting toward a goal is important and often difficult since it requires taking the first 

step. However, they suggest that motivational processes are critical to sustaining action.    

 More recently, Dörnyei and Otto (1998, p. 65) identified motivation 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.‖ More recently, however, Dörnyei (2001b) accounts for the 

difficulty that defining this term entails. He writes that the term ‗motivation‘ was a real 

mystery but that researchers generally agreed that motivation concerns the direction and 

magnitude of human behavior that is a) the choice of a particular action, and b) the 

persistence with it, and the effort expended on it. So, Dörnyei (2001b) concludes that 

motivation is responsible for why the people decide to do something, how long they are 

willing to sustain the activity, and how hard they are going to pursue it.  

 Similarly, Gardner (2010) explains that motivation is a construct that is difficult 

to define, but he identifies characteristics that motivated individuals display. According 

to him, motivated individuals express effort in attaining a goal, show persistence, attend 

to the tasks that are necessary to achieve the goals, have a strong desire to attain their 
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goal, enjoy the activities necessary to achieve their goal, are aroused in seeking their 

goals, have expectancies about their successes and failures. He says that when these 

individuals are achieving some degree of success, they demonstrate self-efficacy; they are 

self confident about their achievements. They have reasons for their behavior, and these 

reasons are often called motives.  

 In this section, I have cited different conceptions of motivation. Although authors 

have not been able to come up with an exact definition of motivation, the main elements 

are mentioned above. Now, I will turn to the different theories of motivation. 

 

Theories of motivation 

 

 In this section, an account of theories of motivation are offered. Pintrich & 

Schunk (1996, p. 27) mention that at the beginning of the twentieth century, views about 

motivation were rooted in philosophy, and that there were two relevant 

conceptualizations were in terms of a) volition/will and b) instincts. In relation to the first 

conceptualization, these authors recount: 

Many early psychologists drew on the views of such philosophers as Plato and 

Aristotle and conceived of the mind as comprising knowing (cognition), feeling 

(emotion), and willing (motivation). The will reflected an individual‘s desire, 

want or purpose; volition was the act of using the will. (p. 27) 
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 Pintrich & Schunk  (1996) explain these concepts by saying that in order to put 

ideas or intentions into action, human beings need to make use of volitional ―fiat, 

mandate, or express consent.‖ This explanation of motivation was difficult to test 

empirically.  

 The second perspective of motivation explained instincts as propensities that 

manifest themselves in behavior. Authors like James ( as mentioned in Pintrich & 

Schunk, 1996) believed that instincts could provide a base upon which experience builds 

by developing habits. McDougall (as mentioned in Pintrich & Schunk, 1996) viewed all 

behavior as instinctive. This perspective, however, was also seen as faulty since it did not 

provide scientific support either. In the next section I will account for later views of 

motivation. 

  Child (1986, p. 32) mentions that the three ―broad lines of development‖ 

regarding motivation in the 20
th

 century are: instinct, drive and need, and cognitive 

theories. Woolfolk (1987), Good & Brophy (1996), Dörnyei (2001a, 2001b), and Pérez 

(2006) set three different views of motivation: behavioral, humanistic, and cognitive, as 

will be explained in this section. 

 

Behavioral views of motivation 

 

 According to Dörnyei (2001a), in the early 1900‘s the dominant theories of 

motivation claimed that motivation was triggered by instincts and drives, many of them 

being unconscious or repressed. These theories, he said, do not feature strongly in current 
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motivational thinking, but play a significant role in our lives and therefore are ―likely to 

be ´rediscovered´ before long‖ (p.7).  The authors mentioned above explain that the 

middle of the twentieth century was characterized by conditioning theories of motivation 

which were related to behaviorist psychology, with a great deal of research focusing on 

how stimuli and responses interplayed in forming habits. Although these behavioral 

accounts were based on experiments with animals such as Pavlov‘s dog or Skinner‘s rats 

rather than humans, Dornyei (2001a, p.8) comments that ―much of the acquired 

knowledge is still relevant for the understanding of issues like the role of practice and, 

drilling, positive and negative reinforcement, or punishment and praise in learning.‖  

 Behaviorists assumed that human beings had basic psychological needs like 

hunger, thirst or shelter that trigger our motivation. Thus, according to the behavioral 

view, humans are motivated to behave as we do to gain reinforcers, which Woolfolk 

(1987: 314) defines as ―something you will work to attain.‖ For example, if students are 

praised or rewarded for participating orally in their second language class, but not in their 

mathematics class, there is more probability to have them participating in their second 

language class, provided interest and chances to participate in both classes are equal.  

 Woolfolk (1987) identifies Bandura‘s Social Cognitive Theory as a theory that 

contains aspects of both the behaviorist and the cognitive points of view. Bandura (1977, 

1986), says Woolfolk (1987, p. 314), suggested several sources of motivation; one of 

these sources consisted of thoughts and projections about possible outcomes of behavior. 

This is, people imagine consequences based upon past experiences, the consequences of 

those experiences, and their observations of others. These projections are also affected by 
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people‘s sense of self-efficacy, an aspect that refers to our beliefs about our personal 

competence in a given area. The other source of motivation is the active setting of goals 

which become people‘s standards for evaluating performance. Our sense of efficacy, 

Bandura (1986) says, comes into play here as well, influencing the goals that we will 

attempt to reach. As we work toward those goals, we imagine the positive outcomes of 

succeeding and the negative outcomes of failing. Then, people tend to persist in their 

efforts until the standards they have set are met. Upon reaching our goals, we may be 

satisfied for a short time but then tend to raise our standards and set new goals. 

 In reference to behavioral theories of motivation, Pintrich & Schunk (1996) also 

mention Thorndike‘s view of learning and behavior which holds that learning involves 

―the formation of associations (connections) between sensory experiences (perceptions of 

stimuli or events) and neural impulses that manifest themselves behaviorally‖ (p. 32).  

According to Thorndike, organisms develop connections through trial and error. If an 

organism performs an action which yields successful responses, these responses become 

established. If, on the contrary, the responses are unsuccessful, they are abandoned. Thus, 

learning occurs gradually. 

 Still another theory related to behaviorism is Pavlov‘s (as mentioned in Pintrich & 

Schunk, 1996) classical conditioning which involves presenting an unconditioned 

stimulus to provoke an unconditioned response. This is the case in which a dog is given 

meat powder right after a metronome is set to tick. The dog salivates in response to the 

metronome that ticks. However, it was also observed that the effect of the metronome 

eventually disappeared.  
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 Skinner‘s (as mentioned in Pintrich & Schunk, 1996) operant conditioning theory 

is also a classic behavioral view of motivation. This theory is based on a stimulus-

response-consequence model. According to this theory, a stimulus can produce a 

response which in turn provokes a consequence. The consequence is ―any stimulus or 

event that affects the future rate of responding or the probability that the response will be 

emitted when the stimulus is present‖ (Pintrich & Schunk, 1996, p. 34). Reinforcement, 

which can be positive or negative, increases the probability of the response occurring in 

that situation, while punishment decreases the rate or likelihood of responding. 

 This is a brief account of behavioral theories of motivation. In the following 

section, I will introduce cognitive views of motivation.  

 

Cognitive views of motivation 

 

 Around the middle of the twentieth century, cognitive theories were developed as 

psychological views of behavior. According to this view, people do not respond only to 

external events or to physical conditions like thirst or hunger; they also respond to their 

perceptions of these events. In contrast to the behavioral view, Woolfolk (1987, p. 315) 

asserts, ―the cognitive view emphasizes intrinsic (internal) sources of motivation, such as 

curiosity, interest in the task for its own sake, the satisfaction of learning, and a sense of 

accomplishment.‖ Dörnyei (2001a) mentions that this view places the focus on how the 

individuals‘ conscious attitudes, thoughts, beliefs, and interpretation of events influence 

their behavior, that is, how mental processes are transformed into action. Individuals are 
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seen as purposeful, goal-directed actors who are in a constant mental balancing act to 

coordinate a range of personal desires and goals in the light of their perceived 

possibilities, in other words, their perceived competence and environmental support. That 

is to say, whether people decide to do something or not is determined first by their beliefs 

about the values of the action, and then about their evaluation of whether they are up to 

the challenge and whether the support they are likely to get from the people and institutes 

around them is sufficient. Dörnyei (2001a, p.8) emphasizes that this is all intended to be 

very rational. Pintrich & Schunk (1996, p. 63) assert that these cognitive theories 

examine ―the underlying mental processes involved in motivation and how these are 

affected by personal and environmental factors.‖   

 According to White (1959), some cognitive theories assume that humans have a 

basic need to understand their environment and to be competent, active, and effective in 

coping with the world. Woolfolk (1987) emphasizes that this idea is similar to Piaget‘s 

notion of equilibration, which she defines as the active search for mental balance. 

Equilibration is based on the need to assimilate new information and make it fit. In 

cognitive theories, people are seen as active and curious, searching for information to 

solve personally relevant problems, ignoring even hunger or enduring discomfort to focus 

on self-selected goals. People work hard because they enjoy the work and because they 

want to understand.  Pintrich & Schunk (1996) say that these cognitive theories are 

homeostatic since there is a need ―to make behaviors consistent‖ (p. 50). These theories 

focus on the individuals‘ attempts to restore mental and physiological conditions within 

specific limits; that is, whenever there is an alteration, the individual regulates and 
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equilibrates the situation by putting to work a series of resources. Examples of these 

theories will be introduced in the next section. 

 Woolfolk (1987) claims that attribution theories are cognitive theories 

―concerning how we explain behavior and outcomes, especially successes and failures‖ 

(p. 316). These theories describe how the individual‘s explanations, justifications, and 

excuses influence motivation.  

 Bernard Weiner is one of the main educational psychologists responsible for 

relating attribution theory to school learning (as mentioned by Woolfolk, 1987). 

According to Weiner, most of the causes to which students attribute their successes or 

failures can be characterized along three different dimensions: as internal or external 

(inside or outside the person), as stable or unstable, and as controllable or uncontrollable. 

For example, for older students and adults, ability is an internal, stable, and 

uncontrollable cause.  It is a quality of the individual (internal); it is fairly unchanging—

at least over the short term (stable); and it is not controllable—one may be able to change 

personal achievement in an area, but not his or her basic ability. Luck and mood, for 

example, are considered external, unstable, and uncontrollable causes. Effort is internal 

and unstable (it can be more or less) but controllable, whereas a particular task‘s 

difficulty is external, stable, and uncontrollable.  

 Pintrich & Schunk (1996) classify Heider‘s (1946) balance theory as a cognitive 

theory. This theory postulates a tendency for relations among persons, situations, and 

events to be cognitively balanced with three basic elements involving positive or negative 

relations. If the relations of at least two elements are positive, then balance exists. If there 
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is no apparent balance, people will try to solve conflicts to get to a balance-preferred 

situation. 

 Another cognitive theory mentioned by Pintrich & Schunk (1996) is Festinger‘s 

(1957) cognitive dissonance theory that postulates that people maintain consistent 

relations among their beliefs, attitudes, opinions, and behaviors. According to these 

theories, relations can be consonant, irrelevant, or dissonant. Consonant relations refer to 

situations where agreement exists, so no tensions to solve are present. Irrelevant relations 

consist on having two situations that do not affect each other, so there are no conflicts 

between them. However, dissonant relations occur when two important situations can 

affect each other up to the point of creating conflict.  

 It is important to mention that these two last theories are considered vague since 

there is no way to verify them experimentally, but they offer insights about how to solve 

conflicting situations in which motivation could play an important role. 

 

Humanistic views to motivation 

 

 Humanistic psychology emphasizes personal freedom, choice, self-determination, 

and striving for personal growth. This means that like the cognitive approaches, 

humanistic views stress intrinsic motivation. In many humanistic theories, the role of 

needs is central (Woolfolk, 1987). Pintrich & Schunk (1996) relate humanistic theories to 

Allport‘s belief that people are viewed as ―unique systems constantly evolving and 

striving toward goals‖ (p. 51). 
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 Dörnyei (2001a) explains that in the 1960‘s, partly as a counter-reaction to the 

mechanistic views of behaviorism, humanistic psychologists such as Carl Rogers and 

Abraham Maslow, following Allport‘s ideas, proposed that the central motivation force 

in people‘s lives is the ‗self-actualizing tendency,‘ explained as the desire to achieve 

personal growth and to develop fully the capacities and talents we have inherited. 

 Maslow (1968) suggested that human needs function as a hierarchy. Lower-level 

needs for survival and safety are the most essential. We all require air, water, and shelter; 

likewise, we all seek for freedom from danger. These needs determine our behavior until 

they are met. But once we are physically comfortable and secure, we are stimulated to 

fulfill needs on the next levels—social needs for belonging and love and needs for self-

esteem. And when these needs are more or less satisfied, we turn to the higher level needs 

for intellectual achievement, aesthetic appreciation, and finally self- actualization. ―Self-

actualization‖ is Maslow‘s term for self-fulfillment or the realization of personal 

potential.  

 Maslow (1968) called the four lower level needs (for survival, safety, belonging, 

and self esteem) deficiency needs. When these needs are not met, motivation increases to 

find ways of satisfying them. When they are satisfied, the motivation for fulfilling them 

decreases. Maslow has labeled the three higher level needs (intellectual achievement, 

aesthetic appreciation, and self-actualization) as ―being needs.‖ When they are met, a 

person‘s motivation does not cease; instead, it increases to seek further fulfillment.  

 Maslow‘s theory has been criticized for the reason that people do not always 

appear to behave as the theory would predict. As Woolfolk (1987) explains, most of us 
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move back and forth among different types of needs and may even be motivated by many 

different needs at the same time. Maslow‘s theory is still one of the most complete and 

recurrent explanations of needs and motivation, and it still ―gives us a way of looking at 

the full person, whose physical, emotional, and intellectual needs are all interrelated‖ 

(Woolfolk, 1987, p. 318). 

 Another theory that has been classified as humanistic is Carl Rogers‘ (as 

mentioned in Pintrich & Schunk, 1996). According to this theory, life represents an 

ongoing process of personal growth or achieving wholeness. This process was labeled the 

actualizing tendency which Rogers believed was innate and influenced by the 

environment. This theory explains that our experiences and interpretations of them foster 

or hinder our attempts at growth. Besides, there is a need for positive regard described as 

feelings of respect, warmth, or sympathy. There are two kinds of positive regard: 

unconditioned and conditioned. If a person receives unconditioned positive regard, like 

the recognition or love of their parents, they can strive towards growth. On the contrary, 

if a person‘s positive regard is excessively conditioned, this person becomes defensive 

and cannot grow. Pintrich & Schunk (1996) see several drawbacks in this theory, such as 

being too general and with constructs that are difficult to measure.  

 In this section, several early theories of motivation were explained from the 

behavioral, cognitive and humanistic points of view. In the next section, contemporary 

theories of motivation will be described.  
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Contemporary theories of motivation 

  

 As was explained in the previous section, in the first half of the twentieth century, 

the dominant theories saw motivation as being determined by basic human instincts and 

drives, many of which were unconscious or repressed. The middle of the twentieth 

century was influenced by conditioning theories that were related to behaviorist 

psychology. These theories claimed that motivation emerged from the interplay of stimuli 

and responses in habit formation.  In the 1960s, there was a counter-reaction towards 

these behavioral views of motivation. Humanistic psychologists such as Carl Rogers and 

Abraham Maslow proposed that the central motivation force in people‘s lives was the self 

actualizing tendency, which refers to the desire to achieve personal growth and to fully 

develop the capacities and talents that they have inherited.  

 Dörnyei (2001a) says that the current trend in motivational psychology and in 

psychology in general is characterized by the cognitive approach, ―which places the focus 

on how the individual‘s conscious attitudes, thoughts, beliefs, and interpretation of events 

influence their behavior: that is, how mental processes are transformed into action‖ (pp. 

7-8). Dörnyei (2001a) continues: ―within the overall cognitive field of motivation that 

characterizes the field today, we find a surprising number of alternative or competing 

sub-theories‖ (p.9), which he briefly describes and illustrates in Table 2.1 below.  
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Table 2.1 Summary of the most well-known contemporary motivation theories in 

psychology in Dörnyei (2001a, pp. 10-11)  
 GOOD 

SUMMARIES 

MAIN 

MOTIVATIONAL 

COMPONENTS 

MAIN MOTIVATIONAL TENETS AND 

PRINCIPLES 

Expectancy-

value 

theories 

Brophy (1999), 

Eccles and 

Wigfield (1995) 

Expectancy of 

success; the value 

attached to success 

on task. 

Motivation to perform various tasks is the 

product of two key factors the individual‘s 

expectancy of success in a given task and the 

value the individual attaches to success on 

that task. The greater the perceived likelihood 

of success and the greater the incentive value 

of the goal. The higher the degree of the 

individual‘s positive motivation   

Achievement 

motivation 

theory 

Atkinson and 

Rayor (1974) 

Expectancy of 

success; incentive 

values: need for 

achievement; fear 

of failure. 

Achievement motivation is determined by 

conflicting approach and avoidance 

tendencies. The positive influences are the 

expectancy for perceived probability of 

success, the incentive value of successful 

tasks fulfillment and need for achievement 

The negative influences involve fear of 

failure, the incentive to avoid failure and the 

probability of failure. 

Self-efficacy 

theory 

Bandura (1997) Perceived self-

efficacy 

Self efficacy refers to people‘s judgments of 

their capabilities to carry out certain specific 

tasks, and, accordingly, their sense of efficacy 

will determine their choice of the activities 

attempted , the amount of effort exerted and 

the persistence displayed (see. Pp 86-87).  

Attribution 

theory 

Weiner (1992) Attributions about 

past successes and 

failures 

The individual‘s explanations for ‗causal 

attributions of why past successes and failures 

have occurred have consequences on the 

person‘s motivation to initiate future action. 

In school contexts, ability and effort have 

been identified as the most dominant 

perceived causes, and it has been shown that 

past failure that is ascribed by the learner to 

low ability hinders future achievement 

behavior more than failure that is ascribed to 

insufficient effort. (see pp. 118-122) 

Self-worth 

theory 

Covington (1998) Perceived self-

worth 

People are highly motivated to behave in 

ways that enhance their sense of personal 

value and worth. When these perceptions are 

threatened, they struggle desperately to 

protect them, which results in a number of 

unique patterns of face-saving behaviors in 

school settings (see pp 81-85) 

Goal setting 

theory 

Locke and Latham 

(1990) 

Goal properties; 

specificity, 

difficulty and 

commitment 

Human action is caused by purpose, and for 

action to take place, goals have to be set and 

pursued by choice. Goals that are both 

specific and difficult (within reason) lead to 
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the highest performance, provided the 

individual shows goal commitment (pp.  

Goal 

orientation 

theory 

Ames (1992) Mastery goals and 

performance goals 

Mastery goals (focusing on learning the 

content) are superior to performance goals 

(focusing on demonstrating ability and getting 

good grades) in that they are associated with a 

preference for challenging work, an intrinsic 

interest in learning activities, and positive 

attitudes towards learning. 

Self-

determination 

theory 

Deci and Ryan 

(1985), Vallerand 

(1997) 

Intrinsic 

motivation and 

extrinsic 

motivation 

Intrinsic motivation concerns behavior 

performed for its own sake in order to 

experience pleasure and satisfaction such as 

the joy of doing a particular activity or 

satisfying one‘s curiosity. Extrinsic 

motivation involves performing behavior as a 

means to an end, that is, to receive some 

extrinsic reward (e.g. good grades) or to avoid 

punishment. Human motives can be placed on 

a continuum between self-determined 

(intrinsic) and controlled (extrinsic) forms of 

motivation.  

Social 

motivation-

theory 

Weiner (1994), 

Wentzel (1999) 

Environmental 

influences 

A great deal of human motivation stems from 

the sociocultural context rather than from the 

individual.  

Theory of 

planned 

behavior 

Ajzen (1988), 

Eagly and 

Chaiken (1993) 

Attitudes; 

subjective norms; 

perceived 

behavioral control 

Attitudes exert a directive influence on 

behavior, because someone‘s attitude towards 

a target influences the overall pattern of the 

person‘s subjective norms (perceived social 

pressures and perceived behavioral control 

(perceived ease or difficulty of performing the 

behavior). 

 

 Dörnyei (2001a) explains that there is a large number of different factors that can 

influence motivation and that each theory summarized in his chart can be convincing, but 

since each theory largely ignores the others, it is difficult to obtain a general overall 

picture of what motivation actually is. In the next section, I will focus directly on 

motivation in relation to second language acquisition. 
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Motivation in Second language Acquisition 

 

 As was previously explained, there are many factors taking place in the process of 

successful language acquisition (Skehan, 1989; Saville-Troike, 2006) which teachers 

should learn to identify and comprehend in order to provide the most effective instruction 

possible (Oxford and Ehrman,1993). Among all these factors, motivation is one of the 

most important predictors (Rubin, 1975; Gardner, 1985, 1990, 2010; Volet & Jarvela, 

2001, Masgoret & Gardner, 2003; Dörnyei, 2005; Dörnyei, Csizer & Nemeth, 2006, 

Bernaus & Gardner, 2008). Stansfield & Winke (2008) address the relevance of 

motivation when they assert that ―high motivation may lead to more strategies and time 

on task which interplays with the learner‘s existing aptitude and maximizes the learner‘s 

potential‖ (p. 83). Likewise, Dörnyei (2001a), who had been working as a language 

teacher and trainer for close to thirty years by now, addresses this issue: ―My personal 

experience is that 99 per cent of language learners who really want to learn a foreign 

language (i.e. who are really motivated) will be able to master a reasonable working 

knowledge of it as a minimum, regardless of their language aptitude‖ (p. 2). 

 Gardner (1985) defined second language motivation as: ―the combination of effort 

plus desire to achieve the goal of learning the language plus favorable attitudes toward 

learning the language.‖(p. 10) He usually relates motivation to attitude because he 

considers that true motivation must be linked to a striving to learn the language. Dörnyei 

(2001b) describes this construct as ―an abstract, hypothetical concept that we use to 

explain why people think and behave as they do‖ (p. 1).  
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Studies on motivation and second language acquisition 

 

 A large number of studies have investigated the relationship between attitudes, 

motivation and Foreign Language (FL) achievement utilizing a wide array of variables 

and different contexts. Gardner and Lambert (1972), for example, analyzed the attitudes 

of French speakers in Canada from different points of view. One of their research 

questions was: ―How is it that some people can learn a foreign language quickly and 

expertly while others, given the same opportunities to learn are utter failures?‖ (p. 1). The 

conclusion was that not only was aptitude important, but also important is the kind of 

attitude and motivation, which could be integrative or instrumental.  

 Another example is the case of Masgoret & Gardner (2003) who carried out a 

meta-analysis of more than 10,000 participants to investigate the relationship of second 

language achievement to five attitude/motivation variables from Gardner‘s Socio-

educational model: Integrativeness, attitudes toward the learning situation, motivation, 

integrative orientation, and instrumental orientation. The researchers view integrativeness 

as ―an openness to identify, at least in part, with another language community‖ (p. 126); 

attitudes toward the learning situation are seen as ―the individual‘s reaction to anything 

associated with the immediate context in which the language is taught‖ (p. 127). 

Motivation is seen as ―goal-directed behavior‖ (p. 128). Integrative orientation refers to 

the total complex of integrativeness, attitudes toward the learning situation, and 

motivation. In other words, they explain, an integratively motivated student is one who is 

motivated to learn the second language, has an openness to identification with the other 

language community, and has favorable attitudes toward the learning situation (p. 128). 
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Instrumental orientation is a construct related to the motivation to learn another language 

―not for the social implications but rather for some practical gain‖ (Gardner 2010, p. 

127).   Two of the major conclusions in this study were that the five classes of variables 

are all positively related to achievement in a second language and that motivation is more 

highly related to second language achievement than the other four variables.  

 Bernaus & Gardner (2008) also developed a study to investigate the issue of 

teacher and student perceptions of teachers‘ strategy use and the effects of those 

strategies in Catalonia, Spain. One of the results indicated that integrativeness, attitudes 

toward the learning situation, and instrumental orientation predicted the motivation to 

learn English and that motivation was a positive predictor of English achievement, 

whereas attitudes toward the learning situation and language anxiety were negative 

predictors of English achievement.  

 In a similar vein of research, Dörnyei, Czisér, & Németh (2006) report a large-

scale cross sectional study about second language learning motivation conducted with 

more than 13,000 children whose ages ranged from 13 to 14. This study surveyed 

children from Hungary to determine the motivation towards a foreign language and if this 

motivation towards learning a specific language changed over time. The study also 

yielded that the motivation towards a specific language can be related to the socio-

political context. They also found that the participants valued foreign languages 

according to their integrativeness, instrumentality, attitudes towards the L2 community 

and their language, as well as interest in the L2 community‘s culture and the 
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community‘s vitality. In this study, English was the language most valued, but German, 

French, Italian and Russian followed in importance.   

 

Gardner’s Socio educational model of Second Language acquisition 

 

 Gardner‘s Socio educational Model of Second Language Acquisition was 

developed in the 1960‘s and is concerned with the role of individual differences in second 

language acquisition, and according to Gardner (1985, p. 145), it can be ―subjected to 

empirical test.‖ Gardner (1985) said that this model was rooted in Lambert‘s socio-

psychological model and a model proposed by Carroll (1962, as mentioned in Gardner, 

1985) which was related to simulating the relative predictability of achievement in a 

second language by variables such as aptitude, intelligence, motivation and opportunity 

to learn. A major characteristic of the socio educational model is that it evolved in 

conjunction with research conducted to test aspects of it, and as a result the major 

variables underlying it have been subject to many studies concerned with their 

identification and measurement (Gardner, 1985, p. 145).  

 The schematic representation of the model, adapted from the 1979 version (see 

diagram 3) includes social milieu, individual differences, second language acquisition 

contexts, and outcomes.  This model has gone through several revisions, but all versions 

stressed the idea that languages are unlike any other subject taught in the classroom since 

they ―involve the acquisition of skills or behavior patterns which are characteristic of 

another cultural community‖ (Gardner, 1985, p. 146). Gardner maintained that the 
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success in acquiring a second language depended on the learner‘s attitude towards and 

beliefs in the other community. He included the following four different individual 

differences that influenced how well individuals performed in a learning situation: 

achievement, intelligence, language aptitude, motivation and situational anxiety.   

