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KEY TERMS 

 

Macro-universities: Large national institutions in charge of professional teaching, scientific 

research, and outreach to society in general, as they - through the State - took over the 

management of all of their sources of funding (Baisotti 2019, p. 219). 

Satellite campus or branch campus (or regional campus): is a campus of a college or 

university that is physically detached from the main university or college area, located in a 

different city, state, or country, and is often smaller than the main campus of an institution. 

(Definitions.net, n.d.). 

Teachers’ perceptions: The thoughts or mental images which teachers have about their 

professional activities and their students, which are shaped by their background knowledge and 

life experiences and influence their professional behavior (Mozafari, P., and Wray D. 2015). 

Teacher cognition: The unobservable cognitive dimension of teaching- what teachers know, 

believe, and think (Borg, 2003, p. 81). 
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 ABSTRACT  

The purpose of this qualitative case study was to research EFL teachers’ perceptions about the 

academic and non-academic factors they have encountered during their teaching practice at two 

regional campuses. Firstly, this case study analyzes the EFL teachers’ perceptions on the 

academic factors regarding pedagogical knowledge, ELT training, technology in the language 

classroom, materials, syllabus, students’ motivation, rapport, class size and mixed-ability 

language classroom. Secondly, this research also explores EFL teachers’ non-academic factors in 

relation to EFL instructors’ work conditions, EFL instructors’ workload, relationship with 

colleagues and administrators, EFL instructors’ commuting time, facilities and classroom 

conditions, teacher autonomy and personal issues. The participants of this case study are six EFL 

instructors who have been teaching English in different faculties at two campuses located in 

northeast and southeast Puebla. As part of the methodology, two instruments were administered 

to the contestants, a narrative and a semi-structured interview. After analyzing the data from the 

narratives and the interviews it turned out that EFL instructors at the two campuses are especially 

concern with the following academic factors materials and class size. On the other hand, the 

most salient non-academic factors indicated by the participants are EFL instructors’ workload, 

students’ workload, and facilities and classroom conditions. The findings also revealed that 

participants are concerned with the academic and non-academic factors described above but to a 

different degree and linked to other factors. In addition, unexpected topics arose from the data 

analysis for instance, students’ commuting time, the implementation of ESP, English instructors 

working as an academy, among others. This study has contributed to identify some of the main 

factors EFL instructors face in their teaching practice in regional contexts. Similarly, this account 

could be a relevant source of information for implementing or improving the conditions 

highlighted by the participants.   
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CHAPTER I: INTRODUCTION 

1.1 Introduction  

The present study analyzes the viewpoints of six English as a Foreign Language’ (EFL) 

instructors on the academic and non-academic factors occurring in their daily teaching practice at 

two campuses located in northeastern and southeastern Puebla. It is important to mention that 

both campuses belong to the same public higher education institution. In the same way and as the 

English Language Teaching (ELT) field is a broad arena which includes several branches of 

study it is essential to highlight that the present case study focuses only on teaching General 

English (GE) in the context previously stated.     

A large number of studies have been conducted on the perceptions of English as Foreign 

Language (EFL) teachers about the academic and non-academic factors they face in different 

educational levels and in different countries around the world including Mexico. Nevertheless, 

studies devoted to collect and analyze teachers’ academic and non-academic factors taking into 

account a regional higher education context are rare. As a result, the analysis of EFL professors’ 

viewpoints may provide an accurate outlook of the situations they face in their instructional 

contexts.   

The aim of the present chapter is to present the key elements included in this study. The first part 

is devoted to introduce the problem and after that the origins of the research along with the 

justification of the topic are provided. In third place the aim of the study is presented and the 

research questions are included in fourth place. Afterward, there is a description of the research 
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scope and design and lastly, a brief summary of the research content and organization of the full 

thesis is integrated.  

1.2 Introduction to the problem  

Nowadays the English language has become the lingua franca around the world in different 

domains such as education, business, and technology (Nickerson, 2013). The spread of English as 

a Lingua Franca (ELF) triggered the growth of the English Language Teaching (ELT) field to the 

point that it had to be divided in different branches according to the characteristics of the students 

and contexts in order to address the variety of needs. During the 1980’s Hutchinson and Waters 

(1987) presented a classification of the main branches of ELT. According to that classification 

the main branches of ELT were organized as follows: English as a mother tongue (EMT), English 

as a Foreign Language (EFL), and English as a second language (ESL). According to the 

aforementioned classification, the EFL branch is the one which has more subcategories including 

English for specific purposes (ESP) and General English (GE). Considering the description 

above, the present study focuses on the General English teaching area carried out in the public 

higher education domain and in an EFL context. For the purposes of this study EFL context is 

defined as “the practice and theory of learning and teaching English for use in countries where it 

is not an official medium” (Collins, 2020). 

The instructors involved in the EFL field work in different educational levels (elementary, 

secondary, high school, university) and teach different branches of ELT (ESL, EFL, ESP, etc.). 

As expected, they possess a great deal of knowledge and experience due to their years of practice 

which turns them into a primary and relevant source of information capable of shedding light on 

the best ways to conduct an English class from lesson planning, classroom management, 

materials development to evaluation. Consequently, each instructor owns specific teaching 
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perspectives which according to Pratt (1998, p.33) are defined as “an interrelated set of beliefs 

and intentions which give meaning and justification for our actions”, those outlooks come from 

the individual experiences each instructor has encountered as students and during their teaching 

practices. Therefore, a significant amount of research has been conducted taking into 

consideration EFL teachers’ perceptions and at the same time it has helped to enrich the different 

branches of the ELT domain. Nevertheless, there are several research gaps that need to be filled 

in our context, that it is the case of researching on teaching General English (GE) in Mexican 

higher education, especially in regional contexts where studies exploring academic and non-

academic factors in language teaching from the teachers’ viewpoints are scarce.  

1.3 Origins of the research and justification 

Research on teaching and learning General English (GE) in higher education in an English as a 

Foreign Language (EFL) setting has concentrated on a wide range of topics. There are some 

studies that mainly focus on the challenges EFL university teachers face when teaching one of the 

four language skills (Al Hassan, 2015; Chen and Goh, 2011). On the other hand, there are some 

studies that make an emphasis only on the general perspectives, beliefs or challenges EFL 

teachers’ have faced as university teachers, for instance Nguyen, Fehring, and Warren (2015) 

analyzed EFL Vietnamese teachers’ perspectives on factors affecting the efficacy of teaching and 

learning English in higher education. Similarly, Abdygapparova and Smirnova (2018) conducted 

research on teacher and teaching challenges in EFL higher education in Kazakhstan from the data 

ways to deal with those challenges emerged.  

Although, around the world a significant amount of studies has been carried out on the topic; 

research on teaching and learning English in Mexican tertiary education has been limited. It was 

in 2005 when Ramírez-Romero and a group of researchers worked on the state of the art of EFL 
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teaching and learning in Mexico exploring the period 2000-2007 (Ramírez-Romero & Pamplón, 

2012). Ayala and Rodriguez (2000, as cited in Ramírez-Romero et al., 2012) highlight the 

findings of one specific case they reviewed that showed that the main limitations EFL teachers 

encounter at the university level are the lack of professionalization, constant rotation and poor 

criteria in the hiring teacher process. In a different study, Borjian (2015) collected the 

perspectives of 76 Mexican English teachers on learning English in Mexico, however, the 

participants worked in different educational levels apart from universities. The study 

concentrated on students’ difficulties to learn the language and suggestions to improve English 

instruction in Mexico from the teachers’ viewpoint. According to the results the principal issues 

influencing the language learning process are related to students’ attitude and motivation.  

There has been research conducted on teaching General English (GE) at the school of languages 

of the public university where this study takes place and has focused on creating syllabuses for 

ESP courses, for instance, developing an English course for music teachers, English for 

electromechanical engineering, or an ESP syllabus for medical English etc. On the other hand, 

one of the few studies related to students and teachers perceptions on learning General English in 

different faculties was carried out by Rincón (2016). The study compared the students’ beliefs 

from the Medicine and Psychology majors on learning English as a Foreign Language. Although, 

the emphasis was on students, the beliefs of the instructors teaching General English to the 

participants at that moment were included in the study as well.  

As illustrated in the previous paragraph B.A and M.A. students at the school of languages in this 

public university have conducted research in a variety of topics and ELT branches. Nevertheless, 

the English teachers’ perceptions about factors influencing their teaching practice at regional 

settings seem to be an unexplored area, even though the campuses offer English courses as 
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mandatory in different programs. Therefore, this case study aims to fill the aforementioned gap 

by analyzing academic and non-academic factors from the teachers’ viewpoints.  

Finally, some of the contributions of exploring EFL teachers’ views in a regional context are the 

identification of factors and based on the EFL professors’ accounts the presentation of possible 

solutions in order to improve their practice. Moreover, curriculum designers or school 

administrators in this tertiary education setting can benefit from the results of this project and see 

it as a first step to analyze the possibility of implementing changes, for instance, they could 

improve the language programs or materials if found desirable. Further research on the same 

matter including the students’ perceptions will provide a wider picture of the different factors and 

at the same time will enrich this study.  

1.4 Aims of the study   

In concordance with the previous review, the purpose of this qualitative case study is to research 

EFL teachers’ perceptions on the academic and non-academic factors they have encountered 

during their teaching practice at two regional campuses part of a Mexican public university. 

Firstly, this research project analyzes the academic factors EFL instructors have experienced at 

regional campuses in relation to pedagogical knowledge, ELT training, technology in the 

language classroom, materials, syllabus, students’ motivation, rapport, class size and mixed-

ability language classrooms. Secondly, this case study also explores the non-academic factors 

taking place when teaching EFL at regional campuses in terms of EFL instructors’ work 

conditions, EFL instructors’ workload, students’ workload, relationship with colleagues and 

administrators, EFL instructors’ commuting time, facilities and classroom conditions, teacher 

autonomy and personal factors.  
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1.5 Research questions  

The present case study seeks to answer the following research questions:   

1. What are the academic factors English as a Foreign Language instructors have encountered 

when teaching English at two regional campuses of a public university?  

2. What are the non-academic factors English as a Foreign Language instructors have faced when 

teaching English at two regional campuses of a public university?  

1.6 Research Scope and Design 

This research was carried out at two campuses that belong to a Public University in central 

Mexico. The tradition chosen to conduct this study was a qualitative case study which according 

to Creswell (2007, p.73) “involves the study of an issue explored through one or more cases 

within a bounded system (i.e., a setting, a context)”.  In consequence, the participants of this case 

study are six EFL instructors who have been teaching General English in different majors such as 

medicine, psychology, nutrition, architecture, graphic design, communication, nursing, political 

science among others, for a certain number of years at the northeast and southeast campuses of 

the same public university.  

According to the university requirements all students from the different faculties (except for the 

school of languages) have to attend four mandatory courses of General English as part of their 

programs. Consequently, the EFL instructors usually teach from English I to IV (Lengua 

extranjera I-IV) four hours a week. Although, the public university part of this study has several 

campuses in the state as part of its regionalization program, this case study focuses only on two 

institutions, namely one in the northeast of the state and the other in the southeast. Lastly, as part 
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of the research methodology, a narrative and a semi-structured interview were the two 

instruments designed and implemented in this inquiry.    

1.7 Research Content and Organization 

The current research consists of five main chapters; the first one is the introduction and 

comprehends essential elements that are necessary for understanding and conducting the present 

case study. Then, chapter two presents the literature review in three main areas ELT, teacher 

cognition and teaching English in Mexican tertiary education. The Methodology is included in 

chapter three and it describes the research design, participants, context, methods of data 

collection, piloting stage, as well as the data collection and data analysis procedures. Afterward, 

chapter four is devoted to the analysis and discussion of results. Finally, chapter five includes a 

summary of the answers to the research questions, implications, study contributions, limitations, 

further research and final comments.  

To sum up, the purpose of this chapter was to introduce the key elements used to develop this 

research work with the following order; introduction the problem, the origins of the research and 

justification, the aim of the study, the research questions, research scope and design and a brief 

summary of the research content and organization of the complete thesis. The next chapter 

comprehends an extensive literature review on the topic of research to provide a background and 

assist the readers to understand this inquest.  
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CHAPTER II: LITERATURE REVIEW 

2.0 Introduction  

The purpose of this chapter is to revise relevant literature to answer the research questions 

addressed in chapter one. There is a great deal of research on language teachers’ viewpoints 

conducted in diverse higher education settings worldwide (Unal & Ilhan, 2017; Abdygapparova 

& Smirnova, 2018; Gestanti, et al., 2019; Balaei & Ahour, 2018); however, the present study 

seeks to fill a gap in the Mexican context by providing insights of language teachers’ practices in 

a regional higher education setting. To achieve this goal first it is critical to review relevant 

literature in three specific areas, the ELT field, teacher cognition and the Mexican higher 

education context. The main topics to be discussed include an account of General English (GE), 

English for Specific Purposes (ESP), English for Academic Purposes (EAP), beliefs and 

perspectives, teaching factors (internal and external), macro universities, and regionalization.     

2.1 Defining English Language Teaching (ELT)    

The term ELT stands for English Language Teaching and first appeared during the1950’s as a 

field of study of applied linguistics. During the 1980’s Hutchinson and Waters (1987) presented a 

classification of the main branches of the ELT field and divided the area in three general 

branches English as a Mother Tongue (EMT), English as a Foreign Language (EFL) and English 

as a Second Language (ESL). According to the aforementioned branches EFL is subdivided in 

two parts English for Specific Purposes (ESP) and General English (GE). Likewise ESP has three 

subdivisions, English for Science and Technology (EST), English for Business and Economics 

(EBE) and English for Social Sciences and at the same time each of these previously mentioned 

ELT branches (EST, EBE and English for Social Sciences) also have their own divisions which 

are English for Academic Purposes (EAP) and English for Occupational Purposes (EOP), 
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respectively. As stated by Hutchinson and Waters (1987) all these branches have their roots in 

common communication and learning and they are mainly interested in developing those aspects. 

Although, branches such as ESP and EAP are described in more detail in the literature review, it 

is important to highlight that the present study focuses only on the General English branch, the 

description of the other branches are beyond the scope of this study.    

2.1.1 General English (GE)  

General English (GE) also known as EGP (English for General Purposes) is one of the branches 

of the ELT field. EGP is defined as “the English language education at school levels where the 

students are made familiar with the structural/grammatical elements of English language to pass 

the exams” (Islam, 2015, p. 69, as cited in Hutchinson and Waters, 1987).  In addition, Liu 

(2016) states that EGP is adequate for those interested in learning the English language for 

everyday communication. Moreover, the purpose of GE courses is to help students to handle with 

the content in all the existing disciplines (Popescu, 2010). Unlike other branches of ELT the four 

language skills (writing, speaking, reading and writing) are frequently and correspondingly 

emphasized in GE lessons (Dabić, et al. 2013; Popescu, 2010, and Gestanti, et al., 2019).  

Authors in the ELT ground often make comparisons and distinctions between English for General 

Purposes (EGP) and English for Specific Purposes (ESP). Popescu (2010) refers to the difference 

between EGP and ESP by affirming that whereas the former is concerned with establishing a 

broad foundation the latter deals with particular goals paying attention to their selection and 

details. Popescu (2010, as cited in Widdowson, 1983) indicates the distinctive characteristics of 

EGP as follows; education is usually the focal point, it is hard to choose the content of the course 

because the student’s needs are unpredictable, and the content of the syllabus should have a high 
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general utility (surrender value). Furthermore, Wappa (2019, as cited in Khalil et al. 2020) 

affirms that GE offers the foundations to learn ESP.   

Other key feature that differentiates GE from other branches is related to the role of the 

instructor. A GE teacher acts as a director and a model while in other branches of ELT teachers 

are facilitators. Islam (2015) agrees with the previous statement and adds that an EGP instructor 

is the authority in the classroom and rarely plays the role of a mentor or consultant. The design of 

a course is as an additional and significant difference between GE and ESP, as Hutchinson and 

Waters (1987, p. 21) assert in GE course design is implemented “…either by tradition, choice of 

textbook or ministerial decree – for ESP teacher, course design is often a substantial and 

important part of the workload”.  In the same way, Islam (2015) affirms that EGP practitioners 

follow the recommendations of school authorities in terms of syllabus, methodology, and 

textbooks. One final characteristic is that needs analysis are not conducted in EGP courses 

because of its nature (Popescu, 2010). The English Language Teaching (ELT) area comprehends 

other branches apart from GE such as ESP and EAP which are described in detail below.  

2.1.2 English for specific purposes (ESP) and English for Academic Purposes (EAP) 

It was during the 1960’s when the definition of English for Specific Purposes (ESP) appeared. 

