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Abstract

The main goal of this thesis is to explore the particularities of teaching English as a 

foreign language to adult learners in the Czech Republic, within the framework of 

the European Union. Language education of adults is explored in the context of 

lifelong learning. Three types of language courses for adults (In-house Courses, 

Exam Courses and In-company Courses) are described and the needs of adult 

language students are analysed via Needs Analysis Questionnaires. The results of the 

analysis are interpreted with regard to teacher’s work and attitudes to adult language 

learners.

Anotace

Hlavním cílem této diplomové práce je popsat specifické zvláštnosti výuky 

dospělých studentů anglického jazyka v České republice v souvislosti s jejím 

členstvím v Evropské Unii. Jazykové vzdělávám' dospělých je zasazeno do kontextu 

celoživotm'ho vzdělávání. Práce popisuje tři časté typy kurzů anglického jazyka pro 

dospělé (výuka doma, zkouškové kurzy, firemní kurzy) a pomocí dotazníků 

analyzuje potřeby dospělých studentů v těchto kurzech. Výsledky analýzy jsou 

interpretovány s ohledem na práci a přístup učitele k výuce dospělých studentů.
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Motto:

‘The teaching of adults is a partnership in which the teacher and the students stand on 

the same level; teacher teaches the students but also leams from them. The ultimate 

goal of all this learning is enhanced adulthood, greater maturity and self

development, a fuller sense of perspective and increased autonomy. The final aim of 

learning is liberation, self-determination, freedom.’

(Rogers, 1998)
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INTRODUCTION

Background

I decided to write this thesis out of several reasons. My primary motives were of a 

personal nature: throughout my studies I have always been interested in the 

methodology of English language teaching, thus I naturally wanted to choose a topic 

within this field. I also hope to use my experience with teaching a variety of English 

language courses designated for adult learners. What is more, I hope that further 

study in the field of methodology, which is a prerequisite for writing a diploma 

thesis, will give me a deeper insight in the subject matter and contribute to my 

professional development as an English language teacher.

Second, language education of adults has become a very topical issue; with the 

entrance of the Czech Republic into the European Union, language literacy, 

especially English language literacy, is gaining in significance. In the last decades 

the need for English speaking professionals, not only in trade and business but also in 

other areas: e.g. education, science, culture, tourism etc. has been growing. Also, 

with the admission of the Czech Republic into the European Union, the European 

labour market has opened for Czech citizens to work and study abroad. As a ' 

consequence, the English language has become a necessary communication tool for 

them. A large number of language schools have been established, offering a wide 

range of English language courses and using various methods and approaches, to 

cater for the growing demand for English language knowledge amongst the adult 

population. English language courses have become extremely popular amongst 

adults.

Third, I hope that my thesis will help novice English teachers or English teacher 

trainees who decided to start their professional career with teaching English to adult 

students. My intention is to provide basic information and guidance to those of them 

who have no previous experience and seek information about the field of the English 

language education of adults in the Czech Republic, so that they know what to expect 

before their first step into the English language classroom. As an English teacher, I
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focus this thesis on English language. However it can be applied to a certain extent to 

other languages.

Aims and Methodology

The aim of my diploma thesis is to describe the particularities of teaching English to 

adult learners in the Czech Republic, with focus on the needs of aduh language 

students and on variables that influence their acquisition of the English language- 

namely variables connected with personality factors and learning environment. 

Furthermore, I intend to examine and describe three frequent modes of providing 

language acquisition to adult learners: In-house Courses, Exam Courses and In

company Courses and to compare the needs and expectations of learners in In

company, Exam and In-house Courses employing the means of a needs analysis 

questionnaire. The methods used in my diploma thesis are descriptive analysis, 

comparing and contrasting in the Theoretical Part, and quantitative and qualitative 

analyses in the Practical Part.

Structure

As to the structure of the thesis, the theoretical part deals with language education for 

adults in the Czech Republic in the framework of the European Conmiunity; it 

explores the basic concepts of andragogy and lifelong learning with focus on lifelong 

learning and language courses for adults in the Czech republic. Furthermore, it 

describes typical features of adult language learners. The practical part depicts some 

factors of learning environment and their effects on target language acquisition. Its 

major concern is the needs analysis of adult English language students via the means 

of needs analysis questionnaires in In-company, Exam and In-house English 

language courses.

My Teaching Experience

In the last part of the introduction, I would like to briefly describe my teaching 

experience, as I draw on it throughout the thesis, and especially in the Practical Part. 

I started my teaching career with in-house one-to-one classes 8 years ago. At that 

time I was working as a freelance teacher and I also worked on contract basis for



various language agencies around Prague, teaching adult English language courses of 

various levels (ranging from elementary to upper-intermediate) and sizes (ranging 

from individual lessons to large groups up to 15 students). Later, I moved on to teach 

in-company courses, exam courses and in-house courses for Hibernia Language 

Institute, a language school where I am a co-owner. Because of the growing demand, 

I have also started to teach in company Business English courses lately.



THEORETICAL PART

Introduction

The theoretical part comprises of five chapters. They are all concerned with the field 

of andragogy, however the focus is on different aspects:

In the first chapter, the rudimentary concepts in adult education are outlined and the 

terminology that is used fiirther on in the thesis is clarified. The differences between 

andragogy and pedagogy, and between education and learning are drawn. The 

philosophical concepts and socio-economical background of lifelong learning in the 

context of the European Union are outlined. Last of all, the field of adult education is 

mapped by categorizing adult education according to the providers of training 

courses for adults.

Chapter two describes the current trends in lifelong learning and adult education in 

the Czech Republic in the context of the European Union. Additionaly, it depicts 

legislative problems connected with promoting lifelong learning in the Czech 

Republic and outlines the policy that should be employed by the Czech Republic in 

order to comply with the requirements of the European Union concerning adult 

education and lifelong learning.

Chapter three explains the philosophical thoughts which modem educational theories 

are based upon. It explores key concepts of modem educational theories and outlines 

the methodological ^proaches that are shaping the field of adult langviage education 

of today: the Community Language Learning, the Communicative Approach, the 

Direct Method and the Audio-Lingual Method.

Chapter four attempts to map the field of language education for adults by classifying 

language courses for adults available in the Czech Republic, employing various 

criteria.

Chapter five examines the participants of lifelong learning: adult learners. It provides 

descriptions of typical features of adult language learners, as well as studies selected



aspects of adult learners’ background and personality factors: background 

knowledge, expectations, confidence, personal circumstances, together with learning 

strategies, learning styles and motivation. These aspects are explored from various 

angles, with focus on their influence on teaching and learning processes in the 

language classroom.



CHAPTER 1: Andragogy, Lifelong Learning and Adult Education

In the first chapter, the rudimentary concepts in adult education are outlined 
and the terminology that is used further on in the thesis is clarified. The 
difTerences between andragogy and pedagogy, and between education and 
learning are drawn. The philosophical concepts and socio-economical 
background of lifelong learning in the context of the European Union are 
outlined. Last of all, the field of adult education is mapped by categorizing adult 
education according to the providers of training courses for adults.

Andragogy

As it is a relatively new science, the definitions of andragogy vary greatly. According 

to Reischman and Jost, there are many understandings of the term andragogy and 

they differ fh)m country to country and keep changing. Andragogy can be seen as an 

academic approach to the learning of adults; its theoretical goal is to understand the 

learning of adults and its practical goal is to support it. The American scholar 

Malcolm Knowles, who is considered by many as the father of modem andragogy, 

sees andragogy as a ‘theoretical and practical approach, based on a humanistic 

conception of self-directed and autonomous learners and teachers as facilitators of 

learning.’ (  Reischmann, Jost, 2004): Andragogy. History, Meaning, Context, 

Function. At: http://www.andragogy.net. Version Sept. 9, 2004 retrieved 5‘̂  January 

2006.)

Knowles' theory {Knowles, 1970) can be summarized in the following four 

requirements:

1. Adults need to be involved in the planning and evaluation of their instruction.

2. Experience (including mistakes) provides the basis for learning activities.
♦

3. Adults are most interested in learning subjects that have immediate relevance 

to their job or personal life.

4. Adult learning is problem-centered rather than content-oriented.

Similarly, Mezirow defines andragogy as an ‘organized and sustained effort to assist 

adults to learn in a way that enhances their capability to iunction as self-directed 

learners.’ {Mezirow, 1981)

http://www.andragogy.net


The term andragogy thus refers to the learning and teaching of adults. It incorporates 

theoretical principles, as well as practical implications for adult learning: Andragogy 

attempts to define typical features of adult learners and establishes links between 

these characteristics and their consequences for adult learning and teaching. In 

Knowles’s theory aduhs are autonomous and independent. They are responsible for 

their own learning and thus should be involved in the process of course planning. 

They have accumulated a great deal of experience and knowledge throughout their 

lives and these should be explored and used for their further learning. They are 

practical and interested in learning information and skills that are relevant to them,

i.e. they might not be interested in learning abstract principles. The wording of 

Mezirow’s definition (he sees the teacher as an assistant and helper) reveals another 

important feature of adult courses: the teacher is in the class to merely facilitate the 

learning of the students.

Knowles held that androgogy (from the Greek words meaning ‘man-leading’) should 

be distinguished from the more commonly taught pedagogy (Greek: ‘child-leading’):

‘Pedagogy is the art or science of teaching. The word comes fi-om the ancient Greek 

‘paidagogos’, the slave who took children to and from school. The word ‘pedhia’ 

refers to children, which is why the distinction between pedagogy (teaching children) 

and andragogy (teaching adults) is made’. As stated above, adults, unlike children, 

are mature and independent beings, responsible for their own learning. Thus the 

teaching of adults requires a completely different approach than teaching children.* It 

follows that teachers must adopt their behaviours and teaching styles so that they are 

appropriate to the stage of development of then- students

Education and Learning

Learning is not confined solely to the classroom environment. Learning conaes from 

experience and occurs throughout our lives; we learn something every day. It is 

continuos and individual. Learning is natural and the majority of it is unintended 

(e.g. we learn new information accidentally by talking to people or seeing and

' However, following the latest developments in pedagogy where the learner is in the centre of the 
teaching-learning process, the borderline between pedagogy and andragogy is beginning to blur. In 
modem educational theories, the independence and autonomy of young learners and children is 
gaining importance. What is more, some theoreticians claim that andragogy and pedagogy are not two 
separate territories but merely two areas of the same field -education.



advertisment on television). Whereas education is a term used for formal instruction, 

often in courses aimed at achieving certain goals. All education involves learning but 

not all learning is education.

Rogers talks about ‘natural learning episodes’ (Rogers, 1998). They are 

characterized by discontinuity: eveiy day learning is a process of trial and error and it 

comes in waves, i.e. we learn a certain skill in response to a need (e.g. we need to 

learn to operate a new washing machine) or in order to achieve some immediate goal 

(e.g. to do the washing). The goal is usually concrete and springs from the need to 

solve an immediate problem (e.g. no clean clothes to wear for work tomorrow). The 

situations or problems that we tackle are usually practical rather than theoretical. We 

are not usually interested in overall principles (principles of washing machine 

operation). Moreover, in learning, knowledge from several fields is applied together, 

whereas at school we often learnt different subjects separately. The way adults learn 

naturally reflects the way they cope with formal education.

In this thesis, the term education will be used to refer to formal education in 

educational institutions or to refer to the educational institutions or to the educational 

system in a state, whereas the term learning will be used rather more generally- to 

refer to learning inside as well as learning outside formal institutions.

The Concept of Lifelong Learning

The concept of lifelong learning originated throughout the second half of the 20*'’ 

centuiy and became prominent during 1970s. Lifelong learning is nowadays seen as 

a tool for improving the economic situation, for increasing competitivness on the 

market and for enhancing the overall quality of life. The traditional concept of 

education has changed; there has been a shift from the traditional institutional formal 

approach to education towards a more liberalised concept of learning.

Previously, education had been provided solely by institutions- schools, colleges and 

universities and one’s education was considered finished after leaving these 

institutions. Learning is not only seen as lifelong but also as lifewide e.g. not 

confined to certain agencies, institutions or fields of study but happening in many 

areas of the human life. Further, we distinguish intentional learning (by e.g. visiting 

a language course or finding new information about a field of interest) and non-



intentional learning (e.g. by overhearing radio news or learning a new road sign 

whilst driving). Today, education is seen as a continual process; complexity and 

interconnection are being emphasized, and the education of adults is being 

incorporated into educational systems all over Europe. Pedagogy and andragogy are 

becoming two parts of one system and the borderline in between pedagogy and 

andragogy is being blurred. Another concept closely connected with adult education 

is that of individualisation. The education of adults should reflect and respect the 

diverse needs and requirements of each individual adult.

Below a table mapping the field of andragogy is shown:
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Reischmann, Jost (2000): Welcome to ANDRACjOGY.net. At: 

http://www.andragogy.net. Version Febr. 23,2000 retreived 3̂** January 2006,

Providers of Education for Adults

Courses for adults are varied and can be described according to multiple criteria. If 

we examine the field of adult education in general, perhaps the easiest manner of 

classification is according to bodies that provide and organize training courses for

http://www.andragogy.net


adults. In his book Teaching Adults, Alan Rogers (Rogers, 1996) suggests the 

following classification of courses for adults:

FORMAL
a) statutory
b) non-statutory 

c) commercial agencies

EXTRA-FORMAL
a)govemment department^
b)training agencies

NON-FORMAL
voluntary

SELF-DIRECTED LEARNING

According to Rogers, formal education is provided by statutory bodies-schools, 

universities and other agencies (e.g. the Ministry of Education) that offer 

programmes for adults and that are part of educational systems. Extra-formal 

education is provided by either centrally or locally administered public bodies and 

other institutions outside the formal education system, i.e. by government 

departments (other than educational), sports agencies, museums and libraries, 

training agencies, trade unions, firms and businesses, professional associations and 

mass media. The third non-formal sector is made up of programmes provided by 

voluntary agencies and informal groups, e.g. crafts courses, DIY courses, 

unemployed programmes etc.

Self-directed learning comprises of all educational opportunities provided by mass- 

media, book publishers, correspondence courses, journals and magazines and cultural 

organisations. It’s, in fact, any activity that an adult chooses to do out of his own 

interest and/or to achieve a particular accomplishment. (Rogers, 1996).

10



An estimated seventy percent of adult learning is self-directed learning (Cross, 

1978). Self-directed learning has been described as ‘a process in which individuals 

take the initiative, with or vdthout the help of others to diagnose their learning needs, 

formulate learning goals, identify resources for learning, select and implement 

learning strategies, and evaluate learning outcomes’. (Knowles, 1975).

