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Abstract 
Controversy about whether English for General Purposes (EGP) or English for Specific Purposes (ESP) should be taught 
at university courses has attracted the attention of language teachers and researchers in Mexican higher education 
during the last decade. However, moving towards ESP remains a complex task since EFL instructors and authorities are 
challenged to match what students need and want with the development of innovative pedagogical proposals. Therefore, 
this paper explored the English learning needs and perceptions of the 2014 cohort at a regional campus that is part of 
a public university in Mexico and how a group of EFL teachers worked with them. Both qualitative and quantitative data 
were collected using a mixed-method sequential approach. This needs analysis was developed in three stages over two 
years. During this time, needs were identified and Task-Based Language Teaching (TBLT) within the ESP teaching 
approach was adopted and implemented. The perceptions of 191 students were assessed through a questionnaire 
applied after the completion of four EFL classes. The results showed that students’ perceptions were, overall, positive 
regarding their experiences in their EFL classes. This suggests that the approach used was useful, and the materials 
were appropriate to support their learning. 

Resumen 
Existe una controversia sobre si el inglés para fines generales o el inglés para fines específicos deben enseñarse en los 
cursos universitarios, esto ha llamado la atención de algunos profesores de idiomas e investigadores en la Educación 
Superior Mexicana durante la última década. Sin embargo, avanzar hacia la enseñanza del inglés con propósitos 
específicos aún parece ser una tarea compleja ya que los instructores de inglés y las autoridades académicas tienen el 
desafío de hacer coincidir lo que los estudiantes necesitan y quieren con el desarrollo de propuestas pedagógicas 
innovadoras. Por lo tanto, esta investigación explora las necesidades de aprendizaje de inglés y las percepciones de la 
generación 2014 de un campus regional, parte de una universidad pública en México, y cómo un grupo de profesores 
de inglés trabajaron con ellos. Datos cualitativos y cuantitativos se recopilaron utilizando un método mixto secuencial. 
Este análisis de necesidades se desarrolló en tres etapas durante dos años. Durante este tiempo, se identificaron 
necesidades, se adoptó e implementó un enfoque de enseñanza de inglés basado en el uso de tareas (tasks) en el marco 
de un enfoque de enseñanza para propósitos específicos, y las percepciones de 191 estudiantes fueron evaluadas con 
un cuestionario al término de sus cuatro cursos de inglés. Los resultados mostraron que la percepción de los estudiantes 
fue en general positiva respecto a la experiencia durante sus clases de inglés, y esto sugiere que el enfoque utilizado 
fue útil y que los materiales fueron apropiados para apoyar su aprendizaje. 

Introduction 
Incorporating English as a Foreign Language (EFL) at university is necessary so that learners’ professional 
activity or occupation is better recognized globally (Crystal, 1997; Dudley-Evans & St John, 1998). In the 
case of Mexican autonomous public universities, most of the English and teaching programs have focused 
on teaching the language for general purposes. There is no evidence of students’ satisfaction or English level 
at the end of such instruction (Davies 2008 González, et al., 2004). The Benemérita Universidad Autónoma 
de Puebla (BUAP) , through its Institutional Management Development Plan 2013–2017 (BUAP, 2013), has 
stated that attaining the required English proficiency level is key to improving internationalization and 
promoting the mobility of students and teachers. In the university’s Modelo Universitario Minerva6, learning 
a foreign language helps students connect with the global and scientific world. The university’s institutional 
foreign language policy states that English should be a mandatory subject within the national and 
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international standards. Alternatively, students can take a formal evaluation where the mastery of the 
language is demonstrated (BUAP, 2007, p. 52). However, this scenario had some limitations. Following 
Criollo-Avendaño’s (2010) exploration of this language policy at BUAP, there are some challenges to be 
resolved; namely: 

1. A minority of students accomplish an A2 level.
2. Many students cannot graduate because of their low performance in English.
3. Students report the topics studied in English classes are repetitive or not useful.
4. University professors (faculty members) recognize the importance of English but hardly ever use it

in their subjects.
5. English teachers lack time to research genres and adapt their classes to the students’ needs.
6. There is a lack of English professionals with proper training to adapt content to each major’s context.
7. There are no research projects that approach the genres used in each discursive community.

With this in mind, four EFL professionals of the Complejo Regional Nororiental in Teziutlán, Puebla, a 
multidisciplinary health science campus, investigated and assessed the 2014 cohort’s needs for their English 
courses. In this initial exploration, students, professors from different degree programs (e.g., Medicine, 
Nursing, Psychology, Clinical Nutrition, Stomatology, and Physiotherapy), and administrators reported 
English was a very important and useful language for academic, scientific, and occupational purposes. They 
also agreed that it was a difficult subject and expressed the need for motivation to practice and improve 
their language level, especially for reading scientific texts.  

These preliminary results were used by the English teachers to adapt the programs from Level 1 to 4 using 
the English for specific purposes (ESP) approach (Belcher, 2006; Paltridge & Starfield, 2014). Task-based language 
teaching (TBLT) was used to implement the ESP approach. Later on, after students completed their four 
mandatory language courses, data was collected and analyzed to assess their perceptions on how an ESP 
approach, along with TBLT, supported their English learning.  

Literature Review 
According to Dudley-Evans and St John (1998) and Widodo (2016), speaking a foreign language has become 
essential for success in many social activities and professions. Thus, the effectiveness of learning techniques 
and methods for teaching EFL must be appropriate for the students’ context. Moreover, up-to-date research 
on ELT (English Language Teaching) has reported that ESP has been widely used in college English courses 
to get closer to students’ context and address their professional needs. This aligns with what Johns and 
Salmani (2015) have suggested in a recent interview, emphasizing that ESP is a suitable methodology for 
language instruction. They also argue that the growing diversity of students’ wants in this century lead to 
carrying out different and reliable measuring ways to identify their current needs and context.    

Using ESP involves adopting a collaborative role in which the language teacher works together with content 
teachers. However, this is one of the key challenges for language teachers when using this approach (Luo 
& Garner, 2017). When planning student-centered language instruction, the use of TBLT has been effective 
for beginning levels since it addresses specific students’ language learning objectives at different stages 
(Muller, 2005). That connection between ESP and TBLT suggests ways of developing more efficient and 
realistic language-learning goals within higher education curricula. 