Hutchinson and Waters (1987, p. 19) defined ESP as “an approach to language teaching in which 

all decisions as to content and method are based on the learners' reason for learning”.  ESP in 

contrast with General English (GE) intends to provide students with the learning they need rather 

than instruct them with all the linguistic aspects of the language to some extent at the same level 

which is the case of GE (Gestanti et al., 2019). Hutchinson and Waters (1987, p. 53) affirmed that 

the difference between ESP and GE is “an awareness of the need”.   
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To move forward, a list of the ESP absolute and variable features was provided by Dudley-Evans 

and St. John (1998, p.4-5).  

Absolute features:   

ESP is designed to meet specific needs of the learner;  

ESP makes use of the underlying methodology and activities of the disciplines it serves;  

ESP is centred on the language (grammar, lexis, and register), skills, discourse and genres 

appropriate to these activities.   

Variable features:  

ESP may be related to or designed for specific disciplines; 

ESP may use, specific teaching situations, a different methodology from that of general English;  

ESP is likely to be designed for adult learners,  

ESP is generally designed for intermediate or advanced students.  

(Dudley-Evans & St. John 1998, p.4-5) 

The ESP branch has two subdivisions namely, English for Academic Purposes (EAP) and 

English for Occupational Purposes (EOP). A working definition of EAP is provided by Jordan 

(1997, p.1 as cited in ETIC, 1975) as follows “EAP is concerned with those communication skills 

in English which are required for study purposes in formal education systems”, similarly, Hamp-

Lyons (2011) explains that EAP occurs in academic contexts. According to Dudley-Evans & St. 

John (1998, p.6) EAP is also subdivided in English for (Academic) Science and Technology, 
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English for (Academic) Medical Purposes, English for (Academic) Legal Purposes and English 

for Management, Finance and Economics.  

On the other hand, EOP is subdivided in English for Professional Purposes and English for 

Vocational Purposes where the former has two divisions English for Medical Purposes and 

English for Business Purposes and the latter is divided in Pre-Vocational English and Vocational 

English (Dudley-Evans & St. John 1998, p.6). An example to distinguish EAP from EOP is the 

following; EAP for medical purposes is planned for medicine students while EOP for medical 

purposes is intended for doctors who are already professionals in the area.  

The role of the teacher in the ESP arena is different from the common language teacher; thus, 

Dudley-Evans and St. John (1998, p.13) identified five key roles practitioners play in ESP, 

namely, teacher, course designer and materials provider, collaborator, researcher and evaluator. 

The ESP practitioner as a teacher is not the main source of knowledge of the course content 

because it comprehends specific information related to a field or profession different from the 

language skills preparation teachers received (Islam, 2015). The ESP practitioner as a course 

designer and materials provider refers to the necessity of teachers to plan a course, select and 

assess the materials used in an ESP course. It is because it would be hard to find a suitable or 

perfect published material for the course that teachers have to adapt or create them (Dudley-

Evans & St. John, 1998). The ESP practitioners as researchers entail an awareness of the research 

carried out and implementation of it in their needs analysis, course and materials design (Dudley-

Evans & St. John, 1998). The ESP practitioner as a collaborator involves teachers doing 

cooperative work with subject specialists due to the fact that is nearly impossible for ESP 

teachers to master all the academic disciplines or genres in order to design courses and materials 

(Islam, 2015). The role of an ESP practitioner as an evaluator comprises evaluating the learners’ 
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knowledge and skills and at the same time evaluating other aspects such as the course and 

materials (Islam, 2015). After the preceding review of the main branches of ELT, an analysis of 

the previous research conducted in the ELT field in higher education is essential as it is the 

educational level where this study takes place.              

2.1.3 ELT research in Higher Education  

Teaching English to adults could be a satisfactory experience as it entails a certain amount of 

advantages described by Broughton, et al. (2003) however, as indicated by Fathi (2018) some 

drawbacks are also part of teaching English to this type of students. Accordingly, and for the 

purpose of this research a review of literature regarding particular ELT studies in higher 

education around the world is discussed below.  

Certain studies such as the one conducted by Davies (2020) provide general information about 

the current state of the ELT in a country and they are refer to as overviews, Davies (2020, p.7) 

states “An overview of ELT in a country may look mainly at whether the ELT is generally good, 

average or poor, as the case may be, and why”. Authors such as Hussain (2017) and Rahman et 

al. (2019) reviewed the general ELT situation in places such as Pakistan and Bangladesh and they 

reported on the main problems found, for instance the use and implementation of Communicative 

Language Teaching (CLT) approach which has had mixed results. In the Pakistani context it has 

been implemented along with a grammar-translation approach while in Bangladesh the CLT 

approach has been ineffective due to the fact that the English instructors’ views were not taken 

into account and secondly because different stakeholders such as donors, Ministry of education, 

Non-Governmental Organizations (NGO’s) and more interfered in the process.          



14 
 

The branches of the ELT in higher education also present a huge variety of research topics, for 

instance, regarding the General English (GE) branch most of the studies describe the correlation 

between GE and ESP as well as their similarities and differences (Dabić et al., 2013; Islam, 2011; 

Popescu, 2010; Zohrabi, 2015). Other topics have been explored, for example, the motivation 

among university students taking EGP and ESP courses, Altalib (2019) found that a group of 

EGP students in Saudi Arabia were less positive regarding their learning experience than ESP 

students. The appropriate methods for teaching GE and ESP courses have been researched as 

well, Khalil and Semono-Eke (2020) selected experienced Saudi teachers who have taught GE, 

ESP, ESL etc., to find out the methods they have implemented in their courses, the findings 

showed that the instructors’ three preferred methods were CLT approach, direct or natural 

method and audio-lingual method.    

Research on ESP and EAP concentrates on conducting needs analysis in different faculties to 

design or redesign ESP or EAP courses. The students’ needs of the Communication Science 

Department in a private university in Indonesia were described by Gestanti, et al. (2019) as 

follows, the materials used in the lessons were appropriate; however, students declared they still 

would have preferred textbooks to support their learning, including extra material of 

Communication Science for public relations would have been better but in general students stated 

the ESP lessons were a positive addition.  A different view was provided by the results found in 

Balaei and Ahour (2018) study where the majority of students from the IT engineering 

department of a private university in Iran evaluated their ESP course as unsatisfactory as they 

needed more assistance in the reading and writing skills and also recommended to increase the 

ESP course credit hours to fulfill their needs. The contrasting results between the two studies may 
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have to do with the disciplines the students belong to as more attention to the reading and writing 

skills is paid in social sciences rather than exact sciences. 

Finally, studies related to teaching a language in Higher education typically describe challenges 

professors encounter in their daily practice and solutions or suggestions are usually included. 

Unal and Ilhan (2017) carried out a case study on the problems occurring in the ELT at Ahi 

Evran University in Turkey, instructors and graduate students participated. According to the 

instructors’ views the students’ characteristics seem to be the principal issue in the process of 

learning a foreign language along with the low quality of the instructional program as well as the 

materials, therefore, the instructors suggested re-designing the instructional program. Likewise, 

Abdygapparova and Smirnova (2018) conducted a study including a considerable number of ELT 

professors and students of three large technical universities in Kazakhstan, the findings show that 

some of the challenges the EFL professors face are related to class size, lack of materials and/or 

resources, inaccurate results of placement tests, low motivation, and students’ lack of attendance 

among others.  

The literature review presented above offered a quite comprehensive perspective of the research 

that has been produced in the ELT field in higher education around the world. The research topics 

presented encompassed the ELT current situation in a country, similarities and differences 

between two ELT branches, needs analysis to design or redesign a course, challenges on teaching 

English at universities among others. Finally, all the studies previously reviewed are based on 

and present a collection of language instructors’ ideas, thoughts, perceptions or beliefs related to 

teaching a language. Thus, the following section includes a definition and analysis of teachers’ 

beliefs a term also referred to as teacher cognition.    
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2.2 Defining language teacher cognition 

In order to understand EFL teachers’ perceptions is vital to revise the concept of teacher 

cognition. Borg (2003, p. 81) defines teacher cognition as “the unobservable cognitive dimension 

of teaching- what teachers know, believe, and think”.  Mohammadabadi et al. (2019, p. 658) 

refers to the work of Borg (2015) and states that the study of language teacher cognition include 

instructors’ “beliefs, attitudes and world views”. In addition, Reynolds (1992, as cited in Borg, 

2003) explains that there is abundant evidence that shows how teaching and learning are 

influenced by the instructors experiences as students during their teaching profession. 

Furthermore, Richardson (1996, as cited in Shi et al., 2017) affirms that classroom practices are 

guided by the instructors’ beliefs, and in consequence when introducing new curriculum 

instructors decide to what extent they adopt, adapt or reject the curriculum.  Mohammadabadi et 

al. (2019) emphasize that the significance of researching language teacher cognition has to do 

with revealing the vast number of language teachers’ beliefs and knowledge they have in relation 

to language teaching. In addition it helps to explore the correlation between teachers’ cognition 

and classroom practices (Borg, 2015)          

Different aspects related to the context as well as the professors experiences during their 

instruction are the basis of teachers’ beliefs and the activities carried out in a classroom aspects 

that should be taken into account specially when trying to implement a novel curriculum (Shi et 

al. 2017). Moreover, the degree of consistency between teachers’ cognition and teaching 

behaviors varies according to numerous studies as stated by Shi et al. (2017).      

Additionally, Shi et al. (2017, p.4-5) identify three main factors that influence teachers’ beliefs 

that later will become teaching practices and they are contextual factors, teachers’ educational 

experience and professional coursework.  Research on the contextual factors have focused on 
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aspects inside the classroom, however, Mohammadabadi et al. (2019) claim that other aspects 

outside the classroom could influence language teacher cognition and behavior in the classroom.    

Teacher cognition has been classified by Borg (2003) in three parts a) cognition and prior 

language learning experience, b) cognition and teacher education, and c) cognition and classroom 

practice. The first category is cognition and prior language learning experience; in terms of Lortie 

(1975, as cited in Borg, 2003, p. 86) this is also called “apprenticeship of observation” meaning 

that all the immense knowledge instructors have regarding teaching is the result of what they 

learned as students. Johnson (1994, as cited in Borg, 2003) arrived at a similar conclusion after 

conducting a study on pre- service ESL teacher’s beliefs, the author found that the students’ 

language learning experiences acquired in formal education remain as a guide throughout their 

teaching practicum.   

The second category refers to cognition and teacher education and although Kagan (1992, as 

cited in Borg, 2003) claimed that teacher education does not necessarily impact teachers’ 

cognition there are authors that affirm the opposite, for instance, Richards, Ho and Giblin (1996) 

conducted a study in Hong Kong with five novices taking an introductory training course related 

to teaching and the findings showed modifications in the participants cognition in regards of their 

own role as instructors or their teaching self-evaluation among others.           

The third category was cognition and classroom practice, as explained by Borg (2003) teachers’ 

classroom practices are based on an array of factors as the main literature demonstrates, 

nevertheless, they are also strongly influenced by the instructors’ cognition, however, the author 

argues that it is not always the case.  
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The following section presents an account of the notions of beliefs and perspectives, researchers 

tend to use a considerable amount of terms to refer to instructors’ thoughts or ideas, thus, it is 

subject of debate as authors have not reach an agreement on a single official term as discussed 

below.     

2.2.1 Understanding teachers’ beliefs and perspectives  

The concept of beliefs has been a controversial issue since different authors have carried out 

research using different terms to refer to beliefs; Pajares (1992, p. 309) provides an extensive list 

of the terms that have been used interchangeably namely “values, judgments, axioms, opinions, 

ideology, perceptions, conceptions, conceptual systems, preconceptions, dispositions…” among 

many others. In order to illustrate this variety of terms pointed out by Pajares some examples are 

provided hereafter. Teachers’ beliefs according to Nguyen (2019, p. 25) are defined as “the ways 

that teachers think about their actions in education” which is a narrower concept if compared to 

teachers’ cognition (Borg, 2003) that includes knowledge as an additional element. On the other 

hand Peacock (2001, as cited in Gilakjani and Sabouri 2017, p.79) refers to beliefs as 

“psychologically held appreciations, assumptions, or theorems about the world that are felt to be 

correct”. Moreover, beliefs could be defined as judgments or evaluations as Gilakjani and 

Sabouri (2017, p.79) state “Beliefs are judgments and evaluations that we make about ourselves, 

others, and the world around us”. On a different perspective Despagne (2019) defines a set of 

language beliefs as language ideologies. The previous review of terms and definitions supports 

Pajares standpoint about the existence of numerous expressions utilized to refer to beliefs. 

Throughout the years of practice instructors gather and internalized ideas about teaching and as a 

result they construct their own belief system which includes “generalized information, attitudes, 

and assumptions” (Kindsvatter et al., 1988, p.6). Representative examples of teachers’ beliefs go 
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from simple to complex, for instance, the belief of assigning homework regularly, or the belief 

that the teacher as a guide is better than an authoritarian instructor. In the same vein, Lemus-

Hidalgo (2017, as cited in Phipps and Borg, 2009) refers to the types of beliefs included in the 

teachers’ belief system which are peripheral and core beliefs, the former are linked to theoretical 

knowledge and the latter are based on experience. Lemus-Hidalgo (2017, as cited in Phipps and 

Borg, 2009) points out that core beliefs could be the most influential on the teaching practice if 

they are strongly attached to experience, on the other hand, teachers’ need to have positive 

experiences with peripheral beliefs in order to implement them otherwise they will remain only 

as ideals.    

All the beliefs teachers develop through time come from different sources as pointed out by 

Gilakjani and Sabouri (2017, p. 80 as cited in Kindsvatter et al., 1988 and Abdi and Asadi, 2011) 

and they are listed below  

1. Teachers’ experience as language learners. All teachers were learners once and they developed 

their beliefs about instruction reflecting on the manner they experienced it.  

2. Experience from teaching. During their continuous teaching practice instructors observe in 

what manner a particular method functions with students and it determines the instructor’s beliefs 

towards that method.      

3. Teachers’ own personality. A number of instructors chose a method or activity because they 

match their personal traits.  

4. Education-based or research-based principles. The instructors’ beliefs system may be 

developed from other kinds of sources such as particular ideologies, principles establish for 

acquiring a language or their instruction.    
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Before moving forward, it is important to discuss the distinction between beliefs and knowledge, 

Nespor (1987, as cited in Pajares, 1992) affirms that beliefs unlike knowledge are made of 

affective and evaluative elements, and also emphasizes that beliefs are stored in episodic memory 

while knowledge is semantically stored. Furthermore, Pajares (1992, as cited in Goodman, 1988, 

Calderhead & Robson, 1991, and Eraut, 1985) explains that some authors refer to those episodic 

memories as guiding images, vivid images or photographic images of teachers’ learning 

experiences and that those images remain in the long term memory and they become part of the 

instructors’ teaching practices later.  

Additional differences between the belief system and knowledge system are the following, the 

belief system does not need consensus, to be appropriate or validity, beliefs defy logic and do not 

change but if the change occurs it is more a conversion or a gestalt shift (Nespor, 1987 as cited in 

Pajares. 1992). On the other hand the knowledge system allows evaluation, it is closer to reason 

and according to Anderson (1983, 1985, as cited in Pajares, 1992) could be declarative (knowing 

what) or procedural (knowing how).      

Research has proven that teachers’ beliefs and knowledge cause an impact on different aspects of 

the classroom teaching practice, they can influence the decision-making process or a change of 

the roles in a classroom from teacher-centered to student-centered in higher education contexts 

(Nguyen, 2019). Gilakjani and Sabouri (2017, p.78 as cited in Harste and Burke, 1977; 

Kuzborska, 2011) agree with the influence teachers’ beliefs exert on diverse aspects of their 

teaching practices such as “aims, procedures, their roles and their learners”. Correspondingly, 

Williams and Burden (1997, as cited in Gilakjani and Sabouri, 2017) explain that even though 

teachers were provided with a methodology to follow, their language learning beliefs would still 

have a bigger influence in their classroom tasks.  
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Lastly, Pajares (1992, as cited in Nguyen, 2019) states the complexity of changing beliefs and 

affirms that instruction in the classroom could be enhanced if teachers are given time and 

support. According to Nguyen (2019, p. 25) a change in instructors “…requires teachers time and 

efforts to understand what needs to do and how to make changes happen in their actual classroom 

practices”. Furthermore, teacher change occurs gradually and it is based on experience (Nguyen, 

2019). Fullan (2007, as cited in Nguyen, 2019) affirms that a change in beliefs is essential to 

implement successfully any educational reform. However, Bremner (2020) warns that even 

though teacher education could change teachers’ beliefs a successful implementation of those 

changes is uncertain. Discussing about teacher change implies to define agency which refers to 

“the power to make decisions that bring change or interaction of beliefs influencing change over 

time” (Nguyen, p. 26, 2019). As stated by the researchers above, instructors’ beliefs are made of 

a number of elements or factors that give shape to their beliefs’ system and it is directly reflected 

on their teaching practice. In the following section, an account of internal and external factors 

influencing teachers’ beliefs is provided.    