Self-directed learning happens outside formal education but it should happen in adult 

training courses as well: Whether or not learning is self-directed does not depend on 

the subject matter or the instructional methods. Instead, self-directedness depends on 

who is in charge-who decides what should be learned, who should learn it, what 

methods and resources should be used, and how the success of the effort should be 

measured. To the extent the learner makes those decisions, the learning is considered 

to be self-directed. Teachers should enable students to self-direct their learning by 

involving them in planning their courses, by taking into account their views 

concerning teaching methods and course contents, by letting students choose their 

own learning materials and by providing space for students’ self-evaluation.

11



CHAPTER 2: Lifelong Learning in the Czech Republic

Chapter two describes the current trends in lifelong learning and adult 
education in the Czech Republic in the context of the European Union. Further, 
it depicts legislative problems connected with promoting lifelong learning in the 
Czech Republic and outlines the policy that should be employed by the Czech 
Republic to comply with the requirements of the European Union concerning 
adult education and lifelong learning.

Lifelong learning and adult education in the Czech Republic is undergoing rapid 

expansion. It was triggered off by the economic and social development of the Czech 

Republic: the need for continuous innovation of goods and services, for improving 

quality, efifectivity and productivity in order to ensure competitive abilities of the 

Czech Republic on the international market. Furthermore, the need for continual 

education goes hand in hand with shifts in employment structure (e.g. a growing 

number of employees in the sector or services etc.) that brings along changes m 

duties of employees.

In today’s post-industrial knowledge society, the competitiveness of each country is 

based on the quality of information and the quality of human potential. Education 

reflects these economic needs: education is not seen in terms of knowledge that one 

acquires, but rather as a set of skills and abilities. We need to learn new knowledge, 

but also learn to acquire it and above all use it effectively. (Vzdělávání dospělých v 

ČR a EU, 2003)

In 2003 in Brussels, the Commission of European Communities accepted a 

declaration on language learning in the European Union. Part of the declaration was 

a strategy for the promotion of language learning and linguistic diversity in the 

European Union called An Action Plan. It includes a chapter on adult language 

learning that states the policy of the EU concerning aduh language learning:

‘Every Adult should be encouraged to carry on learning foreign languages, and 

facilities should be made readily available to make this possible. Workers should 

have the opportxmity to improve the language skills relevant to their working life. 

Cultural activities involving foreign music, literature or fihns, holidays abroad, town- 

twinning activities, voluntary service abroad can be promoted as opportunities for

12



learning other cultures and languages.’ (Commission o f the European Communities, 

2003)

The number and diversity of training courses for adults, as well as the number of 

agencies that provide training courses for adults is growing dramatically. In 

comparison with children education, the education of adults is a field by far more 

diverse: its providers, its target groups, its contents and teaching methods differ 

greatly. All the above-mentioned trends imply that the need for adult education is 

going to rise steadily in the coming decades.

Despite this evidence, the development of adult education in the Czech Republic in 

comparison with other European Union countries is rather slow: Only about a quarter 

of businesses regard the education and training of employees as a top priority in their 

personnel policies. This fact could be a discentive to the growth of economic and 

life standards in the future.

The white paper on education in the Czech Republic published by the Ministry of 

Education that is called Bílá kniha (Bílá kniha, 2001) suggests that there are three 

main problematic areas that are slowing down the development of adult education: 

First, it is not clear what authorities are responsible for adult education and what 

powers they have. In other words, there is no statutory institution that would bear 

general responsibility for adult education. Consequently, the development of adult 

education is spontaneous and without any support from the state bodies. The second 

problem seems to be that the state provides no incentives ( e.g. incentive payment 

system or incentive taxation), or mechanisms to stimulate the development of aduh 

education. Third, there is no standardized quality control in the field of adult 

education. These problems create a barrier for adults to enter educational 

programmes. The white paper suggests the following measures to be taken as the 

first step to improve the present unsatisfactoiy conditions:

• to create jurisdiction for adult education development

• to develop and implement a system of financial and non-financial incentives

• to establish mechanisms for quality assurance, testing and certification, 

information system, adult education research and the training of adult 

educators

13



Adapted from Bílá kniha: Národní program rozvoje vzdělávání v České republice, 

2001.

The Czech Republic, being an EU member, should adjust its policy concerning 

lifelong language learning accordingly by providing such legislative and economic 

conditions that will enable the development of all forms of quality language 

education for adults, and by promoting the importance of foreign language literacy 

and competence of Czech citizens. However, it remains to be seen, whether the state 

authorities come to see the importance of education for adults and take measures to 

establish a legislative system, to develop and implement a system of incentives and 

to introduce a system of tests and certifications in order to further support the 

development of high quality educational opportunities for adults.
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CHAPTER 3; Modern Trends in Adult Language Education

Chapter three explains the philosophical thoughts which modern educational 
theories are based upon. It explores key concepts of modem educational 
theories and outlines the methodological approaches that are shaping the field 
of adult language education: Community Language Learning, the 
Communicative Approach, the Direct Method and the Audio-Lingual Method.

The postmodern philosophical concepts that emerged in the last decades of the 20**' 

century have been influencing the field of education too. The ‘grand narrative’ of a 

single underlying true knowledge based on scientific research is no longer credible. 

The concepts of decentralisation and deconstruction are reflected in modem 

pedagogy. As a result, educational theories, as well as educational practise, are going 

through a period of radical transformation.

We do no longer asks ‘Is this knowledge true?’ but rather ‘ Is this knowledge 

useful?’ Education is diverse in terms of goals and processes and consequently in 

terms of organizational stmctures, curricula, methods and participants. Teachers no 

longer hold a central position and are not single assessors of what is correct and what 

is wrong; the whole teaching-leaming process is collaborative not authoritative, 

knowledge is not imposed but negotiated and leamers are seen as equal and 

autonomous individuals. (Edwards& Usher, 1994).

So far we have been discussing the philosophical concepts of educational theory of 

today, now we are going to examine briefly how they are reflected in the language 

classroom. Since the revolutionary events in 1989, the process of teaching and 

learning has changed profoundly; in terms of methodology there has been a shift 

fi-om the grammar translation method, traditionally used throughout 20* century. 

Today, various methodological approaches are used in language classrooms; the 

most influential especially in the field of language teaching to adult students perhaps 

being the Community Language Learning (CLL).

The CLL approach takes its principles fh)m the Counselling -Learning Method 

developed by Charles A. Curran. CLL advocates a holistic approach to students; it 

views each student as a ‘whole person’. It takes into account not only students’ 

feelings and intellect but also physical reactions, their desire to leam and their

15



instinctive protective reactions (Curran studied adult learning and reached a 

conclusion that adults often feel threatened by new learning situations, by the change 

inherent in learning and by the fear that they will become foolish {Richards and 

Rogers, 1992)). In CLL the teacher becomes a ‘language counselor’. As Richards 

and Rogers point out, ‘a language counselor does not mean someone trained in 

psychology; it means someone who is a skillftil understander of the struggle students 

face as they attempt to internalize another language. By understanding students fears 

and being sensitive to them, he can help students to overcome their negative feelings 

and turn them into positive energy to fixrther their learning.’ {Richards and Rogers, 

1992) It is the CLL that recommends that at the beginning of a course, teachers carry 

out language needs analyses to assess student needs.

Another approach that has helped to shape the language education of today is the 

Communicative Approach. As Richards and Rogers state {Richards and Rogers, 

1992),\3as Communicative Approach serves the need for ‘useftil knowledge’; students 

are not learning about the language but are required to use it in conrniunication. The 

goal is communicative competence of leamers. The role of the teacher is that of a 

facilitator, a manager of classroom activities and an advisor. The teacher is not a 

central person in the classroom (decentralisation), the whole teaching-leaming 

process is student-orientated.

Techniques typical of the Communicative Approach are role-plays, games and 

problem-solving tasks. Every speaker has a chance to decide what he or she is going 

to say and how they are going to say it (autonomy), and language fimctions are 

emphasized over forms. Students receive a feedback in the form of successñil/ 

unsuccessfiil communicative performance. Mother tongue is not used, the target 

language is a vehicle for communication and errors are seen as a natural part of 

learning.

Various other approaches used throughout classrooms word-wide are for instance the 

Direct Method or the Audio-Lingual Method. These two approaches share some 

common characteristics: the basic mle is: No translation allowed. AH communicative 

interaction is carried out in the target language without translating into the students’ 

native language and the purpose of language learning is to leam how to use the 

language to communicate. All the above-mentioned approaches, together with

16



various others, form the modem educational^ theory and  ̂influence the practise of
i
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CHAPTER 4; English Language Courses available in the Czech 

Republic

Chapter four attempts to map the field of language education for adults by 
classifying language courses for adults available in the Czech Republic, 
employing various criteria. However, to map the diverse and rapidly changing 
field of adult language education in the Czech Republic is rather difficult, 
bearing in mind the fact that no comprehensive written material that would 
serve as a source of information exists. This is the reason why the classification 
of language courses is by no means comprehensive and provides the reader with 
a broad outline of available course types.

Presently, a wide range of language courses for adults are offered on the Czech 

educational market. Providers of language courses for adults are mainly private 

language schools and agencies, in addition to state tertiary educational institutions 

(universities, colleges) and other institutions financed from national and regional 

resources, including some non-profit organisations (e.g. SPUSA). The quantity of 

language schools and other agencies providing language education is high and yet 

new institutes are continually being established.

This fact complicates orientation of the market. As a consequence, potential language 

leamers might find it difficult to select an appropriate high-quality coursé that would 

cater for their language needs.

The quality of language schools and courses varies greatly and no single norm or a 

system of rating or certification that would provide guidance and objective 

information for the general public exists. Language schools can obtain the ISO 

9001:2000 certificate on the basis of audit execution by an Austrian quality control 

agency Quality Austria. However, this certificate is not designed exclusively for the 

field of education, let alone language education. On the contrary, any firm that fulfils 

the prescribed criteria can obtain the certificate. Besides, some language courses can 

be granted a certificate by the Ministry of Education ‘Akreditace M§MT’ after 

having complied with the prescribed conditions. Whether or not these certificates 

guarantee good quality language learning is arguable.
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Language courses can be classified employing various criteria and approaches. It has 

become common practise to categorize them into 4 groups: in-company courses 

organized and usually financed by companies for their employees (often associated 

with business English); language school courses for the general public organized 

by language schools and other agencies on their premises where a group of learners 

meet at a designated time to study together; individual courses are usually one-to- 

one courses when the teacher comes to meet the client in his or her home; and 

intensive courses in holiday resorts that are becoming increasingly popular 

especially amongst business professionals. As well as traditional courses, we must 

also not forget correspondence courses that are long-distance courses that enable 

students to study from home and they subsequently send their work for correction by 

post or electronically, or correct them themselves using a key. And finally, E- 

leaming, which is a more modem and sophisticated version of correspondence 

courses. It uses the Internet and multimedia applications to make long-distance 

studying more interactive. The forms of e-leaming vary greatly from simply an 

electronic version of correspondence courses to actual on-line communication with a 

tutor in real time via a web camera and a set of headphones with a microphone. 

Students design their learning schedule themselves. Another type of E-leaming is 

blended learning. It is a combination of e-leaming and normal classes. Many 

language schools and agencies also offer language courses abroad, usually with 

cooperation of a local language agency that offers in-school courses for foreign adult 

students.

Less usual is a classification according to taiget group- courses for children, 

teenagers, young adults, adults, adult professionals, mothers with children, seniors 

etc. According to their contents, courses can be divided into several groups too- e.g. 

exam courses, ESP courses (English for specific purposes: e.g. Business 

Correspondence, English for Catering), tutorials, conversation courses etc. Finally, 

courses can be described according to teaching and learning methods and techniques 

used (e.g. courses using the Silent Way, the Communicative Approach or 

Suggestopaedia).

Not surprisingly, to map the field of language education in the Czech Republic might 

be a rather difficult task, bearing in mind that a comprehensive publication with an
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overview of language learning opportunities available on the Czech market does not 

exist. (This is also closely linked to the legislation problem described in chapter 2 

(see Chapter 2). Given this situation being as described above, when the approaches 

and teaching methods, orientations, contents and target groups of individual courses 

vary greatly, the abundant supply of English language courses on the market makes 

the field of language education for adults chaotic and difficult to orientate. To 

classiiy English language courses for adults in the Czech Republic is not a major 

concern of this thesis, and therefore I will not dwell on this topic any longer and will 

move on to describe the participants of language courses for adults: the adults 

leamers themselves.
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CHAPTER 5: Adults as Language Learners

In the previous chapters, lifelong learning and adult education was dealt with. 
Chapter five examines the participants of lifelong learning: adult learners. It 
provides descriptions of typical features of adult language learners, as well as 
studies selected aspects of adult learners’ background and personality factors: 
background knowledge, expectations, confidence, personal circumstances, 
together with learning strategies, learning styles and motivation. These aspects 
are explored from various angles, with focus on their influence on teaching and 
learning processes in the language classroom.

Adults as Language Learners

In order to discuss adults as learners, we need to define who an adult is. It may seem 

clear but the opposite is true; normally, people associate being aduh with reaching a 

certain age that should bring maturity. However, the age limit for officially being an 

adult differs from country to country, from society to society, and even in the same 

country the age limit for getting married, buying alcohol or voting may differ (e.g. 

USA), “UNESCO in 1976 determined that adults are those people whom their own 

society deems to be adult. An adult is both self-recognising and recognised by 

others. ” (Rogers, 1998)

Rogers proposes that rather than defining adulthood in terms of age,'we should 

explore its concept from different perspectives. Adult people have a certain status 

within the society they live in and a set of related social roles. Adult also means 

mature or fully developed. Accordingly, adulthood should bring maturity and a 

balanced approach to life stemming fiwm life experience. In addition, an adult person 

is responsible for his or her own deeds and actions. This is connected with a sense of 

autonomy: adults take decisions and act independently and voluntarily (rather than 

out of force) knowing that they will carry responsibility for any consequences their 

actions bring about. They do not only fulfil their immediate needs, but their choices 

are carried out with a sense of perspective for the future. These factors should 

influence the teaching and learning processes; Training courses for adults and adult 

education in general should therefore ^promote personal growth, encourage the 

development o f sense ofperspective and increase responsibility rather than deny i t’. 