English Language Teaching in Mexican Public Higher Education 

In Mexico, learning English has become a powerful academic tool for undergraduate and graduate students 
because of the advantages it offers for their professional development opportunities. González et al. (2004) 
reported significant findings in a study carried out in nine different public and private universities in Mexico 
City. The findings pointed out the challenges for higher education institutions to formulate effective 
strategies and solutions to improve students’ performance in English and build a strong and carefully planned 
teaching of English in the curricula that considers the demands of professional graduate profiles. 
Nevertheless, the inefficient English instruction in higher education, the lack of consistency in measurement 
procedures, and the lack of a standardized system to measure the language competence levels seems to 
create a complex problem that results in low motivation for learning the language (Ramirez Gómez et al., 
2017).  
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González Robles et al. (2004) also pointed out that in Mexican public and private higher education 
institutions, postgraduate programs established their criteria and standards of English performance levels 
at the beginning and at the end of their academic programs. These varied from institution to institution. In 
some universities, English is not an entrance requirement, while in others, the required English entrance 
level could be A2 (pre-intermediate), B2 (upper-intermediate), or C1 (advanced), based on the Council of 
Europe’s (2018) Common European Framework of Reference for Languages (CEFR) guidelines. It all depends 
on whether they are public or private institutions and the field of study. Some universities have implemented 
specific criteria as part of their admissions exams, such as the CENEVAL EXANI II, a standardized instrument 
used at a national level, designed with questions on different areas, and adapted to different academic plans 
and degree programs. Other types of language proficiency admission exams only evaluate reading 
comprehension and grammar. This complex reality lacks clear language policies that would be suitable for 
all, or at least most students. However, new efforts and educational reforms nationwide are being made to 
support the improved performance of language competences (Secretaria de Educación Pública, 2017). 

English for Specific Purposes (ESP)  

Hutchinson and Waters (1987) described ESP as an approach for meeting learners’ needs in which the ways 
of delineating language, models of learning, and needs analysis are essential elements for course design. 
They also emphasize the need to design a syllabus, material, and methodology that can be implemented 
and evaluated. The ESP approach was originally conceived in the early 1960s to describe the rules of English 
grammar. Since then, in response to constantly changing demands in a globalized world, ESP has changed 
to a particular approach in which special needs, specifically professional, are satisfied. ESP is focused on 
meeting learners’ particular language-learning needs within a specific discipline or occupation (Belcher, 
2006; Hyland, 2007). In Mexico, specifically, ESP in higher educations has been discussed by Davies (2008), 
who suggested that English instruction in this context should be mainly mediated through ESP, rather than 
English for General Purposes (EGP). He argued that ESP is especially needed in public education since 
students are already grouped into occupational areas in which they need to develop as professionals.  

Understanding and analyzing students’ needs is vital in an ESP teaching context. One of the main 
contributions of ESP to the eclectic world of ELT has been the needs analysis. This can be a vital asset in 
helping ESP teachers understand their students’ basic needs, based on their weaknesses (Alsamadani, 2017; 
Strevens, 1988). Therefore, some researchers argue that successful ESP instruction depends on first 
recognizing the learners’ needs (Cowling, 2007; Taillefer, 2007). Also, a needs analysis should be useful for 
students who want to get the best of their curricula since their instructors are aware of their wants and 
desires when learning something new (Carkin, 2005; Chamot, 2007). Carrying out needs analysis is a 
complex task because of the need for data collection and follow-up with learners and other actors to define 
realistic learning objectives for ESP. However, needs analysis is the foundation on which we can develop 
pedagogical content, teaching materials, and methods that can support increased learners’ success and 
motivation (Otilia, 2015). 

Task-Based Language Teaching (TBLT) 

TBLT has been a matter of discussion and research in the ELT field since the late 1980s, as reported by Ellis 
(2009). The notion of task was related to various terms such as teaching, learning, language acquisition, 
grammar exercises, and oral production. The term was initially connected to learning, identified as an 
approach to meaningful student-centered activities for language use (Ellis, 2003; Skehan, 1998; Willis, 
1996). Then, as the approach gained recognition, it became widely used among English teachers worldwide 
(Ellis, 2009; Long, 2014). TBLT is “an approach to teaching a second/foreign language that seeks to facilitate 
language learning by engaging learners in the interactionally authentic language use that results from 
performing a series of tasks” (Ellis, 2013, p. 1). According to Ellis (2009) and Rubin (2015), TBLT has been 
an effective means for teaching English for almost 30 years, as it has clear and precise pedagogical 
characteristics. 

Moreover, Ellis (2009) and Rubin (2015) suggested that, in this methodology, tasks should be realistic 
activities with a focus on students’ use of language, centered on a communicative target (Ellis, 2003; Rubin, 
2015). It is important to emphasize that one strength of TBLT is that it considers the learner’s experience 
to achieve effective learning through tasks (Ellis, 2009). Ellis (2013) defined a task as “work plans that 
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provide students with the materials they need to achieve a specified result in communicative and non-
linguistic terms” (pp. 1-2).  

For Rubin (2015, p. 23), “tasks are always activities where the target language is taught for a communicative 
purpose (goal) in order to achieve an outcome.” Jarvis (2015) took Ellis (2003) as a basis to define tasks 
as work plans that include four key criteria: the first criterion focuses on meaning, the second considers 
that there is some gap, the third is related to the students’ need to use their own linguistic and non-linguistic 
resources, and the fourth establishes that there is an outcome other than a display of language. O’Connell 
(2015) argued that there are two kinds of tasks: target tasks and pedagogic tasks. The first type involves 
real-world activities using the language, while the latter are instructional tools to perform a target task 
effectively. These definitions provide the elements necessary to understand TBLT as a popular and flexible 
work plan. As seen, authors such as Ellis (2003; 2013) and Rubin (2015), and Jarvis (2015) include in their 
definitions of task key concepts such as “real word activities,” “meaning,” and “communicative purposes.” 
Córdoba Zúñiga (2016) noted that “new trends in language teaching and learning try to promote 
communicative competence instead of mastering grammar, vocabulary, reading, writing, or listening in 
isolation” (p. 14). Accordingly, TBLT could be understood as a method that prioritizes communication rather 
than mastering isolated language skills.  