2.2.2 Teachers’ internal and external factors 

According to the literature a variety of factors may assist or hinder the implementation of 

teachers’ beliefs in a classroom. Buehl and Beck (2015) point out that those factors are typically 

classified in two types, internal and external; external factors are related to the environment while 

the internal have to do with teacher’s perceptions. The study of teachers’ beliefs considering 

internal and external factors leads researchers to use an ecological model like the one proposed 

by Bronfenbrenner (1989) in order to explain how all the factors function within a system (Buehl 

& Beck, 2015).  
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After an exhaustive revision of the existing literature regarding teachers’ beliefs, Fives and Buehl 

(2012) presented a framework that includes the most common elements or factors studied in the 

field as follows:  

Teachers’ beliefs about 

(a) Self, (sense of efficacy, identity, and role as a teacher). 

(b) Context or environment, (school climate or culture, relationships with colleagues, 

administrators, and parents) 

(c) Content or knowledge, 

(d) Specific teaching practices, (cooperative learning, teaching science, or the use of inquiry 

strategies) 

(e) Teaching approach, (holistic approach to teaching such as constructivism, transmission, or 

developmentally appropriate practices), and  

(f) Students (beliefs about diversity, exceptionalities, language differences, ability, learning, and 

development).  

Fives & Buehl (2012, p. 472)      

As it was displayed teacher cognition or teachers’ beliefs have been studied taking into account a 

variety of features. The focus of the subsequent section is exploring the Mexican tertiary 

education and teachers’ cognition.      
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2.2.3 Previous research on teacher cognition in Mexican universities 

The present analysis on previous research regarding teacher cognition in Mexican higher 

education provides three different stances of approaching teachers’ cognition, namely, teacher 

change, teaching ideologies and raising awareness on learning and teaching as elements that 

shape teachers’ beliefs. Research on teacher cognition encompasses analyzing how a change in 

beliefs may occur in specific contexts as it was the case of the study conducted by Bremner 

(2020).  The author examined the educational life histories of five Mexican English teachers 

working in higher education and inquired about their views on the characteristics teacher 

education should have in order to change teachers’ beliefs according to their own experiences.  

The instruments used in this research were extended interviews and a timeline task. According to 

the results, Bremner (2020) identified five characteristics of teacher education that caused an 

impact on the participants, namely length of course, opportunities for real practice, opportunities 

for constructivist teacher learning, opportunities for immersion in new practices, and 

opportunities for contextually appropriate reflection.  

Despagne (2019) provided a different standpoint on EFL teachers’ perspectives by developing an 

ethnographic case study on the role of English in two Mexican private universities and their 

internationalization process. Despagne (2019) explains the three types of ideologies about the 

spread of English, the first is called a liberal ideology which emphasizes that English is good, 

better than other languages, and is also seen as the lingua franca which promotes democracy and 

development (De Swaan, 2002; Van Parijs, 2011). The second ideology refers to the kinds of 

issues may appear when trying to adopt English as a single language, such as linguistic 

imperialism or situations related to language rights. Finally, Despagne (2019) describes an in-

between ideology which supports multilingualism and the maintenance of languages as languages 
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offer particular world views and knowledge. The findings showed that the EFL teachers’ 

linguistic ideologies regarding English at university and the process of internationalization are 

complex because teachers’ advocate a liberal approach when they agree with teaching and 

learning English because of its easiness, the superiority of the language and its richness. On the 

contrary they align with a more critical ideology when they shared their views on the negative 

impact of spreading English only, for instance, they perceived hierarchies of languages, 

imposition of English in their context, and linguistic discrimination as not all the students are 

proficient enough to take content courses in English.     

Finally, Lemus-Hidalgo (2017) carried out research with the purpose of raising awareness on the 

role of learning and teaching as factors that shape teachers’ knowledge and beliefs as well as the 

possible effects on teacher education. The participants were four Mexican English teachers 

working at a state university and the instruments to collect data were a focus group session, 

observations, interviews, conversations, and journals. It is a common believe that the most 

important source of teachers’ knowledge come from the ELT undergraduate programs, 

nevertheless findings showed that teaching and learning experiences are the main sources of 

teachers’ knowledge and beliefs according to the participants. However, Lemus-Hidalgo (2017) 

affirms that teachers’ knowledge and teaching practice have a dialectical relation that allows 

teachers to reach new understandings hence the author finds surprising that the participants 

slightly refer to the knowledge acquired during the B.A. In the case of teachers’ beliefs it seems 

that the participants’ main sources were their own teaching and learning experiences which are in 

concordance with other authors conclusions such as Phipps and Borg (2009). Lemus-Hidalgo 

(2017) advocates for raising awareness on the topic and advises to take into account the findings 

to improve the curriculum in in ELT programs so that the education of the future Mexican 
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English teachers could be enhanced.  To sum up, some of the topics addressed regarding teacher 

cognition in Mexican tertiary education are teacher change, teaching ideologies and raising 

awareness on learning and teaching. As it was stated before, the context of this study is Mexican 

higher education, thus, a deeper insight into the origins of ELT in Mexican universities is offered 

in the next section.             

2.3 Teaching English in Mexican Public Higher Education  

The English Language Teaching (ELT) and learning field encompasses two different circles 

formed by a variety of countries. Ramírez-Romero and Pamplón (2012) uses the term “expansion 

circle” coined by Krachru (1992) and asserts that Mexico belongs to it; on the other hand 

Ramírez-Romero and Pamplón (2012) argues that group of countries such as the United States or 

the United Kingdom establish the ELT approaches and criteria in the ELT arena and they 

comprehend the “inner circle” (Ramírez-Romero and Pamplón 2012, as cited in Canagarajah, 

1999; Freidrich y Berns, 2003; Seargeant, 2010; Seidlhofer, 2009). Although, the expansion 

circle has an important number of English language learners, Ramírez-Romero and Pamplón 

(2012, as cited in Canagarajah, 1999; Kumaravadivelu, 2007; Seidlhofer, 2009) affirm that the 

production of EFL research in the expansion circle is scarce.   

Along with the previous lines, the professionalization of the Mexican ELT field and research 

started growing until the nineties as of that decade until the present day Mexican higher education 

institutions have been expanding the ELT field by implementing teacher training programs, 

forums, and forming educational associations (Encinas, Busseniers, and Ramirez-Romero, 2007, 

as cited in Ramírez-Romero and Pamplón 2012). Furthermore, private and public universities in 

Mexico have established specific English language requirements necessary to successfully enroll 

and complete undergraduate programs, in addition to EFL courses which assist students to access 



26 
 

updated information, to manage communication at work situations, to study abroad, and to be 

part of seminars or conferences around the world (Ramírez et al. 2017; Davies, 2008).  

Nevertheless, and as it occurs with other educational levels where EFL is taught, the higher 

education context presents its own particular issues, after conducting research Ayala and 

Rodriguez (2000, as cited in Ramirez-Romero and Pamplón, 2012) described some of the 

difficulties language teachers face at one university namely, lack of professionalization, constant 

rotation of teachers, and unsuitable guidelines to recruit teachers; factors that could be occurring 

in other higher education institutions as the authors argued. To conclude this section, it is 

paramount to recall that the implementation of English as a mandatory subject in Mexican higher 

education was the result of internal and external educational policies, situation described below.     

2.3.1 Mexican universities and their language teaching policies  

In order to understand the context of the present study it is crucial to provide a brief account of 

the development and evolution of language teaching policies in Mexican higher education 

institutions which were promoted first by the government and later by the internal policies of 

each institution. Therefore, this account concentrates on the implementation of language policies 

directed to promote the internationalization of Mexican public universities endorsed by the 

globalization in education tendency that was occurring at that moment. The process of 

internationalization laid the foundations for including EFL in the curriculum of each career and 

some years later replicating this strategy at regional campuses.   

According to Orellana (2014) the state was mainly in charge of the growth of tertiary education 

in Latin America and the Caribbean during the twentieth century. However, the current situation 

is quite different, as not all the tertiary institutions are ruled by the government. Baisotti (2019, as 
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cited in Vega-Tato, 2009; Villaseñor García, 2004; Labra Manjarrez, 2005) identifies two main 

types of Mexican universities, public and private, and explains that public universities include 

autonomous or ruled by the government institutions; the autonomous universities have control on 

their budget and decision-making processes, in other words they are decentralized entities and on 

the other hand, state public universities are administrated by the government. In addition to the 

above mentioned, in terms of number of students enrolled in their programs and infrastructure 

some autonomous universities are also denominated macro-universities. As reported by Orellana 

(2014, p.2) they are defined as “big national institutions constituted by the humboldtian ideal of 

organization”. A broader definition of macro-universities is provided by Baisotti (2019, p. 219) 

who defines them as “large national institutions in charge of professional teaching, scientific 

research, and outreach to society in general, as they - through the State - took over the 

management of all of their sources of funding”, an example of this type of institutions in the 

Mexican context is Universidad Nacional Autonóma de Mexico (UNAM).  

In addition, public higher education institutions in Mexico are independent, in consequence, all 

decisions regarding any aspect of the management of the university corresponds only to their 

authorities, including aspects related to their language policies which are usually established in 

their plans of development known in Spanish as “Plan de Desarrollo Institucional” (PDI) (Murillo 

et al., 2018). To illustrate, the most important public university in Tabasco, the Universidad 

Juárez Autónoma de Tabasco (UJAT) stated in its PDI 2012-2016 that one of their goals was to 

educate learners to be part of the globalization phenomenon by developing learners’ linguistic 

competences in the languages taught at the university. In order to take action, the Centro de 

Idiomas (CEI) and the Centro de Prácticas y Auto-estudio (CEPALE) were created so that the 

Institution could fulfill the stated objectives in the PDI (Murillo et al. 2018).  
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As for UNAM and under the administration of Narro (2011-2015) the university followed a 

policy of internationalization with an emphasis on English language teaching and other languages 

in two educational levels high school (Escuela Nacional Preparatoria and Escuela Nacional 

Colegio de Ciencias y Humanidades) according to García-Landa (2018). Correspondingly, the 

Universidad de Guadalajara (UdeG) which is one of the most important public universities in the 

country, is in favor of the globalization in higher education and in order to promote it the 

university has pointed out in its PDI 2030 the possibility of  implementing English as a Medium 

of instruction (Villalobos et al., 2018). To achieve this ambitious goal UDG has followed some 

strategies namely, the application of an English language diagnostic test (ESLAT) to first 

semester students, to find out the language level of the teaching staff a survey was conducted and 

a special training course for teachers to learn how to teach subject courses in English was 

provided (Villalobos et al., 2018).  

In the same manner, Toledo et al. (2018) explain that in the case of Universidad Autónoma de 

Baja California (UABC) the guidelines that support the internationalization process are 

established in its PDI 2015-2019 which states that the UABC is in charge of providing students 

with a solid education which help them to succeed in different spheres such as the local, national, 

international or cross-border. In addition, the strategies adopted by the authorities inside the 

institution have been promoting student mobility and using English as a medium of instruction. 

Furthermore, learning a foreign language is stated in the University Estatuto General in the article 

117 which points out that learning a foreign language is mandatory in all the university programs 

(Toledo et al., 2018). Although, in the examples provided above not all of the institutions are 

considered macro-universities, they provide a clear picture of how they have incorporated their 

language policies in the “plan de desarrollo institucional”. 
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On the other hand, and in an international domain public universities or macro-universities may 

benefit from building bridges and collaborating with other universities that share similar features. 

This was the case of 30 of the largest universities in Latin America and the Caribbean that 

decided to create in 2002 a Network of universities with two main goals, to support students’ 

exchanges and credential recognition (Felsen, 2016).   

As previously explained, the implementation of internationalization language policies laid the 

basis to include language teaching in the curriculum of universities. Along with this some public 

universities (macro-universities) began a process of expansion into smaller communities to 

provide access to higher education to a larger number of students, a process denominated 

regionalization which is explored in more detail below.     

2.3.2 Regionalization in higher education  

As stated in chapter one this study was conducted in two regional campuses; therefore, in order to 

understand the origins of regional campuses part of higher education institutions is critical to 

explore the concept of regionalization.  

The concept of region and all the terms related to it could be ambiguous due to the fact that they 

are constantly evolving, Knight (2013, p.112) explains that “the diversity of disciplines 

examining the topic of regionality brings a different lens to the discourse and vividly illustrates 

that the concept of region is both complex and elusive”. As pointed out the term “regionalization” 

is complex and comprehends two different processes but slightly related from the higher 

education perspective. In a more global conception, higher education regionalization is defined as 

“…the process of intentionally building connections and relationships among higher education 

actors, structure and systems within a region (Knight, 2013, p. 113)”; region in the previous 
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definition is understood as world regions for instance, Latin America or Europe. In a contrasting 

view literature in Spanish shows a different meaning for regionalization in higher education, in 

this sense, it refers to the expansion of Latin American public universities in order to provide 

higher education access to students living in remote areas (Rama and Cevallos, 2016).  

For many years, inequality had been the result of centralizing education in Latin American higher 

education as people coming from small regions were in disadvantage before people from large 

cities, to exemplify; remote areas had less human capital with a lack of appropriate competence 

resulting in socioeconomic inequality (Rama and Cevallos, 2016). During a long period of time 

the highest enrollment of students concentrated on public universities located in the cities which 

limited the access of people living in remote areas because they could not afford moving to the 

city; it is important to highlight that only a small circle was able to do it because they had the 

resources. Furthermore, the lack of human capital in rural areas occurred because the majority of 

students did not return to their hometowns, additionally the centralization of higher education 

fostered enrollment inequality (Rama and Cevallos, 2016). It was until the decade of the 70’s that 

Latin American universities began a process of expansion assisted by regionalization processes 

which helped to reduce geographic inequalities (Rama and Cevallos, 2016 as cited in Brunner, 

1990; García-Guadilla, 2004; Rama, 2009b.). Nevertheless, regionalization in Latin American 

higher education also materialized due to other factors, such as a higher number of high school 

graduates, new trends on decentralization, the growth of regional economies, competition 

between universities, etc. (Rama and Cevallos, 2016, p.103).    

Another important factor that should be taken into account to better understand regionalization is 

the term decentralization which has to do with transferring work, decision-making, and/or 
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authority in different degrees, Hanson (1997) states that decentralization encompasses three main 

types: deconcentration, delegation and devolution. 

Deconcentration typically transfers tasks and work, but not authority, to other units within an 

organization. 

Delegation transfers decision-making authority from higher to lower hierarchical units. 

Devolution transfers authority to a unit that can act independently, or a unit that can act without 

first asking permission. (Hanson, 1997, p. 5)  

In Mexican public universities the “estatutos orgánicos” of each institution specify the type of 

decentralization operating within its educational systems, for instance, the Mexican public 

university where this study takes place establishes in its “estatuto orgánico” that regional 

campuses function as deconcentration units. It means that regional campuses are not completely 

independent in their administration. As a last point, the goal of the previous description was to 

elucidate the origins of ELT in the Mexican setting. In addition, the two campuses subject of the 

present study could be described as institutions located in a semi-urban or semi-rural setting, 

therefore, the subsequent section is devoted to revise some studies carried out in a similar 

context.     

2.3.3 Previous research on teachers’ perspectives about teaching English in rural or semi-

rural settings  

Research on ELT in Mexican higher education developed in rural, semi-rural or semi-urban 

contexts is scarce. Therefore, this section presents studies carried out around the world and 

although they are conducted in different educational levels they still present an accurate and 

relatable portrait of the situation in regional settings.  Barnes et al. (2018) concentrated on 
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researching instructors and principals’ beliefs about teaching English as an Additional Language 

(EAL) in Victoria, Australia, which is located in a regional area. A sixteen likert-scale survey 

adapted from Reeves (2006) was administered to 25 teachers; additionally, individual interviews 

with two principals were recorded. According to the findings, teachers in this particular regional 

setting stated that learners needed intensive English language programs as they are usually 

immigrants, teachers also complained about the lack of time to assist EAL students with their 

language needs, and both, teachers and principals advocated for additional resources, income and 

time. 

Prasad (2014) reviews the situation of ELT in Indian rural contexts; she pointed out some of the 

main factors present in those settings such as English not being the learners’ first language, 

students’ low proficiency in oral and listening skills, English teaching done through learners’ 

mother tongue, lack of additional resources to expose students to the language such as language 

labs, inappropriate facilities, lack of teaching aids; unqualified English language teachers, low 

paying ELT positions, large groups among others. The author explains that there is a huge 

difference between rural and urban contexts, thus, two key components to improve the teaching 

and learning of English are a great deal of enthusiasm and hard work to set objectives and design 

materials that fit this particular settings. In addition, Prasad (2014, p.4) proposes seven steps to 

facilitate the teaching and learning of the language, for instance, “providing teachers with 

appropriate resources, elocution competitions, implementing language labs, parents meetings, 

encourage students to read in English, tutoring or mentoring programs and implementing outdoor 

activities where students can practice the English speaking skill”.   