 The model also accounts for the language environment which can be formal or 

informal. A formal context would occur in any situation in which the learner receives 

explicit training on a second language. An informal context would occur where 

instruction is not the main goal, but there is exposure in the form of attending movies, 

talking with others or reading.  

 In a formal learning situation, the four individual differences variables would 

influence the learning process. In an informal learning situation, intelligence and aptitude 

for second language learning would play a secondary role. This model explains that there 

are two kinds of outcomes that emerge from the second learning experience: linguistic 

and nonlinguistic. Linguistic outcome refers to second language proficiency, such as of 

vocabulary knowledge, grammar, pronunciation, and fluency, while non linguistic 

outcomes refer to attitudes and values that develop from the learning experience. Gardner 

explains that these outcomes have important implications for subsequent language 

experiences, but these outcomes are influenced by prior cognitive (intelligence and 

aptitude) and affective (motivation and situation) characteristics.   
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Diagram 3. Schematic representation of Gardner’s Socio-educational Model (in 

Gardner 1985, p. 147) 

 

 

 

 

 

 

Criticisms to Gardner’s model 

 

 Gardner‘s socio-educational model was heavily criticized in the mid 1990‘s by a 

number of respected researchers (Dörnyei, Crookes & Schmidt, Oxford & Shearing) who 

argued that motivation should be studied from different perspectives (MacIntyre et al, 

2001, p. 464). ―These authors,‖ wrote MacIntyre, ―claimed that Gardner‘s theory put too 

much emphasis on the integrative and instrumental distinction and tended to ignore a list 

of variables from the broad psychological literature in motivation.‖ 

 Bialystok and Hakuta (1994) agreed with this view, stating that the learners in the 

Gardner and Lambert language studies ―were never exclusively motivated by 

instrumental or integrative orientation‖ (p.139). Instead, they attributed the motivation to 
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a combination of both orientations that was dependant on the individual. Criticisms were 

also based on empirical studies. McGraw (1978) reviewed several studies in which ―in 

most instances, rewards impaired learning‖ (as cited in Deci & Ryan, 1985, p. 257). 

―Providing extrinsic rewards such as money for learning words or for forming concepts,‖ 

wrote Deci & Ryan, ―seems to have distracted subjects form the learning task and 

increased the time necessary for learning or problem solving. When extrinsic rewards are 

introduced into a learning situation, they explained, ―some of the learners‘ attention 

appears to shift from the learning task to the reward‖ (p. 257). Ushioda (2008) also 

commented that Gardner‘s theory and the research it generated came under criticism for 

failing to take adequate account of the classroom context of learner motivation. 

 Taking into consideration the suggestions made by other researchers, and new 

findings from other research performed by himself and coauthored with other 

collaborators, Gardner continued developing his model which will be explained in the 

next section. 

 

Gardner’s 2006 Socio-educational model of Second language acquisition 

 

 After several revisions of his Socio-educational model of Second Language 

Acquisition (Gardner 1979, 1981, 1983, 1985), Gardner (2006b) slightly adjusted it as 

shown in diagram 4.   As previously mentioned, the socio-educational model assumes 

that learning a second language is different from learning another school subject because 

it takes a considerable amount of time, and that in any given time period different 
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individuals achieve different levels of proficiency. In this new model, Gardner 

emphasizes motivation as a key tenet in second language acquisition.  

 

Diagram 4.  Basic scheme of Gardner’s 2006 Socioeducational model of Second 

language acquisition  

 

 
 

 In Diagram 4 above, Gardner illustrates how ability and motivation are present in 

formal and in informal language learning contexts. While ability and motivation would 

be equally involved in formal contexts, ability would play a less important role in 

informal contexts (as indicated by the dashed arrow) because motivation would 

determine whether or not the individual even takes part in the informal contexts. Until the 

individual participates in the informal context, differences in ability would not be 

implicated. Both contexts are shown to lead to both linguistic and non-linguistic 

outcomes, which are maintained from the previous format of the model. 

 This model is also explicit in indicating that the educational setting and the 

cultural context are expected to have influences in motivation and that preconditions such 

as cultural beliefs about language learning, family variables, language history, gender, 
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contexts 
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outcomes 
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and even resulting personality characteristics (here subsumed under ‗cultural context‘) 

might well influence student‘s levels of motivation, and also possibly the potential role of 

mitigation in learning another language. Furthermore, the nature of the educational 

setting could also have an influence. The quality of instruction, the teacher, the 

curriculum, lesson plans, etc., could all have an influence on the student‘s motivation to 

learn the language. These variables can play important roles but their influence is 

mediated by the individual. Gardner (2006b) explains,  

one can have a high quality of instruction, but the actual success of this 

instruction depends upon how it is received by the student. Some students will 

profit from the quality of instruction more than others, and the extent of these 

differences are dependent on characteristics of the students. (Gardner 2006b, p. 

241-242) 

Diagram 5 offers a still more detailed version of the 2006 Socio educational model of 

second language acquisition. In this version, integrativeness and attitudes toward the 

learning situation are both correlated variables that serve as the foundation of the 

motivation to learn a second language; motivation and language aptitude are two 

variables that have an influence on language achievement. This figure also shows that an 

instrumental orientation (instrumentality) could also support motivation in an instable 

manner. Language achievement and language anxiety have reciprocal influences on each 

other, indicating that language anxiety develops in individuals as a consequence of 

experiences in the classroom and then has negative effects on subsequent language 
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acquisition. Diagram 5 also includes measures from the AMTB that assess all of the 

affective constructs which will be explained in the next section.  

Diagram 5.  A structural equation representation of the socio-educational model 

from Gardner (2006) in Gardner (2010, p. 88) 

 

The constructs of the Socio-educational model   

 

 Gardner (2010, p. 88) explains that Integrativeness is a construct that ―reflects a 

genuine interest in learning the second language with the purpose of communicating with 

members of the other language community.‖ Diagram 5 shows that this construct is a 

complex of measures referred to as IO (Integrative orientation), IFL (interest in foreign 

languages), and AFC (Attitudes toward French Canadians). The construct ―Attitudes 

IO IFL AFC 
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toward the Learning situation‖ involves attitudes toward any aspect of the situation in 

which the language is learned. According to Gardner, these attitudes could be directed 

toward the teacher, the course in general, one‘s classmates, the course material, extra-

curricular activities associated with the course, among others.  This author explains that 

these three factors can shape the learner‘s attitude toward the learning situation 

depending on whether students‘ experiences with these factors have been positive or 

negative. Gardner (2010) emphasizes, ―It is these differences in attitudes toward the 

learning situation that are the focus of the model (p. 89). In the AMTB, there is a subscale 

where the learners can evaluate their language teacher and their course, identified as 

TEACHER and CLASS. These two variables are scored together in the AMTB to assess 

attitudes toward the learning situation. 

 Gardner (2010) defines motivation as the driving force in any situation. 

According to him, this construct is made up of three elements. First, the motivated 

individual expends effort to learn the language by such things as completing assignments 

and doing homework. Second, the motivated individual wants to achieve the goal and 

expresses a desire to learn the language, strives to achieve success, and enjoys the task of 

learning a language. The main idea here is that a motivated individual displays effort, 

desire and affect while non motivated individuals may lack one or more of these 

elements. Motivation is measured by MI (motivational intensity), DESIRE (to learn the 

second language—French in this case), and ALF (Attitudes toward learning French). 

Motivation is measured as an aggregate of these three components in the AMTB. 
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 Instrumental motivation (INS in Diagram 5) is defined in terms of financial 

reward. Gardner explains that this variable did not provide clearly identifiable results in 

the few studies existent about the topic. However, in one study he found that instrumental 

motivation was effective until it was clear that the instrumental goal was not achievable. 

 Language anxiety refers to ―a situational form of anxiety associated with learning 

and using a second language‖ (p.90), which is independent from general anxiety. In the 

AMTB, language anxiety is assessed by measures like language class anxiety (CLASS) 

and language use anxiety (USE).  

 The construct Integrative motivation is not shown in Diagram 5, but it is usually 

conceived as an aggregate of integrativeness, attitudes toward the learning situation, and 

motivation. Yet in the 2006 Socio-educational model, this construct is ―a complex of 

attitudinal, goal-directed, and motivational attributes‖ (p. 91). 

 Gardner explains that integrativeness and attitudes toward the learning situation 

are seen as supporters of motivation, but that it is motivation that is responsible for 

achievement in the second language. He also mentions that each construct in his Socio-

educational model shows clearly defined operational definitions and that the main focus 

of this model is on motivation which is supported by integrativeness and attitudes 

towards the learning situation. 

 In this section, definitions of motivation as well as early and contemporary 

theories of motivation are included. Furthermore, the development of Gardner‘s Socio 

educational model is explained in addition to some criticisms of the model. The following 

section will be about the importance of Attitudes in the acquisition of a second language.  
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Attitude 

 

 In his initial work on motivation, Gardner included the concept of attitudes as an 

important component of success in second language acquisition. He claimed that attitudes 

and motivation are often treated together ―given that attitudes have motivational 

properties and motivation has attitudinal implications‖ (Gardner, 2008, p. 31). He has 

always maintained that the learners‘ attitude towards the target culture will have an 

impact on the level of success when learning a second language. He said: 

  The words, sound, grammatical principles and the like that the language teacher 

tries to present are more than aspects of some linguistic code; they are integral parts of 

another culture. As a result, students‘ attitudes toward the specific language group are 

found to influence how successful they will be in incorporating aspects of that language. 

(Gardner, 1985, p. 6)  

 The importance of attitudes in second language resides in the idea that if the 

attitudes towards the target culture are positive, the learner will be more motivated to 

learn the target language, and if the attitudes are negative, the opposite will be true as 

Gardner (1985) explains:  

In the language learning situation, if the students‘ attitudes are favourable, it is 

reasonable to predict, other things being equal, that the experience with the 

language be pleasant, and the students will be encouraged to continue. Simply, 

favourable attitudes tend to cause the experience to be perceived positively. If, on 

the other hand, attitudes are negative, the experiences will tend to be perceived 

unfavourably. (p. 8)   
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 Gardner (1985, p. 9) defines an individual‘s attitude as ―an evaluative reaction to 

some referent or attitude object [attitudes toward something, e.g. ‗attitudes towards 

French-speaking people‘], inferred on the basis of the individual‘s beliefs or opinions 

about the referent.‖ More recently, Oskamp and Schultz (2005, p. 9) defined an attitude 

as a ―predisposition to respond in a favorable or unfavorable manner with respect to a 

given attitude object.‖ Attitude is thus linked to a person‘s values and beliefs and 

―promotes or discourages the choices made in all realms of activity, whether academic or 

informal‖ (Mc Groarty, 1996. p. 5). Learning occurs more easily when the learner has a 

positive attitude towards the language and learning (Chamber, 1999).  

 

Studies on attitude 

 

 Attitude, among other variables, is a frequently investigated affective variable in 

L2 acquisition (Sparks & Ganschow, 2001). In this section I will mention some studies 

that take into account the role of attitudes towards different issues related to second 

language acquisition. Gardner (1985, 2008), for example, mentions that there are a 

variety of studies that focused on attitudes related to educationally relevant factors such 

as attitude toward the teacher, toward the course, or toward the language itself. He also 

mentioned that there were studies which were socially relevant factors such as the group 

that speaks the language. He suggested that attitudes could also refer to more general 

attitudinal dispositions such as ethnocentrism, authoritarianism, or anomie 

(dissatisfaction with one‘s role in society) which might influence second language 
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acquisition. In a number of studies, Gardner found that higher and consistent 

relationships were obtained when attitudes toward language achievement were analyzed 

rather than attitudes toward the second language community. In studies about attitudes 

toward learning a second language which were educationally relevant, Gardner found that 

attitudes toward learning the second language were also related to other factors. For 

example, sex differences were present by analyzing attitudes toward learning the second 

language. Girls tend to demonstrate significantly more positive attitudes than do boys 

(Burstall 1975; Gagnon 1974; Gardner & Smythe 1975; Jones 1950 a, 1950b, as 

mentioned in Gardner, 1985).  Even in the 1970‘s, it was observed that girls were more 

successful in learning languages than boys. One study, however, (Randhawa & Korpan, 

1973 as mentioned in Gardner 1985) demonstrated that sex differences in achievement 

are eliminated once adjustments are made to take into account such attitudinal difference. 

 Gardner mentions that attitudes are also influenced by factors like students‘ 

upbringing.  Gagnon (1974 as mentioned in Gardner 1985, p. 43) found that attitudes 

toward learning English as a second language varied appreciably from one geographical 

area to another in Canada. This researcher found that students in the Province of New 

Brunswick demonstrated significantly more positive attitudes than those in Ontario, who 

were more positive than those of Quebec.  

 A study regarding problems that might occur because of differences in students 

and teachers‘ attitudes on specific practices in education was performed by Schulz‘ 

(2001). In this study, the author tried to analyze cultural differences in student and 

teacher perceptions concerning the role of grammar instruction and corrective feedback. 
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For the study, questionnaires were administered to 607 Colombian students, most of 

whom were studying English; 122, to their teachers; 824 to American FL students, and 92 

to these students‘ teachers. The results showed that students in both cultures valued 

explicit grammar instruction and corrective feedback as strategies to improve their FL 

learning. Although teachers agreed that grammar instruction was favorable in FL 

learning, their answers yielded scores lower than those of the students. Colombian 

teachers and students in general valued formal instruction and error correction more than 

American students and teachers. Another result was that Colombian teachers and students 

believed that the study of grammar would accelerate FL learning, while the American 

counterparts scored lower in this item. The author mentions that students, regardless of 

cultural origin, appear to share certain beliefs about the functions of formal education. 

They see the teacher as an expert knower whose role is to explain and provide feedback. . 

This researcher warns us by concluding that, ―discrepancy in teacher and student 

perceptions regarding the efficacy of instructional practices can be detrimental to 

learning, regardless of the methodological convictions of the teacher‖ (Schulz, 2001, p. 

256).  

 Gardner also reports results of studies about attitudes toward learning a second 

language which are socially relevant. He wrote that research concerned with the 

relationship of achievement in the second language to attitudes toward the second 

language community obtained variable results. For example, Lambert found that 

francophilia was positively related to achievement for adults registered in elementary 

sections of a six-week intensive summer French program, but negatively related for those 
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in the advance sections. However, in 1966, Gardner observed that in some geographical 

areas in the United Sates, attitudes toward the language speaking community were not 

related to achievement (as reported by Gardner, 1985, p. 45). This author also mentioned 

other studies about attitude and second language achievement, for example the case of 

Spolsky‘s study who in 1969 argued that one of the most important attitudinal factors in 

the acquisition of an L2 was the attitude of the learner to the language and to its speakers. 

In 1970, Mueller and Miller found that attitudes toward French people correlated 

significantly with students‘ grades (as estimated by the students). In 1971, Mueller found 

that attitudes toward French-speaking people were correlated with grades in French. In 

1974, Jacobsen and Imhoof, as mentioned in Gardner (1985) as well, found that 

Japanophilia was among the best predictors of speaking proficiency in a group of 600 

Protestant missionaries living in Japan. A more recent study that falls in the socially 

relevant factors was developed by Duisberg (2001), who explored language attitudes of 

high-school level heritage learners of Spanish. Five varieties of Spanish were presented 

to 238 students. The results showed that students had a marked preference for standard 

varieties of Spanish. According to the researcher, there is a need to extend students‘ 

familiarity with divergent speech styles.   

 In 1996, McIntyre and Charos developed a study that attempted to identify and 

measure the effects of affective variables, such as learner attitude, motivation, perceived 

competence, and anxiety, on the success L2 learning and communicative competency. 

The authors used path analysis to look for relationships among affective factors. They 

discovered some significant paths which affect the frequency of L2 communication, as 
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well as global personality traits and other affective variables that affected the willingness 

of learners to engage in L2 communication. Willingness to communicate on the part of 

the learner is defined as ―a stable predisposition toward communication when free to 

choose to do so‖ (McCrosky & Baer, 1985 as cited in McIntyre and Charos, 1996), and 

its two key variables, communication anxiety and the perception of competence in 

communicative performance, consistently correlate with second language proficiency. 

Anxiety has been shown to cause learners to underestimate their L2 speaking and 

comprehension ability. The researchers used self reporting measures (a survey) to 

measure the personality traits, frequency of communication in the L2, willingness to 

communicate, perceived ability, attitudes, motivation, and how much L2 communication 

opportunity existed in learners‘ home and work environments. A series of measures for 

attitudes, motivation, and anxiety were also administered using a 7 point scale. The 

measure was designed to test for integrativeness, motivation, attitudes towards the 

learning situation, and language anxiety. These measures of communication-related 

variables also used, assessed perceived competence in L2, frequency of L2 

communication, and willingness to communicate in L2. Frequency of L2 communication 

demonstrated four separate positive paths: willingness to communicate, motivation, 

perceived communicative competence, and context. Willingness to communicate 

correlates to more time spent in L2 practice, and the (self) perception of L2 ability seems 

to affect the rate of L2 conversation participation. Gardner‘s Socio-educational model 

was reinforced as this study, showing a significant path from integrativeness to attitudes 

toward the learning situation. Global personality traits also showed positive correlations 
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to L2 communication. In this study, the authors manage to obtain some significant 

findings in correlations in affective factors while learning a second language.  

 In the studies mentioned in this section, the authors utilized a variety of 

instruments to find answers to their questions regarding attitudes and other factors that 

students bring to the classroom and which affect their second language acquisition.  

 Gardner (1985) questioned whether attitudes and motivation influence how well 

someone learns a second language. According to him, it is not equally possible that the 

experience of learning a second language influences attitudes and motivation. While 

evaluating studies related to these variables, Gardner‘s focus was directed to three 

different types of language experiences: bicultural excursion programs, regular language 

courses, and intensive language training. His research suggests that changes in social 

attitudes assessed at the time may be greatest where the programs involve novel 

experiences of rather brief duration. He wrote, ―There is little to suggest that changes in 

attitudes result because of differential grades obtained in the class‖ (p. 106).  

He also concludes that a few innovations in the classroom can lead to changes in the 

attitudes and motivation of the learners. He reported,   

Where relatively brief innovations are introduced [in the learning situation] they 

might influence attitudes and motivation, particularly for those who become 

actively involved, but here again it would seem to be the novelty and the 

experience which mediates the change, not the process of learning the second 

language. (Gardner, 1985, p.107) 
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Second Language achievement 

  

 The topic of this dissertation deals with the role of attitudes and motivation on 

English language learning or acquisition. Information has been provided about 

motivation and attitudes, so it is necessary to clarify that language learning is being 

measured through achievement. Achievement is defined as ―something that has been 

done or achieved through effort: a result of hard work‖ (Webster‘s). To measure the level 

of English achievement of the participants in this study, only the scores of two of their 

English exams were taken into account, since it was observed that they were the only 

homogeneous assessment instrument used among all of the participants. It is important to 

mention that these exams consist of multiple choice questions related to grammar, 

lexicon and short readings related to the information that students had learned in class.  

 Jacobovitz (1970), said that achievement in a second language had been viewed in 

terms of knowledge about the structure of the language such as vocabulary, grammar, 

pronunciation, or in terms of proficiency in the four basic skills, speaking, understanding, 

reading and writing, including communicative competence. In the same vein, Gardner 

(1985) had mentioned ―when teachers or researchers assess a student‘s level of 

development in the second language, they focus in a complex way on the combination of 

structural knowledge and skill and often, too, communicative competence‖(p.12). 

Likewise, as it will be mentioned later, there are other skills like speaking in oral 

presentations or writing in portfolios that students create and which are also assessed in 

the English classes offered in the University of Aztlán. However, the only homogeneous 
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instruments used in the University of Aztlán to measure English language achievement 

are three computerized English exams administered to students every semester.    

 In this review of the literature, attitudes and motivation have been considered 

major factors in successful language learning; therefore, definitions for motivation, 

attitude, and second language achievement were included in this section. A description of 

early and contemporary theories of motivation, as well as some studies related to these 

topics, was included as important factors of SLA in this section.  
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CHAPTER THREE: METHODOLOGY 

 

 To test the research questions established in the Introduction, a multiple case 

study was conducted. The rationale for using this research strategy was that it would 

allow the facts in an institution of higher education to be described, analyzed, and 

interpreted. Brown & Rodgers (2002) describe the case study as a kind of research that 

―comprises an intensive study of the background, current status, and environmental 

interactions of a given social unit: an individual, a group, an institution or a community‖ 

(p. 20). Regarding the unit of analysis in a case study, Johnson (1992) asserts that it can 

be ―a teacher, a classroom, a school, an agency, an institution, or a community‖ (p.76). 

This specific case is identified as a multiple case study or collective case study (Creswell, 

2007) because multiple programs were selected to be studied in one site. 

 In recent years, the area of second language research has shifted from a positivist 

view, where the researcher had to use quantitative methodology for the sake of credibility 

and validation, towards a more frequent use of qualitative work. Some authors have now 

pointed out the benefits of combining both quantitative and qualitative methods. For 

example, Dörnyei (2001b) called for ―research that combines the virtues of quantitative 

and qualitative studies in an additive manner‖ (p. 215). Brown and Rodgers (2002) also 

asserted that ―evaluation research today requires the use of both qualitative and 

quantitative research tools and typically combines several of the research types‖ (p. 247) 
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In the case of language program evaluation, Lynch (1992) also argues for a balanced 

approach between qualitative and quantitative methods. 

 Quantitative methods can help researchers find relevant data about their object of 

study, but since these methods confine that data to limited boundaries, this study includes 

qualitative strategies in order to obtain more revealing information about the study‘s 

objectives. According to Marshal & Rossman (2006), a case study ―may entail multiple 

methods- interviews, observations, document analysis, even surveys‖ (p. 56); it is 

precisely these methods which are used in this study in consideration of the benefits of 

using both qualitative and quantitative research methods.   

Research site 

 

 The site where this study was performed was the University of Aztlán (fictitious 

name), located in a northern State of Mexico. This public university was founded in 1954 

and offers more than 52 academic undergraduate programs plus 56 graduate programs in 

its 15 academic units (schools).  It provides academic service to more than 22,000 

students at the undergraduate level.  This university was recently acknowledged as one of 

the two Mexican universities whose 100% of their academic programs have been 

certified by the Comités Interistitucionales para la Evaluación de la Educación Superior 

(Inter-institutional Committees for the Evaluation of Higher Education—known as 

CIEES) due to their good quality.  
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Sampling procedure and participants 

 

 Purposeful sampling was applied to select three academic programs within the 

University of Aztlán. For this study, a school with a consistently high percentage of 

students passing the institutional computerized English exams (School of Medicine, 

Dentistry or Chemistry), a school whose students have a neither too high, nor too low 

percentage of students passing the exams (School of Engineering), and a school whose 

percentage of students passing the exams is consistently low (School of Animal Science, 

School of Agro-technological sciences) were needed.  

For this study, the School of Medicine (which offers only one program: Medicine 

Academic Program) was chosen for having a sample of students who usually obtain  

higher percentages of passing scores in the English computerized exams, as can be seen 

in Table 3.1 and in Table 3.2.  

The School of Engineering, in which students usually obtain a percentage of 

passing English scores which are neither too high nor too low (65–73%), was chosen. 

This school offers eight different academic programs: Civil Engineering, Geology 

Engineering, Engineering in Mines and Metallurgy, Engineering in Computer Systems 

(Hardware), Engineering in Software, Engineering in Topographic Systems, Mathematics 

Engineer, Physics Engineer, Aero Spatial Engineering, Engineering in Processes 

Technology.   The Civil Engineering Program was selected for this study because its 

students‘ English scores are neither too high, nor too low, unlike students from other 

engineering programs like Aero space engineering who are highly motivated to learn 

English because they study the last semesters of their academic program in New Mexico 
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State University. Furthermore, the percentage of passing scores of the students of Aero 

space engineering is higher than the percentage obtained by students of Civil 

Engineering.  

The School of Animal Science, which offers two programs, Engineering in 

Ecology and Animal Science Engineering in Production Systems (herein abbreviated 

Animal Science), was also chosen. Students from Animal Science were selected because 

they had lower percentages of passing scores in the English exams during the 2008 

Spring and Fall semesters than the students of Ecologist Engineering. Another reason for 

choosing this school out of the three with the lowest percentages of passing scores was 

because the researcher did not have close ties with the teachers and administrators who 

work in this school, which is the opposite case in the School of Physical Education and 

Sports Sciences, and, as such, biases could be avoided. These three schools are located in 

three different campuses within the same city. 
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Table 3.1 Percentage of students who passed the third English exam during 2008 

Spring Semester by Schools. 
 School/College Number of students who passed the 

third partial test 

% of sts who 

passed the exam 

1.  School of Physical education and Sports Sciences. 49 out of 104 (1st sem) 
42 out of 296 (2nd sem) 

56 out of 97 (3rd sem) 

58 out of 229 (4th sem) 

47.11 
14.18 

57.73 

25.32 
 

2 School of Law 159 out of 172 (1st sem) 

137 out of 170 (2nd sem) 

80 out of 103 (3rd sem) 

128 out of 143 (4th sem) 

92.44 

80.58 

77.66 

89.51 

 
3 School of Agro technological Sciences 34 out of 47 (1st sem.) 

37 out of 88  (2nd sem.) 

15 out of 30  (3rd sem.) 
24 out of 35   (4th sem.) 

72.34 

42.04 

50 
68.57 

 

4 School of Dentistry 34 out of 34    (1st. sem) 
88 out of 100  (2nd. Sem) 

45 out of 58   (3rd. sem) 
86 out of 99    (4th. Sem) 

100 
88 

77.58 
86.86 

 

5 School of Medicine 26 out of 28 (1st. sem) 
110 out of 124 (2nd. Sem.) 

26 out of 31 (3rd. sem.) 

127 out of 130 (4th sem) 

92.8 
88.7 

83.8 

97.7 
 

6 School of Fine Arts 1 out of 2 (1st sem) 

48 out of 69 (2nd sem) 
No 3rd sem. 

24 out of 34 (4th sem.) 

50 

69.56 
 

70.6 

 
7 School of Engineering 135 out of 206   (1st sem,) 

179 out of 265   (2nd sem.) 

122 out of 180   (3rd sem.) 
82 out of 112    (4th sem.) 