Since TBLT focuses on communication and meaning, it is necessary to describe the phases through which it 
is implemented to understand better how TBLT promotes communication and meaning. According to Willis 
(1996), Jarvis (2015), and Anwar and Arifani (2016), there are three key steps to perform a task: the pre-
task, the during-task, and the post-task stages. The pre-task stage presents an overview of the task to the 
students and, they receive the instructions and get to know the objectives of the task. In the during-task 
stage, students analyze how to carry out the task and complete it. In this stage, the teacher’s guidance is 
essential for students because they may need feedback. Finally, during the post-task stage, students correct 
their mistakes and improve their tasks to optimize them.  

In this study, TBLT was used to design speaking and writing activities with a communicative purpose in 
which the target language was an instrument used to complete them. Thus, the task was an activity in which 
students used the target language to communicate in a context. This task had to involve real-life topics or 
problems in which interaction was promoted for decision-making processes. These were also guided 
activities connected to games, problem-solving techniques, and students’ experience so that the task 
integrated other meaningful events to reach a communicative purpose (Ellis, 2003; 2009; Long, 2014).  

A Mixed-Method Orientation for Needs Analysis  
This study adopted an exploratory sequential research design (Creswell, 1999) within a needs analysis lens 
(Fatihi, 2003; Seedhouse, 1995; Watanabe, 2006). It used both qualitative and quantitative data to identify 
the needs of the 2014 cohort in three phases. A non-probabilistic questionnaire was used to collect opinions 
from students, faculty, and administrators for the decision-making process in developing the analytical 
syllabi. Next, a proposal was developed and piloted with a syllabus that integrated communicative learning 
objectives within the health sciences field. Finally, quantitative data were collected to assess the students’ 
satisfaction level after finishing the four mandatory EFL courses of the first generation. Table 1 summarizes 
the characteristics of the participants in the study. 

STUDENTS FACULTY ADMINISTRATORS 

• 2014 COHORT 
• TOOK 4 EFL CLASSES (A2 LEVEL); A TOTAL OF 

256 HOURS OF INSTRUCTION. 
• BELONGED TO THE HEALTH SCIENCES AREA 

(CLINICAL NUTRITION, NURSING, 
STOMATOLOGY, PSYCHOLOGY, PHYSIOTHERAPY). 

 
24 PARTICIPANTS IN THE 1ST PHASE 
191 PARTICIPANTS IN THE 3RD PHASE 

• Physicians (2) 
• Psychologists (2) 
• Chemist (1) 
• Nutritionist (1) 
 
Six participants in the 1st 
phase 

• General director (1) 
• Administrative coordinators (1)  
• Program coordinators (4)  
 
Six participants in the 1st phase 

Table 1: Participants’ characteristics 
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First Phase: Initial Exploration  

A needs analysis questionnaire for students was used to collect information that could be organized and 
analyzed systematically (Taylor-Powell, 1998). Twenty-four questions were used to collect data on students’ 
backgrounds and expectations regarding the target language, including personal/demographic information, 
previous English learning experiences, learning strategies, study habits, insights on the usefulness of English 
in their profession, and their interest in getting a certification in English (see Appendix 1). The questionnaire 
was revised and piloted with students and teachers before being implemented. As a result of piloting, items 
were not modified since all the questionnaire items were useful in providing a richer context for students’ 
data. 

A separate questionnaire was also administered to 10 professors. It had 15 open questions focused on 
identifying the needs of a professional in the health sciences. This questionnaire was divided into three 
sections. The first section was intended to obtain general demographic information about the professors, 
such as their specialization, degree programs they had taught, and their opinion about the target language. 
The second section addressed their English learning experiences in higher education. The third section 
focused on their experiences using the target language professionally and academically (see Appendix 2). 

Additional data were collected through interviews with six university campus coordinators. The primary goal 
of these interviews was to collect reflections on needs in English instruction from the point of view of these 
key authorities in this context. The interviews were administered to four program coordinators belonging to 
the Psychology, Nursing, Clinical Nutrition, and Stomatology degree programs and the general administrator 
and campus director. The interviews were conducted in Spanish; seven questions were asked, and the 
participants’ answers were audio-recorded. Later, their recorded responses were transcribed into digital text 
and analyzed to find emergent categories related to the needs identified (see Appendix 3).  

The main results obtained from the first phase showed that students, faculty members, and administrators 
agreed on the importance of learning English for academic and scientific purposes. Reading scientific texts 
was reported as the most important skill that students needed to master. Interestingly, students reported 
having studied English for about six years; yet, several students had unsatisfactory English learning; the 
vast majority came from public schools. All of them were interested in getting a certification in English.  

Second Phase: A TBLT within ESP Proposal 

Based on the information collected in the first phase, a pedagogical proposal to approach TBLT within an 
ESP methodology was developed (see Appendixes 4 and 5). This new curriculum was piloted from the Spring 
of 2015 to the Fall of 2016. It was comprised of an analytical syllabus that integrated some of the most 
relevant results from the questionnaires and interviews administered in the first stage of the study. Based 
on those results, the new curriculum was designed with the following characteristics: 

• creating contextualized learning activities (tasks) addressing students’ reported needs, interests, and 
learning styles regarding communication in English; 

• facilitating reading strategies to help students understand and interpret information from different 
texts (spoken and written);  

• scaffolding structures and vocabulary in a context to facilitate language learning; and 
• adapting materials from authentic scientific sources (journals, magazines, books, etc.) in English.  

Table 2 describes the steps followed to design and implement ESP materials in courses (see Figures 1 & 2).  
SEQUENCE DESCRIPTION 

1. EVALUATING MATERIALS 
• The scope and sequence components in the textbook were analyzed. 
• Materials for listening and reading related to the Health Sciences were 

evaluated. 