Another example to illustrate research in regional contexts is a case study on EFL teachers’ 

reflections about teaching English in Indonesian rural areas developed by Saiful and Triyono 
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(2018). The participants were two volunteer English teachers, Anna who teaches to elementary 

students and Rangga who works with junior high school learners. The data collection instruments 

were reflective teaching journals and semi-structured interviews carried out through phone calls. 

According to the Rangga patience and creativity are two major qualities to teach English in rural 

settings, additionally, the participant pointed out five challenges EFL teachers may face in those 

settings such as “students’ motivation, learning resource and materials, students’ unsupportive 

environment, and accessibility of teaching preparation” (Saiful and Triyono, 2018, p. 6). He also 

advised to teachers candidates to work in remote areas to have particular traits, for instance, 

discipline, creativity, innovation, patience and be firm in front of the class. Regarding Anna’s 

setting she indicated that some challenges when teaching English in rural contexts are lack of 

appropriate facilities and the low level of comprehension of learners. Anna recommends to ELT 

candidates to take into account their attitudes to teach the language, the language that should be 

used in the classroom and to have the vocation to teach. Furthermore, both participants agreed 

with the idea of teacher-centered instruction due to the circumstances in rural areas, for example, 

Anna explains that the lack of resources provoke students to depend to a large extent on teachers. 

To sum up the findings of this study, the participants indicated three challenging areas when 

teaching English in a rural setting as follows “students and learning facilities, learning 

environment, and inaccessibility of teaching preparation” (Saiful and Triyono, 2018, p.9). 

Students’ challenges comprehend lack of motivation and knowledge and low comprehension of 

the English language. At the same time teachers’ stated that the learning environment is hard 

because the lack of parents’ support. It is necessary to highlight that the three studies had points 

in common in the results section such as the need of additional resources, teachers’ low income, 

inappropriate facilities, unqualified teaching staff due to low salaries that prevents schools from 
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hiring trained teachers, students’ low language level and unsupportive environment due to parents 

or school administrators.          

In conclusion, the purpose of this chapter was to provide a review of the main literature related to 

the perspectives of English as a Foreign Language teachers working in a regional higher 

education setting. The key topics revised in this chapter were the English Language Teaching 

(ELT) field, Language teacher cognition, and teaching English in Mexican public higher 

education. 
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CHAPTER III: METHODOLOGY 

3.0 Introduction   

In order to find out the EFL instructors’ perceptions on the academic and non-academic factors 

they face while teaching in regional higher education it is essential to follow a specific research 

methodology. Therefore, the methodology chosen is Case Study. This chapter aims to provide a 

description of what a case study is as well as all the key elements necessary to carry out this 

inquest. The elements are organized in the following manner: research design, participants, 

context, methods of data collection, the piloting stage, data collection procedure, and data 

analysis procedure.    

3.1 Research design   

The research tradition chosen to conduct this inquiry is a case study. Its definition has been 

widely discussed among scholars due to the different perspectives around it. According to 

Merriam (1998) a number of definitions focus on the process such as the one provided by Yin 

(1994); others like Stake (1994, 1995) highlight the unit of study and some others concentrate on 

the end product for instance, Wolcott (1992).  

A qualitative case study defined by Merriam (1998, p. 27) is “an intensive, holistic description 

and analysis of a single instance, phenomenon, or social unit”. However, the author explains that 

after some years she has arrived at the conclusion that the most substantial feature of a case study 

is delimiting the case. Similarly, Creswell (2007, p.73) provides a definition and states that it 

“…involves the study of an issue explored through one or more cases within a bounded system” 

the cases share a setting or a context as explained by the author. Merriam (1998, p. 29) adds that 
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the objective of the investigator is to “…uncover the interaction of significant factors 

characteristic of the phenomenon”.  

Case studies are also distinguished depending on the dimension of the bounded system, for 

example it is possible to analyze “a process, an activity, an event, a program or multiple 

individuals” (Creswell, p. 120, 2007). In the same manner, Merriam points out the previous 

features as she emphasizes that the topic of a case study should be bounded so, a case could be “a 

thing, a single entity, a unit around which there are boundaries” (Merriam, 1998, p. 27). Further 

examples of a case study could be “a student, a teacher, a principal; a program; a group such as a 

class, a school, a community; a specific policy; and so on” (Merriam, 1998, p. 27). 

Merriam (1998) indicates that case studies are also classified in relation to the overall intention 

they pursue as follows; descriptive, interpretive and evaluative. According to the author, a case 

study that is descriptive concentrates on providing a rich version of the topic studied. 

Additionally, Lijphart (1971, as cited in Merriam, 1998) considers that the main purpose of these 

case studies is to provide a description for that reason they are not based on a hypothesis and they 

do not pursue the formulation of one.   

A second type of case study is interpretive; one of its purposes is to create new categories from 

the data collected. In addition, it may seek to question previous hypothesis or to reinforce them 

(Merriam, 1998). Collecting a big amount of information regarding the issue in order to analyze, 

interpret or develop a theory is a task carried out by the case study researcher (Merriam, 1998).   

An evaluative case study is the last type, and it could also be descriptive and explicative but the 

main difference with others is the judgment feature. These types of case studies represent the 

basic way of conducting an evaluation as Guba and Lincoln explain (1981, as cited in Merriam, 
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1998). Kenny and Grotelueschen (1980, as cited in Merriam 1998, p. 39) point out the 

convenience of evaluative case studies if the purpose is “to develop a better understanding of the 

dynamics of a program”.   

The academic and the non-academic factors influencing EFL teachers’ performance are explored 

at two different campuses, each campus represents a case. The two institutions are bounded since 

they belong to the same public university and additionally they share similar contexts. Moreover, 

Merriam (1998, p. 38) highlights the value of conducting case studies in certain teaching fields as 

they may help in “…presenting basic information about areas of education where little research 

has been conducted”.  

3.2 Participants 

In this section, a comprehensive account of participants from campus A and B is offered. The 

contestants of this study are six EFL instructors who were selected using a convenience sampling 

method. Before moving forward some features that all the participants at both regional campuses 

share are highlighted. All the English instructors usually teach the four levels of English offered 

in the different programs, that is Lengua Extranjera I to IV. English language instructors in this 

educational system are regularly rotated and send to teach the language to different faculties each 

semester. An additional observation is that some of the instructors have taught additional 

subjects, for instance the “pre-universitario course” implemented as a mandatory subject due to 

the pandemic for those interested in enrolling to the different programs in 2020.  

The first three participants are English instructors from the regional campus A located in the 

northeast of the state. Participant number one is a full-time English teacher who is thirty-three-

years old.  She holds a B.A and M.A in English Language Teaching (ELT). Additionally, she has 

different types of English certifications including CENNI, ELASH, and TOEFL paper based. 
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This participant has thirteen years of teaching experience and six in higher education. As most of 

the participants, in a regular term she teaches between five to seven groups, and currently she is 

in charge of five groups.       

The second participant is a forty-two-year-old female. She holds a B.A in Modern Languages and 

a M.A in Desarrollo Educativo (Educational Development). She also holds certifications like 

CENNI, ELASH, TOEFL and APTIS. The contestant is a part- time English instructor who has 

twenty years of teaching experience and six at the university level. This participant is currently 

teaching English to four groups in different majors.       

The third participant is a full-time English instructor who is forty-five years old. She holds a B.A 

and M.A. in English Language Teaching (ELT). Regarding certifications she has a B2 Cambridge 

certification. The participant has been working as English teacher for fourteen years and eleven in 

higher education. She is usually in charge of two or four groups. The contestant has also taught 

additional subjects such as the Pre-universitario course (College prep course: A type of 

propaedeutic course during the pandemic for new students), Formación General Universitaria 

(core subject) and DHTICS (core subject related to the use of technology).      

The other three participants are English instructors from the regional campus B located in the 

southeast of the state. The fourth participant is a male English instructor who is thirty years old 

and works part-time at the cited campus. He holds a B.A in Modern Languages and a M.A. in 

Linguistics. In addition, he has a Cambridge C1 certification. This participant has been teaching 

English for seven years in total and five years in higher education. He usually teaches Lengua 

extranjera to six or seven groups. Additionally to his regular teaching schedule in 2020 he taught 
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a pre-universitario course implemented for the school authorities due to the pandemic. Currently 

he is teaching English to four groups. 

The fifth participant of this study is a part-time English instructor who is thirty-two years old. 

The participant holds a B.A. in Modern Languages and two certifications Cambridge: First 

Certificate and TOEFL ITP.  She has eight years of experience as English instructor overall and 

three of them in higher education. In addition, in a regular term she teaches to six or seven group 

and this semester she is teaching English to five groups. Finally, she has also taught the pre-

universitario course (College prep course: A type of propaedeutic course during the pandemic for 

new students).   

The sixth and last participant is a forty-six-year-old English instructor. She holds a B.A. in 

English Language Teaching (ELT) and a M.A. in Education and ICT (Information and 

Communication Technology). Additionally, she has two types of certifications ELASH II and 

TOEFL. This participant has been teaching English for twenty-two years and four at the regional 

campus B. She is a part-time instructor and in a normal term she teaches Lengua extranjera to 

five or six groups. However, the pandemic modified her usual schedule as the previous 

participants and she is currently teaching English only in two faculties.  Lastly, the table below 

summarizes the instructors’ demographic information.      

Table 3.2. English instructors’ demographic information. 

Campus A Campus B 

 Part. 1A  Part. 2A Part. 3A Part. 4B Part. 5B Part. 6B 

Gender Female Female Female  Male Female Female 

Age 33 42 45 30 32 46 

 

 

Academic 

B.A. in 

English 

Language 

Teaching  

B.A. in 

Modern 

Languages 

B.A. in 

English 

Language 

Teaching  

B.A. in 

Modern 

languages 

B.A. in 

Modern 

Languages 

B.A. in 

English 

Language 

Teaching 



40 
 

qualificati

ons 

M.A in 

English 

Language 

Teaching  

M.A in 

Desarrollo 

Educativo 

(Educational 

Develop-

ment) 

M.A in English 

Language 

Teaching  

M.A in 

Linguistics  

 

 M.A in 

Education 

and ICT 

 

Certificati

ons 

CENNI  

ELASH  

TOEFL 

paper 

based. 

CENNI  

ELASH 

TOEFL  

APTIS  

B2 Cambridge  Cambridge 

C1 

Cambridge 

First 

Certificate 

TOEFL ITP 

ELASH II 

TOEFL 

Type of 

employme

nt 

 

Full-time 

 

Part-time  

 

Full-time 

 

Part-time  

 

Part-time 

 

Part-time  

Teaching 

experience 

13 years 20 years 14 years  7 years  8 years 22 years  

Teaching 

experience 

in Higher 

Education 

 

6 years  

 

6 years  

 

11 years 

 

5 years  

 

3 years  

 

4 years  

Number of 

groups 

Regularly 

5-7 

Current 5 

 

 

Current 4 

Regularly 2-4 Regularly 

6-7 

Current 4 

Regularly  

6-7  

Current 5 

Regularly 5-

6 

 Current 2 

 

Subjects 

 

Lengua 

extranjera 

I-IV 

 

Lengua 

extranjera I-

IV 

 

Lengua 

extranjera I-IV  

 

 

Lengua 

extranjera I-

IV 

 

Lengua 

extranjera I-

IV 

 

Lengua 

extranjera I-

IV  

Additional 

subjects 

Pre-

universitar

io course  

 Pre- 

universitario 

course  

Formación 

General 

Universitaria 

and  DHTICS 

(core subjects) 

Pre-

universitari

o course 

Pre-

universitario 

course 

 

*Pre-universitario course (college prep course) was aimed at people who wanted to enroll to the 

different programs in 2020 but due to the pandemic they presented their university entrance exam 

until 2021.    
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3. 3 Context 

The public university described in this study encompasses a large number of regional campuses 

across the state. As described in the literature review, the growth of this public university and 

expansion throughout the state was due to the regionalization policies implemented nearly twenty 

years ago. In consequence several regional campuses were created and continue to grow rapidly 

until these days to provide education to people in distant locations.   

However, this research only concentrates on analyzing EFL instructors’ perspectives of two 

regional campuses because of two main reasons; first it was not possible to contact English 

instructors from other campuses and secondly, the amount of time allocated to conduct this 

research was limited. The first campus is located in the northeast of the state which for the 

purpose of this research is called Campus A and the second in the southeast of the state called 

Campus B. The two institutions are different in sizes, number of students and the programs open 

to enrollment.   

3.3.1 Campus A 

As it was previously mentioned the first regional campus is located in the northeast of the state. 

All the available undergraduate degrees in this institution are programs related to health sciences, 

including medicine, nursing, stomatology, physiotherapy, clinical nutrition, psychology, and 

imagenology. The estimated student population enrolled in this campus as reported by the 

anuario estadístico 2019-2020 is slightly above one thousand and five hundred.         

3.3.2 Campus B 

The second regional campus is located in the southeast of the state, and comprehends 

undergraduate programs in different fields of study namely, social sciences, exact sciences and 

health sciences. Therefore, a wide range of undergraduate programs such as architecture, 
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stomatology, medicine, imagenology, law, political sciences among others are opened to 

enrollment. According to the anuario estadístico 2019-2020 the approximate number of students 

at this campus is somewhat over three thousand students.             

3.4 Methods of data collection  

There are different types of instruments suggested to collect data in a case study, for instance 

Creswell (2007, p.75) points out observations, interviews, documents and audiovisual materials. 

On the other hand, Merriam (1998, p. 28) states that “case study does not claim any particular 

methods for data collection or data analysis” but the author points out that there are some 

instruments more commonly selected over others.  

Regarding the teachers’ beliefs field authors have agreed upon the most convenient instruments 

and techniques to elicit information to uncover instructors’ beliefs. Fang (1996, as cited in 

Erkmen, 2012, p.142) proposes the following instruments: think aloud technique, retrospective 

interview, stimulated recall interview and journal keeping. Furthermore, Erkmen (2012, p. 142) 

also points out observations followed by interviews, written retrospective forms and less common 

instruments such as repertory grid technique and metaphor elicitation tasks.  

After this brief account and according to the literature, narratives and interviews were the 

selected methods of data gathering instruments. Although, using a narrative instrument to collect 

information in a case study is hardly ever suggested; it was decided to include it since it allows an 

in-depth perspective on the participants’ views. Lastly, interviews are suitable and highly 

recommended by experts (Creswell 2007; Erkmen 2012) therefore. they are included in this 

study.     
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3.4.1 Narrative instrument  

Czarniawska (as cited in Creswell, 2007, p. 54) defines narrative as “a spoken or written text 

giving an account of an event/action or series of events/actions, chronologically connected”. 

Polkinghorne (1995) points out two types of narrative research; the first analysis of narratives 

focuses on “using paradigm thinking to create descriptions of themes that hold across stories or 

taxonomies of types of stories” (Creswell, 2007, p.54). The second is known as narrative 

analysis and its main purpose is to create a story with the events collected by the researcher 

following a storyline. Therefore, the goal of using narratives as instrument is to conduct an 

analysis of narratives and describe the most salient themes regarding the academic and non-

academic factors English instructors may encounter in their teaching endeavors.        

The first instrument is a piece of writing in the form of a narrative (See appendix A). All the 

participants were asked to write between fifty and seventy-five words about two teaching 

experiences related to academic factors and two regarding non-academic factors; the narratives 

could be positive or negative teaching experiences. In order to elicit the participants’ thoughts 

about previous experiences, a checklist of possible academic and non-academic factors was 

provided at the beginning of the document.   

 3.4.2 Semi-structured interviews  

The second instrument selected to conduct this research is a semi-structured interview which as 

stated before is highly advised by researchers (Erkmen, 2012; Creswell, 2007) as a key medium 

for eliciting and collecting teachers’ beliefs or to conduct a case study. The objective of a semi-

structured interview is to make the participants feel like they are in an informal type of 

conversation in order to obtain more natural data.  
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In order to create the set of items for the interview a thorough process of evaluation was followed 

based on the literature review. The questionnaire (See appendix B) is divided in two sections and 

addresses academic and non-academic factors that may influence English instructors teaching 

practice at regional settings.   

First, the academic factors section comprehends the following items:  

 Pedagogical knowledge  

 ELT  training    

 Implementing  technology in the classroom  

 Materials  

 Syllabus  

 Students’ motivation  

 Rapport  

 Class size   

 Mixed-ability language classroom  

On the other hand, the non-academic factors section includes the next list of items  

 EFL instructors’ work conditions (contract, schedule, salary, instructional time, etc.) 

 EFL instructors’ workload (working two jobs and/or holding an administrative position)  

 Students’ workload  

 Relationships with colleagues and/or administrators  

 EFL instructors’ commuting time  

 Facilities and classroom conditions  

 Teacher autonomy  
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 Personal issues 

Finally, it is important to highlight that the previous lists of items are not concluding as 

depending on the participants’ answers the items may increase or decrease.  