65.53 

65.09 

67.77 
73.21 

 

8 School of Chemistry 81 out of 95    (1st sem.) 
70 out of 106   (2nd sem) 

56 out of 75    (3rd sem.) 

69 out of 80    (4th sem) 

85.26 
66.03 

74.66 

86.25 
 

9 School of Nursing Not available information     

170 out of 289    (2nd sem) 
Not available information     

105 out of 148    (4th sem.) 

 

58.82 
 

58.65 

 
10 School of Animal Husbandry 125 out of 179    (1sst sem.) 

11 out of 63        (2nd sem.) 

12 out of 35       (3rd. sem) 
3 out of 5           (4th sem.) 

69.83 

17.46 

34.28 
60 
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Although the percentages of passing scores in English were higher in the 2008 

Fall semester than in the 2008 Spring semester, as shown in Table 3.2., there is still a 

similar pattern present in the percentages of students who pass the English tests; students 

in the Schools of Medicine and Dentistry have the highest percentages of students 

passing the computerized English tests.  The school of Engineering obtained an average 

percentage of students passing this exam, while the School of Physical Education, Agro-

technological sciences and Animal Science obtained the lowest percentages of students 

passing the computerized English exam. The results in the 2008 Spring semester, which 

were similar to the results in the 2009 Fall semester, increased the possibility to obtain 

similar outcomes during the realization of this study.  
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Table 3.2 Percentage of students who passed the second English exam during the 

2008 Fall semester. 
 Academic program Number of students who passed the 

second partial test 

% of sts who 

passed the exam 

1.  School of Physical education and Sports Sciences. 117 out of 127 (1st sem) 
134 out ot 286 (2nd sem) 

59 out of 93 (3rd sem) 

106 out of 223 (4th sem) 

92 
46.8 

63 

47.5 
 

2 School of Law 173 (out of 173 1st sem.) 

160 out of 176 (2nd sem) 
69 out of 98 (3rd sem) 

130 out of 143 (4th sem) 

100 

90.9 
70.4 

90.9 

 

3 School of Agro technological Sciences 38 out of 48 (1st. sem.) 

28 out of 98 (2nd sem) 

12 out of 31 (3rd sem 
14 out of 36 (4th sem) 

79.1 

28.5 

38.7 
38.8 

 

4 School of Dentistry 34 out of 34 (1st. sem) 
91 out of 112 (2nd sem) 

46 out of 59 (3r sem.) 

90 out of 100 (4the sem) 

100 
81.2 

77.9 

90 
 

5 School of Medicine 29 out of 29 (1st sem) 
120 out of 123 (2nd sem.) 

24 out of 33 (3rd sem) 

122 out of 144 (4th sem) 

100 
97.5 

72.7 

84.7 
 

6 School of Fine Arts 2 out of 2 (1st sem) 

68 out of 74 (2nd sem) 
28 out of 33 (4th sem) 

No 4th semester 

 

100 

91.8 
84.8 

 

7 School of Engineering 226 out of 235 (1st sem) 

233 out of 265 (2nd sem) 

138 out of 183 (3rd sem) 
89 out of 111 (4th sem) 

96 

87.9 

75 
80 

 

8 School of Chemistry 90 out of 90 (1st sem.) 
105 out of 113 (2nd sem) 

50 out of 77 (3rd sem) 

75 out of 88 (4th sem) 

100 
92.9 

64.9 

85.2 
 

9 School of Nursing 2 out of 2(1st sem) 

222 out of 291 (2nd sem) 
32 out of 35 (3rd sem) 

126 out of 147 (4th sem) 

100 

76.2 
91.4 

85.7 

 
10 School of Animal Science 141 out of 153 (1st sem) 

26 out of 71 (2nd sem) 

22 out of 51 (3rd sem) 
2 out of 4 (4th sem) 

92.1 

36.6 

43.1 
50 
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English teachers and administrator participants 

 

Once permission from both the Deans and the Secretarios Académicos (Academic 

Chairs) to gather data from these three schools were obtained and the IRB requirements 

cleared, I invited professors to allow me to collect data during one of their sessions 

through a flyer (Appendices C and D, for an example). I recruited one class from first to 

fourth semesters in each one of the three schools. It was expected that a maximum of 360 

students be obtained. I contacted English teachers, so all of the students would be taking 

English lessons. Then I contacted the English coordinators of the three programs, who 

provided information about the English teachers who worked in each major, one focus of 

this study. Each participant in this study was told that their participation was voluntary. 

The classes of the six English teachers in the School of Animal Science were 

observed, but only five of them (the ones whose students were to participate in the whole 

research process) were interviewed. In the School of Medicine, I was able to interview 

and observe classes of the only two English teachers working there at that time; in the 

case of Civil Engineering, I interviewed six English teachers and observed their classes, 

but administered the data collection instruments only to the classes, the object of interest, 

of three of these six English teachers. The surveys, AMTB and group interviews were 

administered to one group of each level of English courses (1,2,3,and 4) in each academic 

program, so they were administered to 12 groups, although and larger number of classes 

were observed during the study was performed.       
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In the case of administrators, the President of the University through his personal 

secretary, the provost, the present coordinator of the English program, the Deans of the 

three schools, and two previous coordinators of the English program were invited to 

participate in an interview. Neither the President, nor any of the deans of the three 

schools could be interviewed due to their busy schedules, but I was able to interview the 

Secretario Académico (Academic Chair) of the School of Animal Science, the Academic 

Chair of Engineering, but not the Academic Chair of the School of Medicine. The 

English coordinator of every school and the English teachers of the students who 

participated in the study were interviewed as well. A total of 27 interviews with students, 

teachers and administrators were done. I made sure that all of the interviewees knew that 

their participation was voluntary and confidential and that they could put an end to 

interviews whenever they wanted.  

Student participants 

  I asked English teachers for permission to observe their classes to determine 

which groups of students would be interviewed and administered the AMTB depending 

on the most convenient number of students in each group. Once the permission was 

granted and Teachers‘ Informed Consents signed, I explained to students the purpose and 

significance of the study. Once some class observations were done and the groups that 

fulfilled the requirements for this study were identified, I also asked students to read their 

Informed Consent Form and sign it if they were willing to participate in the study. I also 

explained to teachers and students their rights and administered an adapted Spanish 

version (see Appendix E) of the Attitude/Motivation Test Battery (see appendix F for the 
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English version), adapted from Robert C. Gardner‘s (2004) version, a survey, and a group 

interview, all which will be explained in the next section.  

  Two hundred ninety-six AMTB instruments and surveys were administered to 

participants. Sixty three of these instruments had to be eliminated for the following 

reasons:  2 of them had not been filled out completely, 3 were answered by students who 

had already fulfilled the English requirement but were in the classroom at the moment the 

instrument was administered, and 58 had been answered by students who belonged to 

programs different from Animal Science, Medicine, and Civil Engineering.   

Data collection instruments  

 

As mentioned before, both qualitative and quantitative data collection instruments 

were used (see diagram 6)  to obtain a better idea of what was happening with students‘ 

motivation and attitudes towards the English learning processes in this university.  On the 

quantitative side, the results of an AMTB (Attitude Motivation Test Battery) were 

compared with the results of two English tests of the students through one-way ANOVAS 

and post hoc tests to determine whether there the constructs of the AMTB subscales 

influenced the results of the exams or not; furthermore, a survey was administered to 

students to obtain personal and academic quantifiable information from the students. 

Institutional documentation was also used as further data.  On the qualitative side, I 

carried out semi-structured interviews with English teachers, administrators, ex-English 

coordinators, and students, as well as observations where field notes in the English 

classes were taken. All of the class sessions and interviews were recorded in audio. 
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Diagram 6. Data collection instruments. 

Data collection 

instruments 

Survey for 233 

participants 

Scores of two 

English exams of 

each participant 

AMTB administered 

to 233 participants 

14 semi-structured group 

interviews 

32 Class observations 

20 interviews to English 

teachers, coordinators, and 

administrators 

16 follow up mini-

questionnaires 
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 The Attitude/Motivation Test Battery (AMTB) 

 

For this study, I adapted the Attitude Motivation Test Battery (AMTB), originally 

developed by R. C. Gardner (2004). I utilized the English version of this instrument 

which was originally used with English-speaking Canadian primary and secondary school 

students who were studying French as a foreign language. According to Gardner (1985b), 

the AMTB was designed to assess the non-linguistic goals of a second language program. 

These non-linguistic goals, he claims, ―[e]mphasize aspects as improved understanding of 

the other community, desire to continue studying the language, and interest in learning 

other languages, etc‖(p. 1) in contrast with the linguistic goals that focus on developing 

―competence in the individual‘s ability to read, write, speak, and understand the second 

langue‖ (p.1) and which can be evaluated by a quantity of tests designed to assess these 

skills.  

Gardner‘s 1985 version of the AMTB includes Likert (1932) items of 16 subtests 

assessing 

1. Attitudes toward French Canadians, 

2. Interests in Foreign Languages, 

3. Attitudes toward European French people, 

4. Attitudes toward learning French, 

5. Integrative orientation, 

6. Instrumental orientation, 

7. French class anxiety, 
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8. Parental encouragement,    

Three subtests in the form of multiple-choice were assessed: 

9. Motivational Intensity, 

10. Desire to learn French, 

11. Orientation index, 

Eight sub-tests which were assessed in a semantic differential format (Osgood, Suci 

& Tannenbaum, 1957) were included: 

12. French Teacher—Evaluation, 

13. French Teacher–—Rapport, 

14. French teacher–—Competence 

15. French teacher–—Inspiration, 

16. French course–—Evaluation, 

17. French course—Difficulty, 

18. French course—Utility, 

19. French course—Interest. 

Adapting the AMTB to the Mexican context 

To use this instrument, I adapted it to the context of the University of Aztlán since 

both R. C. Gardner (personal communication, October 16, 2008) and Dörnyei (2001b) 

recommend adjusting instruments to the context where they are going to be administered. 

Gardner suggested:  ―I advise people who adapt our scales to their setting that they 

should be careful to adapt the items so that they measure the concept as described.‖  

The steps followed for adapting the AMTB were: 
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a) Eliminate all of the items that were negatively keyed (Brown & Rodgers, 2002) to 

prevent students‘ confusion. 

b) Eliminate a subscale about parental motivation because all of the students 

recruited were going to be older than 18 and the original AMTB was designed for 

grade 11 Canadian students (Gardner, 1985). 

c) Eliminate the scale about anxiety because this was outside the scope of this study. 

d) Adapt the items that did not fit into the Mexican context in accordance with 

Dörnyei‘s idea (2001b) who suggested that any instrument should be adapted 

―…because of the great diversity of language-learning environments and because 

of the social sensitivity of attitude/motivation questionnaires, no battery can be 

used mechanically (i.e. without considerable adjustments) in contexts other than 

where it was developed‖ (p. 260).   

e) Eliminate the section of subtests with semantic differential items that assessed 

teachers‘ performance and course evaluation, subscales which were included in 

the first part of the AMBT in a more general format.  

f) Translate instrument into Spanish. 

g) Ask a Hispanic Literature professor who is a native speaker of Spanish to correct 

any mistakes both in grammar and coherence. 

h) Pilot the instrument with 39 students from the University of Aztlán. 

i) Test the internal consistency reliability of the instrument and make the necessary 

changes. 
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The final version of the AMTB used for this study measured the following 10 subscales: 

1.  Interest in foreign languages, 

2.  Motivational intensity; 

3.  English teaching evaluation, 

4.  Attitudes towards learning English, 

5.  Attitudes toward English–speaking people, 

6.  Integrative orientation, 

7.  Desire to learn English, 

8.  English course evaluation, 

9.  Instrumental orientation,  

10. And aptitude to learn a foreign/second language. 

 

Piloting the AMTB 

 

A study of the AMTB was piloted with a sample of 39 participants during the 

2008 Spring semester at the University of Aztlán. One student was from the School of 

Medicine, one from the School of Law, 10 from the School of Philosophy and Letters, 12 

from the School of  Physical Education and Sports Sciences, 7 from the School of 

Dentistry, 2 from the school of Engineering, and 6 from the school of Chemistry 

Sciences. For the purpose of this study, the researcher had to adapt and translate this 

instrument from English to Spanish. The reliability for every construct in each subscale 

of the AMTB instrument was confirmed through Cronbach‘s alpha, ―a statistical measure 
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of the internal consistency of items on tests which ranges from 0.00 to 1.00‖ ( Wiersma, 

2000, p. 298). Although Romo (2010) claims that there is not unanimous agreement 

about which are lowest Cronbach Alpha values accepted to confirm consistency, Dörnyei 

(2003) mentions that for well-developed attitude scales containing as few as 10 items, 

these values ought to approach 0.80. Dornyei also mentions that L2 researchers usually 

want to measure different aspects related to second language acquisition, which processes 

are quite intricate, in a single questionnaire. Since this practice, apart from including ten 

items or more of every area, would result in creating very long scales which would take 

participants a long time to answer and researchers a long time to process, Dörnyei says: 

―somewhat lower Cronbach Alpha coefficients are to be expected, but even with short 

scales of 3–4 items, we should aim at reliability coefficients in excess of 0.70; if the 

Cronbach Alpha of a scale does not reach 0.60, this should be warning bells‖ (Dörnyei 

2003, p.112) (Dörnyei, 2010, p. 95) 

 In the pilot study of the AMTB, the Cronbach alpha results in the nine subscales 

were the following: 

Table 3. 3 Cronbach alpha values of subscales in the AMTB version used in study. 

         

Subscales Cronbach alpha value 

Interest in foreign languages   .76 

Motivational intensity  .84 

English Teacher Evaluation .89 

Attitudes toward learning English  .83 

Attitudes toward English-speaking people .79 

Integrative orientation  .87 

Desire to learn English .80 

English course evaluation .87 

Instrumental orientation .69 

 

 



 83 

 

Since the internal reliability of subscales 5 (Attitudes toward English-speaking 

people) and 9 (Instrumental orientation) did not reach Dorneyei‘s recommended values, 

every item was analyzed and sorted within the scales. Items 5 and 13 were removed from 

subscale 5 giving the internal reliability of .79. In the case of subscale 9, if I eliminated 

item 8, the Cronbach alpha would rise to .70, which would satisfy Dornyei‘s 

recommendation, but would eliminate significant information for the whole analysis. 

Additionally, if the other items were eliminated, the alpha would be much lower, so item 

8 was kept for future reference, as suggested by Romo (2010). As a result, the values kept 

for the final AMTB version were the ones in Table 3.3. 

 

Survey 

 

Once the student-participants completed the AMBT, they filled out a survey (see 

appendices G and H). This survey contributed personal data and information about their 

attitudes and thoughts about the English program offered in this university. It gave further 

information from the students‘ point of view compared to the limited information that the 

AMTB would yield.  

Translating the surveys and transcriptions 

 

          Since most of the data was in Spanish, including the transcriptions, the translating 

process was treated carefully. Once all of the data in the digital voice recorded in Spanish 

was transcribed, I started coding, analyzing and categorizing it. Then, only the 
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information that was considered relevant for the study was translated into English. In the 

case where phrases or ideas were difficult to convey in English or difficult for me, as a 

native Spanish speaker, to translate to English, I asked classmates in the SLAT Ph. D. 

program who were fluent in Spanish and whose native language was English to provide 

insights about the translation. In cases where teacher-participants decided to have the 

interview in English, the whole transcription was done in this language.  

Interviews 

 

 After students completed the survey (in approximately 10 minutes), a group 

interview was carried out following the protocol in appendices I and J. English teachers, 

English coordinators, and other university administrators were interviewed as well (see 

appendix L). It was emphasized that this part of the study was voluntary since one of the 

disadvantages of group interviews is that any information obtained is not confidential 

(Brown, 2001, p.  5). The interviews were recorded with a digital voice recorder, 

provided participants had granted their permission. Some participants could have felt 

intimidated or uncomfortable to say something that might be controversial (but they were 

told that they could stop their participation any time). However, a very powerful 

advantage is that this technique is less time consuming than a one-to-one interview, and it 

eliminated the possibility of gathering repetitive information. Lynch (1996) mentions that 

another advantage for this data-gathering method is that ―participants can question and 

clarify each other‘s responses‖ (p. 130). 
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Transcribing the interviews 

 

 First of all, all interviews with participants and most of class observations were 

transcribed verbatim, but since this study is not going to consider linguistic traits of the 

participants, details such as overlapping material and hesitations were not included. The 

purpose of using these transcriptions was to allow for later review of the conversations in 

order to catch any information not detected while interviewing. However, contextual 

references that could not have been clear to the readers of this study were explained at the 

end of the transcripts. 

Follow up mini questionnaire 

 

 After observations, administration of the survey, AMTB, observations and 

interviews were used to collect data, it was necessary to return to the research sites to 

administer a mini questionnaire (see appendix  K) to a sample of students whose English 

scores had increased in the second English computerized exams. The mini-questionnaire 

included these questions in Spanish: What was your score in the first English exam? 

What was your score in the second English exam? Which factors influenced this change 

in your English scores?  It was not necessary for students to write their names because 

they had been identified as students whose scores had increased. 

 

Observations 

 Thirty-two class observations were made with 13 different English instructors; 17 

observations were in the School of Animal Science, 7 in the School of Medicine, and 8 in 
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the school of Engineering. More than 50% of the observations were made in the School 

of Animal Science, since it was the first site the researcher began to visit. As it became 

clear that other teachers followed similar methodological and behavioral patterns in their 

sessions, the researcher decided to make fewer observations in the other two schools.    

  The goal to having these observations was to try to find patterns in teacher-

students interactions, students‘ and teachers‘ attitudes toward the language program, 

teaching strategies, materials used, and facilities that could have been related to the 

students‘ attitudes and motivation towards their English language instruction. Field notes 

were taken and the classes recorded with a digital voice recorder, provided teachers had 

granted their consent. 

Field notes 

 

           Field notes in the study were also relevant in the creation of detailed, rich 

descriptions of the participants, the setting, the activities within the classrooms and the 

research process at large. These field notes were pivotal in understanding not only the 

attitudes and motivations of students towards learning English, but also the environment 

where these students take their classes and the English teachers methods and attitudes 

towards teaching English. 

 

Secondary research 

 

   To answer the third research question for this project, How can we design a 

curriculum that will maximize the opportunity to enhance students’ motivation and 
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change their attitudes positively on their attitudes to foreign language learning?, research 

―based on secondary sources, especially other researchers‘ books and articles‖ (Brown & 

Rodgers, 200210) was needed. For this section, data published about effective language 

teaching, teacher and student motivation, and effective and motivating teaching strategies 

was gathered. Then, the findings from the AMTB, the students‘ grades, the observations, 

and the interviews of this study were triangulated with the findings in the secondary 

research in order to draw suggestions to enhance motivation in the students of the site 

that was studied. 

 

Informed consents 

 

Once all of the administrators and English teachers previously mentioned, 

accepted participating in the study, they were asked to read the informed consent, which 

is required by the Internal Review Board (IRB). The protocols (see appendices L and M) 

were used for interviewing them either in Spanish or in English.  Brown (2001, p. 4) 

warns that although individual interviews are more time consuming, they ―are best used 

for exploring which questions, views, or issues are worthy of later follow-up study.‖  The 

information obtained from these interviews was useful to answer some of the sub 

questions of this study and to meet teachers who allowed the researcher to observe their 

classes. 
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Data analysis 

 

           This study allowed me to start analyzing data from the first group interview since I 

was able to record the students‘ immediate answers to the interview questions. As soon as 

every interview was finished, I transcribed it and identified emergent theory about the 

students‘ attitudes and motivation toward the English program offered in the university 

where the study was performed. In other words, I started coding the data. This strategy 

allowed me to ―define what is happening in the data and begin to grapple with what it 

means.‖ (Charmaz, 2006: 47) To code the interview data, I followed Charmaz‘ (idem) 

suggestions for coding: remain open, stay close to the data, keep codes simple and 

precise, construct short codes, preserve actions, compare data with data and move quickly 

through the data. 

 Then, I drew a chart to write emerging themes while I continued interviewing the 

other groups. I did the same with the teachers and administrators interviews. 

In the case of the AMTB, I correlated the results of the nine subscales with the 

results of the students‘ English exams. This information was triangulated with the results 

of the interviews with students, teachers and administrators to draw conclusions about the 

first and second research questions:  

1. What is the attitude and motivation of university students in learning English in a 

public Mexican university? 

2. What are some of the factors that influence students’ attitudes and motivations in 

learning a foreign language? 
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CHAPTER FOUR: QUANTITATIVE DATA 

 

 Most of the data obtained from the survey and AMTB will be described overall; 

that is, including all of the participants‘ answers, and in some cases, separated by the 

three academic programs (Medicine, Animal Science, and Civil Engineering) observed. 

The first section of this chapter describes the data obtained from the surveys 

administered.    The second section includes the students‘ scores in two English 

computerized tests. The third section describes the results of a mini-questionnaire 

administered to a sample of 16 students. The fourth section analyzes the data obtained 

from the AMTB and its relation with the results that emerged from the other data 

collection instruments.  

Surveys  

 

 A survey was administered to all of the student participants to obtain personal 

information, information about the results of the proficiency test in the English language 

program offered by their university, and information about their attitudes towards the 

same program. The results are shown in the following tables.    

Demographic and general participant information 

 

 Information about the participants‘ age, gender, place of origin, schooling, and 

academic program studied was obtained from the first section of the interviews. 

 



 90 

Students’ age 
 

 As shown in Table 4.1, students‘ ages in the sample ranged between 18 and 36; 

the mean is 19.5 and the mode, 19. Very few were older than 21, which was 

understandable since all of the participants in the study were in the first four semesters of 

their undergraduate studies. 

Table 4.1 Students’ age (Overall) 

Age Number of students Percent 

18 63 28.64 

19 74 33.64 

20 44 20.00 

21 25 11.36 

22 7 3.18 

23 2 0.91 

24 2 0.91 

26 1 0.45 

28 1 0.45 

36 1 0.45 

Total 220 100.00 

Missing 13  
 

 

  Students’ gender 

 

 Although data in Table 4.2 shows that 71% of the participants of this study are 

male and 29% are female, Agenda Estadística (2009), shows that out of the 21,417 

undergraduate students in the University of Aztlán, 8,540 (50.38%) are male and 8,468 

(49.60%), female. 

Table 4.2    Students’ gender distribution. 

  Frequency Percent 

Female 68 29 

Male 165 71 

Total 233 100 
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English course taking in the university 

 

 

  As shown in Table 4.3, 78 of the participants in the sample, 33.5%, were in the 

first English level; in the second level, there were 47 participants, 20.2%; in the third 

level, there were 68 participants, 29.2%; and in the fourth level, there were 40 

participants, 17.2%. The number of students at each level varied noticeably depending on 

whether the students enrolled in the university in August or in January, since more 

students are accepted in the Fall semester than in the Spring semester. For example, 199 

students were accepted in the school of Medicine for the 2010 Fall semester (Examen 

Nacional de Ingreso a la Educación Superior, 2010), while only 28 were accepted in the 

2008 Spring semester (Examen Nacional de Ingreso a la Educación Superior, 2008).  

Table 4.3 Participants’ English course in college. 

  

Number of students Percentage within 

sample 

English 1 78 33.5 

English 2 47 20.2 

English 3 68 29.2 

English 4 40 17.2 

Total 233 100 

 

 

Participants’ major 

 

 As Table 4.4 illustrates, 94 of the students in the sample, 40.3%, study in the 

School of Medicine; 67, 28.8%, in the School of Animal Science; and 72, 30.9%, in the 

School of Engineering. 
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Table 4.4 Participants’ major 

 Academic program Number of students Percent 

Medicine 94 40.3 

Animal Science 67 28.8 

Civil engineering 72 30.9 

Total 233 100 

 

Students’ place of origin (overall results) 

 

In general, 203 of the participants in the sample, 92.3%, come from urban areas, while 

17, 7.7%, from rural areas. 

Table 4.5 Place of origin (overall) 

Place of Origin Number of students Percent 

Rural 17 7.7 

Urban 203 92.3 

Total 220 100 

 

Students’ place of origin divided by major 

 

 Table 4.6 shows that only 3.5% of the students of Medicine who participated in 

the study are from rural origin, while a 96.5% comes from urban areas. In the case of the 

students from Animal Science, the percentage of students from rural areas is 18.5, while 

81.5% come from urban areas; in the program of Civil Engineering, 2.9% comes from 

rural areas while 97.1% comes from urban areas. Table 4.6 shows that 12 out of the 17 

students who come from rural areas belong to the program of Animal Science, and this 

group makes up 70.6% of the total number of students in the sample who come from 

rural areas.  



 93 

Table 4.6 Place of origin divided by major. 

Major Origin Frequency Percent 

Medicine Rural 3 3.5 

  Urban 83 96.5 

  Total 86 100 

Animal science Rural 12 18.5 

  Urban 53 81.5 

  Total 65 100 

Civil engineering Rural 2 2.9 

  Urban 67 97.1 

 Total 69 100 

 

 

 It is important to make clear that in Mexico, an area is categorized either urban or 

rural depending on the number of its inhabitants. Statisticians from the Instituto Nacional 

de Geografía, Estadística e Informática (INEGI) consider an area rural if it has fewer 

than 2,500 inhabitants, and urban if there are more than 2,500 inhabitants. In Mexico, a 

location with fewer than 2,500 inhabitants generally lacks qualified educational 

institutions, so it can be inferred that the students of Animal Science are in a 

disadvantaged academic position in relation to the students of the other two academic 

programs. Furthermore, it could also be inferred that these students were not motivated to 

learn English since they might not see its use due to the economic activities performed in 

their places of origin which are usually related to agriculture and raising livestock.    