2. INTEGRATING HEALTH 
SCIENCES TOPICS IN THE 
SYLLABUS  

• Materials with contexts related to the Health Sciences were integrated 
into an existing syllabus for each class. 

3. TASK GUIDELINES 
DEVELOPMENT  

• Tasks for writing and speaking were designed, revised, and improved. 
• Three phases during the task cycle were set: pre-task, during-task, and 

post-task. 
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4. RUBRIC DEVELOPMENT 

• Performance descriptors were defined in rubrics to evaluate writing and 
speaking tasks. 

• A PowerPoint presentation with the instructions for each task included 
context, objective, structure, vocabulary, examples, recommendations, 
and evaluation rubric or checklist. 

Table 2: Materials development and implementation 

Third Phase: Assessing Students’ Perceptions  

After completing their four language courses, 455 students from the 2014 cohort belonging to the General 
and Community Medicine, Nursing, Clinical Nutrition, Physiotherapy, Stomatology, and Psychology degree 
programs were invited to complete a survey with Google Forms. Participation was voluntary, and 191 
responses were received, from which 112 participants were females, and 79 were males. The survey was 
designed with twenty questions using Likert-scale questions and one additional open question for comments. 
This instrument aimed at finding students’ opinions about using tasks (Ellis, 2003), self-assessing 
themselves on the CEFR can-do statements in the four skills, and using English in the courses within their 
degree programs. The items for each section in the questionnaire were developed to help reach conclusions 
regarding the different needs identified in the first phase and the materials implemented in the second 
phase. Additionally, it was vital to ask students to reflect on their self-assessment regarding their language 
performance through can-do statements at an A2 level, the expected learning outcome (see Appendix 6).  

Results  
The most significant results of this study were derived from the first and third phases. This was to compare 
and contrast the needs and expectations of students, faculty members, and administrators in Level one with 
the students’ perceptions after completing their fourth EFL course. These are the needs identified, followed 
by the findings showing a positive overall perception of the TBLT approaching ESP work methodology.  

Needs Identified in the First Phase 

In the first phase, the requirements of the English teaching-learning context were identified. It was a 
preliminary exploration that allowed the researchers to obtain qualitative information about the perception 
of students, faculty members, and administrators regarding their English learning wants, desires, previous 
experiences, and expectations in the different health degree programs.  

Students’ Needs 

Of twenty respondents from the questionnaire (see Appendix 1) in the first phase, sixteen were female and 
four males. Eighteen students were monolingual (Spanish speakers), while only two reported being bilingual 
(Spanish, English, and indigenous languages were considered). These students had spent an average of six 
years studying English, mostly in the public sector. However, most students reported their learning 
experiences as unsatisfactory. They said that the skills they needed to improve were listening, reading, and 
speaking. They also mentioned that some activities they preferred to learn the language were involving 
music, games, pictures, or conversations. 

Nevertheless, students spent about two hours weekly on an independent study of the target language. 
These students also mentioned that they needed English mainly to read scientific articles, understand 
conferences, communicate in the language, travel, or teach. Even though only one of these students had a 
certification, 18 students were interested in obtaining a certification to determine their English level and the 
skills they needed to improve.  

Faculty Needs  

Another questionnaire for the interview with six faculty members (see Appendix 2) was also administered 
in the first phase and another interview with six faculty members was carried out in Spanish in this first 
phase (see Appendix 2 for the Spanish interview form). Most of them reported that the use of English in 
their profession was significant and frequently used the language during their studies. When they were 
asked about the main skills they needed to develop in English, four replied that it was reading. The material 
they had used in English during their studies were mainly scientific articles (the most useful), manuals, and 
books. These responses provided information about the resources needed to design the new curriculum.  
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Additionally, when asked about the tools or resources they used to understand English material, five 
reported they used bilingual dictionaries and translators. They indicated that the most useful activities during 
their English courses had been exercises, grammar rules, handouts, and student exchanges. They expressed 
their English classes had been interchange programs and that English courses had been taught throughout 
the whole degree program. Further, they voiced instructors should take on a facilitator role, and English 
should be used for their professional communication purposes. Finally, they wanted conversation clubs and 
videos to practice the language. The most difficult challenge for them when facing materials in English was 
grammatical structures, writing, and vocabulary.  

Three of the six professors used English frequently in their professional field; two used it sometimes, and 
one said they always used it. When asked to identify situations in which they had used the language, their 
answers varied: Two professors reported they used it for research, another two for interacting with foreign 
people, one for training, and another for self-updating. In question 12 of the questionnaire, they were asked 
about which language skill they used most, once again, they said it was reading. Of the six participating 
faculty members, four mentioned that they asked students to read articles in English. The others mentioned 
they asked them to consult English-language information in books, videos, and PowerPoint presentations.  

Furthermore, when asked about recommendations for students to make their English comprehension easier, 
a professor advised them to read scientific articles. Another professor went for checking PowerPoint 
presentations, a third one for reading ludic texts and listening to discussions or debates in English, and a 
fourth one for watching videos of English native speakers. Unfortunately, the remaining two did not suggest 
any strategy. These answers facilitated a better understanding of health sciences professionals’ perspectives 
regarding the students’ language learning needs. 

Administrators’ Needs 

Four coordinators leading different programs the general administrator, and the campus director were also 
interviewed in Spanish to identify their perspectives on the importance of English-language instruction (see 
Appendix 3 for Spanish interview form). The results from these interviews are summarized in Table 3. 

As described in the methodology of this study, the perspectives of these three groups (students, faculty 
members, and administrators) were matched to develop more specific criteria to select, adapt and adopt 
materials as well as to make collaborative agreements to implement adaptations in the analytical syllabi of 
the four levels (see the Table in Appendix 4).  

IMPORTANCE OF ENGLISH IN STUDENTS’ LIVES 
ACADEMIC WORK IN 

ENGLISH 

EXPECTATIONS AT THE END 
OF THE ENGLISH 

INSTRUCTION 

• ENGLISH DEVELOPS STUDENTS’ PROFESSIONAL 
AND WORKING LIVES. 