3.5 Piloting stage  

A crucial step before applying instruments with the actual participants of this case study is the 

piloting phase. Yin (2003, p. 79) supports the piloting stage by explaining the benefits “The pilot 

case study will help you to refine your data collection plans with respect to both the content of 

the data and the procedures to be followed”.  In other words, this stage is highly valuable since it 

allows the researcher to practice the procedure and polish the instruments.  

The first step to pilot the narrative instrument was the selection of participants who had to meet 

specific criteria such as having taught English to university students for a certain number of years 

at a public institution. The two selected contestants met the requirements and were invited to 

participate. After they accepted they received the narratives document and a consent form. The 

participants sent back their narratives some days before the interview so that the interviewer had 

time to read them and use the information during the interviews. Additionally, the participants 

provided feedback about the narrative instrument; participant one stated that the instructions were 

clear and that between ten to fifteen minutes were necessary to complete the task. The second 

participant affirmed that the instructions were clear and that the number of words for the 

narratives was appropriate neither too short nor too long. The instruments were analyzed to check 

if the instructions and the participants’ answers matched which occurred, therefore, no 

modifications to the narrative instrument were necessary.  
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The semi-structured interview instrument was also part of the piloting stage. The first one took 

place on February 12
th

 via Zoom and lasted twenty-eight minutes approximately. The interview 

started on time and it was recorded to subsequently make the transcriptions. The feedback 

provided by the participant was directed towards one question related to pedagogical knowledge 

which was unclear and needed to be restated. The second interview was carried out on the same 

day February 12
th

 via Zoom and lasted twenty-five minutes approximately. Similar steps to the 

first interview were followed to complete the task. In relation to the participant’s feedback she 

pointed out that one question was hard to understand but the rest of the questionnaire was clear 

and had a logical sequence.  

Lastly, in both Zoom meetings issues related to unstable internet connection occurred, however, 

it was minimal. The suggestions made by the participants were taken into account to improve the 

instruments. The next stage of the procedure was applying the instruments to the actual 

participants.   

3.6 Data collection procedure 

The data collection for this study was highly influenced by the current COVID-19 pandemic 

since most instructors had very little time to devote to other activities different than teaching; 

however, the participants in this study were extremely generous to accept the invitation to 

participate.  After piloting the two instruments and having made all the changes suggested by the 

participants the narrative instrument was sent to the English instructors via WhatsApp. They were 

given two weeks to complete the task. After the assigned time the participants sent back the 

document with their narratives. 
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In relation to the second instrument, the usual way of conducting interviews face to face changed 

because of the pandemic. So, each participant kindly agreed to be interviewed in a virtual mode 

at a specific date between February and March 2021. All the interviews were conducted via 

Zoom and lasted approximately an hour. In addition, each participant of the two campuses 

received a consent form (See appendix C) which they agreed with and signed. Finally, all the 

interviews were recorded to be transcribed later.          

3.7 Data analysis procedure 

The analysis of the data for this research follows the procedure for comparative case studies 

suggested by Creswell (2007). The data analysis begins with the description and the coding stage 

of the first unit of study also called “within case analysis” which in this study are English 

instructors’ perspectives from campus A. Then, the second unit of study is described and coded, 

also known as “within case study”; in this research it corresponds to the English teachers’ 

perspectives at campus B. The next stage is to examine the themes that emerged from the data in 

both groups to find out the similarities and differences in their perspectives, a process named 

cross-case analysis. As a final step, Creswell (2007, p.173) suggests to present assertions and 

generalizations.  

Regarding this study, the process began with the analysis and coding of the first instrument which 

is the narrative written by the EFL instructors from campus A and B. The second instrument is a 

semi-structured interview and all of those interviews were transcribed and coded in order to find 

themes or patterns. After that, the description of each campus findings was provided and then the 

account of the similarities and differences was delivered, and lastly some assertions and 

generalizations were included.                     
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3.8 Conclusions 

The current chapter presented an account of the methodology selected to carry out this inquiry. In 

the same manner a description of all the key elements part of this research were encompassed, 

such as participants, context, research design, the piloting stage, data collection instruments, and 

data analysis procedures. The following chapter includes a detailed description of the main 

findings following the data analysis procedure for comparative case studies recommended by 

Creswell (2007) and briefly presented above.     
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CHAPTER IV: ANALYSIS AND DISCUSSION OF RESULTS 

4.0 Introduction 

The present chapter seeks to analyze and discuss the data collected in this study. As well as, to 

answer the research questions presented in prior sections. As explained in chapter three, the 

description of findings follows the procedure indicated by Creswell (2007). First, the results of 

each campus (within cases) are presented independently. Then, a cross case analysis is offered, 

pointing out the similarities and differences between English instructors’ perceptions at both 

campuses.    

The results of the first instrument, the narrative, are organized as follows; first the academic 

factors are presented and then the non-academic factors which have been encountered by the 

English instructors in their teaching practices at Campus A. Subsequently, the findings of the 

narrative instrument applied to the participants at campus B are displayed following the same 

organization.   

Regarding the interviews, the results of campus A are explained first and divided into two 

sections academic and non-academic factors. Afterwards, a description of findings from the 

interviews at campus B is presented following the previous structure. After that the similarities 

and differences at both campuses is displayed to end with a conclusion.      

4.1 Narrative instrument results: Campus A  

As explained in chapter three the narrative instrument is divided into two sections: academic 

factors and non-academic factors. At the beginning of each section, the participants are provided 

with a checklist of factors that might influence their work as language instructors and they have 

to tick the ones they consider the most important in their teaching practice. After that, they have 
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to describe in a brief manner positive or negative experiences regarding the factors they prefer. 

The provided list of factors has two purposes on the one hand to elicit the participants’ ideas to 

answer the next part of the instrument and on the other hand to work as a mini survey to collect 

the participants’ first thoughts on the subject matter.  

The procedure selected to analyze the narratives was in first place a careful reading of the texts 

written by the English instructors. Then, the information was coded and presented taking into 

account the most salient topics as suggested by Creswell (2007, p.56) “Thus, the qualitative data 

analysis may be a description of…themes that emerge from it”. Finally, for the purpose of this 

chapter the participants are labeled in the following manner, all participants mark with an “A” 

belong to the regional campus located in the north of Puebla, and the participants point out with a 

“B” are part of the regional campus located in the south of Puebla.      

4.1.1 Academic factors Campus A 

As described in Chapter 3, the narrative instrument (appendix A) begins with a checklist where 

the EFL teachers had to choose the items that most influenced their practices and then to develop 

their narratives based on those items. 

The checklist includes thirteen academic factors presented in detail below in a table (Table 4.1.1). 

It is divided in five parts, the first column displays the academic factors, and the next three 

columns include the participants’ answers where the term participant is abbreviated as part. 1 

and so on and finally the total number of participants who selected the item is shown.    

Concerning the participants’ checklist at Campus A, they chose class size (3) as the most 

influential factor in their teaching practices, followed by ELT training (2), classroom 

management (2) and students’ motivation (2) selected by two participants each (table 4.1.1). 
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Table 4.1.1 Narrative instrument checklist: Academic factors results at campus A 

 

Academic factors Part. 1ª Part. 2ª Part. 3ª Total  

1. ELT training ✓  ✓ 2 

2. Language proficiency   ✓ 1 

3. Teachers’ competences to 

use technology 
✓   1 

4. Teaching materials ✓   1 

5. Teaching training   ✓ 1 

6. Classroom management ✓ ✓  2 

7. Knowledge about ELT 

theory 

   0 

8. Mismatch between syllabus 

and students’ needs 

 ✓  1 

9. Mixed ability language 

class 

 ✓  1 

10. Students’ motivation ✓  ✓ 2 

11. Students’ workload in 

other subjects 

   0 

12. Class size ✓ ✓ ✓ 3 

13. Rapport with students ✓   1 

 

The results of the checklist included in the narrative instrument shows that the EFL teachers are 

more concern with practical aspects rather than theory. These results are probably related to the 

participants’ academic level as they hold master’s degree.      

They affirm that experience has been a key factor to enhance their teaching practice in different 

aspects   

Part. 

1A 

“I have learned the importance of class management with a LARGE class 

size. I have had up to 45 students on each, and believe me it is a really hard 

task. However, the way I have made rapport with my students has shaped the 

teacher I am today.” 

Part. 

2A 

“The experience I have got in these twenty years teaching have made my 

class management not a problem with university students. I can adapt my 

strategies to classes with more than 40 students or classes with 10 or 12 

students.” 
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In the area of ELT training one participant referred to the importance and benefits of the ELT 

training she had compared to subject teachers who have not received a similar training and she 

also took into account the students’ positive feedback to support her argument, as follows     

Part. 1A  “…people specialized on [a certain subject area]…they don´t know how to teach 

and get students bored or frustrated with their subjects. On the other hand, I am so 

thankful with my ELT preparation because my students had been really motivated 

towards learning English and they comment a lot about their like towards the 

materials, tools, activities, etc. carried in class.”   

In the same way, one of the contestants states her concern about improving her teaching although 

she has had formal training, and she explains: 

Part. 3A “This is something has caused me for a long-time frustration because even I have 

both my bachelor and master’s degrees in ELT, I feel I have not still mastered 

teaching…” 

 

4.1.2 Non-academic factors campus A. 

The second part of the narrative instrument is related to the non-academic factors and according 

to the checklist answered by all the English instructors at Campus A, the most influential aspects 

determining their teaching practices at this campus are facilities (2), instructional time (2), and 

teacher autonomy (2) (see table 4.1.2).   

Table 4.1.2 Narrative instrument checklist: Non-academic factors results at campus A 

Non-academic factors Part. 1ª Part. 2A Part. 3A Total 

1. Work schedule ✓   1 

2. Salary ✓   1 

3. Work contract    0 

4. Teacher-administrator 

relationship 

   0 

5. Workload   ✓ 1 

6. Home-school transportation 

time 

   0 

7. Punctual payment    0 

8. Facilities ✓ ✓  2 
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9. Classroom conditions  ✓  1 

10. Instructional time  ✓ ✓ 2 

11. Teacher-colleagues 

relationship 

 ✓  1 

12. Working two jobs  ✓  1 

13. Holding and administrative 

position 

   0 

14. Personal issues   ✓ 1 

15. Teacher autonomy ✓  ✓ 2 

 

According to the participants selected items in the narrative instrument, English teachers may be 

concern about the place and the time for teaching the language and how these factors could be 

affecting the learning outcomes.   

In the narratives, similarly to the checklist one participant described the facilities and evaluated 

them positively, however, conditions at the work place may vary as other participant described 

how the lack of adequate facilities triggers other issues: 

Part. 1A “Two years ago, more students than expected arrived to my workplace. The 

classrooms were not enough and the Principal decided to make as a 

classroom what used to be a chapel. This chapel didn´t have a projector, it 

was a big place and few students.  Honestly, I didn´t like this experience 

because the acoustic of the place was really hard to manage. I wasted a lot 

of time starting my class because the students had to ask for the projector in 

another building, so get started with the class was really tough.” 

 

Although, the participants selected in the checklist instructional time and teacher autonomy as 

important aspects, in the narratives they described factors related to workload. Two participants 

wrote about it and mentioned the different roles they have to fulfill before and during the 

pandemic, as they explain:  

Part. 1A “…it was a very complicated time because I am a mother, I was a wife and 
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a teacher and that schedule was really killing me because no time was 

enough” (Before the pandemic) 

Part. 3A “All this has been a huge challenge to me. I have had to deal with my two-

year-old daughter’s daily routine, the household chores, and the noises 

outside when I am teaching online.” (During the pandemic) 

 

It seems that the amount of activities and duties that the participants had to fulfill before and after 

the pandemic show no difference.    

4.2 Narrative instrument results: Campus B  

This segment of the research encompasses the results of the narrative instrument applied to the 

participants from the regional campus B. This section follows the same structure as the 

description of the results of campus A. First, the academic factors are displayed and then the non-

academic factors.    

4.2.1 Academic factors campus B 

A table of results of the academic factors checklist at campus B is displayed below and it is 

divided as follows, in the first column thirteen factors are shown, the next three columns include 

the respondents’ answers and the last column has the total number of answers.     

According to this checklist presented at the beginning of the narrative instrument, campus B 

participants selected students’ workload in other subjects (2) and class size (2) as the most 

determinant academic aspects influencing their teaching practices at this campus (see table 4.2.1).   

Table 4.2.1 Narrative instrument checklist: Academic factors results at campus B 

Academic factors      Part. 4B Part. 5B Part. 6B Total 

1. ELT training    0 

2. Language proficiency     0 

3. Teachers’ competences to use 

technology 

  ✓ 1 

4. teaching materials   ✓ 1 

5. Teaching training   ✓ 1 
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6. Classroom management ✓   1 

7. Knowledge about ELT theory    0 

8. Mismatch between syllabus 

and students’ needs 

   0 

9. Mixed ability language class  ✓  1 

10. Students’ motivation  ✓  1 

11. Students’ workload in 

other subjects 
✓ ✓  2 

12. Class size ✓ ✓  2 

13. Rapport with students    0 

 

The data from the checklist shows that novice teachers pay special attention to how classroom 

management influences their lessons as well as their students’ well-being. On the other hand, a 

more experienced instructor having mastered the size of a class now focuses on improving other 

skills such as the ones related to technology and resources to teach a lesson.   

The views of the partially novice teachers described above are supported by the participants’ 

answers as they explain:  

Part. 

4B 

“One of the biggest problems in my classes is the number of students 

enrolled to a single subject. I have had groups of over 45 people in it!” 

Part. 

5B 

“When a group is big sometimes it’s difficult to work with them, also to 

monitor what they are doing takes a lot of time.” 

4.2.2 Non-academic factors campus B 

The findings of the checklist related to the non-academic factors at campus B included in the 

narrative instrument is summarized below, the table has five columns where the first column 

presents fifteen non-academic factors, the following three columns are devoted to the 

participants’ answers and the last one displays a number that represents the total of participants 

selecting that answer.  
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Regarding the non-academic factors participants at campus B selected work schedule (3) and 

facilities (3) as the most critical factors determining their teaching in a regional campus (see table 

4.2.2).  

Table 4.2.2 Narrative instrument checklist: Non-academic factors results at campus B   

Non-academic factors Part. 4B Part. 5B Part. 6B Total 

1. Work schedule ✓ ✓ ✓ 3 

2. Salary   ✓ 1 

3. Work contract    0 

4. Teacher-administrator 

relationship 

  ✓ 1 

5. Workload ✓ ✓  2 

6. Home-school 

transportation time 

   0 

7. Punctual payment   ✓ 1 

8. Facilities ✓ ✓ ✓ 3 

9. Classroom conditions ✓ ✓  2 

10. Instructional time    0 

11. Teacher-colleagues 

relationship 

   0 

12. Working two jobs  ✓  1 

13. Holding and 

administrative position 
✓   1 

14. Personal issues    0 

15. Teacher autonomy    0 

 

English instructors point out work schedule and facilities as truly important non-academic factors, 

however, the narratives display other results. It seems that the participants focus on explaining 

how low payments trigger other issues related to becoming a better instructor, their well-being or 

concerns about having a secure job.          

Part. 4B “One of the things that prevents me from achieving my full potential in 

classes is related to the administrative position I hold.” 

Part. 5B “Having two jobs represents more incomes but at the end of the day you 

don’t have the same energy to teach” 
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Part. 6B “Work schedule is something important for me because I work for hour, so 

I have to work in other institutions.”  

 

In the table below there is a summary of the main findings from the narratives instrument at the 

two settings.  

Table 4.2.3 Narrative instrument: Summary results 

 Academic factors Non-academic factors 

Campus A 

 

Class size  

ELT training 

Facilities  

Workload  

Campus B Class size  Working two jobs  

 

4.3 Interviews findings: Campus A 

The second section of this chapter comprehends the description of the data from interviews, first 

the results of Campus A are presented and then Campus B findings including academic and non-

academic factors, after that the similarities and differences at both campuses to end the section 

with a general discussion. All the information was coded and the account of the most salient 

topics is displayed below.  

4.3.1 Academic factors 

a) Pedagogical knowledge   

Regarding the preparation acquired in their B.A. programs the participants manifests the 

following:  

Part. 3A: “…we need to spend more time when we are in those degrees in practice, 

because for me has been very hard to...to translate all this information, and to take all 

these aspects and to include them in my lessons….”  



58 
 

Part. 2A: “I know that I had the knowledge about the language, but maybe I had not the 

tools, the necessary tools to teach…” (Part. 2A) 

Apparently in this first category the teachers with the most experience at campus A are concern 

about the type of ELT education they received which according to their answers seem to be 

lacking an emphasis in some aspects like real training inside a classroom or learning other 

resources.   

It seems that the aforementioned ELT undergraduate programs need to have a major reform 

including more teaching practice in their curriculum so that the future generations of language 

teachers could have a different instruction and be ready to face the subsequent challenges in their 

professional life.    

b) Materials 

When instructors were inquired about the materials used in their lessons they stated:   

Part. 2A: “There are some students who really need this kind of material, because they 

have like very very basic level but there are some other students who have like a higher 

level of English and they feel I consider they feel frustrated to get into university and 

start with the verb to be as well as they did in secondary or, or high school.”  