Initial age of English language instruction (overall results) 

 

Table 4.7 shows that the largest frequencies of initial age of English language 

instruction for the students in the sample fall under specific ages. In one of the large 
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groups, 12.3% of  the sample began studying English at age 6, which is the average age 

for students to start elementary school, although many children begin elementary school 

at ages 5 or 7. Most of these students were likely taking private English courses since 

public elementary schools had not offered English for their students until fairly recently, 

and even now, they are offered only in privileged schools where parents have to pay extra 

fees for these classes. The other largest groups are around ages 11, 12, and 13. Together, 

they make up 60% of the cases in the sample. These ages are the average age for students 

to begin middle school in Mexico. It is important to mention that English classes are part 

of the official curriculum for middle schools. English is taught during the three years of 

middle school instruction. From the results in this table, it can be inferred that most of the 

students in the sample possessed some English knowledge before enrolling the University 

of Aztlán. 
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Table 4.7 Initial age of English language instruction (overall results) 

Age Number of students Percent 

3 1 0.4 

4 2 0.9 

5 3 1.3 

6 28 12.3 

7 11 4.8 

8 6 2.6 

9 8 3.5 

10 9 4.0 

11 26 11.5 

12 82 36.1 

13 27 11.9 

14 7 3.1 

15 10 4.4 

16 1 0.4 

17 3 1.3 

18 2 0.9 

19 1 0.4 

Total 227  

 

 

Initial age of English instruction per major (in percentage) 

 

 Table 4.8 shows the percentages of students who began English instruction at 

ages 5–7 and at 11–13, which are the average ages to begin studying elementary school 

and middle school, respectively, in Mexico, as mentioned above. The results show that 

the program of Medicine has the highest number of students who reported having begun 

English instruction at the beginning of elementary school, followed by students of Civil 

Engineering. Animal Science, in contrast, has the lowest percentage of students who 

began learning English at this early age.  
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Table 4.8 Initial age of English instruction per major (in percentage). 

MAJOR Initial age 

 5-7 11-13 

Medicine 22.8 58.7 

Animal Science 7.7 63 

Civil engineering 17.1 57.2 

 

 Although there is still controversy about the effects of initial age of language 

instruction according to Dornyei (2009) and Liu (2007), it is implied that the students of 

Medicine are in an advantaged position in relation to the students of the other two 

programs due to the differences of time of English language exposure among the students 

of the three academic programs.   

 In the group of students who began English instruction from ages 11 to 13, it can 

be observed from Table 4.8 that the percentage is similar in the three majors, but Animal 

Science has the highest percentage of students who began English instruction at this age. 

Again, these students are in a less privileged position regarding initial age of English 

instruction, according to the data provided by students themselves. 

Time students had studied English before College 

 

 

 Results in Table 4.9 show that many students mentioned that they had studied 

English for a period shorter than four years. Students could have misinterpreted the 

question that referred to this topic in the survey. Since English courses are compulsory in 

middle and high school in Mexico, it was not possible to determine what the exact time 

of students‘ exposure to English as a foreign language was. 
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Table 4.9 Time students had studied English before enrolling College. 

 

Time Number of students 

0.5 4 

1 11 

2 10 

3 17 

4 15 

5 16 

6 84 

7 8 

8 8 

9 9 

10 8 

11 4 

12 12 

14 3 

15 2 

16 2 

 

Students who took the English proficiency test per major 

 

 The results in Table 4.10 clearly indicate that Medicine had the highest 

percentage of students in the sample who took the English proficiency test; Civil 

Engineering had the second highest, while the Animal Science program had the lowest 

percentage of students attempting to pass the test. The next section will indicate the 

reasons students had for having, or not having, taken the test. 

Table 4.10  Percentage of students who took the English proficiency test per major. 

 Major 

Proficiency test Medicine Animal science Civil engineering 

NO 57.4 92.5 80.5 

YES 42.6 7.5 19.4 
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Reason for taking English proficiency test (overall) 

 

As shown in Table 4.11, 70 percent of the students who took the English 

proficiency test in the sample took it hoping to have more free time to do activities other 

than studying English. Fifteen percent took it because they thought they had enough 

knowledge to pass the test and so to waive English classes, but for reasons described 

later, did not accept a score. The remaining 15 percent claimed that they only wanted to 

know the level they had in English (out of curiosity).  

Table 4.11 Reason for taking English proficiency test (overall) 

Reason for taking proficiency test No. of students Percentage 

To free up time 37 70 

Sufficient proficiency 8 15 

Determine English level 8 15 

 

It is necessary to mention that the data provided here corresponds to the students 

of the sample who were taking the English classes, not to the total number of students 

registered in the first to fourth English courses. There are students who took and passed 

the proficiency test and who decided to waive their English classes, so they are not part 

of this study. 

Reason for taking English proficiency test by major 

 

 The results in Table 4.12 show that the main reason for taking the English 

proficiency test among participant was to free up time, as shown in the global results.  

However, of the three programs, Civil Engineering had a higher percentage of students 
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who believed that they had enough knowledge to pass the English requirement; this 

program also showed the highest percentage of students who only wanted to know which 

level of English they had out of curiosity.  In contrast, not a single student of the Program 

of Animal Science believed they had enough English knowledge to pass the proficiency 

test. This datum confirms that students from this program felt less knowledgeable in 

English than students from the other two programs.  

Table 4.12 Reason for taking English proficiency test by major. 

  Major 

 Medicine Animal Science Civil engineering 

To free up of time 76.5 80 50 

Sufficient proficiency 14.7 0 21.4 

To determine English 

level 8.8 20 28.6 

 

Reason for not taking English proficiency test (overall) 

 

 The reason that 34.1% of the students who decided not to take the English 

proficiency test self-reported was ―a lack of English knowledge‖; 26.2% reported that 

they did not feel they had enough knowledge to pass the test, ―lack of self confidence‖; 

12.2% were placed in the category of ―unavoidable obstacle‖ for reporting reasons such 

as that they did not have money to pay for the test or that they did not know when or 

where they had to take the test. An 8.5% reported they did not take the test because they 

wanted to improve their GPA by taking the four semesters of English. They considered 

that English was a course with a level of difficulty that was not excessive and that this 
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would enable them to obtain good scores, which in turn, would help them improve their 

GPA. 

Table 4.13 Reason for not taking English proficiency test (overall).  

 Frequency Percentage 

Unavoidable obstacle 20 12.2 

To improve GPA 14 8.5 

Lack of knowledge 56 34.1 

Lack of self confidence 43 26.2 

Fondness for English 31 18.9 

 

Reasons for not taking the proficiency test by major 

 

 Table 4.14 shows that students of the Animal Science program had the highest 

percentage in ―unavoidable obstacles,‖ giving reasons explained in the previous section. 

This implies that these students did not take the proficiency test due to their vulnerability, 

which could be academic or socio-economic. The second reason Animal Science students 

gave for not taking the English proficiency test was ―lack of self confidence,‖ which 

means that students reported that they ―believed‖ or ―thought‖ they did not possess 

enough knowledge so as to obtain a high score in the English proficiency test. Medicine 

students show the highest percentage in the ―lack of knowledge‖ reason, being followed 

by ―to improve GPA‖ and ―lack of self confidence.‖  

Table 4.14  Reasons for not taking the proficiency test by major 

 Major 

 Medicine Animal Science Civil engineering 

Unavoidable obstacle 11.3 17.5 7.4 

To improve GPA 22.6 1.8 1.9 

Lack of knowledge 32.1 38.6 31.5 

Lack of self confidence 22.6 22.8 33.3 

Fondness for English 11.3 19.3 25.9 
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  Students who obtained the highest percentage in the ―lack of (English) 

knowledge‖ were in Animal Science. As observed in the previous sections of this 

chapter, these students reported having the fewest opportunities to study English before 

enrolling in the university. Interestingly, Civil Engineering students show the highest 

percentage in ―Fondness for English,‖ being followed by Animal Science. Medicine has 

the group of students who report the lowest percentage in ―Fondness for English.‖  

  

Scores in English proficiency tests by major 

 

 

Table 4.15 shows differences in the mean scores of the participants‘ English 

proficiency tests. Once more, it is implied that Medicine students possess more 

knowledge of English than the other two groups since their scores are the highest in the 

proficiency exams, being followed by Civil Engineering and then by Animal Science.  

Table 4. 15 Scores in English proficiency tests by major 

MAJOR N 

Mean scores in English 

exams Std. Deviation 

Medicine 33 6.32 1.05 

Animal Science 5 5.70 0.80 

Civil engineering 13 5.75 0.92 

 

Reason for not accepting scores in the proficiency test per major 

  

 

From the few students in the sample who passed the proficiency test and who 

decided not to accept their score in the English proficiency tests, a larger percentage 
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revealed that they wanted to improve their GPA rather than to study English for the sake 

of learning as shown in table 4.16.  

Table 4.16 Reason for not accepting scores in the proficiency test per major. 

Major Reason Frequency  Percent 

Medicine To improve GPA 21 75 

  To learn more English 7 25 

Animal Science To improve GPA 2 100 

Civil engineering To improve GPA 4 80 

  To learn more English 1 20 

 

 The passing scores of Medicine students in the sample ranged from 6 to 8, the 

maximum being 10; in Civil Engineering, the passing scores ranged from 6 to 7.5, and in 

Animal Science, from 6.2 to 6.7. 

Changes students suggest for the English program 

 

 As indicated in Table 4.17, 48.4% of the students of Civil Engineering did not 

suggest changes in the survey. This might indicate that more students in this major were 

more satisfied with the program than the students in the other two majors. A 25.6% of the 

students of Medicine did not suggest any change. This might indicate that they were more 

dissatisfied with the program in general than the other two groups. Regarding the 

―Instruction‖ category, which refers to English teachers‘ performance in general, a larger 

percentage of dissatisfaction in this category came from Animal Science students.  

 In the case of ―program administration,‖ Medicine and Civil Engineering had 

homogeneous percentages, 23.3% and 22.6%, respectively. These two groups considered 

that changes should be established in the way the English program is designed. The 

largest percentage of changes suggested related to ―teaching materials‖ was found in the 
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group of Medicine students. The other two groups had very low percentages in this 

category. 

Table. 4.17 Changes students suggest for the English program. 

Major Kind of Change N % 

Medicine No changes 22 25.6 

  Instruction 16 18.6 

  Program administration 20 23.3 

  Teaching materials 28 32.6 

  Total 86 100.0 

Animal Science No changes 20 40.0 

  Instruction 17 34.0 

  Program administration 9 18.0 

  Teaching materials 4 8.0 

  Total 50 100.0 

Civil engineering No changes 30 48.4 

  Instruction 16 25.8 

  Program administration 14 22.6 

  Teaching materials 2 3.2 

  Total 62 100.0 

 

 

Results of English exams 

 

 As previously mentioned, students‘ English achievements were measured through 

the first two English tests that were designed by the English Coordination in the 

university. Students have to take three English exams every semester. These exams 

evaluate the same items organized randomly in the computer system, so that every 

student completes a different exam administered simultaneously to every student within a 

group, except when the number of students surpasses the number of computers in the 

laboratories. When this happens, the instructor schedules two different dates for the 

English exams. The reason for using the English tests as a way to measure students‘ 
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achievement was because the exam was the only homogeneous and objective means to do 

it as opposed to more subjective ways to evaluate other criteria, such as participation, 

homework, portfolios, or oral presentations. These exams were designed according to the 

textbooks used in the university, yet they evaluate grammar, vocabulary, and reading 

comprehension in spite of the book being based on the communicative method. 

  In this section, the differences between the scores students obtained in the first 

and second partial English computerized exam will be identified. By the time this 

analysis was begun, the students had not taken the third English exam; furthermore, due 

to the complicated agenda of the English department staff in the university at the end of 

the semester, it was not possible to obtain the scores for the third exam, although 

analyzing the results of the first two exams was the goal intended in the planning stage of 

this study.  

Table 4.18 Mean scores of English exams (2009 Fall semester) 

 
Academic 

program 
Number of 

students 

Mean score in 

1
st
  English 

exam 

Mean score in 2
nd

 

English exam 

Percentage of 

increase in English 

scores 

Animal  

Science 

67 5.4 6.5 18.7 

Civil 

Engineering 

72 7.1 7.5 6.2 

Medicine 94 8.1 8.3 2.0 

 

 As was initially observed, students‘ English scores varied among majors. In the 

first computerized English exam that students took during 2009 fall semester, the sample 

of students from the School of Animal Science obtained a mean score of 5.4, which was 

the lowest of the three. Students of Civil Engineering obtained an average score higher 
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than Animal Science, 7.1, and the students in the School of Medicine obtained the highest 

mean score of the three groups, 8.1.      

 In the second exam, the students from the School of Animal Science obtained an 

English mean score of 6.5; students from the Civil Engineering obtained a mean score of 

7.5, while the sample from the School of Medicine obtained a score of 8.3, the highest 

mean score of the three groups. These results also show that Animal Science students 

obtained the lowest scores while Medicine students, the highest of the three groups.  

 An interesting aspect in the comparison between these two scores is that an 

increase from English exam1 to English exam 2 in all of the programs was also observed. 

However, the program with the highest increase in scores by percentage was the program 

where students obtained the lowest grades, Animal Science. The students in this program 

increased their grades 18.7%, while the students in Civil Engineering increased it by 

6.2% and the students in Medicine had an increase of only 2%. This might be due to the 

range of increase that advanced students can make. Students who score the lowest have 

the opportunity to advance from a range of 0 to 10 in their scores (depending on the 

initial score they obtained) while students who obtain high scores are limited by how 

much advance they can make from an initial high score, for example, from 8, 9 or 9.5 

only to 10 (ceiling effect).   

 A Tukey HSD test was conducted to determine if there was a statistical difference 

between students‘ mean scores in the first English exam and the mean scores in the 

second English exam. The results show a significant difference in the mean scores for the 

first exam (M=7.02, SD=1.79) and the means scores of the second exam (M=7.51, 
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SD=1.38); t (232)=-6.47, p < 0.001. Specifically, the results suggest that the scores of the 

second English exam of the participants in the study are higher than the scores of the first 

English exam of the participants. These data will be of interest when analyzing other 

sections within the study.  

Results of the mini questionnaire  

 

 In this study, it was observed that students‘ English scores in the second 

computerized exam increased significantly in relation to the first one. To find the causes 

of this fact, I chose 20 students whose scores had increased from the first exam to the 

second one, and I administered a mini-questionnaire to them. I was able to administer this 

instrument to 16 of these students. The questions were: ―What were the causes that 

provoked an increase in the score of the second English exam in relation to the first one?‖ 

and ―Which factors influenced this change in the scores of your English computerized 

exams?‖ The answers that the students provided were grouped in five categories:  

1. ―I studied more,‖ was the answer of 3 students, 19% of the sample. 

2. The teacher helped me to understand the information‖ was the answer from 5% of 

the sample. 

3. ―I understood the steps I had to follow to get better scores‖ (focus on grammar, 

work fast during the exam, and be more careful with the computer). This was the 

answer of 9 of the students, 56% of the sample. 

4. ―I was more nervous during the first exam‖ was the answer of 2 students, 12.5%, 

and 
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5. One student, 5%, said that she had not had access to the book during the first 

weeks of the English course, so she had not been able to study adequately. 

 

 These answers imply that students are able to obtain better scores in the English 

exam once they understand the evaluation process, become less anxious about taking the 

computerized exam, study more, and have timely access to the English textbooks.  

 

Results of Attitude Motivation Test Battery 

 

 The results of the Attitude Motivation Test Battery (AMTB) administered to all 

the participants in the study are shown in this section. As previously stated, this 

instrument was adapted to the Mexican college context. There are 9 subscales in this 

instrument and the items have been included in each table to make clear what is being 

evaluated. Also included are the number of students (N) in each of the clusters that the 

SPSS software formed, the results of the computations, and some general observations. It 

is important to take into consideration that the choices in the Likert scale for every item 

varied from 1 (totally disagree) to 7 (totally agree).   

 

Subscale 1. Interest in foreign languages 

 

 Data in Table 4.19 reveal that cluster 2, with 107 participants (47% of valid 

cases), reported having the highest interest in foreign languages (the obtained values 
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range from 6.5 to 6.9), followed by group 3 with 73 participants (32% of valid cases) 

whose scores in interest in foreign languages range from 4.4 to 6.7. Group 1, with 29 

participants (12.7% of valid cases) reported lower in ―Interest….‖ yielding scores ranging 

from 4.2 to 6.5. Group 4 with 19 participants (8.3% of valid cases) is the group that 

shows the lowest interest in foreign languages, with scores ranging from 2.5 to 4.2 in this 

cluster.   

Table 4.19 Results of subscale 1 in AMTB (Interest in Foreign languages) 

Items for Interest in foreign languages Cluster 

 

1  

N=29 

2 

N=107 

3 

N=73 

4 

N=19 

I1. I wish I could speak many foreign languages 

perfectly. 4.2 6.9 6.7 4.2 

I10. I wish I could read newspapers and magazines 

in many foreign languages. 5.4 6.6 6.1 3.4 

I30. If I planned to stay in another country, I would 

try to learn their language. 6.5 6.9 6.2 5.7 

I39. I enjoy meeting people who speak foreign 

languages. 4.4 6.5 4.4 2.5 

I3_2p. My interest in foreign languages is… 
5.5 6.6 5.6 4.0 

Valid  

228 

Missing 

5    

 

 It is worthwhile to note that 79% of all of the valid cases in this subscale (groups 

2 and 3) yielded an intermediate-high score in their ―Interest in Foreign languages‖ 

responses, ranging from 4.36 to 6.89.  Additionally, the group with the lowest scores in 

this subscale, Group 1, yielded scores which were not excessively low. These results 

suggest that most of the participants in this sample showed a relatively high interest in 

learning foreign languages. 
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Subscale 2. Motivational intensity to learn English.  

 

 Data in Table 4.20 show that cluster 1, with 102 participants (47% of all the valid 

cases) obtained the highest motivational intensity. The values that students gave to the 

items in this subscale ranged from 5.5 to 6.4. This group was followed by cluster 4, with 

59 participants (27.2% of valid cases), with scores ranging from 3.5 to 5.3. Then, group 

2, with 40 participants (18.4% of valid scores), yielded scores ranging from 2.9 to 5.8. 

Finally, group 3, with 16 participants (7.4% of the sample studied), was the group with 

the lowest motivational intensity, with scores for the items ranging from 2.2 to 4.1.  

Table 4.20 Subscale 2 Motivational Intensity to learn English  

Items for Motivational intensity to learn English Cluster 

 

1 

N=102 

2 

N=40 

3 

N=16 

4 

N=59 

I7. I make a point of trying to understand all the 

English I see and hear. 6.3 4.9 3.3 5.3 

I16. I keep up to date with English by working on it 

almost every day. 5.5 2.9 2.3 4.2 

I27. When I have a problem understanding 

something in my English class, I always ask my 

teacher for help. 6.1 5.8 2.9 3.5 

 

I36. I really work hard to learn English. 6.1 4.6 2.4 4.8 

I44. When I am studying English, I ignore 

distractions and pay attention to my task. 5.5 3.7 2.2 4.1 

 

I9_2p. My motivation to learn English is 6.4 5.7 4.1 5.3 

Valid  

217 

Missing 

16    

 

 The variables of this subscale 2 (Motivational intensity) could be separated in two 

subgroups: Motivational intensity to learn English in general (measured with items 17, 

36, and 9_p2) and motivational intensity to learn English within the classroom (measured 
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with items 16, 27, and 36). The results in Table 4.20 suggest that the four clusters 

reflected a high motivation to learn English in general; however, the scores in the items 

that measure the motivation in class decrease visibly. The scores for question 44, ―When 

I am studying English, I ignore distractions and pay attention to my task,‖ follows the 

same pattern of results in the groups in general (overall results). The tendencies of the 

values of the answers for questions 7 and 36, which refer to motivation in general, also 

follow the same pattern of overall results. 

Subscale 3. Teacher evaluation 

 

 As seen in Table 4.21, in this subscale, cluster 1 with 54 students (24.9%), 

evaluated their English teachers with the highest scores, ranging from 5.4 to 6.8. The 

cluster next lower in the scores, with 64 students (29.5%), evaluated English teachers at 

3. This group evaluated their teachers using scores ranging from 4.4 to 5.8. The group 

that follows is 2, with 68 students (31.3%), who evaluated their English teachers with 

scores lower than cluster 3; their scores ranged from 3.0 to 5.5. Finally, group 4, with 31 

students (14.3%), evaluated their English teachers with the lowest scores of the four 

groups (scores ranged from 2.1 to 2.9). 
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Table 4.21 Subscale 3 (Teacher evaluation) 

Items for teacher evaluation Cluster 

 

1  

N=54 

2 

N=68 

3 

N=64 

4 

N=31 

I2. I look forward to going to class because my 

English teacher is good. 6.2 3.9 5.1 2.8 

I11. My English teacher is better than any of my 

other teachers. 5.4 3.0 4.6 2.1 

I21. My English teacher has a dynamic and 

interesting teaching style. 6.1 4.0 5.3 2.3 

I31. My English teacher is a great source of 

inspiration to me. 5.7 3.1 4.4 2.0 

 

I40. I really like my English teacher. 6.8 5.5 5.7 2.8 

 

I6_2p. My attitude toward my English teacher is 6.6 5.3 5.8 2.9 

Valid  

217 

Missing 

16    

 

 The results of this subscale suggest that 54.4% of 217 students evaluated their 

English teachers at an intermediate and high level. The results of Table 4.21 indicate that 

students in general are evaluating their English teachers low in relation to the way they 

evaluate their interest to learn foreign languages and their motivation to learn English.   

Subscale 4. Attitude towards learning English 

 

 In Table 4.22, cluster 3 with 103 participants (45.6% of valid cases) reports 

having the highest ―Attitude towards learning English‖ (ranges from 6.0 to 6.7), being 

followed by cluster 1 with 46 participants (20.3% of valid cases) whose scores in 

―Attitude towards learning English‖ range from 3.2 to 5.7. Cluster 2, with 61 participants 

(27.4% of valid cases) is next in ―Attitudes towards learning English.‖ The scores this 

group ranged from 4 to 5.8. Group 4 with 16 participants (7% of valid cases) is the group 
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that shows the lowest attitude toward learning English. The scores this group yielded for 

―attitude toward learning English‖ range from 2.1 to 4.7.  

Table 4.22 Subscale 4 (Attitude towards Learning English) 

Items for Attitude towards learning English Cluster 

 

1  

N=46 

2 

N=61 

3 

N=103 

4 

N=16 

 

I3.   Learning English is really great 4.7 4.0 6.0 2.3 

 

I12. I really enjoy learning English. 4.8 4.7 6.2 2.1 

I22. English is a very important part of the school  

      program. 3.2 5.8 6.0 3.3 

 

I32. I plan to learn as much English as possible. 5.7 5.6 6.7 4.7 

 

I41. I love learning English. 4.6 4.6 6.3 2.1 

I5_p2. My attitude toward learning English is low  

     ….very high 5.3 5.3 6.3 3.2 

Valid  

226 

Missing 

7    

 

 The conclusion from this subscale is that a high percentage of students, about 

73%, demonstrated a positive attitude towards learning English in general. 

 

Subscale 5. Attitudes toward English speaking people 

 

 Table 4.23 shows that cluster 3, with 63 (28.4% of valid cases) participants, report 

having the highest attitude towards English-speaking people. Scores range from 4 to 6.21, 

being followed by group 1 with 84 (37.8% of valid cases) participants whose scores in 

―Attitude towards English-speaking people‖ ranged 3.79 to 4.73. Group 4, with 34 

participants (15.3% of valid cases), is next in ―Attitudes toward English-speaking 
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people,‖ with scores ranging from 1.59 to 5.53. Group 2 with 41 participants (18.5% of 

valid cases) is the group that shows the lowest attitude toward English-speaking people. 

The scores this group yielded for this subscale ranged from 1.56 to 3.39. 

 

Table 4.23 Subscale 5 (Attitudes toward English speaking people) 

Items for Attitudes toward English speaking people Cluster 

 

1 

N=84 

2 

N=41 

3 

N=63 

4 

N=34 

I18. I wish I could have many native English  

speaking friends. 4.6 3.1 6.2 5.4 

 

I23. Native English people are very sociable and 

kind. 4.0 2.0 5.0 3.5 

I26. Native English speakers have much to be proud 

about because they have given the world much of 

value. 3.8 2.4 5.0 3.0 

 

I33. I would like to know more native English 

speakers. 4.4 3.0 6.3 5.5 

I42. The more I get to know native English speakers, 

the more I like them 4.4 2.5 5.6 3.9 

 

I46. You can always trust English speakers. 4.0 1.6 4.4 1.6 

 

I2_2p. My attitude toward English speaking people 

is 4.7 3.4 5.8 4.5 

Valid  

222 

Missing 

11    

 

 It can be concluded that students‘ attitude towards English-speaking people is 

positive in general, since 66% of the students in the sample rated it from intermediate to 

high, although not excellent.   
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Subscale 6. Integrative orientation 

 

 Results in Table 4.24 show that cluster 1, with 104 participants (46.6% of valid 

cases), reported having the highest Integrative orientation, with scores ranging from 6.12 

to 6.84. They are followed by group 2 with 85 participants (38.1% of valid cases) whose 

scores in ―Integrative orientation‖ ranged from 4.58 to 6.64. Group 4, with 16 

participants (7.2% of valid cases), is next in their level of integrative orientation. The 

scores this group ranged from 2.88 to 6.69. Group 3 with 18 participants (8% of valid 

cases) showed the lowest ―Integrative orientation.‖ The scores this group yielded for this 

subscale ranged from 3.33 to 5.22. 

Table 4.24 Subscale 6 (Integrative orientation) 

Items for Integrative orientation Cluster 

 

1 

N=104 

2 

N=85 

3 

N=18 

4 

N=16 

I5. Studying English is important because it will 

allow me to be more at ease with people who speak 

English. 6.8 6.6 4.6 6.7 

I14. Studying English is important because it will 

allow me to meet and converse with more and 

varied people. 6.8 6.2 5.2 5.4 

I24. Studying English is important because it will 

enable me to better understand and appreciate the 

English way of life. 6.1 4.6 3.3 3.1 

I34. Studying English is important because I will be 

able to interact more easily with speakers of 

English. 6.8 5.5 3.8 5.6 

I1_2p My motivation to learn English in order to 

communicate with English speaking people is 6.2 5.3 4.3 2.9 

Valid  

223 

Missing 

10    

 



 115 

It is important to notice that 84.7% of the participants evaluated their integrative 

orientation in the two highest levels, so it can be concluded that these students saw 

English as a means to integrate with the English-speaking communities. 