• READING IN ENGLISH IS ESSENTIAL FOR 
RESEARCH PROJECTS. 

• ENGLISH IS VITAL TO ACCESS THE MOST UP-TO-
DATE INFORMATION FROM ARTICLES AND BOOKS. 

• ENGLISH IS IMPORTANT FOR INTERNATIONAL 
ACADEMIC EXPERIENCES AND EVENTS. 

• It focuses on specific learning 
purposes. 

• It trains students to read in 
English. 

• Students should be efficient 
readers and understand 
scientific texts in English. 

Table 3: Administrators’ perceptions of the English language instruction on the campus 

Students’ Perceptions after Completing their EFL Classes  

The internal validity of the questionnaire on student perceptions was assessed for Cronbach’s Alpha using 
SPSS version 24, indicating it was a relatively reliable instrument (see Appendixes 6 and 7). Of the 191 
students that answered the questionnaire, most belonged to the Clinical Nutrition (23%), Nursing (22%), 
and Community and General Medicine (22%) degree programs; nevertheless, students from the degrees in 
Stomatology (14%), Psychology (11%) and Physiotherapy (9%) also participated. Tables 4 and 5 below 
show the global results of this survey’s statistical analysis that demonstrate the internal validity and 
reliability of the questions posed in the survey (see Appendix 7).  
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Cronbach’s Alpha 

Cronbach’s Alpha 
based on standard 

elements 
Number of 
elements 

.739 .742 15 

Table 4: Survey statistical reliability 

 

Median Variance 
Standard 
Deviation 

Number of 
elements 

30.09 76.766 8.762 15 

Table 5: Survey scale 

Results from the questionnaire administered online to the 2014 cohort revealed their perceptions of three 
topics: the use of tasks, a self-assessment of an A2 level in the four skills, and the use of the language in 
other subjects. The Figures that are presented below show only a couple of key findings from the survey. 
The survey statements (items) in the headings were translated from English to Spanish.  

Students’ Perceptions of Using Tasks in their Language Classes 

Of the students who took part in the study, 55% agreed that the objectives set for the tasks were clear, 
and 28% strongly agreed that the objectives were clear (see Figure 1). Thus, overall, 83% of the students 
considered the objects were clear to various extents.  

Figure 1: Clarity of task objectives  

Of the students surveyed, 14% strongly agreed that their English competence increased, and 53% agreed 
that their English level increased (see Figure 2). More than half considered that their English level had 
increased after taking four courses based on TBLT, while only 6% considered that their level of English had 
not increased. This finding shows that more than half of the students’ population in this cohort using TBLT 
seemed to favor their English learning. 

Figure 2: Tasks improved their competences in English  
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Figure 3 points out the importance of using TBLT within an appropriate environment that met the students’ 
context. With this item, the study aimed to find the perceived relationship between using tasks and how 
students perceived their learning during the courses.  

Figure 3: Working with tasks promoted an appropriate learning environment 

Overall, students had a positive perception of the methodology and topics used during the four language 
courses. According to the data collected, 76% of students reported that working with tasks provided a 
context suitable for learning the language; 19% were undecided on that issue, but only 5% answered 
negatively (see Figure 3).  

The Relevance of the EFL Class  

The results showed ESP seemed to be meaningful for these students, not only in learning English but also 
for discussing topics related to their degree program. The majority reported relatively positive perceptions, 
with 60% agreed and 14% strongly agreed that the topics discussed in their EFL classes applied to their 
needs (see Figure 4).  

Figure 4: Relevance of the topics discussed in the EFL class in the students’ degree program  

Figure 4 shows that more than half of the surveyed students (60%) perceived that the topics discussed in 
the English classes were related to their degree program in English, which was one of the intended outcomes 
of the syllabus proposed.  

Finally, Figure 5 shows that most students viewed their learning of English as useful for other subjects in 
their degree programs. Fifty nine percent of the students agreed and 16% strongly agreed. All in all, the 
results above provide key evidence on how students felt about their four EFL classes and reinforce the idea 
that they were useful and meaningful in the students’ learning at university. Accordingly, it seemed that the 
materials and innovations in the analytical syllabi met the needs and wants of these students’ academic and 
professional contexts. 

Figure 5: Usefulness of the EFL class for other subjects  
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Discussion 
As a result of carrying out an initial needs analysis exploration (e.g., Fatihi, 2003; Hutchison & Water, 1987; 
Seedhouse, 1995) of this public university’s context, a group of English teachers implemented a couple of 
innovations in the four courses of the EFL programs by integrating TBLT within ESP. This study led to 
teachers’ compelling collaborative experiences while selecting, adapting, and creating materials to integrate 
them into an analytical syllabi. At the end of the four required English courses, students’ perceptions were 
assessed in a survey in which a positive outcome was obtained.  

These results are in line with the conclusions of Willis (1996), Jarvis (2015), and Anwar and Arifani (2016) 
about the necessity of providing an appropriate context to support students’ capacities for recognizing their 
mistakes and correcting them; it is an essential element of TBLT to promote communication. Besides, tasks 
were meaningful learning vehicles to enhance productive skills, which had clear communicative objectives 
within the students’ academic contexts (Ellis, 2003; 2009).  

However, there were several challenges across the three phases of this needs analysis exploration. Such 
challenges include: 

• integrating students’ general needs into the analytical syllabus; 
• adapting the contents to be taught within the participating students’ degree programs context; 
• obtaining and adapting authentic materials to teach reading and listening; 
• selecting suitable materials for each unit’s objectives; 
• teaching large classes (from 25 to 45 students); 
• investing extra time in planning, conducting, and assessing weekly tasks; and 
• matching teachers’ different teaching and learning philosophies.  

These limitations and other specific hardships were solved by the four English teachers in this study during 
the frequent meetings of the English Academy. This practice motivates rich discussions for problem-solving, 
as suggested by Luo and Garner (2017). Furthermore, adapting needs analysis instruments to assess 
students’ needs and expectations at the beginning of EFL courses is highly recommended. Having these 
factors and recommendations in mind could help teachers develop, adapt, or adopt more flexible and user-
friendly syllabi that meet students’ language learning goals more realistically.  