{Rogers, 1998)
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The teaching and learning of adults is therefore distinctive from the teaching and 

learning of children or teenagers. Obviously, a primary school pupil cannot be taught 

in the same way as a university student. It is widely accepted that the education of 

children, teen^ers and students in higher or further education involve different 

learning as well as teaching processes. It follows that teachers must adapt their 

behaviours and teaching styles so that they are appropriate to the stage of 

development of their students. In the following pages we are going to explore this 

matter in greater detail, as well as briefly outline how the above-mentioned factors 

should be reflected in teachers’ work.

What do adults bring to the language classroom?

This part of my thesis deals with various factors that influence the teaching and 

learning processes both inside and outside the language classroom. We focus on the 

background knowledge of adult leamers; their expectations about their language 

course; the way personal circumstances and confidence of adult students can 

influence the acquisition of the target language; leaming strategies and styles and 

motivation.

Bacl^round knowledge

When coming to a language course, adults bring with them their previous experience; 

as Rogers points out "new students are not new people’. (Rogers, 1998) Adult 

leamers see all newly presented material through the lenses of their previous 

experience. Past experience of students is a rich source of leaming material and can 

be used in the classroom. It should also be used by teachers as a base to relate to and 

built new knowledge on.

As we said previously, leaming is a lifelong process and a language course is just a 

short episode in this process. Therefore it should be seen in the context of lifelong 

leaming. Teachers should not regard students as ignorant of the subject matter, as 

they are very likely to have some previous experience with it. This experience is a 

part of their identity and if the teacher doesn’t respect it, he sends the message of not 

respecting the student as a person. (Rogers, 1998)
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One part of students’ previous experience is their language too. As McKay and Tom 

suggest, adults already know one language well. They know more or less profoundly 

the structure of the language and its sound. This can be a helpful tool but also an 

unwanted hindrance to the acquisition of a new language: learners can use their first 

language as a ‘reference book’ for learning a second language, but sometimes their 

mother tongue can stand in the way of the acquisition of a new language. {McKay 

and Tom, 1999) Thus, the positive influences of mother tongue need to be enforced 

and the negative ones require unlearning.

Expectations

Teachers come to a language course with certain expectations about its content, focus 

and objectives. Similarly, the majority of adult students come to a language course 

with their own expectations. However, the teacher’s and the students’ expectations 

might differ significantly, as might the expectations of individual students. Thus, 

there are two ‘sets’ of expectations -  the teacher’s on one side and the students’ on 

the other. It is important that the teacher communicates his or her expectations to the 

students and is interested in hearing theirs in return. If necessary the teacher needs to 

be willing to adapt, taking into account the students’ expectations and vice versa: the 

students need to be willing to acknowledge the teacher’s expectations. Yet, as Rogers 

asserts, the real outcomes of the course might differ from the expected outcomes as 

education is a dynamic process where the teacher and the students cooperate to 

achieve a common goal(s). {Rogers 1998)

Adult students who have previous schooling experience are likely to bring 

expectations not only about the contents, focus and objectives of their course but also 

about the organisation and teaching methods. To illustrate, lets take middle-aged 

Czech students of English as an example. This generation received their formal 

education during the era of communism when language studies were prototypically 

associated with the grammar translation method. Thus the students might not feel at 

ease when they realize that the key features of their new course are communication 

skills i.e. speaking and listening, and that they will be recquired to actively 

participate in all classroom activities. Therefore it is extremely important that 

teachers and students always discuss their expectations in order to formulate
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common goals and establish teaching-leaming methods that suit both the leamers and 

the teacher and that will support the achievement of the common goals.

Confidence

Amongst the personal characteristics students bring to the classroom, the most 

important factor is perhaps confidence or the lack of thereof. Students who have 

successfixlly leamt a second language in past are likely to feel more confident at 

present as a result. Confident students leam faster and easier, because they have a 

positive attitude, they believe that they can master the target language, and are more 

willing to take the risk of using it to communicate. ( McKay, Tom, 1999)

On the contrary, students with negative previous experience with language leaming, 

or education in general, might feel sceptical about re-entering a leaming situation, 

and their overall negative attitude might reflect in their leaming too. Self-confidence 

of adult students regarding their leaming a new language can be very low for several 

reasons: some do not think they have any relevant knowledge or experience with the 

subject matter of the course, others feel that they haven’t studied for a long time and 

they are no longer capable to do so, hence they do not even try as they believe that 

they would fail anyway.

As McKay and Tom claim ‘in a social sense, using a new language represents a 

tremendous risk: of being misunderstood, of being corrected, of being laughed at, of 

feeling embarrassed or childish.’ {Mckay, Tom, 1999) Students become anxious 

because they are worried about being embarrassed in front of others, about loosing 

face. They are adult individuals with dignity and respected social and professional 

positions, and it is only natural that they do not want to look foolish.

Although a certain amount of anxiety can become a motivational force, a high level 

of anxiety can block leaming: Anxious students are unwilling to take the risk of 

participating fully in classroom activities. How can teachers help students to 

overcome their anxiety? There are several effective strategies to cope with the 

anxiety of students. First, teachers should create a fiiendly class atmosphere where it 

is acceptable to become foolish. This can be done by not judging the students’ 

answers as right or wrong. Second, teachers should encourage students to take risks 

and experiment. Third, teachers should assure students that mistakes are natural part 

of the leaming process and that without mistakes there is no progress. Normally, the
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desire to communicate, together with a supportive classroom atmosphere, is strong 

enough motivation to help learners overcome these obstacles and take risks in order 

to communicate and learn.

Personal circumstances

Adult students are prototypically part-time students and education does not play a 

primary role in their lives, as it is constantly overshadowed by the realities of life -  

their family matters, work duties, health concerns etc. These personal concerns 
necessarily take priority, making attendance, concentration and leaming difficult for 

adult students. {Rogers, 1998) Teachers should respect and understand this and not to 

be surprised by an occasional lack of concentration or failure to complete some tasks. 
What might help is creating a sense of community within the classroom that will 

provide support and encouragement for all its members and might help them to 

overcome their personal problems.

Learning Strategies

According to Ellis, a leaming strategy is ‘mental or behavioural activity related to 

some specific stage in the overall process of language acquisition or language use’. 

(Ellis, 2000) However, this definition is rather general and vague, and reflects the 

fact that exj)erts have not agreed on a single definition of a leaming strategy. Oxford 

in her work on leaming strategies, defines leaming strategies as ‘behaviours or 

actions which learners use to make language leaming more successful, self-directed 

and enjoyable.’ (Oxford, 1990) Weinsten and Meier define leaming strategies as 

‘behaviours and thoughts that a learner engages in during leaming that are intended 

to influence the learner’s encoding process’. (Ellis, 2000).

All three definitions recognize that leaming strategies are some tactics used by 

learners in an effort to learn the target language. Ellis, Weinstein and Meier agree

that leaming strategies are mental as well as behavioural actions or processes. Ellis, 

however, emphasizes not only the language acquisition but also the use of the target 
language. In his view, leaming strategies are employed by learners not only to

acquire or leam the target language but also to use it. Oxford does not mention

mental processes in her definition of leaming strategies at all; she speaks about
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behaviors and actions instead. In connection with learning strategies, she also 

mentions the affective factor, stating that leaming strategies are used not only to 

successfully acquire a language, but also to enjoy language leaming, and finally to 

manage and coordinate language acquisition. Ellis further adds that it might be useful 

to distinguish two types of leaming strategies -  language learning strategies and 

skills leaming strategies. The former are used by learners to obtain and process 

'‘linguistic and metalinguistic information about the target language’, whereas the 

latter are used for improving listening, reading, speaking and writing skills in the 

target language. Ellis also suggests that leaming strategies can be seen as both 

conscious actions and subconscious ones. {Ellis, 2000) The above-mentioned 

discrepancies bring us to several problematic areas in defining leaming strategies; 

Are leaming strategies mental or behavioural or both? Are they used to acquire and 

remember only knowledge or also skills? Is it at all possible to define and classify 

leaming strategies?

Classification of Leaming Strategies

A number of studies have been conducted in an effort to identify and describe 

leaming strategies med by language learners. Nevertheless, as Ellis aptly points out, 

one caimot easily describe leaming strategies by simply observing language leamers 

and describing the tactics they use to handle various leaming tasks. Leamers’ 

behaviour during leaming sessions reveals very little about the actual mental 

operations they use while leaming and therefore mere observation does not suffice to 

identify the leaming strategies. That is the reason why some language researchers 

have used interviews: they interviewed leamers asking them to comment on specific 

leaming tactics they used, and took record of their description. Yet, there is one 

serious drawback to this method: its objectivity is questionable; asking specific 

questions can easily slip into manipulation. Another method employed in researching 

this area was that of diary studies: for example Brown in his study ‘Request for 

Specific Language Input: Differences Between Older and younger adult language 

leamers’ in 1985, {Ellis, 2000)

The above-mentioned problems with practical research concerning leaming 

strategies of language leamers prevents, to a certain extent, a more detailed and
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homogenous description and classification of leaming strategies. Below, a 

classification of O’Malley and Chamot is shown. They distinguish three subtypes of 

leaming strategies; Cognitive, Metacognitive and Social/Affective. Cognitive 

strategies are problem-solving strategies used directly in the process of leaming 

when one tries to understand and remember information or acquire skills. They 

involve for example memorization, guessing or deduction. Metacognitive strategies 

are those strategies that one uses to organize and regulate the leaming process, for 

example planning or setting goals. Social/Affective strategies are those strategies 

that one uses when taking part in social situations to practise the target language, for 

example cooperation with other students or interaction with native speakers. For a 

more detailed survey of leaming strategies see Attachment 1. Although leaming 

strategies vary among adults, studies have shown that there are some strategies that 

are in general used more by adult leamers {Rogers, 1998):

• Analogical thinking- adults have more experience so they call upon the 

existing knowledge looking for similarities and drawing analogies.

• Problem-centred, not curriculum-oriented approach to leaming.

• Trial and error.

• Creating of meaningful wholes - adults rely less on memory (with age 

memory deteriorates) and more on logical understanding of the subject 

matter.

• Adults, like children, leam by imitation but unlike children, they are not able 

to keep that knowledge long and have to process it and understand it in order 

to remember it.

Ellis further adds that age is an important factor that affects the choice and way of 

implementation of leaming strategies of individual leamers; young children use 

simple strategies such as repetition and memorisation, whilst adults use more 

sophisticated strategies such as resourcing, deduction and elaboration. Also, 

motivation has a direct effect on the quantity of leaming strategies; highly motivated 

learners are likely to use a greater number of leaming strategies. Another factor is the 

academic background of adult leamers; those who have undergone several years of 

schooling are more competent in their use of leaming strategies. What is more, as 

leamers seem to implement different leaming strategies to handle different leaming
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tasks (e.g. memorisation for leaming vocabulary and deduction for leaming 

grammar), it might be possible to changes their strategies through instmction and 

training. {Ellis, 2000) Teachers should thus help their students by directing them to 

use diverse cognitive, metacognitive and affective strategies and choose those that 

suit them best and are most effective.

Learning Styles

A leaming style is individual prediscription to leam in a particular way; it describes 

general characteristics of approach to leaming. Leaming styles are simply different 

approaches or ways of leaming: each student perceives and processes information in 

a different way. New information enters through the sensory register, through our 

senses. We can thus distinguish different modes of perception that individual 

students apply to perceive new knowledge. Every student perceives and processes 

the new information in a different way, i.e. has a different leaming style. According 

to modality of perception, leaming styles can be divided into the following basic 

categories:

Visual Leamers leam through seeing. They need to see the teacher's body language 

and facial expression to fully understand the content of a lesson. They tend to prefer 

sitting at the front of the classroom to avoid visual obstmctions (e.g. people's heads). 

They may think in pictures and leam best from visual displays including diagrams, 

illustrated text books, overhead transparencies, videos, flipcharts and hand-outs. 

During a lecture or a classroom discussion, visual leamers often prefer to take 

detailed notes to absorb the information.

Auditory Leamers leam through listening. They leam best through verbal lectures, 

discussions, talking things through and listening to what others have to say. Auditory 

leamers interpret the underlying meanings of speech through listening to tone of 

voice, pitch, speed and other nuances. Written information may have little meaning 

until it is heard. These leamers often benefit from reading text aloud and using a tape 

recorder.

Tactile/Kinesthetic Learners leam through moving, doing and touching. They leam 

best through a hands-on approach, actively exploring the physical world aroimd
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them. They may find it hard to sit still for long periods and may become distracted by 

their need for activity and exploration.

Based on

http://www.ldpride.net/leamingstyles.MI.htm#Leaming%20Styles%20Explained 

retreived January 12'*’ 2006.

Ellis {Ellis, 2000) provides a different dichotomy of individual leaming styles. The 

two criteria that were used in the study are field dependence/independence^- and the 

way leamers actively approached leaming tasks. The former is a factor related more 

to the area of cognition, the latter to the affective area. He uses the results of a study 

conducted in Adelaide in 1987 to categorize the leaming styles as follows:

General Leaming 

Style

Main Characteristics

Concrete Leaming 

style

Direct means of progressing information; people -orientated;

Spontaneous; imaginative; emotional; dislikes routinazed 

leaming; prefers kinaesthetic modality.

Analytical leaming 

style

Focuses on specific problems and proceeds by means of 

hypothetical-deductive reasoning; object .orientated; 

independent; dislikes failure; prefers logical didactic 

presentation.

Communicative 

leaming style

Fairly independent; highly adaptable and flexible; responsive 

to facts that do not fit; prefers social leaming and 

communicative approach; enjoys taking decisions.

Authority-orientated 

leaming style

Reliant on other people; needs teacher’s directions and 

explanations; likes a stmctured leaming environment; 

intolerant of facts that do not fit; prefers a sequential 

progression; dislikes discovery teaching.

 ̂Field dependence/independence describes the extent to which the surrounding framework of field 
influences a person’s perception of the individual items. Field dependent leamers perceive more 
globally, in other words they have problems separating the individual parts from the whole. Field 
indeppendent leamers perceive more analytically, i.e. they perceive individual parts of the field as 
discrete units. {Witkin & Goodenough, 1981)

29

http://www.ldpride.net/leamingstyles.MI.htm%23Leaming%20Styles%20Explained


Adapted from Ellis. Based on a study conducted by Willing, K. Leaming Styles and 

Adult Migrant Education. Adelaide; National Curriculum Resource Centre 1987

The leaming styles theory implies that how much individuals leam has more to do 
with whether the educational experience is geared toward their particular style of 

leaming than whether or not they are ‘smart’. In fact, educators should not ask, ‘Is 

this student smart?’ but rather ‘How is this student smart?’ {Rogers 1998) Every 

student has one (or more) preferred leaming styles. We all tend to use all leaming 

styles but we prefer to use one/some more frequently. In any adult group of leamers 

there will always be people with different preferences regarding leaming.