Subscale 7. Desire to learn English 

  

 The results in Table 4.25 show that group 4, with 108 participants (48.6% of valid 

cases), reported having the highest ―Desire to learn English,‖ with scores ranging from 

4.72 to 6.90. They are followed by group 2 with 41 (18.5% of valid cases) participants 

whose scores in ―Desire to learn English‖ ranged from 1.66 to 6.66. Group 3, with 49 

participants (22% of valid cases), is next in ―Desire to learn English,‖ with scores ranging 

from 3.82 to 5.92. Group 1, with 24 participants (10.8% of valid cases), is the group that 

shows the lowest ―Desire to learn English.‖ The scores this group yielded for this 

subscale ranged from 1.54 to 4.71.  
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Table 4.25 Subscale 7 (Desire to learn English) 

Items for Desire to learn English Cluster 

 

1 

N=24 

2 

N=41 

3 

N=49 

4 

N=108 

 

I6.   I  have a strong desire to know all aspects of  

       English. 2.6 5.4 4.8 6.1 

I25. I want to learn English so well that it will  

       become natural to me. 1.5 1.7 3.8 4.7 

 

I35. I would like to learn as much English as  

        possible. 3.2 4.9 5.0 6.3 

 

I43. I wish I were fluent in English. 3.6 6.2 5.0 6.8 

I15. If it were up to me, I would spend all of my  

       time learning English. 4.7 6.7 5.9 6.9 

 

I4_2p. My desire to learn English is 4.0 6.1 5.5 6.7 

Valid  

222 

Missing 

11    

 

The results suggest that 67%, more than half of the participants in the sample, 

rated their desire to learn English as intermediate to high. 

Subscale 8. English course evaluation 

 

Results in Table 4.26 indicate that cluster 4, with 70 (31% of valid cases) 

participants, reported giving the highest scores for ―English course evaluation,‖ with 

scores ranging from 4.80 to 6.43. They are followed by group 2, with 74 (32.9% of valid 

cases) participants, whose scores in English course evaluation range from 3.78 to 5.20. 

Group 1, with 53 participants (23.6% of valid cases), is next in ―English course 

evaluation.‖ The scores for this group ranged from 1.83 to 5.17. Group 3, with 28 
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participants (12.4% of valid cases), is the group that shows the lowest ―English course 

evaluation.‖ The scores this group yielded for this subscale ranged from 1.50 to 4.21.  

Table 4.26 Subscale 8 (English course evaluation) 

Items for English course evaluation Cluster 

 

1 

N=53 

2 

N=74 

3 

N=28 

4 

N=70 

I9. I would rather spend more time in my English 

class and less in other classes. 1.8 4.0 2.1 4.8 

I19. I enjoy the activities of our English class much 

more than those of my other classes. 2.5 3.8 1.5 5.1 

I29. I like my English class so much, I look forward 

to studying more English in the future. 3.8 5.1 4.2 6.3 

 

I38. I look forward to the time I spend in English 

class. 3.8 4.4 2.0 6.0 

 

I45. English is one of my favorite courses. 2.9 4.0 1.6 5.6 

 

I8_2p. My attitude toward my English course is 5.2 5.2 3.6 6.4 

Valid  

225 

Missing 

8    

 

The results in this table suggest that the courses offered in the university do not 

satisfy students adequately, since only 64% of them evaluated their courses from 

intermediate to high.  

Subscale 9. Instrumental orientation 

 

Results in Table 4.27 shows that Cluster 2, with 110 participants (48.5% of valid 

cases), report the highest scores for ―Instrumental orientation,‖ with scores ranging from 

3.3 to 6.9. They are followed by group 4, with 72 participants (31.7% of valid cases), 

whose scores in ―Instrumental orientation‖ ranged from 3.3 to 6.9. Group 3, with 4 
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participants (1.8% of valid cases), is next in ―Instrumental orientation,‖ with scores 

ranging from 3.3 to 6.8. Group 1, with 41 participants (18.6% of valid cases), is the group 

that shows the lowest ―Instrumental orientation.‖ The scores this group yielded for this 

subscale ranged from 2.76 to 6.10. 

Table 4.27 Subscale 9 (Instrumental orientation) 

Items for Instrumental orientation Cluster 

 

1 

N=41 

2 

N=110 

3 

N=4 

4 

N=72 

I8. Studying English is important because I will 

need it for my career. 6.1 6.9 3.3 6.9 

I17. Studying English is important because it will 

make me more educated. 2.8 6.3 5.8 5.1 

I28. Studying English is important because it will 

be useful in getting a good job. 5.3 6.7 6.5 6.6 

I37. Studying English is important because other 

people will respect me more if I know English. 3.3 5.7 5.3 3.3 

I7_2p. My motivation to learn English for practical 

purposes (e.g. to get a job, a better salary, better 

grades) is: 5.7 6.6 6.8 6.6 

Valid  

227 

Missing 

6    

 

 An interesting observation is that in the last item of this subscale, ―My motivation 

to learn English for practical purposes (e.g. to get a job, a better salary, better grades) is:‖, 

which could summarize ―instrumental motivation,‖ students gave high scores ranging 

from 5.7 to 6.8. This indicates a high interest on learning English for instrumental reasons 

which matches the general observation that 80.2% of the students rate their instrumental 

orientation as intermediate to high. 

 In sum, in subscales 1, 2, and 7—which refer to interest in learning a foreign 

language, motivational intensity, and desire to learn English, respectively—two thirds of 
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the students were at high and intermediate levels. One third was at the low level. These 

subscales are intended to reflect the students‘ own attitudes and motivations toward 

learning a foreign language. It can be concluded that the students in general had a 

positive intrinsic motivation to learn a second language, but that there were external 

factors that affect such motivation. For example, in subscales 3 and 8, (―English teacher 

evaluation‖ and ―English course evaluation‖), which referred to evaluations of topics 

external to the students, the number of students evaluating their English teachers and 

courses with high scores decreased to a little higher than a fifty percent.  The results of 

these tables also suggest that students in general demonstrated an intermediate to high 

instrumental and integrative orientation towards learning English as a second/foreign 

language. 

Relation between AMTB and score in English exams 

 

 Relations between the constructs included in the AMTB designed for this study 

are analyzed in relation to the results of the scores that the participants obtained in their 

first two English exams during the 2009 Fall semester in the University of Aztlán. 

Subscale 1 (Interest in foreign languages) and English scores 

 

 A one-way ANOVA was conducted on the four groups that emerged from the 

cluster analysis on subscale 1 (Interest in foreign languages).  These four groups are: 

Very low (M = 6.65), Low (M= 5.85), Intermediate (M=7.21), and High (M=7.28).  The 

one-way ANOVA revealed that there was a significant effect of Interest in foreign 
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languages of the students on the result of the first English exam at the p < .05 level [F (3, 

227)=5.792, p<.001]. 

 Post hoc comparisons using the Tukey HSD test indicated that the group with low 

interest in foreign languages (M=5.85) were significantly different from both the group 

with intermediate interest in foreign languages (M=7.21, p< .005) and the group with 

high interest in foreign languages (M=7.28, p<.001), However, no significant difference 

was found between the group with Very Low (M = 6.65) interest in foreign languages 

with Low (M=5.85, p>.403), intermediate (M=7.71, p>.595), and high (M= 7.28, p>.460). 

These results indicate that the group with very low interest on foreign languages obtained 

English scores that were not significantly different from the groups with intermediate and 

high levels of interest in foreign languages.   

 Taken together, the results show that low, intermediate and high levels of interest 

in foreign language have an effect on the scores of the first English exams of the students 

in the University of Aztlán. It was also shown that very low levels of interest in foreign 

languages do not influence the scores of the students since this group is statistically 

similar to the other three groups. The reason for this exception could be that there are 

students who obtained good English scores regardless of their very low interest for 

foreign languages.   

 A one-way ANOVA was also run to determine differences between students‘ 

interest in foreign languages and their second English exam and no significant differences 

were found. Students scores raised in the second Exam regardless of their interest on 

foreign languages as rated in the AMTB. 
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Subscale 2 (Motivational intensity in learning English) and English 

scores 

 

 A one-way ANOVA was conducted on the four groups that emerged from the 

cluster analysis on subscale 2 (Motivational intensity in learning English). These four 

groups are: Very low (M= 6.18), Low (M=7.97), Intermediate (M=6.50), and High 

(M=7.17). The one-way ANOVA revealed that there was a significant effect of 

Motivational intensity in learning English of the students on the result of the first English 

exam at the p < .05 level [F (3, 216)=7.486, p<.001]. 

 Post hoc comparisons using the Tukey HSD test indicated that the English scores 

of the group with very low motivational intensity in learning English (M=6.18) were 

significantly different from the scores of the group with low motivational intensity 

(M=7.97, p<.005), but not from the group with intermediate interest (M=6.50, p =.911) 

and from the group with high motivational intensity (M =7.17, p >.139). The group with 

low motivational intensity (M=7.97, p<.001) is significantly different from the group 

with Very low motivational intensity (M=6.18, p<.005) and from the group with 

intermediate motivational intensity (M=6.50 p< .001) but not with the group with high 

motivational intensity (M=7.17, p>.60), which happens to be categorized as statistically 

similar to the group with very low and intermediate motivational intensity and to the 

group with low motivational intensity as well. The interpretation could be that there are 

students who are highly motivated to learn English as a second language but who do not 

obtain English scores that are as good as the scores obtained by the students with low 

motivation to learn English and that there are students whose scores in the English test 
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are high regardless of their low motivational intensity to learn English as a second 

language.  

 A one-way ANOVA was also run to determine differences between students‘ 

motivational intensity to learn English and their second English exam, but no significant 

differences were found. Students scores raised in the second Exam regardless of their 

motivational intensity to learning English.  

Subscale 3 (Teacher evaluation) and English exams 

 

 A one-way ANOVA was conducted on the four groups that emerged from the 

cluster analysis on subscale 3 (teacher evaluation). These four groups are as follows: 

Very low (M= 5.99), Low (M=7.31), Intermediate (M=7.13), and High (M=7.41).The 

one-way ANOVA revealed that there was a significant effect of subscale 3 (English 

teacher evaluation and on the results of the first English exam at the p < .05 level [F (3, 

216) = 5.514, p<.001].  

 Post hoc comparisons using the Tukey HSD test indicated that the group that 

evaluated their teacher very low (M=5.99) differed significantly from the groups that 

evaluated their English teacher low (M=7.31, p<.005) and high (M=7.41, p<.005), but not 

form the group that evaluated their teachers intermediate (M=7.13, p<.05). All of the 

groups except the one that evaluated their English teacher very low were placed in one 

subset, indicating that they were not significantly different among themselves. The results 

indicate that the students who obtained the lowest mean scores in their first English exam 

evaluated their English teacher very low and that the students who evaluated their 
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teachers low, intermediate, and high obtained similar scores regardless of the way they 

evaluated their teachers.    

 A one-way ANOVA was also run to determine differences between the way in 

which students evaluated their second English exam, but no significant differences were 

found. Students‘ scores rose in the second Exam regardless of the way they evaluated 

their teachers. 

Other scales and English scores 

 

 No significant statistical differences were found between subscale 4(Attitudes 

toward learning English), subscale 5 (Attitudes towards English-speaking people), 

subscale 6 (Integrative orientation), Subscale 7 (Desire to learn English), Subscale 8 

(English course evaluation), and Subscale 9 (Instrumental orientation) in relation to the 

mean scores of the two English exams administered to the students.  

 

Conclusions 

 

1. Most students of the University of Aztlán show positive motivation and attitudes 

to learn a foreign language in general and English in particular. This can be observed 

through the following: 

a) data obtained from the survey, which are summarized in Table 4.10  (Percentage 

of students who took the English proficiency test per major), Table 4.12 (Reason 

for not taking English proficiency test-overall), and Table 4.16 (Reason for not 

accepting scores in the proficiency test per major). From these tables, it can be 
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observed that 80 students, which make up 35.7% of the 227 students participating 

in the study, answered that their reasons to take their English courses in the 

University of Aztlán were because they wanted to improve their GPA or because 

they liked to learn English as a second language.. 

b) the results of the two standardized English exams in which students improved 

their scores from the first to the second English exam, as shown in table 4.18. A 

Tukey HSD test established a significance of p< 0.001 in the mean scores of the 

two exams. This change in the results of the English exams suggests that students 

had somehow been motivated to obtain better results in the second exam. 

c) the results of the mini-questionnaire which suggest that participating students 

show a positive interest in learning English since some of them pointed out that 

they had studied more for the exams, sought for tutoring, focused on aspects that 

are being evaluated by the administration of the English program in the 

university, and made an effort to obtain the English textbook by the time he had to 

take the second exam.  

d) the results on some subscales from the adapted version of Gardner‘s AMTB. In 

subscale 1 that refers to ―Interest in foreign languages‖ (see Table 4.19), 79% of 

the students scored their interest in foreign languages from intermediate to high 

levels. ANOVA and Tukey post hoc tests showed that students‘ interest in foreign 

languages had a significant effect on students‘ mean scores of the fist English 

exam, but not on the second exam since these mean scores of the second exam 

were significantly higher than the mean scores of the first English exam. This 
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observation can be explained through the results in Table 4.13, which indicates 

that 27% of the students did not take the proficiency test because they wanted to 

improve their English skills or they were fond of English. Likewise, it can be 

shown through the answers that students provided in the mini-questionnaire in 

reference to having studied more to get better scores in the second exam. 

 Furthermore, the interest of students to learn English was determined by subscale 

2 of AMTB, which refers to motivational intensity (see Table 4.20), in which 74% of the 

students show an intermediate-high motivational intensity. Subscale 4, which refers to 

attitudes towards learning English (see Table 4.22), shows that 73% of the students in the 

sample had an intermediate-high attitude towards learning English specifically. Results of 

subscale 7, which measures desire to learn English (refer to Table 4.25), suggest that 67% 

of the students rated their desire to learn English as intermediate to high. 

  In sum, from the results on the survey, the first and second English exams 

administered to the students, the AMTB, the mini-questionnaire and the interrelation 

among them, it can be concluded that there are positive motivation and attitudes of the 

students in general towards learning English as a second language in the University of 

Aztlán. 

2)  Good levels of integrativeness. This conclusion emerged from the results in Tables 

4.19 (Interest in foreign languages), 4.23 (Attitudes towards English speaking people), 

and 4.24 (Integrative orientation), which combine to make up the concept of 

integrativeness discussed here. The results demonstrated that 79%, 66% and 84.7% of the 

students rated these constructs from intermediate to high levels in each table respectively.  
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3) High instrumental motivation. Students in the sample showed that they possessed 

high levels of instrumental motivation, as can be inferred from the results of Table 4.27 

(Instrumental orientation), which shows that 80.2% of the students rated their 

instrumental orientation from intermediate to high level. This conclusion was also 

obtained from Table 4.14 (Reasons for not taking the proficiency test by major) and 4.16 

(Reason for not accepting scores in the proficiency test per major), where students of 

Medicine, especially, claimed they preferred to take the English classes as a way to 

improve their GPA since they perceived their English classes as easy in contrast with 

their other courses. 

 4. Heterogeneous groups. It was observed that the English groups were made up of 

students with heterogeneous levels of English competence and performance, which 

suggests that students should be placed in groups with adequate levels of English 

knowledge. This datum was obtained from the survey and the results of the English 

exams used in this study.  

 The survey revealed that students who took the proficiency exam and who 

obtained a passing score, but who had decided to take the English courses to improve 

their GPA were placed with students who showed lower levels of English knowledge as 

shown in Table 4.15 (Scores in English proficiency tests by major).  

 Likewise, results in Table 4.7 (Initial age of English language instruction) and 

Table 4.8 (Initial age of English instruction per major), and 4.9 (Time students had 

studied English before enrolling college) show that some students have studied this 
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language for a longer time than others, suggesting that students possess different levels of 

English knowledge. However, both groups were placed in the same classes.  

5) English teachers of the students in the sample did not reach excellent levels of 

performance from the students’ point of view. This conclusion was reached from the 

results of Table 4.17 in relation to the changes that students suggest for the English 

program. The changes that students suggested were grouped into four categories. One of 

these categories involved all of the issues related to instruction provided by the teacher. 

In general, the largest percent of students who suggest changes in this category were the 

students of Animal Science, followed by the students of Civil Engineering, and by a 

smaller percentage of students in Medicine.  

 As it was previously observed, the students‘ mean scores of the second English 

exam increased in relation to the mean scores in the first exam. When students were 

asked about the factors that influenced the increase of these scores through the mini-

questionnaire, only 5% of the students who answered it acknowledged that the teachers 

help had had an influence on this increase. This reflects that students did not see the 

English teacher as an important factor that could have an influence on the increase of 

English scores. 

 In addition, the results in Table 4.21 reveal that none of the items of subscale 3 of 

the AMTB (Teacher evaluation) reached a mean score of 7, which is the highest possible 

score in this instrument. Only 122 of 217 students, 54.4% in the sample, evaluated their 

teacher with intermediate-high levels. These results suggest that a low percentage of 
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students considered that they had good English teachers who had dynamic and interesting 

teaching styles. 

6) Materials. A recurring theme in the survey administrated to the students, included in 

Table 4.16 (Changes students suggest for the English program) was related to the English 

teaching materials. Students indicated that the information and topics included in the 

textbooks were too basic or inadequate for university students; students also referred to 

the need to include material related to their majors. Another theme that emerged in the 

survey was the high cost of the textbooks.    

7) The English program of the University needs to be restructured to optimize 

results. This conclusion was reached from results of the survey detailed in Table 4.17 

(Changes students suggest for the English program), which reveals that more than one 

fifth of the students in the sample felt that changes needed for the English program of the 

University of Aztlán were related to the administration of the program. Students pointed 

out that the program should be structured according to the students‘ level of English. This 

observation is reinforced by previous conclusions.  

 Likewise, results of Table 4.26 (English course evaluation) of the AMTB show 

the way in which students evaluated their English courses. Sixty-four percent of the 

students in the sample evaluated them at intermediate-high levels and 36% evaluated 

them very low-low. These data suggest that there is a need to restructure the English 

program of the University of Aztlán.  
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CHAPTER FIVE: INTERVIEWS 

 

 In this section I will describe major observations derived from the thirty four 

interviews held with administrators, English teachers, and groups of students of the 

University of Aztlán. In the first part, I will provide general data about the participants in 

the interviews and in the second part I will identify and describe major emergent themes 

related to students‘ attitude and motivation towards the English program of this 

institution. For the sake of anonymity, I will not provide specific data that could lead to 

the identification of participants in the study; however, a coding system was followed to 

identity each participation within the data.  

Interviewees 

 

 Ten of the thirty-four interviews were held with administrators of the University 

of Aztlán: one of them was held with the Director Académico (Provost); four of them 

with the Secretario académico of each one of the three schools plus the assistant of one of 

these Secretarios académicos; three with the English coordinator of every school 

participating in the study (two English coordinators decided to have the interview in 

Spanish; one of them in English), one with the General English Coordinator, and two 

with two of the previous general English coordinators. A Director Académico is an 

administrator in charge of all of the academic issues related to all of the programs within 

the university. A Secretario Académico (Academic secretary) is in charge of enforcing 

the regulations that have to do with registrations, the design of teachers and students‘ 
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schedules and any other academic issues in every school in particular. Interview 

protocols were specifically developed for these participants. To identify the participants, 

ADM was used to stand for Administrator, being followed by two digits indicating 

specifically which administrator was speaking. 

While class observations were being held for this study, English teachers were 

being interviewed as well. A total of ten interviews with teachers where recorded; one 

teacher from the School of Medicine, three from the School of Animal Science, and six 

from the School of Engineering (other three teachers were interviewed following the 

protocol for administrators since they are also English coordinators of the three programs 

in this study. The teachers were given the choice to have their interview either in English 

or in Spanish. Three of them decided to hold it in English and the other seven, in Spanish. 

Alpha-numeric codes were used to identify these participants. ET stands for English 

teacher and the number following identifies the specific teacher who was providing the 

information. 

 As mentioned in the Methodology section, 14 semi-structured group interviews 

were also carried out with students in the three academic programs participating in the 

study once the AMTB and survey were administered. These interviews, which lasted 

from 12 to 30 minutes, were held in Spanish and were recorded in audio. To locate and 

identify the students‘ participations in the interview audio, this coding system was used: 

the first three letters refer to the program where the answers were collected (e.g., MED 

for Medicine, ANS for Animal Science, CIE for Civil Engineering). The two following 

letters GI stand for Group Interview. The next two digits refer to the number given to the 
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transcribed interview, from 01 to 14. This is followed by S to refer to Student. The next 

number refers to a number given to the specific student who was speaking, and the last 

four digits refer to the specific location the audio excerpt was taken from. For example, 

MEDGI01S1_12:25 means the following: 

This excerpt is located in the audio file identified as from ―Medicine, Group 

interview, interview number 1, Student number 1 was speaking in minute 12 with 25 

seconds within this specific interview.‖   

Emerging themes 

 

The themes that emerged are the following: 

1) English is seen as relevant in the curriculum of Mexican universities, including 

the University of Aztlán. 

All of the administrators, teachers, and students interviewed agreed that English 

programs played an important role in Mexican universities due to these reasons: 

a)  Geographical proximity of Mexico and the United States. This fact allows a 

high social and linguistic contact among the inhabitants of both countries. 

b) The Mexico-USA commercial relations have created professional opportunities 

for college graduates in areas where English as a second language is necessary. This has 

allowed Mexican graduated students find jobs with good development opportunities. 

ADM00, said:  

―It [English] is an integral preparation in any profession, whether it be in arts, in 

the area of health, of technology…the one who does not agree with the idea that 
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English is indispensable, knows that he/she does not have the same opportunity to 

compete in the labor market and that his/her insertion in the labor market is going 

to be hindered because of not being updated in technology and in a second 

language. 

 

A student coded as MEDGI04S1_2:24 said: 

 ―[You can have] opportunities to get better jobs. You can relate more with people 

from other places, since it is the universal language, there are more opportunities 

for people who know English, since speaking English is a requirement 

everywhere.‖  

c) New research results are published in English worldwide. ADM08, said: 

―[English is] very important since research is published in English.‖ 

 d) Use of materials written in English in classes other than English. For example, 

a student coded as ANSGI05S3_2:29 mentioned: 

―Muchas veces nos encargan leer artículos en inglés…como el cincuenta por 

ciento del material de otras clases.‖ (Many times we are asked to read articles in 

English…about fifty percent of the material in other classes.)  

Student ANSGI07S2_2:55 said:   

―Que te sirve para la carrera. Por ejemplo, nos encargan leer artículos científicos 

en inglés recientemente en una que se llama Contaminación del Aire.‖ (That it is 

useful for your major. For example, we were recently asked to read scientific 

articles in English in one class named Air Pollution.) 
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Student CIEGI11S1_02: 28 added:   

―Lo que es geología, la mayoría de los libros que están en la  

biblioteca, son muy buenos libros, están en inglés…por ese lado sí  sirven las 

clases.‖ (Regarding geology, most of the books that are in the library are very 

good books, they are in English…so the [English] classes are useful). 

 

2) Context and administration of the 2006 English program. 

 As it was mentioned in the introduction of this study, in 2006, administrators and 

faculty saw the need to restructure the 1999 English program in the University of Aztlán 

since English courses were non-curricular. Proof of English proficiency was still a 

graduation requirement. The fact that students were completely free to decide when and 

where they could learn English classes generated the problem that about 1,500 students 

who were about to graduate in 2006 would not be able to fulfill this graduation 

requirement since they had not registered in any English classes. As a result, they would 

not be able to pass the proficiency exam specifically designed for the 1999 English 

program. Some faculty and administrators were in charge of developing the English 

program with the goal of designing a unique program which would be used in all of the 

schools and colleges of the University of Aztlán in a homogeneous way. This would be 

accomplished through the use of the same textbooks throughout the university, a 

standardized evaluation system, as well as standard computerized English exams which 

scores would be automatically captured through an electronic system. This way, teachers 

would not be able to manipulate these scores. 
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 The new program consisted on teaching four English courses which would be 

taught for five fifty-minute sessions per week in the first four semesters of most programs 

in the university. It is worthwhile to notice that other classes belonging directly to the 

area of the students‘ majors were administered for only three or four hours per week. This 

difference in the number of hours assigned to the teaching of English suggests that 

English faculty and administrators saw English as an important subject to be taught in the 

university. 

 An important factor of the English program of the University of Aztlán is that 

upon entrance to this institution, students are given a talk about the way the English 

program is structured. They are explained that they can take an English proficiency test. 

If they pass the test with a minimum of 6 (in a 1–10 scale), they can make the decision to 

keep their score, otherwise they would be registered in the four English courses. If the 

latter is the case, they should register directly in the first English course and finish the 

program when the four courses were taken and passed regardless of their English level of 

proficiency.    

3) Course design 

a) The English courses design is based on the objectives specified in the textbooks which 

are used in the four semesters of English. Upon finishing the English program, students 

are intended to have reached an Intermediate level of English according to the Common 

European Framework of Reference on which the textbooks are based.  It is important to 

mention that the contents of the first book includes the teaching of basic linguistic and 
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communicative items like learning the alphabet, colors, school and household objects; the 

use of the articles indefinite articles; and introducing themselves.  

b) These courses are not focused on the areas of interest of each academic program as 

would be the case of English for specific purposes. ET01 said that the information in the 

textbook was not adequate for college students since the books included songs for 

children.  

c) There is an overuse of grammar in the English classes. ET05 mentioned. ―[We have] 

too much grammar and listening and too little conversation. We prepare student for their 

English grammar test; not even for writing or conversation.‖ 

4) Teaching materials.  

a) The series of books and materials to be used in the English classes is comprehensive, 

practical and attractive. The teaching and learning materials that could be used in the 

English classes are based on an integrated language learning approach and have these 

components: a student book, a workbook and grammar book with grammar reference in 

English, the teacher‘s edition, class audio CD‘s, student audio CD, Multimedia CD-ROM 

that could be used in computer labs, a DVD-ROM, a portfolio that includes materials to 

be used in tactile tasks, and test booklet CD-ROM. The students‘ kit includes a large 

number of writing, speaking, listening, and reading activities that could be attractive for 

students with different learning strategies. It is worthwhile to add that the each one of the 

four coursebooks utilized in the university consists of eight modules of five units each. 