In light of the above, the methodological proposal using TBLT to support an ESP approach for language 
learning could be suggested for other EFL programs in public higher education to facilitate their language-
learning process. Although it is crucial to recognize that each cohort’s context and the students’ 
characteristics should be considered when planning courses.  

Conclusion 
The results suggest EFL programs should be developed per the current students’ needs (Hutchinson & 
Waters, 1987) of the various areas of subject knowledge and study within a university context. Revising EFL 
programs in this way can help teachers respond better to students’ learning needs within their degree 
programs, which can improve their motivation to use English when discussing content-knowledge topics 
necessary for their academic and professional development. Thus, this study contributes to English teaching 
and learning in public higher education in Mexico and other EFL situations in the world (Criollo-Avendaño, 
2010; Davies, 2008, 2020; González et al., 2004). It also adds to the reconceptualization of paradigms on 
internationalization, learning, and innovations in education and responds to the demands placed on language 
training in this rapidly changing and globalizing world (Crystal, 1997; Hyland, 2007). 
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Appendix 1 
 

First Phase 
 

 Students’ Questionnaire in Spanish 
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Appendix 2 
 

First Phase 
 

Professors’ Interview Questions in Spanish 
 

1. ¿Cómo considera el uso del inglés en el área de la salud? [What is your opinion about the use of English 
in the health sciences area?] 

2. ¿Cómo estudiante, con qué frecuencia necesitó usar el idioma inglés? [As a student, how often did you 
need to use the English language?  

3. ¿Qué habilidad necesitó desarrollar más? [What was the skill you needed to develop the most?] 

4. ¿Qué tipo de material le fue requerido en el que necesitara el inglés? [What kind of material did you use 
in English?] 

5. De los materiales mencionados, ¿cuáles le fueron de mayor utilidad? (videos, artículos, libros, 
manuales, otros). [From the following materials; namely, videos, articles, books, manuals, which were 
most useful to you?  

6. ¿Qué recursos utilizó para poder comprender el material requerido en inglés? [What kind of resources 
did you use to be able to understand the required material in English?] 

7. De sus clases de inglés, ¿qué le resultó de mayor utilidad? [What was most useful to you from your 
English classes?] 

8. ¿Qué le hubiera gustado se incluyera en sus clases de inglés para apoyarse y comprender el material 
solicitado? [What would you have liked to have in your English class to support your learning and 
understand the required material?] 

9. ¿Cuál fue su mayor dificultad al recibir algún material en inglés? [What was your major difficulty when 
receiving any material in English?] 

10. ¿Con qué frecuencia ha necesitado el idioma? [How often have you needed the language?] 

11. ¿En qué situaciones necesitó el idioma en su trabajo? [In what kinds of situations did you need the 
language at work?] 

12. ¿Qué habilidad ha utilizado más? [What skill did you use the most?] 

13. ¿Qué actividades realiza más comúnmente en el que necesite el idioma? [What kinds of activities do 
you often perform in which you need the (English) language?] 

14. ¿Qué materiales usa en su clase en el que el alumno tenga que utilizar el idioma? [Which materials do 
you use in your class that involve using the (English) language?] 

15. ¿En sus clases ha utilizado o sugerido al alumno alguna estrategia para el manejo del idioma? ¿cuáles? 
[Have you used or suggested any kind of strategy to handle the (English) language? Which?] 

  

This is an open-access article distributed under the terms of a Creative Commons Attibution-NonCommercial-ShareAlike 4.0 
International (CC BY-NC-SA 4.0) license.



MEXTESOL Journal, Vol. 45, No. 2, 2021 
  

 
 

16 

Appendix 3 
 

First Phase 
 

Administrators’ Interview Questions in Spanish 
 

1. ¿Por qué considera que la materia de inglés es importante en la vida profesional de los estudiantes? 
[Why do you think that the English subject is important in students’ professional lives?] 

2. ¿Cuál es su percepción del trabajo de la Academia de Inglés hasta el momento?  
[What is your perception of the English Academy so far?] 

3. ¿Cuál es la proyección que el departamento de inglés a futuro?  
[How do you foresee English department in the future?] 

4. ¿Qué tipo de apoyo hay disponible para el departamento de inglés y para los alumnos, para el mayor 
aprovechamiento de lengua extranjera?  
[What kind of support is there available for the English department and the students to make the most of 
the English language classes?] 

5. ¿De acuerdo a la misión y visión de la Universidad, qué es lo que se espera de los alumnos al terminar 
sus cuatro niveles de inglés?  
[According to the university mission and vision, what is expected from students at the end of their four 
language courses?] 

7. ¿Le gustaría involucrarse en las actividades que la Academia prepare? ¿Propondría alguna actividad 
específica en inglés?  
[Would you like to get involved in the activities organized by the English Academy? What kind of specific 
activity in English would you suggest?  

8. ¿De qué manera el Complejo se vería beneficiado implementando algún tipo de innovaciones en la 
enseñanza de Lengua Extranjera? (materiales, métodos de enseñanza, programas).  
[How would the campus benefit from implementing any kind of innovations in the teaching of the (English) 
foreign language?  
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Appendix 4 
 

Second Phase 
 

The Table below is a syllabus sample for a learning unit part of an English IV course adapted by teachers in 
order to integrate topics related to health. The main topics for class discussion are focused on healthy living 
and giving advice or talking about obligation with modal verbs. In this unit, the facilitator enhances reading 
and writing skills in the task where students have to write an article to give advice on health improvement.  

Analytical Syllabus Sample for English IV 
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Second Phase 
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Appendix 5 
 

Second Phase 
 

General Guidelines Sample for an English II Task 
 

The following caption presents a sample of the initial instructions given to English II students to elaborate 
on their task. Its objective is to carry out an interview with a dietician. Additionally, teachers provide a 
sample of the product expected and enhance oral practice.   

 

Figure 1: A screenshot of Task One in Unit Five 

 

Figure 2: A screenshot of task characteristics 
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Appendix 6 
 

Third Phase 
 

Students’ Perceptions Survey Questions in Spanish 
 

I. DATOS DEL ESTUDIANTE 

Nombre 

Programa 

¿Cuál fue tu calificación promedio de tus cuatro cursos de Lengua Extranjera? 