What are the implications for teachers? In general, the teacher’s role here is that of a 

researcher who should explore and work with the leaming styles of his or her 

students. Using a variety of teaching methods to cater for different leaming styles of 

students makes leaming not only equally accessible for everyone but also more 

varied, interesting and effective. For an example of leaming styles assessment grid 

see Attachment 2.

Motivation

In order to explore the importance of motivation in language leaming, let us first 

define what motivation is and what kinds of motivational drives are conventionally 

distinguished. ‘Motivation is usually defined as those factors that energize and direct 

behavioural pattems organized around a goal. It is frequently seen as a force within 

the individual that moves him or her to act m a certain way. Motivation in leaming is 

that compulsion which keeps a person within the leaming situation and encourages 

him or her to leam.’ {Rogers, 1998)

The factors that constitute motivation can be of intrinsic or extrinsic nature. 

Extrinsic factors are pressures form outside, and intrinsic factors are inner impulses 

or rational decisions that we make and that support our leaming. A different 

approach to motivation was taken by Houle (Rogers, 1998). He sees some students as 

ambitious, or achievement- oriented, whereas others are rather more anxious about 

failure. Gardner and Lambert introduced the concepts of integrative and 

instrumental motivation. Integrative motivation is the desire of students to
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integrate into the target language society, whereas instrumental motivation is the 

wish to leam a language for the purposes of study or career promotion. (Gardner and 

Lambert, 1972) When speaking about leaming English as a foreign language in the 

Czech Republic, it is quite obvious that instrumental motivation will be more 

prominent amongst Czech leamers of English. All the above-mentioned factors are 

however mere explanations of motivation; they can by no means be seen as 

determinants of students’ behaviour but rather as descriptors thereof

According to the American psychologist Abraham Maslow, who studied the theory 

of human motivation in the context of human needs, the hierarchy of human needs is 

as follows:

self-actualisation 
esteem 

love and belonging 
shelter and safety 

food

(Adapted from Rogers, 1998)

Maslow’s theory contends that only after ,basic needs‘ are met (e.g. food, shelter and 

safety), people seek to satisfy ,higher needs‘ that occupy a set hierarchy. Maslow 

argued that all people are driven through the first four stages of the pyramid. 

However, the stage of self- actualisation may not be reached by some individuals. 

This stage comprises of the need to develop, to create and to leam, and it is this stage 

that encompasses language leaming too. As Rogers points out, when students come 

to a course seeking social contact or to gain self-esteem, these ‘lower’ needs must be 

at least partially met before any leaming can take place. (Rogers, 1998)
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How important is motivation for learning?

Various studies have shown that motivation plays a key role in successfiil language 

leaming. There is an argument amongst scholars whether motivation precedes 

success or vice versa. Motivation is a prerequisite for successful leaming and 

similarly, success in leaming functions as a motivational drive for the learner.

MOTIVATION SUCCESS

The question is rather academic and does not greatly affect the practise of teaching. 

However, what teachers need to take into consideration is the fact that motivation 

plays an important role in leaming, and consequently they should work towards 

increasing student motivation. {Ur, 2000) Ur quotes a study of successful language 

leaming of Naiman et al. {Naiman, N., Froelich, M., Stern, H. H. and Todesco, A. 

The Good Language Learner, Research in Education Series, No. 7, Toronto: Ontario 

Institute for Studies in Education) where the following characteristics of a motivated 

leamer are introduced (Ur, 2000):

• Positive task orientation. The leamer is willing to engage in task with a 

positive attitude and believes in his or her success.

•  Ego-involvement. The leamer sees leaming a language as a way to enhance 

his self image.

• Need for achievement. The leamer has a need to achieve and to succeed.

High aspirations. The leamer is ambitious and sets high goals for himself or 

herself

Goal orientation. The leamer is aware of what his or her goals in learning are 

and makes effort to achieve them.

Perseverance. The leamer does not get discourages by minor failures.

Tolerance of ambiguity. The leamer is not disturbed or fhistrated by 

situations when he does not fully understand.
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Some of these characteristics, when taken to extremes, can create obstacles to 

leaming -  e.g. if the learner shows a high ego involvement, failures can be extremely 

fhistrating for him; he projects his failure as a student to his self-image and could 

think that he failed as a person too. Ego should be involved in language leaming, but 

only to a certain degree. Setting very high goals involves certain risks too; there is a 

rather high risk of failure again. Goals should be considerably high but realistic at the 

same time. High aspirations and goal orientation might be vital for exam classes, 

although excessive goal orientation and inapproprietly high aspirations could create a 

classroom enviroimient that is far too competitive and rather impleasant.

What is important for adult leamers is definitely their positive mental attitude, 

perseverance and tolerance of ambiguity. First, positive thinking in general not only 

supports leaming but also creates a positive and optimistic atmosphere in the 

classroom. Second, adults might find leaming a new language tough and demanding 

and it might take them longer to leam new knowledge and reinforce it. They are 

more likely to experience minor failures. This can be very discouraging and thus 

persistence to continue leaming is needed. Third, as Ur claims, when leaming a new 

language, adults might find themselves in situations where they feel vulnerable 

because they do not fully understand what is being said. Therefore it is important that 

they can live with this with a firm belief that understanding will eventi^ly come. 

iUr, 2000)

Ways to increase the motivation of students

First of all, we need to ask whether the teacher should take the responsibility for 

motivating students. Don’t they loose their autonomy then? Previously, the 

motivation of students was seen as an important part of the teacher’s job. Modem 

approaches to education however highlight the importance of leamer’s autonomy and 

independence and see the teacher, to a greater or lesser degree, as a mere provider of 

‘materials and conditions for leaming while the learner takes responsibility for their 

own motivation and performance’. (JJr, 2000) Perhaps, students who are highly 

motivated do not need to be encouraged by their teacher. However, as stated above, 

motivation is a precondition to leaming and thus teachers should dedicate some time 

and energy to motivate those leamers who lack their own motivational drives. In the
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following paragraphs possible ways to influence the motivation of students are 

outlined.

Ways to influence extrinsic motivation

The importance of influencing extrinsic motivation in adult students is questionable. 

In literature, we can find many descriptions of techniques for influencing extrinsic 

student motivation. However, these apply little to adult language classes. Amongst 

the techniques to influence extrinsic student motivation found in literature are as 

follows: rewards and penalties, authoritative demands, tests and competition.

1. Rewards and Penalties

Ur claims that penalties and rewards are the most important features in raising 

extrinsic motivation and that the teacher should indicate whether a student is 

succeeding or failing. This is more applicable to children and teenage language 

courses. When teaching adults, the teacher must acknowledge students’ 

responsibility for their success or failure. Correspondingly, penalizing adult students 

for low achievement or negligence is absolutely inappropriate; if the teacher uses 

penalties in adult classes, he denies the autonomy of students and treats them as 

children. Teachers of adult language courses must choose very carefiilly whether and 

how they should judge the students’ achievements. It is up to their sensitivity to 

choose the right means to let students know whether they are making progress or 

failing. Also, part of the teacher’s role is to teach students how to evaluate 

themselves, as well as to provide sufficient support and space for them to do so,

2. Authoritative demands

Adult leamers can hardly be motivated by a teacher’s pressure or authoritative 

demands; making adults do a task just because their teacher demands it, and without 

them knowing the background (the objectives and results it should bring), is not a 

very effective way to increase motivation. On the other hand, overemphasis on 

leamer freedom and autonomy can easily bring a drop in effort and achievement and
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lower the efficiency of leaming. Paradoxically, too much students’ freedom and 

autonomy may then resuU in students’ dissatisfaction with the course.

3. Tests

The motivational power of tests is quite clear- when students know that they are 

going to be tested, they are more motivated to study. Once again, tests do not 

frmction as a great motivational force with adult students. Perhaps, in In-company 

classes, where regular testing of students’ progress is one of the requirements of the 

employer, tests can motivate students to study. However, this motivation is rather 

negative and short-lived, and tiierefore not very effective in the long term,

4. Competition

Ur claims that ‘leamers will often be motivated to give of their best not for the sake 

of the leaming itself but in order to beat their opponents in competition’. {Ur, 2000) 

This strategy might be more effective with children and yoimger leamers as 

competition brings certain amount of stress that can be perceived negatively by 

adults. They can perceive it as an additional stressful factor in their every day life 

and job realities. Also, they might find competitiveness childish and beneath them. 

Competitive activities can work with adult students on the condition that they are not 

taken too seriously and thus do not involve high level of stress. Then they can bring 

relaxation and positive motivational drives.

Intrinsic Motivation and Interest

Ur distinguishes two types of intrinsic motivation: global and task. Global intrinsic 

motivation is ‘the generalized desire to invest effort in the leaming for its own sake.’ 

{Ur, 2000) It is important at the beginning of the course but throughout the actual 

classes, task motivation becomes more prominent; during real leaming time a more 

significant factor is whether the leaming activities and tasks are interesting for 

leamers. Therefore leamers‘ interest is closely linked with motivation and when 

providing leamers with interesting tasks and topics, a teacher stimulates their 

motivation. Ur {Ur, 2000) suggests the following ingredients typical for an
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interesting class: Clear goals, varied topics and tasks, visuals, tension and challenge: 
games, entertainment, play-acting, information gap, personalization, open-ended

cues.

Let us now examine which of these techniques are suitable for teaching adult 

language leamers. First of all, it is important that the leamers are aware of the 

objectives (language and as well as non-language) behind the leaming activities they 

engage in. The goals should be clearly stated, so that the students know what is the 

purpose of their doing. Another reason why clear goals are important is that students 

can measure their achievement if they are aware of the goals.

Second, personalisation is a key factor in adult language classes. Adults are usually 

not interested in theoretical concepts or far-fetched topics. On the contrary, adult 

students are interested in language knowledge and skills that they find personally 

important and usefiil. Third, using open-ended clues is appropriate in adult language 

classes because this technique respects the fact that adults have rich life experience 

and promotes its use in the language classroom.

Furthermore, varied topics and tasks cater for individual leaming strategies and 

styles of students, as well as for their varied interests. Also a variety of topics and 

tasks changes the dynamics of lessons and thus prevents boredom and monotony. 

Visuals and information gaps are techniques that can be used with adults; visuals 

cater for visual leamers, can be helpful as an illustration (e.g. for teaching 

vocabulary) and can be pleasant to the eye (e.g. pictures). Information gap activities 

are perhaps more suitable for children; imlike adults, children have an inborn 

eagemess to leam, to find out. Teachers in adult classes can use information gap 

activities too, for example as pair-work activities with clear objectives (to obtain 

missing information).

It is tme that games bring the element of tension and challenge to the language 

classroom. Whether they are appropriate for adult language students is questionable. 

As we said before, games and competitions can be sources of imwanted stress and 

pressure for adult students. It is advisable for the teacher to discuss the use of games 

with the students and makes a decision whether to use games according to the 

outcomes of this discussion. Play-acting is another strategy that can be very useful 

with some adult students but totally failing with others. Play-acting provides students
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with valuable opportunities to practise real life situations in a relatively safe 

classroom enviroimient. However, for some students, role-plays can be a great source 

of embarrassment. Last of all, entertainment is not a vital part of adult language 

courses; adults do not come to language courses for amusement. On the contrary, 

some adult students might feel that leaming is a serious matter and that entertainment 

does not belong to a language classroom because it can stand in the way of leaming. 

Of course, this is not necessarily the truth, entertainment can add to a positive and 

relaxed classroom climate and thus sustain effective leaming, but would probably not 

be classified as a vital ingredient of adult language classes.

Considering the above-mentioned facts, perhaps we should redesign Ur’s list of 

classroom activities in order of their suitability for adult leamers as follows:

Clear Goals 

Personalisation 

Open-ended Clues 

Varied topics and tasks

suitable

Visuals

Information gap

can be suitable

Tension and challenge: games 

Play acting 

Entertainment

less suitable

To sum up, on one hand, students should perhaps feel a certain pressure from their 

teacher that will hopefully push them to work harder than they would have done 

normally. On the other hand, teachers must be sensitive enough to choose 

appropriate strategies for providing extrinsic motivational drives and beware of 

exposing their students to excessive amounts of unnecessary and unwanted pressure.
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Likewise, stress on attendance, examination and discipline is not the most 

appropriate way to built motivation in adult leamers. To increase students’ intrinsic 
motivation teachers should make their classes interesting for the leamers. And as it is 

widely known that enthusiasm breeds enthusiasm, teachers should set an example by 

being motivated and enthusiastic themselves and hope that their enthusiasm will be 

transmitted to their students.
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Summary of the Theoretical Part

To summarize the theoretical part of my thesis, let us recapitulate the concepts that 

have been explored so far. In the first chapter, rudimentary notions in adult education 

were described, differences between andragogy and pedagogy were drawn, 

philosophical and socio-economical background of lifelong leaming was explained. 

In the second chapter, the situation in the field of lifelong leaming and adult 

education in the Czech Republic was outlined. In the third chapter, modem trends in 

adult education were explained and the most influential methodological approaches 

were outlined. In the fourth chapter, language courses for adults available on the 

Czech market were classified. The fifth chapter dealt with the characteristics of adult 

language leamers. It provided the description of selected typical features of adult 

leamers and delineated how these characteristics should reflect in the teaching and 

leaming processes in the language classroom.

A great number of books, academic papers and texts in pedagogical joumals have 

been written on the ways adult students leam. As a result, teachers have a relatively 

wide range of methodological materials at their disposal. Ironically, this fact has also 

had a negative impact: numerous myths about adult language leamers have been 

created (e.g. all adults students are business professionals, they have all finished their 

schooling etc.). As a consequence, teachers come to the first class of their course 

with a certain picture of what their students will be like. However, these 

presuppositions might be inadequate and often need to be re-considered.

One way to explore students’ attitudes, expectations about their language course, as 

well as their motivation impulses and real needs is by conducting needs analysis 

during the initial stages of a course. In accordance with the findings, teachers, might 

need to reconsider their expectations, and might even have to redesign the 

programme of the course or change their teaching style so that it caters for the needs 

of the students. In the practical part of my thesis I fiuther explore the concept of 

needs analysis and its use with adult leamers in language courses for adults.
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PRACTICAL PART

Introduction

In the practical part of my thesis I conduct needs analysis employing the means of 

Needs Analysis Questionnaires for assessing the needs of students in the following 

three types of English language courses for adults;

• In-company classes

• Exam classes

• In-house classes

The goal of my research is to assess, compare and contrast the needs of students in 

these three types of courses.