Each unit is designed to be taught in five 50-minute lessons (Dooley & Evans, 2005).  
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b) English textbooks. Most of the teachers mention that students complain about the high 

cost of the English set of books in relation to their incomes. ET02 said ―The books are 

very expensive. I allow students to bring used books in class, so the answers are already 

in the textbooks. That is a problem we are trying to solve.‖ This fact provokes that some 

students to bring copies of the book to class, ―making classes still more boring,‖ ADM06 

said.  ET06 also said that due to [bad] economic situation [of the students], she could not 

force students to buy them. She said: ―I tell them ‗the book is there,‘ ‗it‘s this much‘ and 

‗we‘re gonna work on it,‘ but I really don‘t expect for everybody to have a book, so I 

work on the program I cover the programs so they are ready for the exam. I bring in extra 

material, and from 40 students, only 11 have books, so I can‘t be waiting for everybody 

to have a book because I know from experience they won‘t have it. That‘s not fair and I 

am not going to investigate why they don‘t have it.‖  

  

5) Assessment policy  

The way in which students‘ English learning would be assessed according to the 

regulations of the 2006 program indicated that 30% should account for the computerized 

English exam, 30% for oral exam, 20% for homework, and 20% for participation. 

Teachers are given an Excel program which they feed with scores and the program itself 

provides the final score. However, the information obtained from the teachers interviews 

revealed that 80% of the teachers interviewed assign percentages different from the ones 

established by the English program administrators since they regard other linguistic traits 

like speaking or reading skills more important than an exam based on grammar. For 
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example, ET01 said that she took participation, attendance, new vocabulary and oral 

exam into account. The English computerized exam was worth only a 20 or 25%. ―Each 

teacher has his/her own way to evaluate,‖ she concluded. ET02 uses this criterion: 70% 

standardized exams, 15% oral exam, 10% for homework, and 5% portfolio. ET03 

revealed that he did not follow the Programs‘ regulations. He said that the portfolio did 

not represent what students had learned. He paid more attention to oral skills because he 

was interested in having his students speak English. If a student obtained a very low score 

in the computer exam, he said that he administered a written and an oral exam. 

Sometimes he just took into consideration the oral exam, since that was what mattered to 

him. He thought that the criteria to evaluate students had to be flexible. 

6) English teacher training and certifications.  

Other objectives within the 2006 program, which had been foreseen since 2004, 

according to ADM07, were to develop a program to train the one hundred and twenty 

English teachers of the University of Aztlán in new teaching methodologies. A second 

goal was to certify the teachers‘ English proficiency through the Trinity College London. 

At the time this study was performed, it was observed that most of the English teachers in 

the sample held a Licenciatura en Lengua Inglesa (B. A. in English language and 

Teaching), but there were other teachers with studies not related to teaching. For 

example, in one of the schools, one teacher had a Master‘s Degree in Microbiology, but 

had taught English for more than 5 years. ADM09, from the School of Animal Science, 

said: ―All English teachers hired by the university need to have a degree, a bachelor 

degree. All the teachers that are working here in the faculty, except from me, maybe [had 



 138 

a B. A. in English language and teaching].‖  ADM08, from the School of Engineering, 

mentioned: ―Most of the English teachers in this school have a B. A. in Lengua Inglesa. 

There is also an industrial engineer, one with a B.A. in Human Resources and one who is 

a lawyer.‖ 

  The second goal mentioned above (of certifying teachers‘ English proficiency) 

was accomplished in Fall 2009 in all of the English teachers, except one, of the 

University of Aztlán.  

 

7) Results of the 2006 English program from the perspective of English teachers and 

students. 

 a) The ten teachers interviewed saw the 2006 program in a positive way. They 

said that this change made the program look more formal because they had more control 

over the students, the assessment policies had been standardized, teachers were invited to 

attend training and certification courses, teachers had to comply with new regulations, 

and there were more job opportunities for the teachers due to the demand of courses. 

 Here are some of the comments that the English teachers provided. ET03 said: 

―Including English in the curricula was the best option to fix the previous mistake (in 

reference to the1999 English program).‖ ET10 mentioned: ―It [the 2006 program] was 

positive as well, That‘s what we were asking, demanding, expecting because then, it 

wasn‘t curricular they closed down the courses because we didn‘t have students; we 

didn‘t have job opportunities, we didn‘t have classes and now we have more classes and 

we know we can have more control over the students than before.‖ ET07 said: ―I‘m really 

happy now. Before this change, we were as teachers we were frustrated because we 

didn‘t have students in classes. We had 2, 3, or 4 students and that‘s all. The students, the 
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most of them didn‘t assist [attend] to class and that‘s the problem, the main problem.‖ 

(verbatim transcription in English). ET09 added: ―I guess it was a positive reaction in the 

way that we have classes; we have work to do and that‘s a good thing.  

 b) Although most teachers mentioned positive results coming from the 2006 

program, some of them also referred to negative effects. ET09 said: ―On the negative side 

[of this program], I would say that they were forty-five students in a classroom 

registering 46, 48, students up to 50 [per classroom] in the new program.‖ This comment 

suggests that having large numbers of students in a class is a disadvantage because 

advancing through the syllabus becomes a slow process. ET05 added: ―With the new 

program, we feel like stressed because we have to cover a certain number of units. 

Period.‖ 

 c) Some English teachers and administrators feel that students do not value their 

English classes, that they focus on the courses that are directly related to their majors, and 

that it is not until they face the labor market that they become aware of the usefulness of 

this language. In the case of Animal Science, the teachers did not report much enthusiasm 

from the students towards learning English. ET02 said that these students were still not 

sure about whether they would use English some day or not but attended their classes to 

learn something. ET03 said: ―Many times, students take English because they have to, 

not because of the advantages acquiring a second language represents. There are still 

more students who are reluctant to English that the ones who are not.‖   ET08 added: 

―…but I think they are more concerned with calculus, physics and they go ‗I can study 
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English in the diplomado or I can study English somewhere else.‘ They always think 

about alternatives. And here they want to study the very, very difficult subjects.‖ 

ET10 mentioned: ―They [students] became more responsible. Now they consider 

English as another school subject. They don‘t care that much about English as [they do 

for] other school subjects, but before this [2006 English program], they didn‘t really care 

at all about it.  Now at least they come to class and they do their homework and they 

learn something.‖ On the contrary, the teachers of Medicine claimed that students in 

Medicine were highly motivated. ET01 for example, reported that most of the students 

were highly responsible in attending classes and in complying with the school 

regulations. However, she also mentioned that there were other students who did not have 

an adequate attitude towards the English program.ET01 said: ―The medicine student is 

very responsible, he is more responsible than any other student because he is interested in 

attending classes, he is interested on me calling the role and he is interested on 

participating in class. There are others who are not; they do not see it [English] as a need 

and they get bored in class.‖ 

d) There was a lack of flexibility to include activities not related to the 

information included in the textbooks, thus preventing the use of teachers‘ creativity. 

ET09 said: ―we cannot create, we cannot work on something else rather than the book or 

the textbook. We only have a limited time to teach our contents.‖ 

e) Teachers felt that the material taught in the university was not adequate for 

college level. For example, ET01 said that the information in the textbook was not 

adequate for college students since the books included songs for children. She also 
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suggested the inclusion of English for specific purposes. Another one suggested that 

English be taught in every semester of the programs of the university.   

f) Students with English knowledge were not motivated in their English classes, 

especially in the first semesters. ET08 mentioned that students who obtained a score of 7 

or higher in the proficiency test, which implied acceptable English knowledge but who 

did not accept this score to be registered in their transcripts, would attend their classes 

where they would be bored.  ET08 said: ―they know a lot [of English] or they know a 

little bit more than the rest and you are starting with the verb to be and the colors and the 

alphabet and you see that they are really bored. You can see that they are very bored so 

you have to find a way to make them help the other ones or so that they do something [in 

class].‖   

g) There was an overemphasis of grammar. ET08 mentioned: ―we do use a lot of 

grammar. I understand.  So students, they get an idea that English is boring and they 

always think that English is boring, it‘s boring, it‘s boring.‖ ET10 also added: ―We don‘t 

have time to cover all the units we want to cover, you know? To practice with the four 

skills, we don‘t have time. It‘s all about grammar, vocabulary, doing exercises, as fast as 

you can because the exam is close. Since we have the exams schedules, we have to 

follow some guidelines.‖ 

h) Although teachers and administrations saw positive results in the 2006 English 

program, most of them did not feel it fulfilled the expectations society had from students 

graduating from the University of Aztlán in relation to their English skills. Nine of the ten 

teachers interviewed answered that they did not think that the program would fulfill the 
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expectations. ET02 said: ―Yo tengo un nivel cuatro ahorita y la verdad no esta para nivel 

cuatro…me estoy fijando que no estamos haciendo el trabajo desde el principio.‖ (I am 

teaching a level four now…I am observing that we have not been doing the job [teaching 

appropriately] since the beginning.) ET05 mentioned: ― students do not have good oral 

and writing skills.‖ ET04 was the only teacher who mentioned that although students 

might not acquire advanced English skills, they would obtain the basis to ―defend 

themselves‖ (have the basic skills in English to perform adequately) in the labor market. 

It is interesting to notice that 90% of the teachers interviewed did not think that this 

program would fulfill society‘s expectations for a student graduated from this university. 

i) The activities performed in the university affected the completion of the English 

program. ET03 mentioned that it was difficult to complete the English program due to the 

large number of activities performed in the university and that provoked class 

cancelations. He said: ―It is difficult to get the expected results due to the way the 

Mexican educational system works: Every major in the university has activities that last a 

week, Semana del Humanismo (Week of Humanism), Semana de la Ciencia (Week of 

Science), holidays, teachers‘ meetings, textbooks that do not arrive on due dates.‖   

Students’ perspectives 

 

This section deals with the themes that emerged directly from the  comments 

obtained from the interviews held with the groups of students who participated in this 

study.  
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a)Students report having positive instrumental motivations  towards learning 

English in general 

 It was observed that the students enrolled in the 2006 program accepted English 

courses as part of their academic programs. The comments that were recorded indicated 

that students had an instrumental motivation towards English learning. An example of 

some of the comments is provided by ANSGI08S1_00:45 who said: ―Que sirve para el 

futuro para un trabajo.‖ ([English] is useful for the future, for a job.) Another comment is 

provided by ANSGI08S2, who said: ―Es práctico.‖ ([English] is practical.) ANSGI08S3 

added: ―Es necesario.‖  ([English] is necessary). ANSGI08S4 added: ―Se requiere para 

conseguir un trabajo.‖ ([English] is a requirement to get a job). ANSGI08S1 mentioned: 

―Los libros de inglés son muy buenos, traen muy buena información. Y podemos hacer 

tareas de ahí.‖ (The English books are very good, they have very good information. And 

we can do homework from there.) ANSGI08S5 reported: ―Hay muchos artículos que 

salen en Science y que nos piden los profes sacar información de ahí.‖ (There are many 

articles that appear in Science and the profs ask us to get information from there.)  

b) Students’ attitude towards the English Program of the University of Aztlán in 

particular. 

 As mentioned in the previous paragraph, students in general showed positive 

attitudes towards learning English as a second language; however, they showed different 

attitudes towards components of the English program administered specifically in the 

University of Aztlán, as it was attested here: 
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MEDGI02S3_2:32  ―Realmente en mi caso yo… a mí no me gusta la clase. Sí  

me gusta el inglés pero esta clase no. Me parece simplemente venimos a repetir el 

libro. Es una pérdida de tiempo. Así es como y lo percibo…Pero a mí sí me gusta 

la verdad el inglés.‖ (Actually, in my case I…I do not like the [English] class. I do 

like English, but not this class. It seems to me that we just come [to this class] to 

repeat the book. It is a waste of time. This is the way I perceive it…but I do like 

English.) 

 

Students‘ comments about emerging themes related to the English program in the 

University of Aztlán are detailed in this section.  

1) Proficiency exams. 

Students complained about having only one opportunity to take the proficiency 

test during their studies in the University of Aztlán, so they could not receive credit for 

English proficiency even if they took extra English courses in other institutions. 

 CIEGI12S2_4:00 commented: ―Yo respecto al examen de acreditación a mí se 

me haría bien suave por ejemplo que hubiera varios exámenes de acreditación.‖ 

(I, regarding the proficiency test, I think it would be cool if, for example, there 

were several proficiency tests). 

2) English computerized exams. 

a) The English exams are designed to be taken through a computer, and students are not 

allowed to go back to check their answers once they have chosen a possible answer for 

every item in the test. This provokes negative feelings and comments about the results in 
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the exams, especially by students who do not obtain high scores in it. CIEGI13S4_8:00 

comments: ―Que no puedes regresarte en los exámenes. Y no pueden revisarlo.‖ (You 

cannot go back [to previous questions in] in the exams and [the students] cannot go over 

it again.). 

b) Some students mention that the computerized English exams provide vague feedback.  

MEDGI01S8_06:25 said: ―Los exámenes no te dicen en que te equivocaste 

exactamente y te quedas con la duda.‖ (The exams do not tell you where you 

committed a mistake and you are left with doubts.) 

PI: ―¿En el examen de computación?‖ (In the computerized exam?) 

MEDGI01S8:_06:31 ―Aja, no te dicen en que te equivocaste. O sea se que por 

ejemplo es en prepositions o algo así pero no te dicen exactamente en cual 

oración.‖ (Yeah, they do not tell you where you committed the mistake. I mean, 

for example, [the mistake] is in prepositions or something like that, but they do 

not tell you exactly in which sentence.) 

c) Lack of consistency in material studied in class and material evaluated in the English 

exams. Some students claimed that the material that was being studied in class was not 

evaluated in the English exam and that material not studied in class was being evaluated.  

ANSGI06S3_4:20 said: ―Los exámenes en las computadoras que muchas veces 

no son lo que nos enseñan en clases y lo que nos enseñan no viene.‖ (Many times 

the computerized exams [do not] evaluate what we are taught in class and what 

we are taught is not included [in the exams].) 

3) Attitudes of students who are English proficient upon entrance to the U of Aztlán.  
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a) These students saw their English courses as a way to improve their GPA since they 

perceived that other courses were more difficult and represented a challenge to obtain 

good scores.  

MEDGI01_06:04 said:―La ventaja es que es fácil obtener una calificación alta y 

que te sube el promedio.‖ (The advantage is that it is easy to obtain a high score 

[in the English classes] and that it increases your GPA). 

 

b) Some students with English knowledge who had to register in English courses for 

beginners feel bored and see their English classes as a waste of time. These comments 

were registered: 

 MEDGI01S3_2:21     ―To tell the truth, sometimes it is useless to study all 

[English] you  

saw [learned] in elementary school.‖  

MEDGI02S1_0:27     ―[The information we study in our English classes] is the 

basics  

that I have studied in middle school and in high school.‖ 

MEDGI2S2_00:35 ―It is the same [material] I have studied for six, eight 

years.‖  

MEDGI2S3_1:41        ―[I feel] Annoyed, bored, waste of time.‖ 

 

4) Students without English knowledge who had to register in English courses for 

beginners felt they could not cope with the rhythm of the class with students who had 

some English knowledge.  
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MEDGI01S2_1:25 commented: ―I say that [the difference] is noticeable…there 

are people [in this class] who know [English], but there are people who don‘t. The 

people who know English speak, participate and the ones who don‘t, [we] keep 

silent…‖ 

ANSGI07S8_7:52 said: ―Es que si el profe nos hablara en inglés y luego lo dijera 

en  

español, a nosotros nos motivaría más. Pero no, siempre nos habla en inglés y no 

sabemos qué es lo que está diciendo.‖ (If the prof spoke in English to us and then 

he said it in Spanish, we would be more motivated, but he always speaks English 

to us and we do not know what he is saying.) 

ANSGI05S2_3: 55  ―Siento que a esta facultad viene gente de muchos pueblos 

muy alejados que nunca llevaban clases de inglés entonces vienen aquí a 

aprenderlo ya desde cierto punto, no desde las partes más básicas.‖ ([One 

weakness] is that I feel that people who come from towns that are far from here 

and who come to this school never took English classes, and they come here to 

learn it from a certain level, not from the most basic parts. 

 

5) Cost of English textbooks. 

In several interviews, students mentioned that the textbooks were expensive. This 

fact prevented them from buying the books and so made the class even more 

monotonous, as it was attested with the following comments. 
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MEDGI02S1_3:20 said: ―Hay que estar comprando libros que son caros y no los 

compramos, entonces llevamos copias y no es dinámica la clase.‖ (We have to 

buy books that are expensive, then we bring copies [of the book to the class] and 

the class is not dynamic).  

ANSGI05S6_4:43 commented: ―Están muy caros…y pues no se puede.‖ (They 

[the books] are very expensive…and it is not possible [to buy the books].) 

 

6) Course administration. 

a) Some students referred to the large number of activities that they had to complete in 

their English classes.  

MEDGI02S7_7:00 ―Las tareas…quitan mucho tiempo y tenemos muchas 

cosas más importantes que hacer. Y son muy extensas y lo que no hicimos en una 

clase… o sea, nos encarga diez unidades para contestar, o sea no son muy difíciles 

pero pierdes tiempo.‖ (The homework…is very time-consuming, and we have 

many other more important things to do. And it is very extensive and what we did 

not do in a class…I mean, she asks us to complete ten units, I mean, they are not 

very difficult, but you waste time.) 

b) Courses are grammar based.  

 

ANSGI05S1_3:26 ―Que casi más bien se da pura gramática. No te enseña a  

practicarlo. A conversar. Casi puro escribirlo, ni la pronunciación, ni nada.‖ (It is 

almost only grammar. You are not taught to practice it [English]. Almost only 

writing it, no pronunciation, nothing.) 
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c) Communicative skills are relegated. 

 

CIEGI14S1_2: 50  ―Falta más interacción de escuchar, más conversación, más  

pronunciación.‖ ([We need] more interaction of listening, more conversation, more 

pronunciation.) 

d)Lack of dynamic activities 

MEDGI01S7_7:58  ―Yo creo que para aprender inglés, sería más conveniente 

hacer las  

clases  más prácticas, más habladas, más dinámicas y a nosotros más 

conversaciones y menos teoría.‖ (I think that to learn English, it would be more 

convenient to make classes more practical, more conversations, more activities, 

and more conversations for us and less theory.) 

MEDGI02S3_4:42 ―Y luego es demasiado tiempo. No tenemos audio, no 

tenemos  

computadora, o sea nomás estamos leyendo y leyendo.‖ (Plus, it is too much time. 

We do not have audio, we do not have computer, I mean, we are just reading and 

reading). 

e) Excessive work load due to small number of classes. 

MEDGI02S8_8:46 ―O sea cuando [la maestra] nos encarga[tarea], pues nos 

encarga unidades que no vimos  por lo mismo, porque nos atrasamos… o sea no 

las entendemos.‖ (I mean, when the teacher assigns homework, she assigns units 

of the book that we did not study because of the same reason, because we get 

behind in the program and we do not understand them.) 
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 This student referred to the consequences of not having the total number of 

classes they should have had; they got behind the program, so the teacher asked them to 

answer the practice sections at home. The consequence was that students did not know 

how to complete their homework because they had not studied what they should have 

learnt in class. 

 

 

7) English is not used outside classes. A valuable point of view regarding the lack of 

use of English outside school was contributed by this student: 

ANSGI08S1_2:51 ―el problema por el que no se aprende inglés es porque no 

lo  

practican fuera de la clase.‖ (the problem for which English is not learnt is 

because they [students] do not practice it outside of class.) 

  

8) Students perception about teachers’ knowledge and practices. 

 Students with little knowledge of English complain about their English teachers‘ 

practices, as it can be observed in the following comment.  

ANSGI06S2_00:55  ―No sirven los profes. No saben dar clases. Es que sí saben 

mucho  

pero no saben enseñar. Está mal el sistema. O sea empezamos aprendiendo como 

si ya supiéramos hablándolo y escribiéndolo, según ellos. Por decir los verbos y 

todo eso, nos lo empiezan a decir… y los verbos… y no sabemos nada.‖ (The 

profs are useless. They do not know how to teach. They know a lot, but they do 



 151 

not know how to teach. The [English] system is wrong. I mean, we start learning 

it [the English language] as if we already knew how to speak it and how to write 

it, like the verbs and all that. They start telling us that…and the verbs…and we do 

not know anything.)   

ANSGI06S6_3:22 ―Le dices: ¿Sí me puede repetir la pregunta? y hasta se 

enojan, pero si no le entiende uno…‖ (You tell them: ―Can you say the question 

again?‖ and they even get mad…but if one does not understand…) 

ANSGI10S2_2:07 ―Yo opino que a lo mejor algunos maestros saben el inglés 

pero no  

saben explicar. No entendemos. No se, diferentes tipos de enseñanza. Muchas 

veces los contratan porque saben pero realmente no saben cómo son los 

maestros.‖ (I think that probably some of the teachers know [English], but they do 

not know how to explain it. We do not understand. I mean, different kinds of 

teaching. Many times they are hired because they know [English] but they [the 

administrators] do not know how they are as teachers.)  

CIEGI13S5_8:36 ―Los maestros… no saben nada. Es que sí saben el inglés 

pero no  

saben cómo explicarlo. Explican en inglés.‖ (The teachers…they do not know 

anything. What happens is that they do know English, but they do not know how 

to explain. They explain in English.) 
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9) Students’ perception towards the English program regarding society’s 

expectations about the students’ English skills upon graduating from the University 

of Aztlán. 

  

 Regarding this topic, students were asked if they felt that English program would 

help them fulfill society‘s expectations about their English skills upon graduating. 

Twelve of the fourteen groups interviewed provided a negative answer while one 

responded that the program had been designed to fulfill with the expectations, but that 

importance should be given to conversation. One group did not respond to the question. 

These are some of the contributions recorded: 

MEDGI01S9_6:58 mentioned, ―No, porque una persona que no sepa inglés no va 

salir hablando a la perfección en dos años. O sea, aquí, con este programa.‖ (No, 

because a person who does not know English is not going to graduate [from 

college] speaking [English] perfectly in two years. I mean, with this program).  

MEDGI01S10_6:58 said, ―Realmente muchos lo hacen por cumplir con las horas 

que son y generalmente se estudia para el examen pero no sales entablando una 

conversación con una persona que realmente lo hable.‖ (Actually, many do it 

[take the classes] to complete the hours and we generally study for the exam, but 

you do not graduate [from college] holding a conversation with someone who 

really speaks it [English].) 

CIEGI11S1_7:24 commented, ―El nivel de aquí está como muy por encimita, 

porque por decir, yo tengo un hermano que está en el bachilleres, en el cuatro y 
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está en tercer semestre y está llevando lo mismo.‖ (The level [of English] is too 

basic. I have a brother who is in high school, he is in third semester and he is 

studying the same [English material that I am using here].)  

CIEGI11S2_7:38 said,  ―Por decir yo estuve en capacitación de inglés y sí salí 

más o menos, no digo que mucho, pero sí es mucho más de lo que vemos aquí.‖ (I 

was in English specialization [in high school] and we studied much more [English 

material] than the material we see here [in the university]). 

 

Conclusions 

 

1) Establishing the 2006 program was a good decision because it helped solve some of 

the problems that were caused by the 1999 English program. Teachers felt they had 

more control over students and their classes; they also saw this program as an 

opportunity to increase the number of classes to teach. Administrators also saw this 

program as an opportunity to have control over the students, teachers and the English 

courses in general. Furthermore, teachers were being trained and certified to improve 

their teaching practices. 

2) This program requires some changes. Having large groups of students with 

heterogeneous levels of English competence and performance decreases the level of 

motivation of students. While some students felt bored in their English classes due to 

the basic material taught in class, other students felt anxious for not understanding the 
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information taught. This provokes the students to not take adequate advantage of their 

English courses. 

3) Having the same textbook for all of the students of the university was also an 

advantage since it would homogenize English knowledge for all of the students in the 

Unviersity of Aztlán. However, the contents of the book should be adjusted to 

students who are at the college level and who should have brought the foundations of 

English knowledge with them since English classes are compulsory in middle school 

and high school. 

4) The English system does not take into consideration the needs of students who do not 

possess knowledge of English or the needs of the students who possess higher levels 

of English knowledge. The courses are designed as if groups were homogeneous in 

the level of English. 

5) Most students declare an interest in learning English for practical reasons in general; 

however, they identify deficiencies in the English Program of the University of 

Aztlán particularly.   

6) Likewise, teachers and administrators have positive views towards the role that 

English plays in Mexican institutions; however, they feel that the specific program of 

English in the University of Aztlán does not fulfill the goal of producing students 

proficient in English as a second language. 

7)  The English program does not possess platforms to help students practice their 

English skills outside the classroom.  
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8) The results of the interviews reveal that there is limited use of teaching technology to 

reinforce English language learning although the English teaching materials include a 

large number of activities in CD-ROMS, DVD-ROMS which could be used in and 

outside of class. 

9) The computerized English exams and evaluation system should be scrutinized to 

improve the evaluation system. 

 The English program possesses neither a placement exam nor a system to place 

students according to their level of English competence and/or performance.  
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CHAPTER SIX: CLASS OBSERVATIONS 

 

 

 By the time this study was performed, there were 120 English teachers in the 

University of Aztlán. The English competence and performance of all of these teachers 

were certified by the Trinity College of London, except for one of them who could not 

recollect the certification dates; however, this teacher holds a degree in engineering and a 

Master‘s Degree in Microbiology. The Trinity College of London‘s certifications 

guarantee that all of these English teachers are competent in English. 

 Eight of the thirteen English instructors whose classes were observed held a B.A. 

in English Language and Teaching (Licenciatura en Lengua Inglesa); two of the English 

teachers were engineers and held a Master‘s degree in their area of Engineering, one was 

trained in Nursing but had been teaching English for more than 25 years, another one had 

a Master‘s degree in Microbiology, and one who had been trained in Computer Science.  

 I made 32 class observations in 24 different classes and with 13 different English 

instructors of the University of Aztlán.  The average number of students per class was 19, 

with a minimum of 5 and a maximum of 45. Seventeen observations were held in the 

School of Animal Science, seven in the School of Medicine, and eight in the school of 

Engineering.  

  All of the teachers whose classes were observed, voluntarily signed an informed 

consent form before the observations. I recorded in audio all of the interactions held in 
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the class and took field notes which were typed immediately after the observations 

occurred.  

 

Emerging themes 

 Detailed information will be included about the most important topics that derived 

from all of the class observations held during this study.  