Part. 3A: “There are some topics that we have to talk in the classroom, and they are in 

the textbook and it is something that we don't live, for example, here in our context…So 

in a way they are but not really because the context is completely different.” 

In the case of the materials there are two main factors the instructors point out; the first one has to 

do with the students’ language level and the material which seems appropriate for those who are 

beginners but less appropriate for the ones who already have knowledge of the language. 

Similarly, the material is decontextualized since most of those students have not lived outside 

their hometowns which could make the learning process more complex. Nevertheless, on a 
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different view it is important that the learners have access to the target culture of other countries 

through the materials.  

Apparently, there is a lack of awareness about the students’ needs in terms of the circumstances 

that surround them in order to select appropriate materials and the correct placement of each 

student according to their language level. These two factors could be preventing students and 

teachers from achieving more positive outcomes.   

c) Syllabus  

The participants also express their views on the level of appropriacy of the syllabus:   

Part. 1 A: “I don't know that's a very difficult question probably yes half of the program 

meets their needs because most of them their level is really really low and yes we have to 

start from the verb to be in those cases yes.”  

Part. 3A: “No, it happens the same with materials because we don't design the syllabus, 

it is something that is it's designed by teachers who don't know what our needs are, our 

context they don't know our students so…”   

As the instructors in this campus do not design their own syllabus, it may be the case that the 

people in charge could be overlooking the particularities of such context.  

d) Class size 

EFL instructors give their comments in regard to the number of students in each class:    

Part. 3A: “Not in my case but I think that a big class or a large class is something that 

really can affect teaching and even in in normal classes, it's hard to manage a class 

from more than 40 or 45 students is really hard so can you imagine that work right now 

in online classes.” 

Part. 2A: “I would say that it depends on the major because for example, medicine 

students those are the classes with the most number of students like forty. It's quite easy 
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to work with them because they are very responsible, and they're very participative and 

they if they have any question they ask.” 

Class size matters in regional contexts and influences the language learning process; nevertheless 

a more determinant factor may be the area or career where the English instructor is teaching the 

language. This factor became even more relevant during the pandemic we have been through and 

revealed the real conditions under which teachers and students develop their educational 

activities.      

Finally, notice that “mixed ability language classroom” (academic issue) highlighted by 

participants at both campuses is not addressed individually in the analysis because participants 

linked it with materials and syllabus. A table (4.3.1) that summarizes all the previous description 

is included below. 

Table 4.3.1 Interviews summary results at campus A: Academic factors 

a) Pedagogical knowledge  

Difficulties in applying the knowledge acquired in the major and the need of adding more 

hours of practice in the teaching programs 

b) Materials 

Adequate for beginners and less adequate for more advanced students  

The material and context are different 

c) Syllabus  

The syllabus meets partially the needs of students and it works better for students with basic 

knowledge of the language. 

Syllabus and materials designers may be unaware of the characteristics and needs of this 

setting.  

d) Class size 

The management of a large class depends on the major  

A large class is more challenging on the virtual mode due to the pandemic.  
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4.3.2 Non-academic factors 

a) EFL instructors’ work conditions  

The EFL instructors gave their opinions about their work conditions as follows:  

Part. 2A: “Well, the only complain about… about that would be that well, I'm… I'm not 

a full time teacher, so we… So, I have to work in another school and that makes a little 

bit difficult to…to do many things as I wish to do there [at the university] like the ESP 

program…” 

Part. 1A:  “…the schedule because I was assigned two hours and two hours free and 

then come back and then again so that that has been always my... my problem…”    

The responses regarding work conditions will always be different depending on the personal 

situation each instructor has. English instructors who have a full-time position would see their 

situation in a more positive manner. However, the challenge comes for those who do not share 

the same work conditions which leads them to other issues. As expected, it seems that the 

economic aspect has a heavy influence for instructors in this context, since they have to work two 

jobs when it is possible, or sometimes an unusual schedule may prevent instructors from finding 

a second job.       

b) EFL instructors’ workload  

The amount of work each instructor handles is stated in the following manner: 

Part. 1A: “My workloads have been like that I have had like up to ten different groups 

and I was making a diploma I was teaching a diploma course to my colleagues…”  

Part. 2A: “…I would say it definitely affects because obviously in the 7pm or 8pm class 

I'm really exhausted because in my other job I started at 8am and I haven't I haven't had 

the time to go home and to talk to my family…”  

Part. 3A: “…I think we have more work right now so, before the pandemic I was… I 

think I was okay with the workload but now it's a little bit difficult and also because we 

don't have an appropriate space to carry out these activities…”  
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In the case of this category English instructors seem to have reflected and expressed their 

opinions about workload before and after the pandemic. It appears that they realized how hard the 

teaching profession is in regional contexts and how their personal life has been affected. In 

addition, the pandemic represents a major challenge that brings to the surface all the lacks of the 

Mexican educational system. However, even in these circumstances instructors find a way to 

learn more and/or share their knowledge.        

c) Students’ workload  

English instructors share their viewpoint about the students’ amount of work:   

Part. 1A: “They [content teachers] demand from them a lot…They were absent because 

they had to study yes of course that affected English as well because they missed some 

classes.” (Part. 1A) 

Part. 2A:  “…in the very first semester like the first year maybe we had that problem that 

students didn't go…didn't take the exam because they had to study for the other 

classes… but I think that the strategy that we use like to finish a week earlier has been 

helpful.”  

Part. 3A: “…they [students] have told me that they have a big amount of homework to 

do from not only for... for me but from all the teachers…” 

Students at the university level always have had a heavy workload and EFL instructors at this 

campus are aware of the situation and the implications for the English class since some of the 

students may prioritize other subjects. Being aware of the issue they even executed a plan to 

avoid conflict and the results at first glance seem satisfactory. The instructors also recognize the 

situation of the students who have also been struggling with heavy workloads during the 

pandemic.   

It seems that the lack of attendance has been occurring in this context and therefore, affecting the 

language learning process. Apparently, it has to do with the priority each student gives to each 
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subject. Here it can be noticed how the lack of interest in learning a language is present in a 

regional context where students are probably unaware of the importance of learning a second 

language.     

d) Facilities and classroom conditions  

The participants at this campus explain the situation in relation to facilities: 

Part. 1A: “…sometimes at the complejo in which I am working the Wi Fi was not good. 

So, sometimes it was possible like to do some quizzes online in the students’ cell phones, 

but not every time was possible.”  

Part. 2A: “…so, when I really need the internet connection, I ask my students to move to 

another classroom where we don't have problems with that.”  

Part. 3A: “That's... that's a problem in our context because like, in our campus we don't 

have internet access in all the class… in all the classrooms and also my students, not all, 

most of them don't have internet at home.”  

The main focus of the participants’ answers is the irregular internet connection at the campus and 

also at the students’ homes. Instructors are in favor of using technology in the classroom; 

however, if the Wi-Fi signal is inadequate in and outside the school, then it would be difficult to 

include it in the lessons. This situation may be preventing teachers from taking advantage of 

diverse technological resources.     

e) Teacher autonomy   

A different factor discussed by the EFL instructors is the amount of freedom they have to make 

decisions in the language classroom  

Part. 3A: “…as I told you with the material, because at the end of the course they are 

evaluated according to the textbook and the “departamental exam” that they have to 

take, in a way we don't have that too much freedom but on the other hand we have it…”  
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Part. 2A: “I think we have like an autonomy to make different activities but on the same 

base. Ok, but I really would like to try more… other strategies, in which maybe I 

evaluate them in a different way…”  

It seems that some of the EFL professors in this particular setting are aware of the kind of 

autonomy they have in their classrooms, they know that the evaluation process is directly linked 

to the materials so there is little they can do to implement what they consider best for the benefit 

of their students. Apparently, EFL instructors are concern with the evaluation students go 

through, and perhaps they prefer to leave aside other strategies or materials only to follow the 

rules established by the school authorities.     

In the next section there is a table presenting a summary of all the results described above. 

Table 4.3.2 Interviews summary results at campus A: Non-academic factors.                                                                                               

a) EFL instructors’ work conditions 

Part-time teachers would like to improve their conditions   

A mixed schedule: some hours in the morning and in the afternoon  

Full-time teachers feeling positive about work conditions 

b) EFL instructors’ workload  

Some teachers reported having a heavy workload before the pandemic influencing 

the time they spent with their families  

The workload during the pandemic is harder than in the normal conditions  

c) Students’ workload  

Students absenteeism due to the heavy workload in other subjects 

The EFL teaching staff applying a strategy to solve the lack of attendance  

Students having the same amount of work before and after the pandemic   

d) Facilities and classroom conditions  

An irregular internet connection  

Students not having internet access at home 

e) Teacher autonomy  

Some EFL instructors advocate for more freedom to decide on other teaching 
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aspects. 

              

4.3.3 Unexpected factors  

During the analysis of the interviews some new topics arose from the participants’ answers such 

as students’ commuting time, the English Academy, professional development, and the 

implementation of English for Specific Purpose (ESP). The following section includes the 

previous factors explained in detail and additionally, at the end of this segment there is table that 

summarizes the results (see table 4.3.3).     

a) Students’ commuting time  

An additional factor address by the contestants is the time students need to arrive at school  

Part. 1A: “… I had a lot of students coming from Veracruz from Atempan or not from 

Veracruz but from a lot of small towns… that are like half an hour, forty-five minutes, an 

hour... an hour far… it was a big issue to for them to commute to school on time, 

especially at seven o'clock…”  

Part. 3A: “…for some of them yes because they have to travel for about an hour and a 

half or sometimes they arrive late or they have to wait for the next transport…” 

Part. 2A: “Depends on the schedule for example, on my last class that is usually from 

eight to nine pm some students ask me to leave the class at a quarter to nine because 

they tell me that at nine o'clock the bus is the last bus to get to their homes.”  

According to the EFL instructors’ perceptions an important factor occurring before the pandemic 

and somewhat expected since this is a regional context; it is the time some students spent to 

arrive at school and the time they leave school.  Especially in the afternoon shift which displays 

insecurity issues that are responsibility of the authorities of the country and that most of the time 

is beyond the school possibilities. Apparently, and according to these accounts a service that 

offers transportation to students is probably needed.         
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b) English instructors working as an English Academy 

The participants describe the way they organize their teaching activities  

Part. 2A: “I would say that from all the complejo we are like the most organized 

Academy in which students receive a reglamento later receive the evaluation criteria, 

they receive the rubrics. So, even students say that we are like very organized…”  

Part. 3A: “We are working . . . como academia, like so we made decisions together all 

the English teachers . . . for example, the textbook, we don't make decisions about it . . . 

but the way we evaluated, we evaluate our students, those are the things we do as an 

academy.”  

Decision-making is not an easy process but the participants seem to be proud of the achievements 

they have reached as a team. The instructors’ accounts demonstrate that working collaboratively 

as a language academy has been beneficial for them.  

c) Professional development 

The participants are also concern about their professional development as they assert  

Part. 2A: “I designed like the… the workshop for that...for that training course that I 

was taking and I… we were asked to pass the course to get a diploma we were asked to 

give that workshop in… to other teachers…” 

The data shows that despite the heavy workload and personal issues EFL instructors still care 

about their professional growth and they perform other important roles, sometimes as students 

because of the courses or diplomados they take or as curriculum designers when they create their 

own workshops. Additionally, they also become speakers when they decide to share the 

knowledge they have acquired throughout the years.      

d) Advocating for the implementation of ESP  

The interviewees also share their thoughts in relation to ESP 
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Part. 1A: “…there is material that is for specific purposes in the health area for 

example, that's what I would like and I think it would be so much better but the 

circumstances are not possible…”  

Part. 2A: “I would like to…to make my classes more focused on ESP…because other 

teachers [content subjects teachers] are giving them readings are even…there are some 

professors who…who ask them to give like presentations in English students feel that 

they don't have like the tools they need…” 

English teachers in this particular setting and according to their experience in their positions have 

reached an important conclusion. The need of implementing English for Specific Purposes (ESP) 

in each major. At the same time, they seem to be aware of the implications of that sort of 

initiative. One aspect pointed out by them is the fact that students are sometimes given materials 

in English in their subject areas or are required to speak in English. This situation is probably 

making the students feel they are in disadvantage for not having access to these types of materials 

or being able to carry out a presentation fully in the target language.          

Table 4.3.3 Interviews unexpected factors summary at campus A.                                         

a) Students’ commuting time: difficulties early in the morning or in the afternoon shift 

b) English instructors working as an English Academy  

c) Professional development: English teachers sharing knowledge through workshops 

or diplomados. 

d) Advocating for the implementation of English for Specific Purposes (ESP) at the 

campus 

4.4 Interviews findings: Campus B  

The following account shows the results of the participants’ interviews at campus B in relation to 

the academic and non-academic factors determining their teaching practices. Notice that at the 

end of each section there is a table that sums up the set of results.  
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4.4.1. Academic factors    

a) Materials 

In the case of the materials the participants state the following:     

Part. 6B: “…some of the materials, maybe are not so adequate… because …we have 

students from different contexts… some of them have difficulty to get technology in the 

places where they are from and some of them have difficulties also, because of their, 

their economic situation…” (Part. 6B) 

Part. 4B: “…So, the medicine students, they were having the classes with the material, 

but we had to upgrade a little bit the level right…Some others, even though I think it was 

a very basic course, they found it very difficult, because they had never taken English 

classes before.”  

Part. 5B: “Well, the thing is that the students just take four semesters and the level that 

we like we pretend to get is A2…before they start, they start taking English, they can 

take placement tests… and I can recommend the extra courses that we have or the 

University offers.”  

At campus B the instructors explain how the materials work partially due to the fact that groups 

are sometimes multi-level or the students cannot take full advantage of the resources included in 

the book because of their economic situation. On the other hand one of the participants 

acknowledges that students can take a placement test so that groups can have a more uniform 

language level.  

The fact that instructors are not the ones choosing the materials could be causing this mismatch 

between the students’ real needs and the material selected for instruction. In addition, it could be 

the case that teachers and instructors are not familiarized enough with the accreditation exam 

(examen de acreditación) offered in all the campuses at this university.          

b) Students’ motivation   

Regarding the students’ motives to learn the language the EFL instructors explain:  
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Part. 5B:“… the students that are in the medicine area are really interested but others 

no... other majors they are interested but not so much so it depends and every student is 

very different.” 

Part. 6B: “some of them in some specific majors, they are really interested because it's 

part of their is part of their career, that they have to have a certification or something 

like that… but for some others, maybe they see English language, just like requirement 

to pass the subject and to finish the career.” 

Part. 5B: “…7am they were like fresh, if I can call it that way and if they have the last 

the last class no and you know on Friday having English at 1 pm it was like that no? 

they just want to run away from me…” 

EFL instructors at campus B affirm that students’ motivation for leaning a language has to do 

with the majors that require a higher GPA, these students would pay more attention to the all 

their subjects including English. Finally, the English class schedule could be a source of conflict 

demotivating students to learn the English language.             

It seems that students’ motivation in regional campuses is highly linked to specific features, for 

instance the students’ major; where apparently motivation increases when it becomes a 

requirement to obtain a degree. This in some way shows the students’ unawareness regarding the 

importance and benefits of learning a language. An additional factor is the English class schedule 

which should be carefully selected as it appears influences the dynamics of the language learning 

process.  

c) Rapport  

In terms of building rapport EFL instructors have the followings viewpoints:  

Part. 5B: “I would put it in the top of the 10 things that as a teacher we should 

have…students sometimes struggle with learning a new language and they have fears… 

I don't know a new major… and also the background they have and creating a new 

environment make students feel comfortable is very... important.”   
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Part. 6B (Experienced teacher): “In some cases, it's positive because they trust in 

me…but sometimes it's a little negative, because for the same reason,…they try to take 

advantage of that friendship, so I always tried to be like a friend, but I tried to put my 

limits.”  

Part. 4B (Novice teacher): “…being a young teacher has to do with sometimes students 

confusing what a teacher relationship is to a friendship . . . once the students didn't show 

up, and I was like ok, what is going on?...” 

Building rapport is seen as an essential trait for the EFL professors at campus B, for instance one 

contestant states that it as a must in the teaching profession. Although, instructors could become a 

guide or an adviser for students; novice and more experienced teachers explain that rapport 

should follow certain limits in order to avoid conflict.           

Rapport is apparently a source of concern among these participants where limits are supposed to 

be set so that students’ do not get confused. It seems that this issue occurs to all kind of teachers, 

novice or experienced, particularly at this campus. Teachers emphasizing rapport could be the 

result of their own personality, a more humanistic education or even linked to the fact that this 

campus is located in the south where people tend to be warmer.   

d) Class size  

Regarding the size of the class the contestants explain:  

Part. 6B: “…when I have smaller groups like for example, 20 students, or less the class 

is easier for me to teach…and when I have very big groups, sometimes even the 

attention is not like very focused”.  