The practical part is composed of two larger chapters; in the first chapter I explore 

the concept of needs analysis, whereas the second deals with practical research 

(needs analysis via Needs Analysis (Questionnaire) and its outcomes. The practical 

part, unlike the theoretical one, is based mainly on my experience as an English 

teacher and thereof I will be using the personal pronoun ‘I’ as well as refer to 

personal experiences considerably more than in the theoretical part.
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CHAPTER 1: Learning Environment and Description of Courses

In this part of the thesis, I investigate leaming environment, equipment and 

interaction types in In-company Courses, Exam Courses and In-house Courses. As 

we shall discover further on, the leaming environment, including the equipment of 

language classrooms (or teaching venues generally), can play a prominent role in the 

educational process. Also, the type of interaction that takes place during classroom 

time is an important factor. Before proceeding further, let us mention factors related 

to leaming environment that can influence the teaching-leaming processes, as well as 

briefly discuss the leaming environments that are typical for the above-mentioned 

three course types.

Regarding physical environment, the most important factors are the size and the 

layout of the classroom. Is the classroom sufficiently spatial for all students to sit and 

move around? If not, the teacher must consider that some activities (e.g. mingles^, 

games) might be difficult to use. It is also important that the layout is such that all 

students can see the board. The lighting of the room is also worth mentioning; if the 

classrooms are not appropriately lit, students can have problems with reading from 

the board. Similarly, if the room is noisy (e.g. noise from neighbouring offices in 

company courses, constmction work in the neighbourhood etc.), the students might 

find it impossible to concentrate.

As for the layout, hopefully the days of students sitting in orderly rows with a view 

on their colleagues’ backs are past. In today’s modem classrooms chairs and tables 

are usually arranged in circles or semi-circles with a teacher’s seat in the middle or in 

the front. However, as Edge points out (Edge,1999), ‘fiimiture sends it own message. 

Many living rooms are arranged so that all the chairs face the television: the message 

is that the television dominates much of the time families spend in their living 

rooms,’ Likewise, many classrooms are laid out so that all students face forward to 

the teacher. The message being ‘the teacher dominates most of the class-time’. 

Moreover, the layout of the classroom favours different types of interaction between

 ̂A mingle activity involves students talking or interacting with many different members of the class 
in a short period of time in order to achieve a task. This means that students receive a task from their 
teacher, must stand up and interact with other students to fulfill the task (a classic activity is for 
example ‘Find somebody who..’).
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all participants of the classroom activities. When we speak about interaction, we 

mean the issue of who is speaking to whom. The basic types of interaction in a 

language classroom are interactions between:

• teacher and students (e.g. teacher explains a grammar point talking to the 

whole class or an exchange between a teacher and the whole class, for 

example during a drill exercise)

• teacher and a student ( e.g. teacher answers a question asked by a student or 

the teacher corrects the pronunciation of a student)

•  teacher a student and another student (e.g. the teacher asks a student to help 

another student with a vocabulary point)

• a student and a student (e.g. speaking activity during pair-work)

To illustrate how the layout of the classroom can influence classroom interaction, let 

us investigate the following examples: a classroom with a teacher-fronted seating, 

where students sit in rows facing the teacher, will probably promote interaction 

mainly between the teacher and the whole class or the teacher and individual 

students, and impede interaction between students. On the contrary, seating arranged 

in a semi-circle, where all students can see one another and the teacher does not 

occupy the most dominant place in the front of the room, interaction between 

students will be more natural and easier to achieve. A shift from the interaction 

pattern of teacher-whole class is most typical of modem ELT. Generally speaking, 

the teacher-whole class interaction promotes accuracy and the student-student 

interaction promotes fluency (Edge, 1999). Besides, it encourages students to 

communicate among themselves, to get to know one another and consequently it 

contributes to friendly classroom atmosphere and helps the teacher build a 

community in the classroom. Another advantage of the student-student interaction 

pattern is that pair-work and group-work provide more opportunities for students to 

use the language, as well as make the students more self-reliant and less dependent 

on the teacher. In addition, it enables the teacher to listen and evaluate and thus 

provides him with a valuable feedback of what has been leamt.
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It is not only the physical environment but also the students and their 

interrelationships that influence the leaming envirormient and contribute to the 

classroom atmosphere. Firstly, in study groups that are very large, the leaming 

process might become less effective; in large groups students do not feel the need to 

take an active part in the leaming process or they might not have the opportunity to 

‘speak out’, unless they are doing pair-work or working in small groups. Secondly, 

relations among students should be comfortable. The teacher might find it 

worthwhile to spend some time on building community in the classroom at the 

beginning of the course as research has shown that leaming process is faster in a 

fiiendly atmosphere. It follows that it is also the teacher who can influence the 

classroom atmosphere and thus the leaming enviroimient.

With regards to the equipment, among the essentials of every classroom should 

belong a white/black board (or its equivalent-e.g. a flipchart) and a cassette player. 

Without a board, students might become proficient spellers, as the teacher will have 

to spell out every new word for the leamers to write down, however, this can 

sometimes be a very tiring process that might consume a great deal of valuable 

classroom time. A notice board and a TV with a video/DVD player, as well as 

dictionaires, books and various posters and charts are useful accessories but are not 

vital for the majority of courses.

So far, we have been discussing the leaming enviromnent, classroom equipment and 

types of interaction in general and now we shall continue to outline some features 

typical for in-company, exam and in-house courses.

Typical Features of In-company Courses

In-company classes usually take place in an office or a company meeting room. The 

former is not an ideal environment for teaching English because of many possible 

disturbances: colleagues coming in with business matters, often lack of equipment 

(white board, cassette player), urgent telephone calls etc. Not to mention open-plan 

offices where the teacher as well as the students must cope with constant 

disturbances and no privacy. Although the office environment has its advantages too: 

the main perhaps being that offices are computerized and have access to Intemet.
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These technologies can be used for teaching (CD dictionaries, films, music, 

interactive leaming programmes etc.).

What is characteristic for many professionals is the lack of time; their schedules are 

usually busy and time is a valuable commodity for them. As a consequence, 

cancellations, late arrivals and missing classes are a common occurence. What is 

more, homework or outside classroom work is often out of question and even during 

the classroom time, the leamers might be tired, stressed out or not concentrating 

because of business related problems. Conceming the interrelationships, the teacher 

might have to face a situation when a superior and a subordinate are in the same 

study group. Also, some leamers are attending the course out of pressure fi-om their 

employer or superior and have no real interest in leaming English, which does not 

have a very positive impact on both the classroom atmosphere and the leaming 

process.

Typical Features of Exam Courses

Exam classes are usually held in language schools. People of different ^ e s , 

professions, cultural and social background and interests join an English course with 

a common goal in mind: to take and pass an exam. This in itself is a strong 

motivational drive for the students, however it is also a source of continuous pressure 

that is perceived not only by the leamers but also by the teacher. Exam classes are 

characterised by a tight schedule, no space to digress and the necessity to follow the 

syllabus closely. Positive aspects are, apart fi-om the motivational one, the diversity 

of students can be used for their benefit and usually a relative homogeneity regarding 

the language competence of the student, not only in terms of the target language (e.g. 

interesting discussions with various attitudes and viewpoints present). Also, these 

courses normally take place at the premises of language schools and thus teachers 

have well-equipped classrooms at their disposal and can make a fiill use of it (e.g. 

dictionaries, resource centre with books in English and other teaching tools and 

materials).
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Typical Features of In-house Courses

In his book Teaching One-to-One, Tim Murphey {Murphey, 1991) presents the 

results of two studies conducted with teachers who taught one-to-one in-house 

classes that were pioneered by the Baden branch of Teachers Associations 

Switzerland (ETAS). They were both conducted in Switzerland and neither of them 

were officially published. The researchers requested English teachers who taught 

one-to-one in-house classes to complete a questionnaire concerned predominantly 

with the advantages and disadvantages of one-to-one in-house classes. I have used 

the results of these studies to illustrate some typical features of In-house classes. On 

the basis of my own experience with teaching one-to-one in house classes, I have 

chosen only those characteristics that I found relevant to the Czech envirormient.

In-house classes are usually taught by teachers who are self-employed and work on 

trade licence basis (although some language agencies also offer in-house classes for 

their clients, of course). For in-house classes the following is typical: a relaxed 

atmosphere, a more personal contact with leamers and no strict syllabus. This can be 

very pleasant but also dangerous: tendencies to slip into casual conversation with no 

real progress in language competence on the part of the student. The presence of 

family members might be disturbing the classes, as well as telephone calls and 

visitors. Problems with cancellations with no financial compensation are rather 

common. One-to-one classes can be very intensive, as they do not provide any 

‘breathing time’ neither for the teacher (no group or pairwork activities, so the 

teacher has to concentrate on the student 100 percent of the time) nor for the student 

(no classmates, so the teacher’s attention is focused only on the one student). In 

addition, if the teacher and the student negotiate flexibly the schedule of the classes, 

irregularities in attendance can occur which means a reduced income for the teacher 

and stagnation in language competence for the student.

The descriptions I have presented here are by no means comprehensive, and because 

I attempted to describe general features of these courses, a certain degree of 

generalisation was inevitable. The purpose of this description is to introduce typical 

features of the 3 course types that are involved in the needs analysis research: In

company, Exam and In-house courses, as well as outline the realities that a teacher
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might have to face when teaching these courses, and the leaming environment factors

that might influence the teaching-leaming processes. ; v -1-
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CHAPTER 2: Needs Analysis

There are several approaches to analyse students’ needs. Among these, the most 

frequently used by teachers are the following: questionnaire, interview, observation, 

discussion, telephone interview and their combinations. Samples of various needs 

analyses are shown in Attachments 2- 6 .

First of all, submitting a questioimaire is perhaps the most frequent method. It is a 

comprehensive way to analyse the needs of many students simultaneously. Generally 

speaking, a good needs analysis should:

• be easy to understand and fill in.

• be good for leamers with little or no experience in assessing their own ability.

• be easy to use as a basis for an interview by an inexperienced interviewer.

• cover all important aspects.

•  give all information needed to tailor a course.

• not require an interview (i.e. participants can do the needs analysis at home).

•  be good for analysing many people at the same time.

• be good for analysing individuals.

•  be easy to evaluate.

• be easy to compare different individual needs profiles (e.g. when a company 

wants several employees to study together).

Secondly, the general aims of any needs analysis are:

• to assess the needs of the leamers

• to make a realistic offer to the company/employer who has requested the 

needs analysis

• to produce a tailor made coittse which meets the needs of the leamers

• to evaluate the progress of the course in relation to the needs

• to evaluate the course to see if it has met the needs.
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Adapted from

http://www. ecml. at/projects/voll/our_resources/graz_2002/ttrainmg/ictttJbr_voll/ex 

ample.htm retrieved February 18th 2006.

However, in my research the aims of my Needs Analysis are to analyse and compare 

the needs of the leamer in three different course types: In-company, Exam and In- 

house courses, and to asses whether they carry any similarities or how the needs of 

the leamers attending these different courses differ and why.

Methodology

For conducting my need analyses I have chosen the form of a questionnaire. I have 

designed my own Need Anedysis Questioimaire (NAQ). Nevertheless, to compile a 

questionnaire universal enougli to cater for all three course types was a rather 

challenging task. Abroad, teams of experts or specialized institutions are employed to 

design and compile questionnaires for assessing student needs. In the Czech 

Republic, however, there is no such tradition and thus teachers usually use need 

assessment materials that are available in TEFL literature and textbooks.

I based my questions on questionnaires found in teaching materials available, and 

added some other questions that I thought would be of value for the students in the 

Czech environment. The questionnaire is focused on leamers from intermediate to 

upper-intermediate and its questions are in the target language. For lower proficiency 

levels, a questionnaire in mother tongue might be more suitable.

In my Needs Analysis Questionnaire, I attempted to use simple language, so that the 

questions are clear and easy for the students to understand. Concerning the scope of 

the questionnaire, the number and perhaps the depth of the questions is limited by 

one A4 page format for practical reasons. In my opinion, any needs analysis should 

be above all practical and should not be too time-consuming for leamers to fill in and 

for teachers or course managers to evaluate.

In my questionnaire I included open-ended questions to provide space for leamers’ 

views and creativity, as well as multiple-choice questions to give leamers some 

guidance and the possibility of quick answers. From the evaluator point of view, the
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open-ended questions are certainly more difficult to evaluate than the multiple- 

choice questions. What is more, by incorporating two different question types, I was 

hoping to cater for different leaming styles of the interviewees; some leamers prefer 

open-ended questions, whereas others like more directive close-ended questions.

Target Groups

In general, the respondents were Czech aduh students of English aged 18 to 55. I 

have chosen to question the students of in-company, exam and in-house courses. The 

focus of all three courses is General English. However, I suppose that the targets of 

these courses will vary, as will the students’ needs.

Procedure

I conducted my research in cooperation with teachers of the following language 

schools: Hibernia Language Institute, The Bell School, Ulrych Language Studio, as 

well as with a number of freelance teachers.

The teachers, who took part in the research, received oral or written instmctions 

regarding the completion of the questionnaires. The teachers handed out 

questionnaires to their students during their classes or as homework. The teachers 

were allowed to help their students in case of any difficulties with understanding the 

questions (language problems). To secure objectivity and avoid manipulation of the 

students from the teachers, the teachers were not allowed to assists the students or 

provide any help answering the questions as such. No time limit was set for the 

completion of the questionnaires. The teachers collected questionnaires at the end of 

the questionnaire session. Needs Analysis Questionnaires were collected and divided 

into groups in accordance of the course types. Quantitative and qualitative Analyses 

for each course were conducted and conclusions drawn according to the results. The 

results fix>m different course types were also compared and contrasted. Finally, the 

results were compared with hypotheses and final conclusions were drawn.
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Description of Needs Analysis Questionnaire (NAQ)

The questionnaire consists of a heading and a set of 16 questions. The heading is to 

be filled in by the students and it requires the following information: teacher’s name, 

date, course type and student’s name. It also provides instructions for the completion 

of the questionnaire together with an example question and an answer. The questions 

are of three categories: open-ended questions, tick-the-answer questions and 

underline-the-answer questions. The questions deal with two major areas: the first 

area being motivation, attitudes and needs of the students (questions number 1-5 and 

16), the second being classroom activities (questions number 6-15).