1. Facilities 

a) Availability of classrooms. All of the classes observed in the School of Animal 

Science and in the School of Engineering were taught in a specific classroom which was 

assigned at the beginning of each semester. However, students in the School of Medicine 

had to look for available rooms for every English session, which often resulted in classes 

beginning late.  

b) Classroom conditions. All of the classrooms contained enough seats for students in 

all of the schools and had air conditioned and heaters which allowed students to be 

comfortable.  

c) Teaching technology. All of the classrooms of the School of medicine were equipped 

with a computer projector, computer screens, overhead projectors, and blackboards. In 

the School of Engineering, all of the rooms were equipped with overhead projector but 

they did not have a computer projector or screen. However, this school had a new 

language laboratory with computers, television, and DVD and CD players, but the 

laboratory had only 15 computers, which was not enough for groups with more than 15 

students. In the case of large groups, one half of the group could use the lab one day and 
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the other half the following day, which also constituted a decrease in the number of 

teaching hours. The classrooms of the School of Animal Science were more austere than 

the ones in the other two schools. A common denominator in all of the classes was the 

fact that there was no use of teaching technology, except for only one class out of the 32 

English sessions observed, in which a teacher used a video.   

 

2) Program administration 

a) Reduced number of classes. English classes were supposed to be taught five hours 

per week during the16 weeks that each semester lasts. In theory, a total of 80 classes 

should be taught per semester; however, the number of classes actually taught in the 

University of Aztlán was reduced due to the high number of official holidays observed 

during the school semesters. For example, during the 2010 Fall semester, classes were not 

held on September 15 and 16 due to the Anniversary of the Mexican Independence; on 

October 12 due to the Celebration of the Discovery of America (Columbus Day); on 

November 1 and 2, due to the Days of the Dead; and on November 15 in lieu of 

November 20, due to the celebration of the Mexican Revolution. Classes could also be 

cancelled due to teachers‘ meetings, academic trips of teachers (there are no teacher 

assistants in the university), or severe climatic conditions.  

 In the specific case of Animal Science, English classes were usually cancelled on 

Fridays because students had to perform their practicum sessions related to their majors; 

in the case of Medicine, they were cancelled because the students were required to attend 

classes related to their majors in the hospitals or offices of their doctor teachers. 
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Furthermore, classes were also cancelled even for one whole week in schools where 

conferences and seminars were annually organized. The shortened number of English 

sessions provoked a reduction of the amount of material that could be studied in class, 

which caused a lack of accomplishment of goals established by the program 

administration.  

b) Lack of placement exams. It was observed that there is no use of a placement exam 

in the 2006 English Program of the University of Aztlán; therefore, students are not 

placed in groups with homogeneous knowledge of English.  However, it was observed 

that in some groups, the number of students attending their English classes was smaller 

than the number of students officially registered in such classes. The reason for this 

difference was the following: Some teachers, seeking to have students with homogeneous 

English knowledge in their classes evaluated their students‘ oral skills with a five minute 

presentation. In this presentation, teachers assessed students‘ use of grammar, 

pronunciation and fluency. If the teacher felt that students‘ English skills were good, the 

students were allowed to take their English computerized exams without attending 

classes. An example of this fact is taken from field notes about one of the classes in 

which 100 students were registered, but only 18 of them were actually attending their 

sessions. These notes read as follows: 

  The teacher began her class asking students who were interested in being 

exempt from their English classes to prepare a five-minute oral presentation. They 

would be given fifteen minutes to prepare their presentations. Seven students, out 

of the eighteen attending, left the room to do so. If they passed this exam 
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according to the teacher‘s standards, they would be given the opportunity of not 

attending classes the rest of the semester. After 15 minutes, the students returned 

and gave their presentations. Some had good pronunciation but committed basic 

mistakes like, ―I have 18 years.‖ The teacher told them would they have to take 

the classes for their own good, since according to her experience, students who 

did not attend their class sessions got low scores on the test. Some students did 

not agree with the teacher‘s decision, and she suggested administering a written 

test for them the following Monday. The teacher would register this score in the 

students‘ records so they would not have to attend classes, but they needed a score 

of 8.5 (out of 10) or above to pass.     

 

3) Teachers’ competence and performance.  

a) Teachers’ English skills. In general, most of the teachers observed had an adequate 

use of English grammar and pronunciation.  

b) Language use in class. Instructions and explanations are given completely in English 

in the School of Medicine with no problem among students. In the case of Engineering 

and Animal Science, most teachers use English to explain new information and repeat 

instructions in Spanish, with only a few exceptions: one teacher in Engineering and one 

in Animal Science who use English all of the time and another teacher in Animal Science 

who uses Spanish all of the time except when writing English sentences on the board.  

c) Use of English textbooks. All of the teachers base their courses on the textbooks 

mandated by the 2006 English program administration. A remarkable deficiency was 
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observed in the late distribution books as in the case of Animal Science where books 

were not available for sale by the fifth week of classes during the 2009 Fall semester. To 

repair this problem, some teachers allowed the use of copies from the book or wrote long 

grammatical rules on the board, which was a time-consuming task.   

d) Class administration. The following items are topics that emerged from the study. 

i) Teacher-centered. Most of the classes observed are teacher-centered; that is, the teacher 

offers an explanation of grammar on the board and then asks students to answer some 

practice exercises on the book or on the board in case they did not have a book.  

ii) Grammar focused. It was also observed that special emphasis is put on the teaching of 

grammar, leaving aside practice exercises related to speaking, listening, and writing, 

except in the case of a teacher who emphasizes the use of conversation and takes 

advantage of the language laboratory with small groups. 

iii) Overemphasis on use of textbook. It is important to mention that only in three 

sessions out of the 32 observed did the teacher use teaching materials other than the 

textbook. One teacher in the school of Engineering used the video of a Mexican singer 

and administered to students a questionnaire with questions in English about the video, 

and another teacher in the same school used a CD player so students could listen to 

conversations included in the textbooks. No use of other visual or auditory materials was 

observed in any of the other classes.  

iv) Differences between teachers with a B. A. in English language and teaching (Lengua 

Inglesa) and teachers with degree in other majors. 
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 The observations showed a remarkable difference between the teachers who had 

been trained as English teachers and the ones who had not. The teachers who had studied 

a B.A. in English Language and Teaching made more use of adequate teaching resources. 

The following excerpts were taken from the field notes about one of these teachers: 

As a pronunciation practice, the teacher asked students to repeat words 

after her. All of the students participated. She used pre-reading and pre-writing 

activities. She also used students‘ experiences for them to practice. She took the 

time to sit next to a student several times to explain a grammar rule. She gave 

careful directions about the homework. 

She had appropriate teaching habits like erasing the board when she finished her 

class and writing the homework assignment in a specific place on the board, 

always at the top right corner of the board and in red to make it more noticeable. 

   

This other class description was written about another teacher with a B. A. in English: 

Her handwriting was very clear and organized. She made good use of 

board. She speaks softly and paused often. She smiled and checked that students 

understood instructions. She also went around the room to check students‘ 

activities. She made her students feel good by telling them ―You are very 

intelligent‖ and ―Do you have any questions?‖, ―Excellent!‖, ―Very good!‖, or 

―Okay! You did a very good job!‖, ―Can we continue …?‖, and ‖Thank you for 

coming.‖ 
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 The following excerpt was written precisely about a teacher who did not hold a B. 

A. in English: 

 ―The teacher explained how the students were going to work during the semester 

and said: ―Si tienen dudas, díganme.¿ Listos? OK. Este…Ahorita por lo pronto” 

(The teacher explained how the students were going to work during the semester 

and said: ―If you have doubts, tell me. Ready? Okay. Hummm…now…) [The 

teacher looked at his watch and thought aloud while passing his hand through his 

hair and said:] ―¡Ay, Dios santo! Ahorita, ¿qué hacemos?.... Tarea! Nomás uno, -

no?, dos…sin tarea‖ (―Oh, Holy God! What do we do now?...Homework! Only 

one [student brought the homework]? No?, two… with no homework‖). 

 

4) Students’ attitudes and performance  

a) Heterogeneous levels of English competence and performance. It was observed that 

students with a high level of English used to study materials from other classes while 

holding their English sessions appropriately, especially in the School of Medicine. The 

following excerpt of the field notes taken during the observations shows this fact: 

In the first class, students engaged in activities suggested by the teacher, 

but had their Anatomy books open so that they could study for their other classes 

as soon as they finished their English exercises and while the teacher checked 

their classmates‘ homework  

 It was also observed that the students with low levels of English looked at a loss 

when instructions were given in English, so they sought the assistance of their peers or 
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their teacher to understand instructions and complete their assignments. An excerpt taken 

from one of the observations field notes in the School of Animal Science read: 

The teacher did not make sure students understood which exercise they 

would use. A student next to me seemed very interested, but got lost in the 

material. The teacher spoke in English most of the time, and several students did 

not understand instructions. 

b) Use of English in other classes. 

 Students in the fourth semester of Medicine told their English teacher that they 

had to give a presentation in English in their Pharmacology class, so they had to translate 

the reading material. 

c) Students’ attitudes in class.  

 In general, it was observed that the students in the English classes were 

participatory and showed interest in the explanations provided by the teacher. However, 

most of the students in the first semester of Medicine tried to get rid of their English 

classes to free time to study for their other classes which they considered more difficult 

than English. The students of Civil Engineering complained about the large amount of 

homework. Although the students of Animal Science did not participate enthusiastically, 

they forced themselves to participate in class activities although some of them looked 

anxious when they got confused by the material.  
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d) Use of English materials in class 

 The classes observed were based on the textbooks required by the 2006 English 

program administration. The class observations were begun at the end of the first month 

of classes, and it was observed that about a fifty percent had their English textbooks 

while the rest brought copies to their Class sessions. However, in the specific case of 

Medicine, the following was recorded in a field note: 

Only two students out of the 45 present in the first class had textbooks. 

Only 3 students out of 19 had the books in the second class; the rest had copies. In 

the third group, only three students had the books, and other three students left the 

room to make copies. They were not prepared. 

e) Limited feedback related to students’ English learning. It was observed that the 

students complained about not having enough detailed feedback about their English 

learning from the computerized exams. The only mechanism available to determine how 

the students were doing in their classes was through direct feedback from their teachers 

taken from the revisions of their practice exercises, oral presentations, and in some cases, 

development of a portfolio.  

f) Amount of material seen in class. 

 It was observed that classes varied in the amount of material studied in class. It is 

customary for teachers to eliminate listening and conversation sections of the book and to 

emphasize grammar and reading comprehension. One teacher from the School of 

Medicine, ET00, just went through major themes in her class for beginners during one of 

the observations. It the fourth week of classes on the 2009 Fall semester in the University 
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of Aztlán before she taught the first English session to her students. She chose specific 

items from the book and focused on them with her students. This excerpt was taken from 

the field notes of that specific session: 

 The teacher focused on numbers, dates, and students‘ likes and dislikes 

with the students. She said that they were reviewing the first four units of the 

book and that they would do the listening exercises to complete the four units on 

Monday (the following class).The teacher assigned a large number of pages from 

the textbooks to be completed for homework trying to account for the classes she 

had missed with her students.  

  

The following is an excerpt from the field notes taken about ET05‘s class who 

attended her sessions on time and demonstrated she had prepared her lessons: 

 The teacher explained exactly which exercises students were going to do. 

She asked students if they had done their homework one by one, and she told 

them, ―I am going to trust you.‖ She asked students why they did not do it; 12 

(almost 50%) did not do the homework. The teacher wanted to know if they had 

not understood it or if they had not had time to do it. The teacher corrected the 

homework along with her students. She used a warm-up activity to review relative 

clauses on the board. She provided a lot of practice for her students and included 

sentences related to their majors. She had control over the group. The teacher 

made sure students knew where the test was going to be taken. Attendance was 
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important in this class. The teacher‘s handwriting was very clear and organized. 

She made adequate use of board.  

 This second teacher also eliminated some exercises from the textbook and 

advanced three pages from the textbook. The pace in this teacher‘s class was adequate, 

contrary to the previous teacher who was desperately trying to finish working with 

critical items of four units in only one session.  

g) Course contents. 

 As observed in the interviews performed with the students in the previous chapter, 

the contents of course English I is aimed to true beginners. In the field notes taken in the 

first English class administered to the students of Medicine, the following can be read: 

After this, the teacher wrote the English alphabet on the board and asked 

students to sing the ABC song, which they did enthusiastically. She used a 

kinesthetic activity. After this activity, the teacher reviewed numbers with the 

students. 

 It is worthwhile to mention that the students who were taking this class were 11 of 

a total 100 students who were supposed to be taking the class but whose majority had 

been exempted of taking the class by having taken and passed a proficiency test designed 

by the teacher herself and under her own criteria. Although the students that remained in 

the classroom had not passed or taken the proficiency tests, it was clear that they were not 

true beginners since they had problems understanding the teacher‘s directions provided in 

English. This fact could provoke a decrease in the students‘ motivation and attitudes 
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towards learning English as a second language since the material was not new or 

innovative.  

Conclusions 

 

1) Some students, teachers, and administrators undervalue English classes that were 

observed in relation to other classes offered in the schools, in spite of this class being 

important part of the curricula of all of the academic programs in the University of 

Aztlán. In Medicine, for example, students are asked to attend classes other than English 

in their professors‘ offices or hospitals during the time scheduled for English classes. 

Furthermore, English teachers do not have classrooms assigned for their classes. In 

Animal Science, students are allowed not to attend their English classes on Fridays to 

attend other classes‘ practicum sessions. 

2) The English program does not correspond to the actual number of hours assigned 

to English classes per semester. The course books chosen to be used in the University of 

Aztlán were designed to be completed in 200 hours. However, only 80 hours per 

semester, minus hours lost due to numerous national holidays and activities observed in 

the university, are actually used for the teaching of English. As a result of this, teachers 

do not complete all of the activities included in the textbooks, so they usually prefer to 

focus on grammatical items which are evaluated in the standardized English exams. 

3) There is insufficient and obsolete teaching technology, in general, with lack of 

computers, computer projectors, CD or DVD players in most of the classrooms observed. 

The educational technological equipment is obsolete in the case of the School of Animal 
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Science and insufficient in the case of the three schools observed. In the school of 

Engineering.   

4) There is a lack of exams for placement. The lack of placement exam provokes the 

existence of heterogeneous groups to the detriment of students‘ progress in school and 

having a possible negative effect in the attitudes and motivations of students towards 

their English classes. This lack of placement exam also provokes some teaches to try to 

account for this problem by developing their own mechanisms to exempt students with 

English knowledge from their classes and allow them take the English standardized 

exams. These manners to solve the problem cause discomfort among some students since 

the mechanisms developed by teachers are not clearly established.      

5) The differences between English teachers with and without long-term teaching 

training, regardless of their English language performance, are evident.  
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CHAPTER SEVEN 

CONCLUSIONS AND RECOMMENDATIONS 

 

 In this chapter, I will summarize the major results obtained from this study in 

relation to the motivation and attitudes that undergraduate students of the University of 

Aztlán have towards learning a foreign language in general and to English in particular. 

In the second part, I will identify some of the factors that influence these students‘ 

motivations and attitudes towards the English program. Then, I will identify the areas of 

change that the English program requires to improve students‘ level of English 

competence and performance. Finally, I will include some recommendations so that the 

Programa Único de Inglés can be improved substantially for the benefit of students and 

English teachers of the institution.   

 The conclusions of this study were based on the results obtained from a mixture 

of quantitative and qualitative research techniques which included semi-structured 

interviews, class observations, a survey, the scores of two English exams of each student 

participant, a mini-questionnaire, and an adapted version of the AMTB. Using a multi-

method approach is consistent with Järvelä & Volet‘s (2004, p.196) suggestion as ―an 

attempt to capture the complexity and interactive nature of motivation in real-life 

dynamic learning environments‖.  
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Conclusions 

 

 Through the data released by the research instruments which were already 

detailed in Chapters Four, Five, and Six, the following major conclusions were obtained: 

1) Most students in the University of Aztlán participating in this study demonstrate 

positive attitudes and motivation to learn foreign languages in general and English 

in particular.  Dörnyei and Otto (1998, p. 65) defined motivation 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.‖ Furthermore, Dörnyei (2001b) concludes that motivation is responsible for 

why the people decide to do something, how long they are willing to sustain the activity, 

and how hard they are going to pursue it. In the case of students of the University of 

Aztlán, it is very important that they maintain high levels of motivation and attitudes to 

learn a second language since they are intended to invest 80 hours of English instruction 

in every one of the first four semesters of their studies in this institution. Furthermore, 

ANUIES indicates that by the time students finish their undergraduate studies, they must 

be able to use English as a tool for their professional life, so it is important to monitor 

students‘ levels of motivation and attitudes to learn a second language. Gardner (1985, p. 

9) defines an individual‘s attitude as ―an evaluative reaction to some referent or attitude 

object [attitudes toward something, e.g. ‗attitudes towards French-speaking people‘], 

inferred on the basis of the individual‘s beliefs or opinions about the referent.‖  
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In the specific case of the University of Aztlán, the motivation and attitudes were 

measured through the adapted version of the AMTB, which yielded the following data: 

79 percent of the students show an intermediate-high interest in learning a foreign 

language and 74% evaluates their motivational intensity to learn English intermediate-

high as well. 

 

2. A lower percentage of students evaluate their attitudes and motivation towards 

the English courses taken at the University of Aztlán well in relation to their 

motivation and attitudes towards learning a foreign language including English in 

general.  These results were obtained through subscale 8 (English course evaluation) in 

the AMTB (refer to Table 4.26). Only 63.9% of the students evaluated their English 

courses intermediate-high. This datum suggests that the English courses offered by the 

University of Aztlán were not satisfying the needs or expectations of almost 36% of the 

students in the sample.  

 The factors that influenced the lower percentage of students with intermediate-

high levels of motivation and attitude towards the specific English program of the 

University of Aztlán in relation to the levels of motivation and attitudes towards learning 

foreign languages in general were identified through the diverse research instruments 

used in this study. These factors, which will be detailed in subsequent paragraphs, were 

grouped in the following four areas: in the design and administration of the English 

program, which includes the way in which groups are conformed and the way in which 

the program is structured; in the teaching materials, which refers to the amount of 
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material that should be taught during the semester and to the cost of the materials; in the 

English teachers, which refers to their knowledge of English, to their professional 

training and to their class management;  and in assessment, which includes the English 

exams as well as students‘ assessment and feedback processes.  

a)      The design and administration of the English program of the University of 

Aztlán.  

 

 From the interviews realized with the English teachers and students participating 

in this study, it was determined that the English groups were made up of students with 

heterogeneous levels of English competence and performance. As reported by the 

students, this fact provokes students with English knowledge to boredom while students 

with poor knowledge feel anxious. I also confirmed the existence of these heterogeneous 

groups in classroom observations; I noticed that the students with higher levels of English 

had their books of other content courses open so they could continue studying while the 

teacher was checking other students‘ homework or class assignments, while students with 

low levels of English knowledge looked anxious trying to determine what they were 

asked to do. It was also observed that this fact provoked instability in the class.  

 This factor was also identified in the results of the surveys which revealed that 

students who took the proficiency exam and who obtained a passing score, but who had 

decided to take the English courses to improve their GPA were placed with students who 

showed lower levels of English knowledge as shown in Table 4.15 (Scores in English 

proficiency tests by major). Likewise, results in Table 4.7 (Initial age of English language 

instruction) and Table 4.8 (Initial age of English instruction per major), and 4.9 (Time 
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students had studied English before enrolling college) show that some students have 

studied this language for a longer time than others, suggesting that students possess 

different levels of English knowledge. Still, students with heterogeneous levels of 

English were placed in the same classes.    

 English teachers know that they are going to have heterogeneous groups of 

students, especially in the first English courses. This has led some teachers to design 

strategies to homogenize groups and which, according to them, are convenient for both 

teachers and students. For example, through the interviews and the class observations, it 

was detected that some teachers designed their own mechanisms, aside from the 

proficiency test administered by the coordinator of the University English Program, to 

determine which students possessed more English knowledge, and they would excuse 

these students from attending classes, having them attend only to take the standardized 

English exams.  

This activity is convenient for the teachers because their class work decreases by 

not having to struggle with large groups of students and by not having to check 

homework or assignments from these students. In the case of students, not attending their 

English classes is convenient in the sense that they have extra time to study for their 

major‘s other content courses, which they considered more difficult than English, as 

participants explained in the interviews. I think that this solution is not adequate since it 

is not regulated by the program administration and does not push students to maintain or 

develop their skills in English as a second language. Shortcuts like this one have become 

vices within the English program in the University of Aztlán.  
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Another factor that was identified as an area to be changed in the design of the 

English program was the curriculum, which is not adapted according to the actual number 

of English classes that are taught during each semester. In the English teachers‘ 

interviews which were part of this study, the teachers complained that it was hard to 

finish the curriculum established by the administration.  

Through the interviews, the English teachers appropriately pointed out that they 

did not have enough class time to finish the curriculum since the textbooks included 

many activities. I realized that the teachers were right since the curriculum was not 

appropriately planned to be finished during the pre-established number of classes, 80 

fifty-minute sessions during each semester. However, because of various national 

holidays and academic and socio-cultural activities of the University of Aztlán, the 

number or actual sessions taught decreases considerably. Furthermore, according to the 

authors of the English textbooks used in the university, each textbook was designed to be 

taught in 200 fifty-minute sessions. It is illogical to conceive that the teachers and 

students will finish studying the book adequately in less than half the time actually 

required. It is important to take into consideration the constraints of time while designing 

a course and while planning a lesson. Wajnryb (2006) mentions that the initial planning 

concerning a lesson‘s timing, combined with spontaneous decision-making in the course 

of one lesson, add up to the concept of ‗lesson‘s pace‘, which she considers as ―crucial in 

keeping students alert, motivated, engaged and on course‖ (p. 6).   To solve the problem 

of time limitations, most of the teachers observed in the sample focused on teaching 

grammar, which is the area emphasized in the standardized exams.  
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Rather than being a solution, this approach becomes a problem. During the 

interviews, students mentioned that their teachers speak English well but they do not 

know  how to teach. Students reached to this conclusion since the explanations that these 

students received were reduced to grammatical functions and that they did not fully 

understand the rest of the material; however, they were asked to complete many textbook 

activities as homework. This prevents the English program from working adequately 

since the students are heavily trained in grammar and reading comprehension, but not in 

the other areas of linguistic competence and performance. This observation is 

complemented with the results of subscale 8 in the AMTB, where 63.9 % of the students 

in the sample evaluate their actual English courses intermediate-high.  

  

In the interviews, the English teachers and the students mentioned that there was a 

limited use of dynamic activities utilized in the classroom even when a good number of 

activities were included in the textbook. These activities were eliminated because the 

program was too extensive and because most of the classrooms lack adequate technical 

equipment, such as internet connection, computers, and audio and video devices. Though 

class observations, I was able to notice that in general, classrooms lacked enough 

technological equipment for students to take full advantage of the activities included in 

the English textbooks.   

These activities were eliminated without taking into consideration the damage 

inflicted on students‘ learning. As a result, these deficiencies promote student perceptions 

that the course is non-dynamic and less attractive in relation to their expectations, as it 
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was recorded in the interviews with students, in the survey and in the results of the 

AMTB.  

b)      Teaching materials 

  

 In the interviews, the administrators and English teachers said that the English 

program was based on a series of four books that were chosen by teachers and 

administrators to be taught homogeneously with all of the students in the university.  In 

the interviews with teachers and students they indicated that the books were dense and 

that they did not include information related to the professional areas of the students and 

that the themes and topics taught in the books were too basic or repetitive in the first 

levels. This idea was reinforced with the data in Table 4.17 (Changes students suggest for 

the English program) which emerged from the survey as well. Students indicated that the 

information and topics included in the textbooks were too basic or inadequate for 

university students; students also referred to the need to include material related to their 

majors.  

During the class observations, I identified that the book was actually dense since 

it included a large variety of activities to develop the four linguistic skills, which is 

necessary to develop a real communicative language ability, which Lee & VanPatten 

(2003) define as ―the ability to express one‘s self and to understand others and which 

develops as learners engage in communication and not as a result of habit formation with 

grammatical items‖ (p.51)  
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Through the observations, I was also able to detect that the book could not be 

finished adequately in one semester due to the large amount of contents and the reduced 

number of sessions that are actually taught in each one of the courses in relation with the 

number of sessions that the authors of the books recommended. 

I was also able to observe that the contents of the book do not include information 

related to the students‘ majors, which was a petition that students repeatedly made during 

the survey and the interviews. 

Another theme that emerged in the survey and from the interviews was the cost of 

the textbooks, which is too high for a large number of students, especially for the ones 

who come from rural areas and whose socioeconomic level is low.  

c)      English teachers  

 

 In the interviews, the program administrators said that the English teachers‘ 

language skills had been certified through the Trinity College London. The teachers‘ 

English knowledge was also corroborated with the interviews of the students who said 

that their teachers had a good command of English. Likewise, I was also able to witness 

that most of the English teachers had an adequate command of English; however, in the 

development of the class, I observed that some teachers had problems in relation to their 

teaching methodology since some of them gave quick directions in English without 

making sure that all of the students understood what they were supposed to do during or 

after classes.  Besides, teachers used to eliminate the activities that were not related to 

grammar, and tried to cover the information included in the lessons through assigning 
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large amounts of homework to students. The teachers mentioned in the interviews that the 

reason for this was the excessive material that had to be taught during the course and that 

eliminating themes was a strategy to finish the program before the students took the 

standardized English exams.  

  As previously mentioned, most teachers administer their classes in English and 

give explanations and instructions in this language, so some students, especially the ones 

with low level of English, struggle to understand instructions. The students, whose 

teachers spoke only English in their classes, especially in the first semesters, looked more 

stressed and more at a loss than the students who were given instructions both in English 

and in Spanish. Authors like Tarnopolsky (2000) and Levine (2004) suggest that the 

adequate use of L1 in the classroom could be beneficial for students. It is important to let 

teachers know that the adequate use of L1 can save time and can lower students‘ anxiety. 

This could be told to the English teacher in seminars prepared especially to give them 

guidance in applying this principle. 

The results of the class observations were also corroborated through the 

interviews with the teachers who mentioned that they must develop their programs 

according to the textbooks assigned by administrators; however, they focus on grammar 

and reading comprehension eliminating communicative activities. The teachers argue that 

there is not enough time to explain material not included in the exam; so, in an attempt to 

finish the program, the teachers assign students a lot of homework that includes contents 

that are not understand by some students. This, in turn, provokes low attitudes towards 

their English teachers, just as it was observed from the results of subscale 3 (Teachers 
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evaluation) of the AMTB where only 54.4% of the students in the sample evaluated their 

teachers intermediate-high.  