II. PERCEPCIONES SOBRE EL USO DE LAS TASKS CON UN ENFOQUE DE PROPÓSITOS 
ESPECÍFICOS (ESP) 

Instrucción: Lee las siguientes afirmaciones y elige la opción que refleje con mayor exactitud tu 
opinión sobre tus cursos de Lengua Extranjera. 

Opciones de respuesta:  

Totalmente en desacuerdo 

En desacuerdo 

Ni de acuerdo ni en desacuerdo 

De acuerdo 

Totalmente de acuerdo 

1. Considero que mi nivel de inglés se incrementó después de cursar mis 4 niveles de Lengua 
Extranjera en el CUS. 

2. Considero que los objetivos de las Tasks al inicio de cada curso fueron claros. 

3. Considero que las Tasks me ayudaron a incrementar mi nivel de inglés.  

4. Considero que el trabajar por medio de Tasks promovió un ambiente apropiado de aprendizaje 
para mí. 

5. Considero que la práctica en clase contribuyó a un buen desempeño en las Tasks. 

6. Considero que la práctica de la lengua dentro de clase fue suficiente para mejorar mi nivel de 
idioma. 

7. Considero que los materiales utilizados por el profesor estaban enfocados a elementos que 
tenían que ver con mi carrera. 

8. Considero que las temáticas utilizadas en mi clase de Lengua Extranjera tuvieron relevancia en 
mi área de estudio. 

9. Mi perspectiva sobre el aprendizaje de una Lengua Extranjera ha cambiado positivamente.  

10. Considero que los conocimientos adquiridos en mi clase de Lengua Extranjera me han servido 
de apoyo para otras materias.  
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III. PERCEPCIONES SOBRE LA COMPETENCIA LINGÜÍSTICA DEL ESTUDIANTE DE 
ACUERDO AL MARCO COMÚN DE REFERENCIA DE LAS LENGUAS (A2) 

Instrucción: Lee las siguientes afirmaciones y elige la opción que refleje con mayor exactitud tu 
percepción sobre tu desempeño en inglés. 

Opciones de respuesta:  

Totalmente en desacuerdo 

En desacuerdo 

Ni de acuerdo ni en desacuerdo 

De acuerdo 

Totalmente de acuerdo 

11. COMPRENSIÓN AUDITIVA. Comprendo frases y el vocabulario más habitual sobre temas de 
interés personal (información personal y familiar muy básica, compras, lugar de residencia, 
empleo). Soy capaz de captar la idea principal de avisos y mensajes breves, claros y sencillos. 

12. COMPRENSIÓN DE LECTURA. Soy capaz de leer textos muy breves y sencillos. Sé encontrar 
información específica y predecible en escritos sencillos y cotidianos como anuncios publicitarios, 
prospectos, menús y horarios y comprendo cartas personales breves y sencillas. 

13. INTERACCIÓN ORAL. Puedo comunicarme en tareas sencillas y habituales que requieren un 
intercambio simple y directo de información sobre actividades y asuntos cotidianos. Soy capaz de 
realizar intercambios sociales muy breves, aunque, por lo general, no puedo comprender lo 
suficiente como para mantener la conversación por mí mismo.  

14. EXPRESIÓN ORAL. Utilizo una serie de expresiones y frases para describir con términos 
sencillos a mi familia y otras personas, mis condiciones de vida, mi origen educativo y mi trabajo 
actual o el último que tuve.  

15. EXPRESIÓN ESCRITA. Soy capaz de escribir notas y mensajes breves y sencillos relativos a mis 
necesidades inmediatas. Puedo escribir cartas personales muy sencillas, por ejemplo agradeciendo 
algo a alguien. 

IV. APLICACIÓN DEL APRENDIZAJE ADQUIRIDO EN LOS CURSOS DE LENGUA 
EXTRANJERA EN OTRAS MATERIAS 

Instrucción: Elige la mejor opción que refleje tu experiencia respecto al uso del inglés en tu 
Licenciatura para responder las siguientes preguntas. 

16. ¿Qué tan frecuentemente utilizas los conocimientos que adquiriste en tus clases de Lengua 
Extranjera en otras materias?  

Siempre 

A veces 

Nunca 

17. En caso de haber respondido SIEMPRE o A VECES en la pregunta anterior, ¿para qué utilizas 
ese conocimiento? 

Interactuar en el idioma 
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Comprender textos escritos 

Entender conversaciones y/o presentaciones 

18. ¿Qué habilidad desarrollada en la clase de Lengua Extranjera te ha sido de mayor utilidad en 
otras asignaturas? 

Escuchar 

Hablar 

Leer 

Escribir 

19. ¿Con qué frecuencia tus maestros de otras asignaturas utilizan material en inglés en clase? 

Siempre 

7 o más veces por curso 

4-6 veces por curso 

1-3 veces por curso 

Nunca 

20. ¿Qué tipo de materiales en inglés tus docentes de otras materias han utilizado? 

Textos académicos 

Videos y/o conferencias 

Recursos visuales 

Ningún 

Otro 

V. COMENTARIOS 

Instrucción: Si tienes comentarios adicionales por favor escríbelos a continuación. 
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Appendix 7 
 

Third Phase  
 

Students’ Perceptions Survey Internal Validity 
 

The following tables show the general statistical validity results per question or element after analyzing the 
survey results with the SPSS statistical program.  