Part. 4B: “…since we have due dates for the grades, I cannot give the same type of 

feedback to all of my students, you know what I mean? So, if I did the same to large 

groups, then I wouldn't, I wouldn't finish on time…” 

Part. 5B: “So, I'm ok if I have a big group I can find good activities and if I have a small 

group the same. So, sometimes it depends on the students’ personality because some of 

them are very shy or others are really helpful”  
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As expected EFL instructors indicate that it is easier to work with small groups rather than a large 

class. When a class is large some aspects such as the correction and feedback for each student 

becomes challenging or even catching the student’s attention during the lessons as manifested by 

the participants.   

Instructors in regional contexts seem to be concerned with how the number of students in each 

class affects the amount of feedback given to them, how to grab their attention or to make them to 

participate in the classroom. All of these elements influence the language teaching and learning 

process and it is linked to a bigger issue which is the public educational system in the country 

were most of the time the capacity of schools is surpassed and only relying on the teachers’ skills.           

Table 4.4.1 Interviews summary results at campus B: Academic factors                                                                                              

a) Materials 

Adequate to the students’ language level not so much to the context 

The students’ economic situation prevents them of taking full advantage of the resources 

included in the book  

Lack of awareness regarding the accreditation exam (examen de acreditación) 

b) Students motivation 

Depends on the major instructors are teaching to perspective shared by novice and experienced 

teachers 

Students’ learning a language only as a requirement 

The English class schedule influencing students’ motivation 

c) Rapport 

The importance of establishing limits with students 

d) Class size  

A large class affects students’ participation and attention 

Students in a large class receive less feedback 

A large class challenges teachers and requires adapting strategies  
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4.4.2 Non-academic factors   

a) EFL instructors’ workload  

In relation to workload the participants assert:    

Part. 4B (This participant has an administrative position): “…I got these comments when 

I was evaluated by my students that I would not attend to some classes…” 

Part. 6B: “Well, in those days, I didn't have a big load… right now…I pass almost all 

the time on the computer and maybe I think that is affecting, first of all my eyes and 

secondly, my legs…” 

The contestants report handling somehow a heavy workload, however the effects of this situation 

reaches other areas, for instance students complaining for not having their lessons as they 

supposed to have, or the health issues reported by the participants especially during the 

pandemic.  

It is evident that the teacher’s amount of work influences their performance in the classroom, 

even more when the participants apart from teaching have other duties in the administrative area. 

Not to mention the pandemic which provoked a completely reorganization of the public 

educational system increasing the working hours for most teachers around the country impacting 

the instructors health.         

b) Students’ workload 

The EFL instructors also share their opinions about the students’ amount of work:   

Part. 4B: “I can tell you medicine students, they were crazy. I mean, like, they had to 

study for exams and practices and everything… Also, the graphic design students and 

the architecture students, they, they were in the basic levels…is when they get asked 

more about materials, and projects and maquetas…”  

Part. 6B: “I don't know if it is true but the most of them always complain about that. 

They say that they have a lot of work…sometimes it affects because they, sometimes they 
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don't enter to classes, because they say that they have to finish any task from other 

subjects.” 

Part. 5B: “Well personal problems you know like having to take care of a person or 

working because some students work and study at the same time.” 

The student’s workload is a factor that influences in some way the English lessons since some 

students may not be giving this subject the attention they pay to others. The student’s amount of 

duties sometimes has to do with having learners who work and study at the same time. All these 

circumstances may be causing the lack of attendance or complaints about the students’ workload.   

According to the teachers’ previous accounts the number of tasks students are required to do may 

be interfering with the activities in the language classroom. These circumstances demonstrate 

once more the lack of motivation or commitment to learn a language probably hindering 

successful outcomes.        

c) Facilities and classroom conditions  

The EFL instructors explain their thoughts on the facilities and classroom conditions as follows: 

Part. 6B: “we had some little problems, for example, with projectors, with the boards, 

for example, some of the boards were already in bad conditions…but I think that they 

are improving…”  

Part. 4B: “So, some others [classrooms], I don't know, they, they had good flat screen 

TVs, but they didn't have internet connection. So I do believe that there are some things 

that could be improved, but compared to other schools that I was, I think that we had 

enough tools”  

Part. 5B: “I’ll just add some speakers in the classrooms, because we have projector and 

you know, screen and a board…” 

The participants point out that there are some things in the classrooms to be changed or included 

such as some boards, some projectors, or speakers. On the other hand only one participant 

mentions the lack of adequate internet connection.     
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It is important to notice that the participants are aware that compared to other school facilities the 

ones at this regional campus are good enough and that some minor factors like the mentioned 

above could be improved. However, not having a proper internet connection may be preventing 

teachers from applying technology in the classrooms.    

d) Personal issues  

All the participants at this campus share their points of view about how personal issues may 

interfere their daily teaching activities:   

Part. 5B: “I don't know, sometimes external things make your…I don't know make more 

difficult somehow my performance in front of students, but I tried to leave aside those 

kinds of things. I tried to focus” 

Part. 6B: “It depends on the personal issue for example, if we can control if we can just 

don't think about the problem in that moment, it's okay, but when we have something 

really, really big it affects us. I remember some years ago when my mom was sick…my 

sister called me and told me that she was really bad. I had to stop my classes… I 

couldn't continue giving them class.”  

Part. 4B: “one of the things that I love about teaching is that energy connects and I see 

that a lot of my students… when I see that my students are like common teacher what are 

we gonna do now I just totally forget about it so I get into my teacher mood…”  

EFL instructors part of this campus indicate that personal issues such as having a member of the 

family sick may occur and difficult to solve but there are other issues that may be easier to 

handle. On the other hand, it seems that the students’ positive attitude towards the subject may be 

an incentive, a source of motivation for the instructors.   

The participants in this campus acknowledge that everybody face personal issues that may affect 

their performance at work. However, it can be noticed that they tried to overcome these situations 

putting their best effort for the benefit of their students. It can also be inferred from the data that 
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all the elements are part of a whole where most of the time teachers motivate students but there 

are occasions when students are the source of motivation for teachers.  

Table 4.4.2 Interviews summary results at campus B: Non-academic factors                          

a) EFL instructors’ workload  

The contestants’ amount of teaching and/or administrative duties may be influencing their 

instructional performance  

Teachers’ workload during the pandemic and health issues 

b) Students’ workload 

Students’ heavy workload according to the majors 

Students’ lack of attendance 

Students working and studying  

c) Facilities and classroom conditions   

Minor changes that could be made or implemented: adding speakers, improving some projectors 

and/or boards. 

The lack of internet connection in all the classrooms necessary to implement technology in the 

lessons 

d)Personal issues 

Personal issues have some influence on instructors to a greater or lesser extent but they try to 

concentrate on their duties 

Students helping instructors to overcome hard situations  

4.4.3 Unexpected factors   

a) Students’ commuting time 

One of the unexpected factors referred by the EFL instructors is students’ commuting time:  

Part. 4B: “…I believe it could be a problem because since we are a regional campus we 

have students that do not live in the city, for example some of them commute from my 

hometown…my hometown is one hour away from this city…” 

Part. 5B: “Some of them come from different places and well, the distance is very long 

but I don't know they have a goal no and that will make them to be early for classes.”  
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The transportation in regional contexts may be an  issue since English instructors affirm that 

some students attending classes at campus B come from small towns around the campus which 

makes commuting time a problem. Nevertheless, some instructors acknowledge that most of the 

students make a big effort to arrive on time at the campus.  

It seems that there is a need for implementing a school bus system for longer distances that would 

be beneficial for students. Apparently there are already school buses but they only run in places 

around the city.          

b) Foreign teachers’ commuting time   

A factor that unexpectedly arose from the data was foreign teachers’ commuting time:  

Part. 4B: “I am not a resident of the city where the campus is so since I was not a 

resident I had to rent a room and I made sure that it was the closest as possible from the 

campus… the disadvantage though was that I had to pay a lot of money for that 

housing…” 

Several teachers from other parts of the state are currently working at this campus. In 

consequence they have to rent a place there which translates into expenses that sometimes 

consume a big part of their payment. This situation reflects a reality replicating in different states 

where teachers have to deal with a poor salary and the general economic situation in the country.    

c) EFL instructors working as an English Academy  

One participant at this campus highlights the teamwork carried out in the English Academy:  

Part. 4B: “… since we all usually have two levels of English been taught at the same 

time, like level one and level three or level two and level four, they would, we would 

create the rubrics together . . . we would create the exams together. . . This was not 

always the case but I'm glad that we finally came into terms in order to work together as 

a team.” 
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Working collaboratively as an Academy at this campus was only mentioned by one of the 

participants. It seems that this area has potential and could be improved as the participant answer 

reflects a desire of promoting these kinds of interactions with coworkers.   

d) Professional development  

Professional development is another area of concern for one specific teacher at this campus:  

Part. 6B: “…sometimes the problem is that we don't have time to take it or to take them 

because in some cases, we have classes during the hours that they have courses no?... it 

would be really good if the school…will give us this kind of training but in different 

schedules so we can adequate our schedule to the training course…”  

The participant explains the issues teachers in her context could face, for instance, there is a 

schedule conflict between the time she devotes to give class and the time when the courses are 

offered, although she would like pretty much to attend them. Apart from that and despite this 

participant did not mention it, the heavy workload like working two jobs could be an additional 

factor that is preventing her from taking those courses. On the other hand it is an excellent 

opportunity to let the authorities know that the list of courses should have a more flexible 

schedule.     

e) Language lab and a language certification center 

A final unexpected factor point out by contestant 6B is the following:    

Part. 6B: “Yes, well, I think we need and but I think is going to be true a dream come 

true soon. We need a laboratory I think, for English maybe that is the only thing that in 

my personal opinion, I think we need it and also for practicing, but also for how can I 

say this to make the certifications because we have to travel to Puebla and that is 

something really hard.”  

One of the instructors indicates the necessity of a language lab and a certification center at 

campus B. The instructor explains that the language lab would benefit students so that they can 

practice the language more. Regarding the certification center it would be a tremendous help for 
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teachers and students who perhaps do not have the time or the economic resources to travel to the 

city to present English official exams such as TOEFL and other types. However, the contestant 

also explains that the school administrators have already announced that a certification center at 

the campus will be open soon.  

Table 4.4.3 Interviews unexpected factors summary at campus B                                                                                                                                  

a) A number of students traveling long distances to attend school  

b) Foreign teachers’ commuting time   

c) EFL instructors working as an English Academy  

d) Professional development: conflict between teachers’ schedules and the courses 

e) The need of a language lab and a certification center    

            

4.5 Similarities and differences at both campuses: Interviews results  

Before starting the analysis of results there is a comparative table (see table 4.5.1) below that 

shows the most salient academic and non-academic factors at both campuses according to the 

interviews findings. Notice that “mixed ability language classroom” (academic issue) is not 

included in the following table because participants associated it with materials and syllabus. The 

information is organized as follows; the table (4.5) has 10 columns; the first includes the list of 

factors; the second, third, and fourth columns group the answers of participants at campus A 

(participant is abbreviated as part.); the fifth column presents the sum of relevant issues at 

campus A (red and yellow); the sixth, seventh and eighth columns comprehend the answers of 

participants at campus B; the eight column shows the sum of relevant issues at campus B and the 

tenth column present the sum of relevant result at both campuses. Regarding the color code, if a 

factor is considered an issue then it is colored in red, if it is partially an issue it is in yellow, if it 

does not represent an issue then it is green and unrelated answers to a question are in gray; 
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finally the last column has numbers that show the result of counting the issues (red) and what is 

partially an issue (yellow). Lastly, the analysis of the data is provided after the table. 

Table 4.5.1 Comparative table of academic and non-academic factors at both campuses: 

Interviews results 
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To summarize the findings per campus the sum of the factors colored in red and yellow in the 

table above were considered; regarding academic factors EFL instructors at campus A are more 

concerned with pedagogical knowledge, materials, syllabus and class size whereas participants at 

campus B indicate materials, students’ motivation, rapport and class size as the most salient 

factors. In relation to non-academic factors campus A participants point out EFL instructors’ 

work conditions, EFL instructors’ workload, students’ workload, facilities and classroom 

conditions and teacher autonomy. On the other hand, participants at campus B highlight EFL 

instructors’ workload, students’ workload, facilities and classroom conditions and personal 

issues as the most significant.       

In a brief manner, participants at campus A and B present more differences in perceptions 

regarding academic factors whereas they have more similarities in the non-academic factors. The 

explanation for these similarities and differences go from academic training, teaching experience 

to sharing the same regional context or being part of the same large university. One particularity 

of the findings is that participants at campus A highlighted the pedagogical factors more than 

professors at campus B. On the contrary, participants at campus B pointed out more the affective 

or emotional factors than participants at campus A.  

4.6 General discussion  

After the data analysis of the narratives and the interviews the two most salient academic factors 

present in the two regional campuses are materials, and class size. In the case of materials there 

is an array of perspectives because participants link it with other aspects. Most of the EFL 

instructors affirm that the material is good for the purpose of achieving the level A2 required by 

the university. On the other hand, language classrooms at the campuses tend to have students 
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with different language levels for that reason some EFL instructors indicate the necessity of 

adapting the materials to more advanced students. Apart from that, participant 3A states that this 

type of material is different from the regional contexts where it is implemented. Nevertheless, 

participant 5B highlights the advantages of using the material for example the fact that has a good 

price, includes different resources and can be used in three different courses which makes it a 

good investment.                                                                                        

Most of the participants identify class size as an important issue in both instruments the narrative 

and the interview. The management of large class may depend on the major, as participant 2A 

asserts and adds that even though Medicine groups have many students they are quite easy to 

work with because the learners are committed. Furthermore, participants 4B and 6B highlight 

common challenges present in large classes such as students’ lack of attention, the partial 

fulfillment of students’ needs, and the limited feedback provided to them. Participant 3A shows 

her awareness of the challenges that represent having a large class even more during the online 

education.  

As for the non-academic factors EFL instructors’ workload, students’ workload and facilities 

and classroom conditions were identified by most of the participants at both campuses as the 

most representatives.  EFL instructors’ workload had already been indicated as a determinant 

factor in the teachers’ practices in the narrative instrument and it is also supported by the results 

of the interviews. Three of the contestants (1A, 2A, and 4B) state that before the pandemic they 

had a heavy workload either because they were working in two institutions or because they were 

teaching and holding an administrative position at the same time. In addition, participant 2A 

explains how this hectic schedule makes her to spend less time with her family. On the other 

hand, two ELT professors express their viewpoint about how online teaching due to the pandemic 
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has increased their duties and in the long term has produced them some illnesses because the 

amount of hours spent in front of the computer. In addition, the lack of an appropriate place to 

develop their teaching activities has been also highlighted.       

A high number of EFL professors have similar perspectives on students’ workload as a situation 

taking place in the campuses. It seems that undergraduates in certain majors such as medicine, 

graphic design or architecture have a bigger amount of work as mentioned by participant 4B. As 

a result, the lack of attendance of some students to the English class represents an issue; however, 

contestant 2A explains that EFL teachers in her context have worked on possible solutions 

obtaining positive results.  In addition, participant 5B affirms that is not always students’ 

workload at school but the fact that some of the students have a job. Moreover, participant 3A 

affirms that during the current pandemic students in one of her groups reported to have a lot of 

duties as well.    

Facilities and classroom conditions in general were considered partially an issue because there 

are some minor aspects that need improvement according to the participants’ viewpoints. Almost 

most of them highlight the necessary implementation o enhancement of the internet connection in 

both campuses. The campuses seem to have enough technological tools in the classrooms; 

nevertheless participant 6B asserts that certain projectors could be fixed in campus B.  Two final 

requests coming from participant 5B and 6B regarding this category would be the addition of 

speakers in the classrooms and changing some boards.  

After all the accounts presented in this chapter the following lines are devoted to briefly address 

the answers to the research questions. In relation to the first research question What are the 

academic factors English as Foreign Language instructors have encountered when teaching 
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English at two regional campuses of a public university? In general, and after analyzing the data 

of the narratives and interviews, English instructors at campuses A and B are mainly concerned 

with two academic factors: materials and class size.   

As for the second research question: What are the non-academic factors English as Foreign 

Language instructors have faced when teaching English at two regional campus of a public 

university? EFL instructors’ highlighted three main factors namely; EFL instructors’ workload, 

students’ workload and facilities and classroom conditions.   