More specifically, the questions of dealing with students’ motivation, attitudes and 

needs enquire about the students’ reasons for leaming English (questions number 1), 

reasons for participating in their English language course (questions number 2), 

whether or not they intend to sit any exams (questions number 3), what their leaming 

routines outside an English class are, whether they communicate in English outside 

their English language classroom and of what nature these interactions are (questions 

number 4), whether the students need and use English in work-related or studies- 

related situations (questions number 5) and finally whether or not the students are 

ready to dedicate some of their time to homework preparation for their classes 

(questions number 16).

The questions dealing with classroom activities are targeted to find out what skills 

(questions number 6, 7, 10, 11) and subskills (questions number 12-15) the students 

need and to what extent. Furthermore, question number 8 enquires about students’ 

preferences regarding classroom activities and question number 9 encourages 

students to state their aims in their English studies. Concerning leaming styles, the 

questionnaire takes into account individual leaming differences, namely whether the 

students are syllabus-fi«e or syllabus-bound. What is more, the questionnaire allows 

for the students’ self-assessment and thus promotes students’ independence and 

autonomy (questions number 7,10 and 11),
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Needs Analysis Questionnaire

Target group; Intermediate -  Upper Intennediiite Stadents 
Teacher’s name;
Date;
Course type: In-company Exam In-house
Student’s name:
Instructions: /
Answer all questions, tick (Y ) or underline the option(s) that is true for you. Example:
I never/sometimes/often read in English What texts? ifcw(,

Ji- ■

1. Why are you learning English?

2.1 am attending this course because I need English 
for my job 
for my studies
at some point in the fiiture. Specify;

3 .1 intend to take the following exams in English:

4 .1 leam English outside class by:
watching TV programmes in English working with English computer progranames
listenir^ to radio in English speaking with people in English
other:

5 .1 never/sometimes/often speak English in -work-related/ studies-related situations. Where? 
With who? About what?

6. Speaking^ listening /  reading/writing/all four are important for me because.

7 .1 ara good a t ............................. .................. and I need to improve .................

8. In class I want to do................................and I don’t want to do........................

9. For this year, my goal in my English studies i s ................................................

10.1 am confident/not confident about speaking English in front o f a group of people and I 
have /d o n ’t have to do it sometimes.

11. Writing /erters/ emails/ essays is/ isn’t important for me and it is easy/ a problem for me.
12. Expanding my vocabulary is/isn'( one o f my priorities.
13.1 ani interested/not interested in work on English phrases and idioms.
14. Studying grammar is /  isn Y ver>' important to me.
15.1 think it is /  isn ’/ important to have good pronunciation in English. Improving 

pronunciation is/' isn’t a priority for me.
16.1 have/don't have time to do homework.
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Hypotheses

Hypothesis 1: Reasons for leaming English

I presuppose that the students of In-house courses will leam English out of their 

interest (intrinsic motivation) and because they need it in their personal lives, e.g. for 

travelling, pen-friends or English speaking acquintances. The motivation of the 

students of Exam Courses will be rather clear: to pass an exam (extrinsic 

motivation). Company course students will leam English because it is one of the 

requirements cormected with their professional lives.

Hypothesis 2: Development of Language Skills

I presuppose that the students of In-house Courses will tend to hold speaking and 

listening as their priority skills, effective every day communication in the target 

language in different social situations being their objective. Exam Courses students 

will need to focus on all four skills, as they carry equal importance in the majority of 

General English language exams available in the Czech Republic. In-Company 

courses will have a language focus tailor made according to the nature and 

requirements of each student’s profession, perhaps with an inclination to focus on 

language, skills and subskills needed for business conununication (e.g. telephoning, 

correspondence) and will tend to incorporate some elements from Business English.

Anticipated problems

The Needs Analysis Questionnaire is highly subjective. What is more, not all 

language leamers are accustomed to discussing their needs and thus their answer in 

the needs analysis questions might not be very expressive. Other leamers might 

not assess their skills accurately -  they might underestimate or overestimate one 

skill or another. In addition, namely with in-company courses, expectations about 

results and contents of the one who has requested and financed the course (the 

company) might differ significantly from the expectations and needs of the students 

(employees). To illustrate, let’s imagine that a company has requested a course for its
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employee. The teacher might be told by the employer or the himian resources office 

that the employee needs to leam English to be able to read computer literature. 

However, from the needs analysis it becomes apparent that the employee has no 

problems reading computer literature. Nevertheless, he needs to improve in other 

areas (e.g. telephoning). Then it is up to the teacher to decide what approach he or 

she is going to take; he might choose to communicate the problem to the employer 

and try to find a solution in cooperation with him and the potential student.

Analysis

The following tables describe the figures regarding the numbers of questionnaires 

collected amongst the three course types:

Course type: NAQs received (out of distributed NAQs) [%]:

In-company courses 81

Exam courses 75

In-house courses 46

Course type: Invalid NAQs (out of received NAQs) [%]:

In-company courses 6

Exam courses 0

In-house courses 8

Out of the questionnaires distributed in In-company Courses, 81 percent were handed 

back. Out of the questionnaires distributed in Exam Courses, 75 percent were handed 

back. Out of the questionnaires distributed in In-house Courses, 46 percent were 

handed back. Students did not retum their questionnaire out of various reasons, e.g. 

they did not have time to complete them at home (in cases where the completion of
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questionnaires was their homework), they were absent during the class in which their 

teacher collected the questionnaires or they refused to take part in the research etc.

Out of the questionnaires collected in In-company Courses, 6 percent were invalid. 

Out of the questiormaires collected in Exam Courses, 0 percent was invalid. Out of 

the questionnaires collected in In-house Courses, 8 percent were invalid. The 

invalidity of questionnaires was mostly caused by the failure of students to answer 

some questions, by the fact that some students did not take the questionnaire 

seriously and there was one student who experienced great problems with 

understanding the questions.

I do not analyse answers for every single question because that would make the 

analysis excessively long. Instead, I concentrate only on selected questions that are 

somehow related to the hypotheses. Namely, I analyse questions that are connected 

with motivation and the goals of students, their leaming strategies, self-assessment 

and classroom activities, as well as English language skills. I do not analyse 

questions that deal with subskills for practical reasons (limited space).'* Samples of 

Needs Analysis Questionnaires completed by students of In-Company, Exam and In- 

house Courses can be seen in Attachments 7- 9.

Analysis of In-company Courses

In the analysis of the NAQs, I intend to focus on the reasons for leaming English and 

how they vary in connection with the course types. In addition, I intend to 

concentrate on the language needs of the students in the three course types and detect 

whether there are any correlations in students’ answers according to the focus of the 

course type, i.e. whether the students of one course supplied similar answer 

conceming language skills and subskills they wish to practise and improve during
♦

their course.

In In-company courses the reasons for leaning English were as follows: 38 % of 

students claimed that their primary reason for leaming English was their present or

■* In the majority of the questions there was more than one possible answer and that is the reason why 

the numbers do not account. Also, in some questionnaires responses were missing.
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future profession: e.g. ‘it is important for my job’, ‘I need to speak English with my 

boss’, an additional 51 % stated their jobs as one of the secondary reasons for 

leaming English. This means, that in total 89% of In-company Courses students leam 

English for reasons connected with their professional lives. Further, 36% of students 

stated general reasons for leaming English: e.g. ‘because it is an international 

language’, ‘to better understand the world’, ‘because English is important for life’, 

‘because I want to speak English’. 15% of students stated travelling and speaking 

with foreigners as their primary reason for leaming English, although travelling is 

mentioned in 30% of questionnaires. To simi up, the students saw English as very 

important for their careers and professional lives, perceived English as lingua franca 

and, were aware of its importance for intemational conrniunication.

Regarding their leaming strategies, students stated that these are the following ways 

they leam English outside the language classroom: the most common strategies were 

‘speaking with people’ and ‘working with PC programmes’ (both 50%), closely 

followed by watching TV programmes (45%). Students added that they usually 

watch films, sometimes news in English. 32% study English by reading books, 

journals, printed or Internet texts and surprisingly, 26% of students listen to radio in 

the English language. Other strategies described were for example business and 

private correspondence (mainly e-mails), studying English textbooks, or writing 

manuscripts. Some students claimed that they do not leam English outside the 

language classroom at all.

As for the goals, 38% of students stated that their goal was an improvement of 

communication skills (speaking and/ or listening). 21% said their goal was the 

overall improvement in the English language: e.g. ‘to leam more’, ‘to be better than 

before, to be more sure in English’, ‘to improve my English knowledge’. Other 

objectives were to improve subskills: to improve grammar and/ or to isxpand 

vocabulary (1%), to pass an exam (11%) and others: e.g. ‘to be able to speak in front 

of groups’, ‘not to forget what I have leamt’, ‘good English experience’, 

‘understanding from mobile’, ‘to end this year’s course’. 3 Students claimed that 

they had no goals. The goals varied greatly, the most common was ‘improvement of 

communication skills’. This mirrors the fact, that amongst professionals today, 

English is used for day-to-day communication with business partners, colleagues and
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clients, and communication skills are perceived as vital by in-company students of 

English.

81% of In-company English students claimed that they spoke English in work related 

situations: e.g. ‘on construction site with client’, ‘at work with English specialist 

about working problems’, ‘with English speaking managers’, ‘with auditors and 

specialists’, ‘with customers from abroad’. This is yet farther evidence of the 

increasing importance of the English language for commimication amongst Czech 

professionals.

Conceming the language skills, 70% of the In-company students deemed all four 

skills important; they felt they were all integral parts of the language, 19% stated that 

listening and speaking were more important for them than the rest, 2% viewed 

reading and 1% viewed writing as the most important. The rest of the students failed 

to answer the question that dealt with the importance of the four language skills. 

Again, communication skills, i.e. listening and speaking were important to students. 

Curiously enough, several answers of the type ‘I need to improve listening but I 

don’t want to do listening in class’ appeared. This shows that students are not aware, 

or perhaps do not want to acknowledge, the fact that skills can be leamt best by 

practising. Regarding the skills students needed to improve, the majority of them 

claimed that they needed to improve either listening or speaking, or both. Also, 

students claimed that they needed to improve their grammar, vocabulary and writing. 

Some students felt they needed to improve all language skills.

As for classroom activities, the students stated their preferences as follows: two 

thirds wanted to practise speaking or conversation during their classes, the remaining 

third of the students wanted to do ‘everything’, followed by grammar, listening and 

vocabulary. Other responses were for example ‘games’ or ‘business English’. 

Students had problems expressing themselves with regard to what they did n6t want 

to do: over a third crossed the question out. Among the least favourite activities of 

students was listening. Other answers were e.g. ‘tests’, ‘grammar’ or ‘gap-filling’. 

One student did not want to do ‘too much infantile games’, and another did not want 

to ‘sing songs’.
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Analysis of Exam Courses

In Exam classes, students stated the following reasons for leaming English as their 

primary: most conunon was leaming English for pleasure or because the students 

wanted to. General reasons such as ‘I want to improve my skills’, ‘It is necessary for 

modem life’ were common too. Secondary reasons were ‘for my job’ (80%), 

‘travelling’. Considering the fact that the majority of questionnaire were distributed 

amongst students studying preparatory courses for the Cambridge exams (First 

Certificate in English, Certificate in Advanced English, Certificate of Proficiency in 

English courses) in which usually the average age of students is aroimd 20 years and 

a significant number of them are usually university students, it is quite surprising that 

only 40% of respondents stated that they attend their course in relation to their 

studies.

The most fi-equently used leaming strategies among Exam Courses students were: 

using mass media (television and radio broadcasting, fibns, Intemet), speaking with 

people in English and reading books, magazines and newspaper articles in English. 

Moreover, some students worked in an English-speaking environment or abroad. 

Emailing and using Intemet chat rooms occurred several times too.

Predictably, the goals of exam classes students were rather homogenous: the goals of 

70% of the students was to take and pass their exam. 20% of students stated goals 

related to travelling, e.g. ‘trip to England’ or simply ‘travelling’. The goals of the 

remaining students were cormected with general improvement of their language 

level.

As for communication in English outside the language classroom, 30% of students 

reported to speak in woiic-related and 30% in studies-related situations, 20% in both. 

Remaining 10% of students claimed not to speak English outside the language 

classroom at all.

Conceming the language skills, 80% of exam classes students deemed all four as 

equally important because ‘everything is used’, ‘they help me to express myself and 

to communicate with people’, ‘I would like to be as good at English as at my mother 

language’. Some students highlighted skills that they needed at work.
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The responses conceming the skills students were good at/needed to improve were 

very variable and individual. In general, it can be said that all four skills were 

mentioned in both of these areas.

Classroom activities that featured amongst desired classroom activities were above 

all speaking (over 80%), listening and grammar exercises.

Analysis of In-house Courses

In In-house courses, the reasons for leaming English were mostly work-related or 

study-related. Also, the reasons ‘travelling’ and ‘speaking with foreigners’ appeared 

frequently. Again, general reasons such as ‘it is an international language’ were of 

common appearance, as well as interest in the language itself. One student leamt 

English because he wished to write a book of poetry in English, and another one ‘to 

get to know new countries and people’.

The most frequently used leaming strategies with In-house Courses students were 

speaking with people in English, use of media (TV and radio broadcasting, films in 

original version), use of computer software and reading books in English. Other 

reasons were for example listening to music or business correspondence. .

As for the goals, approximately one third of the students stated exam-related goals 

(FCE, exams at school, university entrance exams etc.). The second most frequent 

goal was to improve corrununication skills, as well as overall improvement. Other 

reasons were for example ‘to understand my teacher’, ‘not to forget everything’, 

‘read some English book in original’. Several students claimed that they had no 

goals.

Approximately two thirds of the In-house Courses students reported that they spoke 

English outside class in work-related situations (business meetings and phone calls 

with business partners or clients), one third in studies-related situations (e.g. ‘at 

school v̂ ath foreign students’, ‘during working on my diploma theme with my 

teacher’).

For over 60% of the students, all four language skills were important because ‘they 

are all necessary to succeed in language communication’, ‘they all make up a
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language’. A significant number of students highlighted the importance of speaking 

and listening because they thought these skills were ‘important during normal 

situations’ or ‘good to understand native speakers’.

In-house Course students felt that they needed to improve above all their 

communication skills (speaking and listening), another area that featured in students’ 

responses was pronunciation, together with grammar and writing skills. The areas 

where students felt confident differed greatly; ‘reading’ and ‘listening’ occurred 

several times.

Finally, the preferred classroom activities were first of all speaking and listening 

activities (e.g. ‘dialogues’, ‘conversation’, ‘a lot of speaking’, ‘speak to native 

speaker’, ‘talk about interesting themes’), other activities that appeared were games, 

grammar and vocabulary exercises and Business English. The least favourite 

activities amongst In-house Courses students were grammar and reading 

comprehension. Almost a third of the students did not fill in any dispreffered 

activities and one student did not want to ‘pay for the lesson’.