Table 1: Element statistics 

Estadísticas de element 

 Media Desviación 
estándar N 

1.-Considero que mi nivel de inglés se incrementó después de cursar 
mis 4 niveles de Lengua Extranjera en el CUS. 2.05 1.211 191 

2. Considero que los objetivos de las Tasks al inicio de cada curso 
fueron claros. 2.17 1.379 191 

3. Considero que las Tasks me ayudaron a incrementar mi nivel de 
inglés. 2.04 1.226 191 

4. Considero que el trabajar por medio de Tasks promovió un ambiente 
apropiado de aprendizaje para mí. 1.88 1.195 191 

5. Considero que la práctica en clase contribuyó a un buen desempeño 
en las Tasks. 2.09 1.334 191 

6. Considero que la práctica de la lengua dentro de clase fue suficiente 
para mejorar mi nivel de idioma. 2.06 1.202 191 

7. Considero que los materiales utilizados por el profesor estaban 
enfocados a elementos que tenían que ver con mi carrera. 2.26 1.393 191 

8. Considero que las temáticas utilizadas en mi clase de Lengua 
Extranjera tuvieron relevancia en mi área de estudio. 1.91 1.184 191 

9. Mi perspectiva sobre el aprendizaje de una Lengua Extranjera ha 
cambiado positivamente. 2.00 1.281 191 

10. Considero que los conocimientos adquiridos en mi clase de Lengua 
Extranjera me han servido de apoyo para otras materias. 1.94 1.219 191 

11. COMPRENSIÓN AUDITIVA. Comprendo frases y el vocabulario más 
habitual sobre temas de interés personal (información personal y 
familiar muy básica, compras, lugar de residencia, empleo). Soy capaz 
de captar la idea principal de avisos y mensajes breves, claros y 
sencillos. 

1.94 1.257 191 

12. COMPRENSIÓN DE LECTURA. Soy capaz de leer textos muy breves 
y sencillos. Sé encontrar información específica y predecible en escritos 
sencillos y cotidianos como anuncios publicitarios, prospectos, menús y 
horarios y comprendo cartas personales breves y sencillas. 

1.87 1.264 191 

13. INTERACCIÓN ORAL. Puedo comunicarme en tareas sencillas y 
habituales que requieren un intercambio simple y directo de 
información sobre actividades y asuntos cotidianos. Soy capaz de 
realizar intercambios sociales muy breves, aunque, por lo general, no 
puedo comprender lo suficiente como para mantener la conversación 
por mí mismo. 

2.07 1.250 191 

14. EXPRESIÓN ORAL. Utilizo una serie de expresiones y frases para 
describir con términos sencillos a mi familia y otras personas, mis 
condiciones de vida, mi origen educativo y mi trabajo actual o el último 
que tuve. 

1.86 1.203 191 

15. EXPRESIÓN ESCRITA. Soy capaz de escribir notas y mensajes 
breves y sencillos relativos a mis necesidades inmediatas. Puedo 
escribir cartas personales muy sencillas, por ejemplo agradeciendo 
algo a alguien. 

1.94 1.284 191 

Table 2: Total element statistics  
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Estadísticas de total de elemento 

 

Media de 
escala si el 

elemento se 
ha suprimido 

Varianza de 
escala si el 

elemento se ha 
suprimido 

Correlación 
total de 

elementos 
corregida 

Correlación 
múltiple al 
cuadrado 

Alfa de 
Cronbach si el 
elemento se 
ha suprimido 

1.-Considero que mi nivel de inglés se incrementó 
después de cursar mis 4 niveles de Lengua Extranjera 
en el CUS. 

28.04 69.072 .309 .164 .728 

2. Considero que los objetivos de las Tasks al inicio 
de cada curso fueron claros. 27.92 70.572 .185 .074 .742 

3. Considero que las Tasks me ayudaron a 
incrementar mi nivel de inglés. 28.05 68.350 .341 .187 .725 

4. Considero que el trabajar por medio de Tasks 
promovió un ambiente apropiado de aprendizaje para 
mí. 

28.20 67.469 .401 .251 .719 

5. Considero que la práctica en clase contribuyó a un 
buen desempeño en las Tasks. 27.99 69.268 .257 .101 .734 

6. Considero que la práctica de la lengua dentro de 
clase fue suficiente para mejorar mi nivel de idioma. 28.03 68.694 .333 .177 .726 

7. Considero que los materiales utilizados por el 
profesor estaban enfocados a elementos que tenían 
que ver con mi carrera. 

27.83 68.459 .276 .216 .733 

8. Considero que las temáticas utilizadas en mi clase 
de Lengua Extranjera tuvieron relevancia en mi área 
de estudio. 

28.18 70.424 .249 .173 .734 

9. Mi perspectiva sobre el aprendizaje de una Lengua 
Extranjera ha cambiado positivamente. 28.09 66.818 .396 .279 .719 

10. Considero que los conocimientos adquiridos en mi 
clase de Lengua Extranjera me han servido de apoyo 
para otras materias. 

28.15 67.273 .400 .221 .719 

11. COMPRENSIÓN AUDITIVA. Comprendo frases y el 
vocabulario más habitual sobre temas de interés 
personal (información personal y familiar muy básica, 
compras, lugar de residencia, empleo). Soy capaz de 
captar la idea principal de avisos y mensajes breves, 
claros y sencillos. 

28.15 67.452 .374 .278 .722 

12. COMPRENSIÓN DE LECTURA. Soy capaz de leer 
textos muy breves y sencillos. Sé encontrar 
información específica y predecible en escritos 
sencillos y cotidianos como anuncios publicitarios, 
prospectos, menús y horarios y comprendo cartas 
personales breves y sencillas. 

28.22 66.583 .416 .344 .717 

13. INTERACCIÓN ORAL. Puedo comunicarme en 
tareas sencillas y habituales que requieren un 
intercambio simple y directo de información sobre 
actividades y asuntos cotidianos. Soy capaz de 
realizar intercambios sociales muy breves, aunque, 
por lo general, no puedo comprender lo suficiente 
como para mantener la conversación por mí mismo. 

28.02 70.089 .244 .241 .735 

14. EXPRESIÓN ORAL. Utilizo una serie de 
expresiones y frases para describir con términos 
sencillos a mi familia y otras personas, mis 
condiciones de vida, mi origen educativo y mi trabajo 
actual o el último que tuve. 

28.23 65.641 .496 .465 .710 

15. EXPRESIÓN ESCRITA. Soy capaz de escribir notas 
y mensajes breves y sencillos relativos a mis 
necesidades inmediatas. Puedo escribir cartas 
personales muy sencillas, por ejemplo agradeciendo 
algo a alguien. 

28.15 65.624 .456 .386 .713 
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