 The alternatives used by the teachers to make up for a lack of time do not give a 

solution to the problem of having too much material to study in class or at home. The 

program was designed for students to communicate in English and not to focus on a 

single aspect of language acquisition. Teachers‘ asking students to answer practice 

exercises at home without offering them clear and concrete explanations, produces 

discomfort among the students, since, as they reported in the interviews, they were not 

able to complete the assignments adequately. Tileston (2004) claims that physical and 

emotional climates are aspects that affect motivation in the classroom and that can be 

modified for the students‘ benefit.  I think that simple and clear explanations would 

improve the emotional climate in the English classroom. 

d) English exams and assessment process  

  

 During the interviews, the administrators of the English program mentioned that 

the three multiple-choice English standardized exams that students take during each 

semester are administered electronically and are designed basically to assess grammar 

rules and reading comprehension. Some of the problems that students mentioned during 

the interviews and surveys in relation to these exams are that the exams are administered 

through computers and do not allow students to go back to correct mistakes. The students 

do not receive specific feedback in relation to the mistakes they commit in the exams, so 

there is no way for them to know what their mistakes consist of; and this, in turn, does 
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not allow them to improve their English knowledge. According to Rugarcía (2001) 

feedback triggers students‘ reflection towards their own development and, done well, it 

could become an element to develop favorable attitudes towards their own learning. This 

author recommends teachers to provide immediate feedback to improve overall students‘ 

learning. This recommendation, if followed, would help students reconstruct their 

knowledge of English as a second language. 

.  In the interviews, the students complained about the fact that there was no relation 

with what the students see in class and what is being evaluated. As was previously 

mentioned, most of the teachers reduce the number of topics to teach and focus on 

grammar during the semester with the idea of finishing the book and helping their 

students pass the English exams. Since these reductions are not regulated by the program 

administration, it results in some topics being studied that are not related to the items 

being evaluated in the exams. Furthermore, the fact that the exams evaluate grammar and 

reading comprehension does not guarantee that the students are being trained in the four 

linguistic skills (listening, speaking, reading, and writing) while learning English in the 

University of Aztlán.    

Recommendations 

  

 In this section, I describe specific suggestions regarding the factors that are 

affecting the English program of the University of Aztlán which could be useful in other 

Mexican institutions of higher education which could be facing similar situations. Each 

one of the factors that affect the program will be treated separately.  
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Previous to defining these suggestions separately, it is necessary to mention that 

ANUIES established that students of Mexican universities should master a second 

language upon graduation. This objective, however, has been established in a general 

way since ANUIES does not specify the actual level of English that will be required from 

these students. I suggest that specific goals for the students‘ competence and performance 

in a second language should be established. I consider that the goal could be reaching a 

TOEFL score of 500 (PBT) or 173 (CBT) or 61 (iBT); or an official IELTS score with a 

minimum overall band score of 6.5, which is the minimum requirement to begin 

undergraduate studies in some American universities. A B2 level (for independent users) 

in the Common European Framework (CEF) would also be appropriate for students 

graduating from college. According to the CEF, in this level, the students can understand 

the main ideas of complex text on both concrete and abstract topics, including technical 

discussions in their field of specialization. They can also interact with a degree of fluency 

and spontaneity that makes regular interaction with native speakers quite possible without 

strain for either party. They can also produce clear, detailed text on a wide range of 

subjects and explain a viewpoint on a topical issue giving the advantages and 

disadvantages of various options. 

Once the goal of the program is established, it is adequate to follow the 

recommendations in relation to the factors that were determined in this study so that 

students‘ attitudes and motivations toward the English program can be enhanced. 

In relation to the design and administration of the English program of the 

University of Aztlán as a factor that influences students‘ motivation and attitudes, I 
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recommended that a placement test be designed, piloted, validated with a team of 

professionals in both SLA and statistics. This test should be administered to students to 

be placed in groups according to their English level of competence with the goal of 

eliminating heterogeneous levels of English in groups and in this way, boredom of some 

students and anxiety of other students would be lowered.  

Before students take their placement test, they should take a proficiency test, 

which would measure their level of English knowledge. If a student has mastered 

English, there is no reason to take the English courses offered by the university, since 

there would be heterogeneous groups with the same consequences of loss of time and 

boredom of these students, as it was identified during this study. At present, a proficiency 

test which has not been validated officially is being used in the University of Aztlán. I 

recommend that all proficiency and placement tests to be used in the university be 

validated by a group of professionals to guarantee their reliability. Fulcher & Davidson 

(2007) assert that validity has usually been defined as finding out whether a test actually 

measures what is intended. This is a requirement for any reliable measuring instrument.  

I also recommend that students be allowed to take the proficiency and placement 

tests more often, such as once every semester, in case they take English classes in other 

English programs and in case they want to obtain the English credits at a faster rate. With 

this action, students will be able to alleviate their academic load and focus on their 

content courses if desired.  

I also recommend redesigning the English program so that students can reach the 

goal that the university establishes in relation to their English competence and 
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performance. It is necessary to develop the four basic language skills in all of the English 

courses taught in the university. To attain this goal, it is advised to take into consideration 

the Standards for adult education ESL programs at a Low Advanced ESL Level. 

According to the standards established for this level, in relation to Speaking and 

Listening, individuals: 

can converse on many everyday subjects and some subjects with unfamiliar 

vocabulary, but many need repetition, rewording or slower speech; can speak 

creatively, but with hesitation; can clarify general meaning by rewording and has 

control of basic grammar; understands descriptive and spoken narrative and can 

comprehend abstract concepts in familiar contexts. 

In relation with basic reading and writing, the individual is able to read 

simple descriptions and narratives on familiar subjects or from which new 

vocabulary can be determined by context; can make some minimal inferences 

about familiar texts and compare and contrast information form such texts, but not 

consistently. The individual can write simple narrative descriptions and short 

essays on familiar topics, such as customs in native country; has consistent use of 

basic punctuation, but makes grammatical errors with complex structures. 

In the case of functional and workplace skills, the individual can function 

independently to meet most survival needs and can communicate on the telephone 

on familiar topics; can interpret simple charts and graphics; can handle jobs that 

require simple oral and written instructions. The individual can use all basic 
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software applications, understand the impact of technology and select the correct 

technology in a new situation. (Standards, 2007, p. 155)    

  

 To reach the objectives established in the previous paragraphs it is suggested that 

the university offers at least six courses of general English. Once the students receive the 

credits of these six courses or study the six of them, courses such as the following can be 

offered: TOEFL preparation, English conversation, English Writing and English for 

specific purposes in as many academic programs as possible, especially for students with 

an advanced level of English. One reason for lengthening the program is to help teachers 

and students to reach the goals established for each course in relation to developing the 

four linguistic skills rather than focusing on grammatical issues. Another reason is to help 

students to reach the objectives that the institution establishes in a reasonable time. As 

Lee &VanPatten (2003) said, ―there is not such thing as instantaneous acquisition. For 

this reason we say that acquisition is dynamic (it evolves), but it is slow (it takes years for 

learners to build up a system that is anywhere native-like).‖  (p. 19)  

It is expected that this action would help teachers make their classes look more 

interesting and dynamic; furthermore, it would also help the elimination of vices that 

some teachers have developed in relation to setting aside the practice in productive skills 

in their English lessons. 

I also recommend that the administration invests more resources on educational 

technology like computers, projectors and CD/DVD players. It is necessary that this 

technology be available in the classrooms so students can practice their listening and 
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speaking skills by utilizing different learning strategies, which Saville-Troike (2006) 

defines as the behaviors and techniques that students adopt in their efforts to learn a 

second language. Utilizing this educational technology would help to answer the 

students‘ demand for more dynamic activities in the English classroom. As concluded 

from the surveys and group interviews, it would also be expected that the students‘ 

motivation and attitudes toward the English program will be enhanced.   

A short-term solution for the problem related to the teaching materials would be 

to look for another textbook that can adequately be adapted to the actual time assigned to 

the English courses. Another solution would be to teach half of the book that is currently 

used in one semester and the other half in another semester to develop the whole content 

of the book. The best long-term solution would be to design English textbooks that 

comply with the objectives of the University of Aztlán in relation to the teaching of 

English as a foreign language, which implies an important effort in terms of time and 

resources. This project would reduce the cost of books, would help to have the materials 

available for students on time, and most importantly, would focus on the specific 

competences and performance that the university requires from their graduating students.  

Any of the solutions mentioned would fulfill satisfactorily the needs of teachers 

and students since the teachers would not feel stressed to finish the program by 

eliminating the communicative sections of the book. Plus, the student would be able to 

understand the whole content of the topics studied in class, thus creating a comfortable 

environment that would allow enhancing students‘ motivation and attitudes towards the 

English program in their university.    
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In relation to the English teachers as a factor that influences students‘ low 

attitudes and motivations towards learning English as a second language in the English 

program of the University of Aztlán, I suggest that a continued training system be 

established for English teachers. Although the teachers‘ English language skills are 

certified through the Trinity College London, it does not mean that they have been 

adequately trained to teach English as a second language. Within the training courses that 

could be offered to teachers, they could receive training on the following: teaching skills,  

classroom management skills, skills to engage in action research and to reflect on 

experience, teaching styles, understanding of and ability to handle testing, assessment and 

evaluation, knowledge of and ability to teach socio-cultural background information, 

inter-cultural attitudes and skills, knowledge of and ability to develop students‘ aesthetic 

appreciation of literature and to deal with individualization within classes containing 

diverse learner types and abilities. All these topics are suggested by the Common 

European Framework (CEF, p. 144). 

 I suggest that a continued teacher evaluation and monitoring system be 

established to provide instructors with feedback so that they can improve their practice 

for the benefit of both the English teachers themselves and of their students.  

I also suggest that the English teachers participate in decision-making policies 

related to the English text and program, since teachers are the ones that can observe 

directly what is happening in the classroom, as observed by Borg (2006, p. 1), who 

describes teachers as ―active, thinking decision-makers who play a central role in shaping 

classroom events.‖ 
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These suggestions aim to help English teachers conduct class as well as be able to 

observe, once the drawbacks are eliminated from the program, that they are capable of 

teaching students to master a second language, enhancing the level of motivation and 

attitudes towards the English program of the University of Aztlán.  

In relation to the English exams and assessment process as factors that influence 

students‘ attitudes and motivations towards learning English as a second language in the 

English program of the University of Aztlán, I suggest that it is necessary to include 

reading and listening sections in the English exams so that teachers do not focus so much 

on grammar. Teachers know that by focusing on grammar and vocabulary, their students 

are going to be able to do better in the standardized tests. Although there has been strong 

reconsideration about form-focused instruction (Dörnyei, 2009), teachers should be 

careful not to overuse grammatical formulae in their classes. This practice does not much 

help students develop actual communicative skills.   

I also suggest that the English standardized exams be readjusted so that the 

students can go back and reconsider their answers as many times as they want as long as 

they work on the exam within the time assigned.  I also suggest the creation of a self-

access center where students can get tutoring, and if possible, feedback about their 

performance in the English exams. This center should be staffed with teachers trained 

especially to teach the English language and should offer face-to-face and virtual 

tutoring. Knowing the results of the exams and receiving feedback about the results of the 

exams can produce a feeling of comfort in the students since they are able to measure the 

level of performance in their English knowledge and it is possible that this attitude be 
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relevant and provoke a increase in the motivation and attitudes that the students have 

towards the English program of the University of Aztlán.  

Last, but not least, I suggest the creation of a program evaluation system which 

Kiely (2009) defines as, ―a form of enquiry that describes the achievements of a given 

programme, provides explanations for these, and sets out ways in which further 

development might be realized.‖ With this system, English coordinators could monitor 

their teachers‘ performance and the head coordinators could monitor their coordinators‘ 

performance as well by observations and by evaluations with the goal of offering 

constructive feedback. 

Final conclusion 

 

Lacki (2010) says that education in Latin America is causing a profound damage 

to the development, prosperity and welfare of the population since there is not a 

congruent relationship between what should be taught and what is actually being taught 

in schools. Although this assertion is too general, it is partly true in the English program 

of the University of Aztlán. One way to avoid this damage is by taking a look at what is 

happening within our institutions by opening our classrooms to regulated supervision so 

that our practice as language teachers can be improved through constructive feedback. It 

is also true that changes in the structure of any organization or institution have to be 

carefully planned and supported on solid foundations, which can be gradually polished, to 

produce the best possible outcomes. These outcomes could lead to still more positive 

students‘ attitudes and motivation towards their English classes which will produce 
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individuals better prepared for and more successful in the global labor market, just as 

ANUIES expects from Mexican institutions of higher education. 
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APPENDIX A  

ENGLISH SCORES IN THE UNIVERSITY OF AZTLÁN’S INSTITUTIONAL 

COMPUTERIZED EXAM. 2008 SPRING SEMESTER (THIRD EXAM) 

 Academic program Number of students who passed the 

second partial test 

% of sts who 

passed the exam 

1.  School of Physical education and Sports Sciences. 49 out of 104 (1st sem) 

42 out of 296 (2nd sem) 

56 out of 97 (3rd sem) 

58 out of 229 (4th sem) 

47.11 

14.18 

57.73 

25.32 
 

2 School of Law 159 out of 172 (1st sem) 

137 out of 170 (2nd sem) 
80 out of 103 (3rd sem) 

128 out of 143 (4th sem) 

92.44 

80.58 
77.66 

89.51 

 
3 School of Agro technological Sciences 34 out of 47 (1st sem.) 

37 out of 88  (2nd sem.) 

15 out of 30  (3rd sem.) 
24 out of 35   (4th sem.) 

72.34 

42.04 

50 
68.57 

 

4 School of Dentistry 34 out of 34    (1st. sem) 
88 out of 100  (2nd. Sem) 

45 out of 58   (3rd. sem) 

86 out of 99    (4th. Sem) 

100 
88 

77.58 

86.86 

 

5 School of Medicine 26 out of 28 (1st. sem) 

110 out of 124 (2nd. Sem.) 
26 out of 31 (3rd. sem.) 

127 out of 130 (4th sem) 

92.8 

88.7 
83.8 

97.7 

 
6 School of Fine Arts 1 out of 2 (1st sem) 

48 out of 69 (2nd sem) 

No 3rd sem. 
24 out of 34 (4th sem.) 

50 

69.56 

 
70.6 

 

7 School of Engineering 135 out of 206   (1st sem,) 
179 out of 265   (2nd sem.) 

122 out of 180   (3rd sem.) 

82 out of 112    (4th sem.) 

65.53 
65.09 

67.77 

73.21 
 

8 School of Chemistry 81 out of 95    (1st sem.) 

70 out of 106   (2nd sem) 

56 out of 75    (3rd sem.) 

69 out of 80    (4th sem) 

85.26 

66.03 

74.66 

86.25 
 

9 School of Nursing Not available information     

170 out of 289    (2nd sem) 
Not available information     

105 out of 148    (4th sem.) 

 

58.82 
 

58.65 

 

10 School of Animal Science 125 out of 179    (1sst sem.) 

11 out of 63        (2nd sem.) 

12 out of 35       (3rd. sem) 
3 out of 5           (4th sem.) 

69.83 

17.46 

34.28 
60 
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APPENDIX  B  

 

ENGLISH GRADES IN THE UNIVERSITY OF AZTLÁN’S INSTITUTIONAL 

COMPUTERIZED EXAM. 2008 FALL SEMESTER (SECOND PARTIAL EXAM) 

 
 Academic program Number of students who passed the 

second partial test 

% of sts who 

passed the exam 

1.  School of Physical education and Sports Sciences. 117 out of 127 (1st sem) 
134 out ot 286 (2nd sem) 

59 out of 93 (3rd sem) 

106 out of 223 (4th sem) 

92 
46.8 

63 

47.5 
 

2 School of Law 173 (out of 173 1st sem.) 

160 out of 176 (2nd sem) 
69 out of 98 (3rd sem) 

130 out of 143 (4th sem) 

100 

90.9 
70.4 

90.9 

 
3 School of Agro technological Sciences 38 out of 48 (1st. sem.) 

28 out of 98 (2nd sem) 

12 out of 31 (3rd sem 
14 out of 36 (4th sem) 

79.1 

28.5 

38.7 
38.8 

 

4 School of Dentistry 34 out of 34 (1st. sem) 
91 out of 112 (2nd sem) 

46 out of 59 (3r sem.) 

90 out of 100 (4the sem) 

100 
81.2 

77.9 

90 
 

5 School of Medicine 29 out of 29 (1st sem) 

120 out of 123 (2nd sem.) 
24 out of 33 (3rd sem) 

122 out of 144 (4th sem) 

100 

97.5 
72.7 

84.7 

 
6 School of Fine Arts 2 out of 2 (1st sem) 

68 out of 74 (2nd sem) 

28 out of 33 (4th sem) 
No 4th semester 

 

100 

91.8 

84.8 
 

7 School of Engineering 226 out of 235 (1st sem) 
233 out of 265 (2nd sem) 

138 out of 183 (3rd sem) 

89 out of 111 (4th sem) 

96 
87.9 

75 

80 
 

8 School of Chemistry 90 out of 90 (1st sem.) 

105 out of 113 (2nd sem) 
50 out of 77 (3rd sem) 

75 out of 88 (4th sem) 

100 

92.9 
64.9 

85.2 
 

9 School of Nursing 2 out of 2(1st sem) 

222 out of 291 (2nd sem) 
32 out of 35 (3rd sem) 

126 out of 147 (4th sem) 

100 

76.2 
91.4 

85.7 

 
10 School of Animal Husbandry 141 out of 153 (1st sem) 

26 out of 71 (2nd sem) 

22 out of 51 (3rd sem) 
2 out of 4 (4th sem) 

92.1 

36.6 

43.1 
50 
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APPENDIX C 

 

RECRUITMENT  FLYER (SPANISH VERSION). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Estimado maestro del programa de _____________: 

 Soy estudiante del programa de doctorado en  Adquisición 

y Enseñanza de una Segunda Lengua en la Universidad de 

Arizona y me encuentro realizando un estudio para mi tesis 

doctoral. Estoy solicitando su apoyo para aplicar un instrumento 

para recabar datos para mi tesis con alumnos de 1º a 4º semestre 

en cualquier clase excepto de inglés. El proceso sólo tomará una 

hora y será totalmente voluntario por parte de los alumnos. Si 

usted va a tener una clase libre o me pudiera ceder una de sus 

clases para tomar datos dentro del período del 20 de abril al 22 

de mayo de este año, por favor comuníquese a mi teléfono celular 

044614- 1255452 o a mi dirección electrónica asandov@uach.mx  

Muchísimas gracias por su apoyo. 

Atentamente, 

Angélica Sandoval Pineda 

 

mailto:asandov@uach.mx
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APPENDIX D 

 

RECRUITMENT FLYER (ENGLISH VERSION) 

_______________________________________________ 

Dear professor of the  _____________program: 

I am a Ph. D. student in the Second Language Acquisition and Teaching program at 

the University of Arizona, and I am doing a study for my doctoral dissertation. 

I am asking for your support in administering an instrument that will allow me 

to gather data for my dissertation with students from any first and fourth 

semester class except English. The process will take only sixty minutes and is 

totally voluntary for students. If you are going to have a free class or if you 

could let me use one of your classes within April 22 to May 22, 2009, please 

call 044614- 1255452 or e-mail me to asandov@uach.mx 

Thank you very much for your support. 

Sincerely, 

Angélica Sandoval Pineda 
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APPENDIX E  

ADAPTED ATTITUDE/MOTIVATION TEST BATTERY (SPANISH VERSION), 

FIRST PAGE. 
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Adapted Attitude/Motivation Test Battery (Spanish Version) Second page 
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APPENDIX F 

 

ADAPTED ATTITUDE/MOTIVATION TEST BATTERY (ENGLISH VERSION), 

FIRST PAGE 
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Adapted Attitude/Motivation Test Battery (English version), second page 
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APPENDIX G 

SURVEY FOR STUDENTS (SPANISH VERSION) 
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APPENDIX H 

SURVEY FOR STUDENTS (ENGLISH VERSION) 
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APPENDIX I 

 

PROTOCOL FOR STUDENTS’ GROUP INTERVIEW (ENGLISH VERSION) 

 

1. This question is for the students who passed the diagnostic test but who decided to take 

the four English courses, how do you feel in your English classes? 

2. The students with low English level who did not take or did not pass the English 

diagnostic test, how do you feel in your English classes? 

3. Which do you think are the strengths of the English program? 

4. Which do you think are the weaknesses (problems) of the English program? 

5. From your point of view, which are the possible solutions (opportunities) for those 

weaknesses? 

6. Is there something that could hinder the proposals for the possible solutions that you 

mention? 

7. Do you think that this new program will fulfill the expectations society has regarding 

foreign language education of UACH students? 

8. Is there anything else you would like to mention about the English program 
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APPENDIX J  

 

PROTOCOL FOR STUDENTS GROUP INTERVIEW (SPANISH VERSION) 

 

1. Los alumnos que aprobaron el examen de acreditación pero decidieron tomar los 

cursos, ¿cómo se sienten en las clases de inglés? 

2. Los alumnos principiantes que no tomaron o no aprobaron el examen de acreditación 

¿cómo se sienten en sus clases? 

3. ¿Cuáles creen que son las fortalezas del programa de inglés? 

4. ¿Cuáles crees que son las debilidades (problemas) en el programa de inglés? 

5.  ¿Según su punto de vista, ¿cuáles son las posibles soluciones (oportunidades) para   

subsanar esas debilidades? 

6.  ¿ Hay algo que pudiera entorpecer las propuestas para las posibles soluciones que 

ustedes mencionan? 

7. ¿Usted opina que este nuevo programa cumplirá con las expectativas de la sociedad en 

lo que se refiere a la educación  en lengua extranjera de los alumnos de la UACH? 

8.  ¿Hay algo más que quisieran comentar sobre el programa de inglés? 
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APPENDIX K 

 

 

FOLLOW-UP MINI- QUESTIONNAIRE (ENGLISH) 

 

1. What were the causes that provoked an increase in the in the score of the 

second English exam in relation to the first one?  

2. Which factors influenced this change in the scores of your English 

computerized exams? 

 

 

 

Cuestionario de seguimiento (Spanish) 

 

 Pregunta sobre las calificaciones de inglés en el examen parcial por 

computadora 

 

1. ¿A qué se debió el aumento de calificación de un examen parcial a otro? 

2. ¿Qué factores influyeron para que aumentara tu calificación de inglés en el 

examen por computadora? 
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APPENDIX L 

PROTOCOL FOR INTERVIEWING TEACHERS AND ADMINISTRATORS 

(ENGLISH VERSION) 

 

Protocol for interviewing administrators-participants 

President, Provost, and Coordinator of the Language Center 

1.   From your point of view, what role do English programs play in Mexican 

universities? 

2. What role does the English program play in this university? 

3. There was a dramatic change in the English program in this university in 2006 towards 

the inclusion of four curricular English courses, what was this change due to? 

4. What reactions have you observed from the students towards this new program? 

5. What reactions have you observed from English teachers towards this new program? 

6. What reactions have you observed from Deans in this new program? 

7. Which are the students‘ attitudes toward the program? 

8. Which are the teachers‘ attitudes toward the program? 

9. Which are the characteristics of the students in this university? 

10. Which are the characteristics of the English teachers in this university? 

11.  Which are the strengths of the English programs in UACH?  

12. Which are the weaknesses (most pressing problems) of the English program in 

UACH? 

13. Which are the possible solutions (opportunities) for these weaknesses? 

14. Is there any threat that could hinder the proposals for possible solutions you mention? 

15. Do you think that this new program will fulfill the expectations society has regarding 

foreign language education of UACH students? 

16. Which is the short-term and long-term future of the English program at UACH? 

17. Is there something else you would like to mention regarding the UACH English 

program?  
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APPENDIX M 

PROTOCOL FOR INTERVIEWING ADMINISTRATORS-PARTICIPANTS 

 

Academic administrators and English coordinators in each School 

 

1.   From your point of view, what role do English programs play in Mexican 

universities? 

2. What role does the English program play in this university? In this school? 

3. There was a dramatic change in the English program in this university in 2006 towards 

the inclusion of four curricular English courses, what was this change due to? 

4. What reactions have you observed from the students towards this new program? 

5. What reactions have you observed from English teachers towards this new program? 

6. What reactions have you observed from Deans in this new program? 

7. Which are the students‘ attitudes toward the program? 

8. Which are the English teachers‘ attitudes toward the program? 

9. Which are the characteristics of the students in this school? 

10. Which are the characteristics of the English teachers in this school? 

11.  Which are the strengths of the English programs in UACH?  

12. Which are the weaknesses (most pressing problems) of the English program in 

UACH? 

13. Which are the possible solutions (opportunities) for these weaknesses? 

14. Is there any threat that could hinder the proposals for possible solutions you mention? 

15. Do you think that this new program will fulfill the expectations society has regarding 

foreign language education of UACH students? 

16. Which is the short-term and long-term future of the English program at UACH? 

17. Is there something else you would like to mention regarding the UACH English 

program? 
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APPENDIX N 

 

PROTOCOL FOR INTERVIEWING TEACHERS- PARTICIPANTS 

 

 

1.   From your point of view, what role do English programs play in Mexican 

universities? 

2. What role does the English program play in this university? In this school? 

3. There was a dramatic change in the English program in this university in 2006 towards 

the inclusion of four curricular English courses, what was this change due to? 

4. What reactions have you observed from the students towards this new program? 

5. What reactions have you observed from English teachers towards this new program? 

6. What reactions have you observed from Deans in this new program? 

7. Which are the students‘ attitudes toward the program? 

8. Which are the teachers‘ attitudes toward the program? 

9. Which are the characteristics of the students in this school? 

10. Which are the characteristics of the English teachers in this school? 

11.  Which are the strengths of the English programs in UACH?  

12. Which are the weaknesses (most pressing problems) of the English program, 

especially in this school? 

13. From your point of view, which are the possible solutions (opportunities) for these 

weaknesses? 

14. Is there any threat that could hinder the proposals for possible solutions you mention? 

15. Do you think that this new program will fulfill the expectations society has regarding 

foreign language education of UACH students? 

16. Is there something else you would like to mention regarding the UACH English 

program? 
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