Comparison of the Three Course Types

In this part of my thesis, I analyse, compare and contrast the responses of students for 

the Needs Analysis Questionnaires in In-company, Exam and In-house Courses. I 

evaluate the results of my research. Taking into account the fact that the number of 

students that took part in the research was not a representative sample of the 

population, I do not draw any general conclusions conceming the reasons for 

students’ answers, or analogies between the responses and the course types, as they 

would be mere speculations.

In all three course types, similar reasons for leaming English appeared: general 

reasons, job-related, travelling etc. However, in In-company Courses, job-related 

reasons dominated (in total 89% of students mentioned job-related reasons for 

leaming English). A similar situation occurred with the Exam Courses (80% of 

students). In hi-house courses, work-related reasons occurred less often and with the 

same fi^quency as studies-related ones. In both Exam and In-house courses, studies- 

related reasons belonged to those that appeared most often. What is more, in Exam 

classes, there was a surprisingly high number of students who leamt English for
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pleasure or out of their own interest. This reason was found in questionnaires from 

In-house Courses too, but was missing in questionnaires from In-company Courses.

In In-company Courses, the most frequently used leaming strategies (in descending 

order) were speaking with people in English and working with computer 

programmes, watching television and films, reading. In Exam Courses the three most 

frequently used leaming strategies (in descending order) were leaming English with 

the help of mass media (television, radio, films), speaking with people in English, 

reading. In In-house Courses the three most fi^quently used leaming strategies (in 

descending order) were speaking with people in English, leaming English with the 

use of mass media, working with computer programmes. Thus, it can be said that all 

the respondents used similar leaming strategies. However, in In-company Courses, 

speaking with colleagues, business partners and clients in English, together with 

using English software, prevailed.

Students of Exam Courses claimed to use media as their main soiirce for leaming 

English outside the language classroom. Another strategy used by students of all 

course types was reading texts; students reported that they read books, newspaper or 

magazine articles and Intemet websites. Teachers should perhaps enquire what radio 

or television programmes and texts their students are interested in and make use of 

them during lessons. It is a widely accepted tmth that student-generated leaming 

materials are very effective because they provide meaningfiil and personalized 

language input for students.

The responses of students on leaming strategies indicated one important fact: As the 

Czech society is becoming diverse in regards of nationalities and languages, students 

have opportunities to practise English outside the language classroom and the 

English teacher is not for them the sole source of their English language input 

anymore. In all course types, the majority of students reported to speak English in 

real life situations (be it work-related or studies-related situations) and only a minor 

percentage of students claimed that they did not have the chance to speak English 

outside the language classroom. If we conducted this research 10 or 15 years ago, the 

situation would have probably been very different.

Furthermore, the use of leaming strategies reflects the fact that working with 

computer software in English is a common practise and students are likely to have
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good knowledge of vocabulary related to this area, which can also be used in the 

language classroom.

Also, a significant percentage of students leam English via mass media: TV 

programmes, films and radio broadcasting, and of course the Intemet. This reflects 

the fact that media broadcasting, as well as films m original versions, are becoming 

widely available and can serve as an important and interesting leaming tool. The 

questionnaires were distributed amongst intermediate to upper-intermediate students 

and that is why quite a large number of students are skilled enough to leam English 

by reading books and other authentic texts in English.

It would be too speculative to claim that the use of leaming strategies is related to the 

course type individual students attend. Rather, the choice of leaming strategies is 

influenced by personal preferences of each leamer and by availability of leaming 

materials.

The only goal that was common in all course types was the overall improvement of 

language skills. In In-company Courses, students stated their goals as follows (in 

descending order): improvement of communication skills, overall improvement and 

improvement of various subskills. In Exam Courses, the goal of 70 percent of 

students was to take and pass their exams. Goals related to travelling were the second 

most common and general improvement of language skills was in third place. In In- 

house Courses, students had the following goals: exam-related goals, improvement 

of communication skills and overall improvement of language skills. The high 

frequency of exam-related goals is quite logical in the Exam Courses, but rather 

curious in the In-house Courses. It is dubious whether it can be deducted that a high 

percentage of In-house Course leamers are students by profession, or are taking their 

courses as a preparation for exams. I would be inclined to believe that the high 

percentage of exam-related goals in In-house Courses was a coincidence.

What was surprising was the fact that in In-Company Courses and In-house Courses, 

several leamers claimed that they had no goals in their English studies. However, to 

interpret this fact, we would have to interview the leamers again.

Another point of similarity among all three course types was that the majority of 

leamers considered all four language skills equally important. In-Company students 

did not favour only those skills they needed at work. On the contrary, they felt that it
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is necessary to master the target language. In Exam Courses, perhaps the results were 

caused by the fact that all four skills usually appear in language exams and thus it is 

inevitable for students to train in all of them. This might be a false belief though, as 

none of the leamers mentioned this in their responses. Conceming the skills that 

students felt they needed to improve, in In-company and In-house Courses, 

communication skills (speaking and listening) featured heavily. In Exam classes, the 

answers varied greatly; students mentioned different skills, subskills and language 

areas. In questionnaires collected in In-house Courses, pronunciation was mentioned 

frequently as an area for improvement.

Conceming classroom activities, the majority of students from all course types 

expressed that they wanted to practise speaking above all. Also, listening and 

grammar were mentioned frequently. Some students had difficulties identifying the 

activities that they did not wish to do during their classes, whereas others were very 

articulate about this issue. Responses varied greatly and sometimes were 

antagonistic, as they reflected personal preferences and attitudes of individual 

leamers.
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Summary of the Practical Part

In the summary of the practical part of my thesis, I retum to the beginning of my 

research. I compare the presuppositions made in the initial hypotheses with the 

results of my research and state to what extent my presuppositions were accurate.

Hypothesis 1: Reasons for learning Englbh

Conceming reasons for leaming English, I presupposed that the students of In-house 

courses would leam English out of their interest (intrinsic motivation) and because 

they needed it in their personal lives, e.g. for travelling, pen-friends or English 

speaking acquaintances. Nevertheless, the results of the research have shown that 

their motives were mostly work-related or study-related, although the reasons 

‘travelling’ or ‘speaking with foreign friends’ appeared as well. However, less 

frequently. My hypothesis was based on the presupposition that those students who 

leam English at home, do so as their past time activity. In other words, should they 

leam English out of necessity (i.e. because they need it in their professional lives), 

they would attend a course organized and financed by their employer and the course 

would take place on the company’s premises. This hypothesis proved wrong.

In the hypothesis, I presupposed that the motivation of the students of Exam Courses 

would be rather clear: to pass an exam (extrinsic motivation). It is tme that the 

majority of Exam Courses students stated that their goal was to take and pass their 

exam. However, their motives for leaming English were different, the most frequent 

being an intrinsic interest in the target language. Further, 80 percent of the students 

mentioned work-related motivation as their secondary reason for learning English. 

The presupposition was based on the assumption that students’ only motive for 

leaming English would be that of acquiring their exam certificate. However, this
«

assumption proved incorrect.

I presupposed that the In-company Courses students would leam English because it 

is one of the requirements connected with their professional lives, and the research 

results confirmed the presupposition: in total 89% of the students stated work-related 

motives as their main reason for leaming English.
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It can be said that there is no direct connection between course types and students’ 

reasons for leaming English. There were reasons that appeared across all course 

types, e.g. work-related motives or travelling-related motives. Correlation between 

students’ reasons for leaming English and the type of the course they chose has not 

been testified by the research.

Hypothesis 2: Development of Language skills

I presupposed that the students of In-house Courses would tend to hold speaking and 

listening as their priority skills. Over half of those tested conveyed the opinion that 

all four skills were equally important for them although a significant number of 

students emphasized the importance of speaking and listening. Moreover, in the 

question conceming skills students needed to improve, speaking and listening skills 

were mentioned most frequently.

I presupposed that Exam Courses students would need to focus on all four skills, as 

they carry equal importance in the majority of General English language exams 

available in the Czech Republic. The research confirmed the hypothesis: 80 percent 

of Exam Courses students deemed all four skills equally important.

I presupposed that In-company Courses would have a language focus tailor made 

according to the nature and requirements of each student’s profession, perhaps with 

an inclination to focus on language, skills and subskills needed for business 

communication (e.g. telephoning, correspondence) and would tend to incorporate 

some elements of Business English. For the majority of students of In-company 

Courses, all four skills were important, under one quarter of the students emphasized 

the importance of communication skills (listening and speaking). Several student 

mentioned the importance of writing skills in connection with business 

correspondence.

To summarize, the research has shown that the majority of the respondents hold all 

four skills as important for their mastery of the language, as they believe that all four 

skills form integral parts of the language as a whole, and therefore all four skills are 

vital for effective communication in the target language.
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CONCLUSION

In the thesis I explored the field of adult education and lifelong leaming by 

introducing its key concepts and ideas. I applied these concepts to the situation in the 

Czech Republic, focusing on the area of language education. Using the context of the 

European Union, I explained the reasons why language literacy is gaining 

importance. I outlined the types of language courses available for adults in the Czech 

Republic, and briefly described the current trends in modem methodology, as well as 

their philosophical background.

Furthermore, I focused on adult language leamers. I described the aspects that 

differentiate adult leamers from younger leamers and implied how this should reflect 

in the work and attitudes of teachers of adult students. Also, I provided a description 

of selected personality variables and tried to demonstrate how they can influence 

teaching and leaming processes. In the practical part of my thesis, I focused on three 

conunon types of language courses: In-company, Exam and In-house courses and 

characterized them in connection with their enviroiunent.

Throughout my thesis I tried to convey the message that teaching adults requires a 

special approach on the part of the teacher. Leaming is lifelong and a formal leaming 

episode (a language course) should not contradict the ongoing leaming. Thus, any 

course should be designed in accordance with the adulthood of the leamers and 

should take into account their independence and autonomy. This means breaking the 

traditional dependency of the leamers on the teacher. It can be achieved by actively 

involving students not only in the leaming process but also in the planning of their 

course. In order to do this, the teacher needs to find out about the students‘ needs and 

attitudes to language leaming. This can be done by conducting needs analysis in the 
initial stages of the course.
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I believe that the results of a needs analysis are useful not only for teachers, but are 

beneficial for students in helping them to become aware of their needs and 

expectations and to express them. When considering the results of a needs analysis, 

teachers should draw upon their professional knowledge and teaching experience and 

consequently adapt the design of the course, their teaching methods and style.

The study of literature connected with the writing of my thesis opened new horizons 

in teaching for me: I gained a deeper insight into the field of adult education and as a 

result I have reconsidered some of my attitudes. I also hope my findings will be 

beneficial in providing information for those teachers who are considering entering 

the field of adult language education.
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ATTACHMENT 1: Survey of learning strategies according to O’Malley and 
Chamot, (Rogers, 1998).

Learning Strategy Description

Metacognitive 
Advance organizers

Directed attention

Selective attention

Setf-management

Advance
preparation
3eH-monltor1ng

Delayed production

Self-evaluation

Cognitive
Repetition

Resourcing

Directed physlcat 
response
Translation

Grouping

Note-taldr\g

Deduction

Recombination

imagery

Auditory
representation

Key word

Corrtextuatization
Elaboration
Transfer

Inferenctrtg

Sociai/affyctive
Cooperation

Question for 
dartftcation

Making a general but compnetiensive preview of the concept or 
principle in an anticipated ieamfa^ activity.
Dectdlng in actvance to attend In general to a learning task and to 
ignore Irreievant distractors.
Decicting in advar>ce to attend to specific aspects of lar>guage input 
or situational details that will cue the retention of language input. 
Understanding the conditions that help one team and arranging for 
the praaence of those condffions.
banning ftjr and r^tearsing linguistic components necessary to carry 
out an upcoming language tasl(.
Correcting one’s speech for accuracy in pronunciation, grammar, 
vocabulary, or for ai^propriateness related to the setting or to the 
people who are present.
Cortsctously decidir>g to postpone speaking to leem Initially thrxxigh 
listening compretienslon.
Checking the outcomes of one’s own lar^uage learning against an 
internal measure of completeness and accuracy.

Imitating a language model, including overt practice and silent 
rehearsal
Defining or expanding a defwiition of a word or concept tfirough use 
of target language reference materials.
FMatirtg new information to physical actions, as with directives.

Usir>g the firet language as a base for understanding and/or 
producing the second language.
Recndaring or redasstfying and pertwMps labelling the mateHal to be 
learned based on common atmbutes.
Writing down tfie main idea, important points, outline, or summary of 
information ptresented orally or tn wrtttr^.
Consciously applying rules to produce or understarxj the second 
language.
Constructing a meaoifrigfut sentence or larger language sequence by 
comtslning krKiwn dements In a new way.
R^atlng new information to visual concepts in memory via famHiar 
easily retrievable visualizations, phrases, or locations.
Ratent»n of the sound or similar sound for a word, phrase, or longer 
language sequence.

Remembering a r»ew word In the second language by (1) identifying a 
famiiiar word in the first language that sounds fiice or otherwise 
resembles the new word, and generating eas9y recalled images of 
some relationship with the new word.
Placing a word or phrase in a meaningful language sequence.
Relating new Infbrmation to other oonoepts in memory.
Using previously acquired Nnguistic and/br conceptual knowledge to 
facilitate a r>e(w language leaming task.
Using available information to guess meanings of new items, predtet 
outcomes, or fill in missng Infbrmation.

Working with one or more peers to obtain feedback, pool 
Information, or model a language activity.
Asking a teacher or other native speaker for repetition, paraphrasing, 
explanation and/or examples.

Table 12.2: O'Malley and Chamot’s typology o f  learning strategies (Chamot 
1987)



ATTACHMENT 2: Needs analysis form for conducting a needs analysis via
interview, (http://www,one stop English.com retrieved April 31,2006).

Interview Form
Name:
General Information;
Job:
Hobbies:
Travel:
Other:

•

Motivation:
interested in EFL exams?:
Needs for work/ studies (and details):

Other.

Practice of and Exposure to English:
Present:

Previous:

Language Learning Experience:
Previous studies and attitudes to: •

Other languages: 
Self study?
Attitudes to Language Learning:

Strengths and Weaknesses: 
Student’s analysis:

♦

Teacher’s analysis: 
Oral level:

Written level:

Othen •

http://www,one


ATTACHMENT 3: Needs analysis questionnaire for university students,
(http://www.iyingteachers.ch retrieved April 31,2006).