4.7 Conclusions   

This chapter presented first the description of the results of campus A and then campus B 

including the findings of the two instruments, the narratives and the interviews. The comparative 

analysis points out the similarities and differences of the English instructors’ perspectives 

regarding their teaching practices in regional settings. Then, a general analysis taking into 

account all of the participants’ viewpoints was included. All the inquiry displayed above 

illustrates how a diversity of factors interplay to create a complex reality that impacts the 

professional life of the participants. The following chapter comprehends some implications of the 

research, the study contributions, limitations of the research and recommendations for further 

research.  
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CHAPTER V: CONCLUSIONS AND RECOMMENDATIONS 

5.0 Introduction 

The purpose of this chapter is to present a brief summary of the main results answering the 

research questions, the implications, the significance of the study, limitations of the research and 

lastly, the description of some areas of opportunity for further research. This qualitative study 

aimed to research EFL teachers’ perceptions on the academic and non-academic factors that have 

shaped their teaching practices at two regional campuses part of a Mexican public university.  

5. 1 Answers to the research questions: Summary    

This study focuses on answering two research questions:  

RQ1. What are the academic factors English as Foreign Language instructors have encountered 

when teaching English at two regional campus of a public university?, and  

RQ2. What are the non-academic factors English as Foreign Language instructors have faced 

when teaching English at two regional campus of a public university? 

Before answering the research questions the tables below (see 5.1.1 and 5.1.2) present a summary 

of the main findings of both instruments: the narratives and the interviews: 

Table 5.1.1 Summary: Narrative instrument results 

 Academic factors Non-academic factors 

 Campus A Class size  

ELT training 

Facilities  

EFL instructors’ workload  

Campus B Class size  EFL instructors working two jobs  

Common factors 

Campus A and B 

Class size  EFL instructors’ workload  
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Table 5.1.2 .Summary: Interviews findings  

 Campus A Campus B Common factors at both 

campuses 

Academic 

factors 
 Pedagogical knowledge 

 Materials 

 Syllabus and  

 Class size 

 Materials  

 Students’ motivation 

 Rapport and  

 Class size 

 Materials and  

 Class size 

Non-

academic 

factors 

 EFL instructors’ work 

conditions 

 EFL instructors’ workload 

 Students’ workload 

  Facilities and classroom 

conditions and  

 Teacher autonomy 

 

 EFL instructors’ workload  

 Students’ workload 

 Facilities and classroom 

conditions and  

 Personal issues 

 

 EFL instructors’ 

workload 

 Students’ workload 

 Facilities and 

classroom conditions 

 

 

The results described as a whole including all the participants’ answers from both instruments 

indicate that materials and class size are the main academic factors influencing EFL professors in 

regional campuses. The most salient non-academic factors in the participants’ accounts are EFL 

instructors’ workload, students’ workload, and facilities and classroom conditions.   

The next table (5.1.3) presents in detail the issues behind the most selected factors by the 

participants: 

Table 5.1.3 Main factors and issues 

 Factors Issues  Causes and/or 

consequences  

 

 

Campus 

A and B 

 

Academic 

factors  

Materials  Students’ language level is 

diverse   

The materials and contexts 

are different 

Students’ economic situation  

Lack of awareness of the 

placement tests or 

accreditation exams.  

Lack of awareness of the 

students’ needs in regional 

contexts. 

Class size  Some specific majors are easy 

to handle even if they are 

large groups  

Students may receive less 

feedback or participate less in 

Part of the success of the 

language learner has to do 

with the student’s major. 

Classrooms with a high 

number of students are the 
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class 

A large class in the current 

virtual mode is harder to 

manage  

result of little economic 

resources in the Mexican 

educational system.  

The pandemic has revealed 

the work needed in terms of 

technological training.   

 

Campus 

A and B 

 

Non-

academic 

factors  

EFL 

instructors’ 

workload 

 

Participants acknowledge that 

their workload has been 

heavy before and after the 

pandemic 

Heavy workload is 

somehow linked to 

economic reasons.  

EFL instructors are 

prevented from developing 

more as professionals and 

dedicating time to their 

personal life. 

The amount of work during 

the pandemic is causing 

health issues. 

Students’ 

workload 

 

Students’ prioritizing other 

subjects and not attending the 

class. 

Students’ lack of motivation. 

Students’ working and 

studying.  

Lack of awareness about the 

importance of learning a 

new language. 

Students’ economic 

situation.  

Facilities 

and 

classroom 

conditions 

 

Inappropriate internet 

connection at the campuses.  

Students without internet at 

home. 

The need of updating some of 

the technological resources: 

projectors, boards or adding 

speakers. 

It may be causing a reduce 

use of technology in the 

language classrooms. 

Students’ probably unable 

to take advantage of online 

language resources at home. 

The lack of appropriate 

technological tools may 

respond to little economic 

resources at the campuses.   

 

Some additional findings in this study indicate that there are certain positive influences that assist 

the EFL teachers’ practices too (see table 5.1.4). For instance, the only academic aspect where 

most of the participants feel comfortable or report not having major issues is the implementation 

of technology in the classroom because of previous training or being part of a generation that 

handles technology more easily in the case of novice teachers. However, it is important to notice 

that a lack of proper internet connection at the campuses could influence the right addition of 
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these tools in the classroom. As for the non-academic aspects more than a half of the participants 

feel satisfied with the work conditions they currently have which probably impacts EFL teachers 

positively in their daily tasks. Nevertheless, it is important to notice that there are some aspects in 

this area indicated by some participants that need improvement. Another significant aspect is 

EFL professors feeling supported by the colleagues and/or schools administrators which applies 

for the majority of the participants, as they affirm having a good relationship with coworkers to 

the extent that they have created a community where they work collaboratively. A final positive 

aspect has to do with most English instructors having a short commuting time.  

Table 5.1.4 Positive influences on EFL instructors teaching practice at regional contexts 

 Academic  Non-academic  

 

 

Positive factors  

 Feeling prepared for the 

implementation of 

technology in the classroom 

(Although, the internet 

access at the campuses is 

limited).  

 Work conditions 

 Support from colleagues and/or 

school administrators 

 Short commuting time 

 

A few EFL instructors in regional campuses expressed their individual thoughts regarding areas 

of improvement or implementation which are more related to non-academic aspects, for instance 

transforming part-time teachers’ positions to full-time, mixed schedules, internet connection at 

the campuses; implementing English for Specific Purposes (ESP), a certification center and a 

language lab. At the moment of writing these lines school administrators at one campus B have 
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already announced the implementation of a language lab, table 5.1.5 below summarizes these 

findings.        

Table 5.1.5 Areas to improve or items to implement in regional campuses 

 Non-academic  

Areas of improvement  Part-time to full-time teachers (A) 

Mixed schedules (A) 

Internet connection (A/B) 

Implementing  English for Specific Purposes (ESP) (A) 

Certification center (B) 

Language lab (B) 

A= campus 1/ B= campus 2     

5.2 Implications  

Improving or implementing the academic and non-academic aspects previously described would 

help a significant amount of people part of these regional school communities such as EFL 

instructors and language learners. However, one of the major contributions may be in the 

pedagogical field, the next paragraphs address the implementation of an ESP approach one aspect 

highlighted by participants at campus A.  

This initiative may be worth taking into account since the inclusion of ESP in Mexican higher 

education has been suggested by scholars like Davies (2008). This author has conducted a 

significant amount of observations in language classrooms at the university level in Mexico and 

affirms that students are not fully engaged in EGP lessons and based on his experience he claims 

that the ESP approach would be a better option. In an international context an argument in favor 

of ESP courses in higher education is the one provided by Altalib (20019) who compared the 
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perspectives of Saudi Arabian students taking ESP and EGP courses concluding that ESP 

students are more optimistic about their courses.  

A position against implementing ESP is that students do not have the language level to succeed in 

ESP lessons. Davies (2008, p.84) explains that this is not true “even complete beginners can-and 

outside classrooms, do- start by learning work related or personal interest related English, not the 

English of typical EGP textbooks”. However, implementing ESP in higher education institutions 

is not an easy task because it would require a careful planning that begins with a needs analysis 

and later making decisions about different aspects, for example teacher training, determining the 

instructional time, analyzing the content of each course for each major, selecting or designing the 

material and resources needed for the courses, deciding on the type of assessment, among others. 

Nevertheless, as point out by one of the participants, campus A may have an advantage since they 

only have health science majors which could be helpful in order to create a single ESP program 

applying to all of the majors or to adapt it if needed. Perhaps, one way of introducing the ESP 

approach would be starting with a single major and evaluating the results before proceeding with 

a full implementation.  

5.3 Study contributions   

The main goal of this study is to present the academic and non-academic factors EFL instructors 

experience in their daily teaching endeavor. The analysis not only revealed some areas of 

improvement in regional contexts but also highlights certain aspects that have been an important 

asset for EFL instructors in those settings. It is true that the number of participants is limited, thus 

this study does not seek to generalize the situation of EFL instructors in regional settings not to 

mention that the language learners’ views are desirable but not included in this study, 

nevertheless, this sample intends to be only a first insight into the topic.  
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The urge to study the situation or needs of the Mexican ELT in regional or local contexts has 

been pointed out by Ramírez and Moreno (2007, as cited in Davies, 2009, p. 13) as they suggest 

to research  “…topics that focus on institutional, regional or national requirements and needs…” 

In addition, after analyzing the twelve latest editions of a well-known Mexican Journal on ELT, 

Davies (2020) found out that most articles concentrate on global ELT topics rather than analyzing 

the situation of the ELT in Mexican local contexts. Finally and for the reasons explained above, 

this study pretends in a slightly manner to contribute to the ELT field in Mexican higher 

education as well as to the academic development of EFL instructors and undergraduate language 

learners in regional contexts.   

5.4 Limitations of the study  

Conducting a study frequently presents a series of challenges and in the following lines are 

described some constraints in the development of this work. The limitations of this study were 

diverse, in the case of the literature review there are few recent published studies or articles that 

analyze the state of the English language learning and teaching in public Higher Education in the 

Mexican context. Although, the limited published articles mentioned in this study have been of 

tremendous support some of them are not necessarily updated. Furthermore, studies conducted in 

regional higher education are even scarcer; the accounts presented in this study related to regional 

contexts were taken from studies conducted in other parts of the world.  

An additional limitation was the unusual process to collect data due to the coronavirus pandemic. 

It was a highly influential aspect since the instruments had to be applied in a virtual mode 

changing the traditional dynamic of face to face interaction. As a result, the interviews for this 

research were conducted through video conferences in Zoom. Furthermore, the goal was 
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including more participants but because of the pandemic EFL instructors had a bigger amount of 

work which made their participation in this project restricted.   

A different limitation had to do with the time allowed to complete this work, ideally applying a 

third instrument like a focus group would have been useful to have a more complete insight of the 

study. As a final comment, it is important to report all these limitations since they influence the 

way in which the results of this study are interpreted.         

5.5 Recommendations for further research 

There are several options to continue working on this research topic for instance, working with 

the same participants but using additional instruments to collect data like a focus group or using a 

questionnaire and transform this qualitative study into a mixed method approach. It is also 

possible to concentrate only in one campus instead of two but taking into account a larger sample 

of EFL instructors from this specific setting or if possible including all of them. A different 

option is to collect students’ perspectives on the topic using quantitative methods to compare 

them with the EFL instructors’ views.   

An extra alternative would be conducting a multiple case study and analyze English instructors’ 

perspectives of more than two campuses since the university were this study takes place has 

several campuses throughout the state. Finally, and under the situation of the COVID-19 we are 

going through a comparative study about factors influencing English teachers before and during 

the pandemic in regional contexts is recommended.         

5.6 Final comments 

Based on the literature review and the evidence shown in this study I encourage other EFL 

students and researchers to continue exploring the Mexican local contexts where English is taught 
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so that we can have concrete data and a clear view of ELT in these particular settings. Hopefully, 

someone will follow the advice and study a topic from the ones recommended in the further 

research section. Similarly, the findings may persuade the stakeholders to take action and 

implement or improve the conditions point out by the participants of this study.       

This last chapter summarizes the main findings of this qualitative study as well as describes the 

implications of the results. Additionally, the limitations exerted an influence in the outcomes of 

this work consequently they are presented. Almost at the end of this chapter a list of suggestions 

for possible further research is provided.  

Finally, this thesis includes five chapters in total; the introduction chapter presents the most 

important features of the study; the literature review which mainly discusses about three core 

domains ELT, teacher cognition and teaching English in Mexican universities is part of chapter 

two; the methodology including research design, participants, context, methods of data collection, 

piloting stage, data collection and data analysis procedures are presented in chapter three; the 

analysis and discussion of results are described in chapter four and the concluding chapter offers 

a summary of the answers to the research questions, implications, study contributions, 

limitations, further research and final comments.   
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Appendices  

Appendix A. Narrative instrument  

Narrative 

Academic factors   

Please tick the factors that you consider influence the most your teaching practices.  

1. ELT training    8. Mismatch between 

syllabus and students’ 

needs 

 

2. Language proficiency  

 

  9. Mixed ability 

language class 

 

3. Teacher´s competences to 

use technologies in the 

classroom 

  10. Students’ motivation  

4. Teaching materials 

(textbook, visual aids, 

handouts, manuals, realia) 

  11. Students’ workload 

in other subjects 

 

5. Teaching training    12. Class size  

6. Class management   13. Rapport with 

students 

 

7. Knowledge about ELT 

theory 

    

Please write two very brief (50-75 words) positive or negative experiences that caused 

feelings of disappointment, frustration, achievement, success etc., about two of the factors 

that you ticked above.  

Experience 1 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

Experience 2  

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 
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Narrative 

Non-academic factors   

Please tick the factors that you consider influence the most your teaching practices.  

1. Work schedule    9. Classroom conditions  

2. Salary   

 

10. Instructional time  

3. Work contract    

 

11. Teacher-colleagues relationship  

4. Teacher-administrator 

relationship  

  

 

12. Working two jobs  

 

5. Workload 

  13. Holding an administrative 

position   

 

6. Home-school 

transportation time 

  14. Personal issues  

7. Punctual payment   15. Teacher autonomy in the 

classroom  

 

8. Facilities (work 

conditions) 

    

Please write two very brief (50-75 words) positive or negative experiences that caused 

feelings of disappointment, frustration, achievement, success etc., about two of the factors 

that you ticked above.  

Experience 1 

______________________________________________________________________ 

______________________________________________________________________ 

______________________________________________________________________ 

Experience 2  

______________________________________________________________________ 

______________________________________________________________________ 

______________________________________________________________________ 
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Appendix B. Interview guide   

 

Academic factors  

How important is for you having adequate pedagogical knowledge to teach a language, for 

instance, knowing about theories, approaches, classroom management, etc.? 

Have you taken ELT training or teaching training lately? 

How easy is for you implementing technology in the classroom?  

Who decides the materials that you are going to use in the classroom? 

Are the materials appropriate for your students’ needs? 

Is there a match between the syllabus and your students’ needs? 

How motivated are the students for learning English? 

How do you manage a mixed-ability language class? 

How important is for you building rapport with your students? 

Do you consider that class size affects your teaching practice?  

 

Non-academic factors   

How convenient are your current work conditions, in terms of type of contract, salary, schedule, 

instructional time, etc.? 

Are the classrooms ideal to teach a language? 

To what extent the workload influences your teaching practice? 

To what extent your students’ workload in other subjects affects your teaching? 

How important is for you receiving support from your colleagues and school administrators? 

How long does it take you to get to work? 

How important is for you the freedom to make decisions in the classroom? 

Do you consider that personal issues may affect you teaching practice? 
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Appendix C: Informed Consent Form 

 

Dear fellow teacher  

Please take some time to read the information presented here, which will explain the details of this project.   

Purpose of the Study 

This study intends to provide a better understanding of the academic and non-academic factors that determine 

the English Language Teachers’ practices at two campuses of a public university.  

Your Participation 

Your participation in this study will consist of a guided narrative and an individual interview. First, you will be 

asked to describe four positive or negative experiences you have faced in your teaching practice at your current 

workplace. The second activity is an interview regarding some academic and non-academic factors that shape 

your teaching practices in your context.  

Subject’s understanding 

 I understand that my participation is voluntary. 

 I understand that all data collected will be limited to this use. 

 I understand that I will not be identified by name in the final product. 

 I am aware that all records will be kept confidential in the secure possession of the researcher. 

 I acknowledge that the contact information of the researcher have been made available to me 

along with a duplicate copy of this consent form. 

 I understand that the data I will provide are not be used to evaluate my performance as a teacher 

in any way. 

 I understand that I may withdraw from the study at any time with no adverse repercussions. 

 

By signing below I acknowledge that I have read and understand the above information.  

Subject’s Full Name: ________________________ 

Subject’s Signature: _______________                                           Date signed: _____________ 

Declaration by the researcher 

I hereby declare that the information contained in this document has been thoroughly explained to the 

participant.  

Sonia Morales Reyes                   Signature____________ 

 

Adapted from Informed consent form. (n.d). Boston University. informed consent form - Boston 

Universitywww.bu.edu › course › lx700-f05 › handouts › Inform... 

http://www.bu.edu/linguistics/UG/course/lx700-f05/handouts/Informed%20Consent%20Examples.doc
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