Needs Analysis
In order to place you In a group with other students who are on the same level and have the same 
needs as you have -  this means you will enjoy learning more -  we would like you to fill In this needs 
analysis.

Personal Information

Surname_________________________________ _____ First name______________
Date of birth___________________________________Area of work____________
Business telephone numljer______________________ Private telephone number_
Email___________________________________ _____ Cell phone number_____

Education Dates (from when till wtmn)?

Primary school.
Secondary school
Apprenticeship__
College________
University,
Degree______________________________________  Date.

English’ ; Where?: _________________________________ no. ofyears_
Highest Level Attained,
Material used: (Title of the book(s) used)_________________________________________
(If you studiad Engheh' at mom than one school, please continue on a aeparate ahe^ of paper, giving ail the atmve details )

Foreign Languages: Please tick IS the ones you use daily on the frequency scale (below);
0 never, 2 seldom, 4 often, 6 very often, 8 almost ahÂ ays, 10 always.

Frequency 0 2 4 6 8 10
Gennan □ □ □ □ □ □
French □ □ □ □ □ □
Italian □ □ □ □ □ □
English □ □ □ □ □ □
Other □ □ □ □ □ □
Other □ □ □ □ □ □

What do you use English* for? (Please tick S  all that are true for you):

□ Telephone conversations with clients □ Interviews
□ Telephone conversations with colleagues □ Informal meetings with clients
□ Direct contact with colleagues □ Understanding texts
□ Negotiations □ Writing e-mails
□ Presentations □ Correspondence
□ Reading technical papers □

‘ Change tite language Enalish (here and in the foKowing *} for any other language you want to leam.________
Univetaitat.lrassa 86 .  CH 8006 Zürich .  01/3503344 .  FAX 01/3503345 •  htlD://www fh/inoteachara ch/ •  email: infoOByingteachers.ch
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Flvino Teachers *  GmbH
Language Consultants • Sprachschute

What do you need English* for (tlcl( S  aii that are true for you);
□  forworl<
□  for study
□  for on-the-Job training
□  for some other purpose (e.g. exams, Job promotion)______

What are the main problems you have when you have to speai< in a foreign language? 
(Piease
tick whatever is appropriate): small medium big
Speed of conversation □  □  □
Vocabulary □  □  □
Accent □  □  □
Other;______________________  □  □  □

Language course (Piease tick l i  the appropriate answer);
Like Dislike 

Roie play □  □
Reading □  □
Grammar □  □
Other; ___________________  □  □

How will you use the language (tick all that are true for you):

1. Which language skills do you need / want. Piease write: N (need), W (want), or B (both) 
 speaking
___listening
___reading
___writing

2. Mode of communicatton:
□  telephone
□  face-to-face
□  meetings
□  lectures
□  correspondence
□  other

3. Types of text / language:
□  company brochures I literature
□  informal conversations
□  letters / newsletters from Head Office
□  lectures
□  academic texts
□  other

Umvwsiiatstrasse 86 .  CH 8006 Zurich .  01Q503344 .  FAX 010503345 .  ht1c:/;www.flvinateachera ch/.  emaM: info® flyjn^chefs ch
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What types of specific language will be used? (tick all that are true for you):

□  Insurance
□  accounting / bookkeeping
□  shipping
□  database
□  customer service
□  other _______________________________________________

Who will you use the language with (tick all that are true for you);

a. origin of language:
□  native speaker (English* mother-tongue)
□  non-native speaker

b. level of knowledge of receiver (e.g.level of the person you are talking to):
□  expert (high)
□  layman (average)
□  trainee (low)

c. relationship
□  colleague
□  teacher
□  customer
□  superior
□  subordinate
□  other_________________________________________________________

Where will the language be used (predomlnantty)? (tick all that are true for you);

a. physical setting
□  office
□  lecture hall
□  meeting room
□  hotel
□  workshop
□  library
□  on holiday

b. human context
□  alone (i.e. reading technical books / joumals)
□  one-on-one
□  telephone
□  meetings
□  seminars /  presentations

c. cultural I linguistic content:
□  in Switzerland
□  outside Switzerland

Quantity English* will be used (tick all that are true for you);

a. frame;
□  concurrently with ESP course □  subsequent to ESP course □  both

b. How often:

□  frequently □  seldom □  rarely

UnivereiiatslraMe 66 •  CH 9006 ZOfich « 01/3503344 « FAX 01/3503345 « htto7/www ftvinoteadwra ch/» «má« rh



ATTACHMENT 4: Needs analysis questionnaire for lower intermediate 
students.

Dci/riVi^ fny E n g l i s h  c l s K e s  X  w $ n i  -to.

4*»̂ I  doh'i t o .....................

Hy »̂<1 -|»r •ttiis i s .....................

.................................... • W  I ' ‘m  • ‘

. . . . achieve it.



ATTACHMENT 5: Business English needs analysis form, (Donna, 2004).

A form for needs analysis

N E E P 5  A N A L Y S I S

js'anw;.............................................................  Company:.............................................................

Contact numbers:................. ..............................................................................................................

To heip us make the English programme useful, please fili out the form below.
VVhat do you need to do in English? How good are you already? Do you urgently 

need to work on improving this skill? Look at the key at the bottom before you start.

Language area How good am I?* How urgently do I need this skili?*
talking to clients 0 1 2 3 4 5 now very soon next year don't know

letters or formal faxes 0 1 2 3 4 5 now very soon next year don't know

using the telephone 0 1 2 3 4 5 now very soon next year don't know

dealing with visitors 0 1 2 3 4 5 now very soon next year don't know

talking to colleagues 0 1 2 3 4 S now very soon next year don't know

reporting to managers 0 1 2 3 4 5 now  very soon next year don't know

giving presentatiotis 0 1 2 3 4 5 no*.v very soon next year don't know

attending meetings 0 \ 2 3 4 5 .low very soon next year don't know

negotiating 0 1 2 3 4 5 now v-ery soon next year don't know

note-taking at meetings 0 1 2 3 4 5 now very soon next year don't know

e-fTiail, faxes or memos 0 1 2 3 4 5 now very soon next year don't know

report-writing 0 1 2 3 4 5 now very' soon next year don't know

understanding the nevv-s 0 1 2 3 4 5 now very soon next year don't know

otlier; 0 t 2 3 4 5 now very soon next year don't know

♦ KEY;

How good am I? 0  ss t can't do this at all

1 = I try but I'm not very good

2 a  I can do it but I make a lot of mistakes

3 « I'm OK at doing this but I make a few mistakes

4  a  I'm quite good at doing this - 1 don't make many mistakes

5 = I'm very good at doing this -  1 hardly make any mistakes 

How urgently do I need this skill? Circle the words which are true for you.

Any comnnents or requests?

Thank you for your time.



ATTACHMENT 6: Needs analysis questionnaire for one-to-K>ne English classes,
(Murphey, 1989).
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ATTACHMENT 7: Completed Needs Analysis Questionnaire by a student from
an In-Company Course.

Needs /uialysis

Target group: Intermediiite -  Upper Interm diate Students 
Teacher’» name:
D»tf. 1 Z .
Course type: Io-comp*ay Exi-iin In-house
Stndcnt’s name: M s/Z eJ !/£  J i / f /04 
Instructions:
Answer all quesiionv, lick ( / )  or underline the ■>ption(s) that is true for yov.. Example: 
I  never/sometimes/often read in English. Whai exts? /{jUCiti

1. WTiy are you learning English? t LlkE l^OK.SlOf'' i,A4/CrOAC>ES, 6£A'6KACLy 
( T FOfi. m  J i’«  .

2 .1 am attending this couise because I  need Eoglish 
for my job 
for my studies
at some point ia the future. Specify:

3 .1 intend to take the foUoTî 'ing exair.s in EngUs i:

Fce
4 .1 leam English outside class by:

watching TV pronanuues in English woiltiDR with English computer progammes
Jisteninjjt to radio Ln English speaking Viith people in English
other:

)fiAjliHlf/G H/ E*f C>U'li

5 .1 never/sometimes.'often speak English in \TO:.<-related/ studies-related sitiatioos. 'ATjere?
With who? About what? \(j Suk i  . m r / f  Coce.eAOi'/si

WHO mXK TM&KE,
6. Speaking/ listening / reading/ vvTitjig/ all foui' are importam for me because...

(7/s

7 .1 am good at . f.WAlTI.^kfe..........a n I  need to imjwove ..

8. In class I  want to I don’t want to '

9. For this j-ear, my gcal Ln my English studies is ......

10.1 am confident/' not coafident about speaking Sr^lish in frcmt of a group of people and I * 
have / don’t have to do it sometimes.

11. WritingJettgE^ emails/ csgavgjs,/ i ^ t  impon oat for me aad it is easy/ a  picblcm for me.
12. Expanding my vocabulary k'^sn’t one of ray ii-iorities. *"
13.1 am interested '̂ not interested in work on En, lish ]^ases and idioms.
14. Studying grammar j s /  isn’t verj  ̂important to me.
15.1 think j ^  /  isn’t imponant to have a good pt jnunciation m English. Improving 

pronunciation is/ isji’t a priority for me.
16.1 haw/ don’t have time to do homework.



ATTACHMENT 8: Completed Needs Analysis Questionnaire by a student from
an Exam Course.

Needs analysis

Target group: tni sv aeijliEte - Lpper Intfcrri i;diate Studeiits 
Teacher’s nam::
Ehite: Zi l.ZCCC
Course type: li-coinpcitty £ :nn i«-house
Student’s name.' '
Instructions:
Answer all queuinŷ s, licii ( y'/ sr ¡í.iderUne (f, opdonfs) ihai h  true for you. Example: 
1 r.ever/sometimí.<t/úf(xn ¡-ead in Efiijlish. Whi: :exis? A/cXA-i

1. Whyareyou-iamby Englhb? _
<f t f kv ^ A "  /-H-f-íňL-- .9.
{yji JKo t̂u <5<A<'*uk̂  /yr-oAÍ^ íXy—Á -í-c, i<i

2 .1 am attendinii .ti; vouts: bccajse I ňecd E ;,lish '  
for mv job
for my studk -
at some poirv in l ie  qitirv. S peciij" ^

3 .1 intend to taki; t.'>« following exams in £agl ;li:
c m

4 .1 leam Englisl: oi.ftsid« class bu;
watching T\ |m!;yraii:-x.cs b  English woridng v.itli Eagliih compu-:«- n/;grammes
listening to riidio i ILngiish sneakitio ^ -n Fiigl î h
other: .ixcv̂ îVtv̂  /yu/w-i tyt,  ̂ p v < r f^ ^  —'

5. T never/jgrner, 'often speak EcglisJi ir. w.:iK-relaied' stjdies-xslated situatiop.s. 'Vhere?
With who? bC' .M -.vl-iai? .
Ía  ̂ ./vrw  ̂ c(6W /i ,ů»wa*oe
/Vi-v̂ ’VO t'W ■L

6. Speaking,' listcrir.;;*.' nsndin?' wTiting/ all fon: are important for Kie because...
J  ÁO  î ýSQx,l<u —2rviA^(»'«i^ i«i i yj i  , ^  '111̂. UL t»

tíu ifJ' ¿4 Cul
7. i am good a t .. ...............i : .d I aeed to improve

AJi/ttJ'MCU Í ^
8. in class I wan: o  .... an(. 1 don’t want lo do..................................

9. For this year, i,iy gnnl in my IjigL’sh studies ;s. ....fP... f.‘i'.’̂ ^....Qff.^..................

10 .1 ^  coDfideri-jipuoijident ahou  gpeaki; í English I t  iront of a grc^up o f  people and I 
nave / don t  l\av!- ■<■ do it sa(r.ir.růes.

12 3 problem ibr me,
12, Expandmg my vo(abu.,arj js.i<!a't i>ne of nri’. oriorities.
J. 1 ai^jgieí^íQj, r„vt intirested in v;ork on h  ujtsa phi-ases sad idioms.

I T V g r ^ i i : n a f  i i  / ¡sii't i tsy snijjoiliint í me.

D ro n u ^ i^  '*• ' ^ fronunciaiion in EngUsh. Improvingpionunciatior i i '  isn c a pnonty Jibr me.
»• I homework.

10



ATTACHMENT 9: Completed Needs Analysis Questionnaire by a student from
an In-House Course.

N e e d s . >.iialysis

Target group: Intermediate -  Upper latermciidlate Studen ts 
Teacher's name:
Date:
Course type: In-company Eiim  In-hous^
Student’s name: lJÔ Ĵ K.OÔ ' ^
lastnictions:
Anmer all questiom, tick ( ^ )  or wvkrlim  the option(s) tha; is true for you. Example: 
I  never/sometimes/'oftcn read in English. IMwi 'exts?

1. ^Hiy are you leaming English? l i e c f t u t t  ¡ a  s ,^ e t \o i
a ll Ujc>y'lol-

2.1 am attendii^ this coiu'se because I need £n:;lish 
form ĵ'job 
for my studie^
at some point in the future. Specify:

3 .1 intend to take the following exams in Engli: h: UQ

4 .1 leam English outside olass by: 
watching TV programmes in English working with Er>glish computer programmes 
listening to radio in English/ speakmg with people in English 
other:

5 .1 never/sometimes/olten speak English in wo i-related/ sradies-related situations. Where? 
With who? About what?

6. Spea^g/ l is ^ n g  / reading/ writing/' all four are important for me because, X  û 06< I <>( ^
l i k e  4co c^U\r\'^c^ V>6\r.*vio. j

7. lam good at ...r-CO.O^Ci.YV .̂................... an: 11 need to improve ..

8. In class I want to do..C;w«ey'. î':'ti'C!0, ar.d; con’t want tc

9. For tliis year, my goal in my Ettglish studies ii ........ w I:*?... }</.-.........................
X  Viivi>evi'4r<̂ o‘̂  ^o<xl.

10.1 am confident/ not cpijfident about speaking English in front of a group of people and I 
have / don’t hav^^ M it sometimes.

11. Writing letters/ emails/ e s s ^  isn’t impoi i ant for me and it is easy.' a proWem for me.
12. Expanding my vocabularv’ ^ isn’t one of my .iriorities. ^
13.1 am interested/ not inteî ĵited in work on En; ;lisli phrases and idioms.
14. Studying grammaT.^/ isn’t veiy importam tti me.
15.1 think it ̂  isn’t importani to have |  good p  :nunciation ia English. Imprc W  

pronunciation^ isn’t a priority for me.
16. don’t have time to do homework.

►x-X
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