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Abstract

This thesis deals with the issue of teaching caomip beginners in adult EFL
classes. It focuses on the description of factieas tay influence the learning stagnation
among these learners, and it attempts to ascdhaiextent to which these factors take
effect. Consequently, the thesis aims to charaeezech continuing beginners as
an independent group of learners and to providensic evidence which could clarify
the assumptions, underlying the continuing-beginoencept. Lastly, but importantly,

the thesis also intends to instigate further retesr the field.

The subject was investigated from the perspectiveawailable pedagogical,
andragogcial and psychological literature. Accagtinfour major factors, which may be
at the root of continuing-beginner phenomenon, widentified: a mismatch between
learning and teaching styles, insufficient studytiwagion, hindrances to learning and
learning disabilities. These four areas were furfoeused on in a questionnaire survey,
using rating scales to determine the importancéh@individual areas. The study worked
with three hypotheses. Firstly, continuing begisneere expected to report difficulties in
at least two of the established areas. Secondiyast presupposed that the rate of learning
disabilities would be somewhat higher with contimqubeginners than with other beginner
groups. Lastly, continuing beginner learners wédraught to have extrinsic motivation
more developed than intrinsic motivation. Howeveone of the hypotheses has been
statistically verified, using the ANOVA test.

Czech continuing beginners were found to be onighsly different from other
beginner learners. The study motivation of contiguibeginners was primarily
instrumental and competence in nature, but unliientotivation of other beginners, it
lacked specifically set goals. Also, contrary tgui@r beginner groups, continuing
beginners reported a greater incidence of hindehzdearning, the most influential one
being a lack of time for preparation at home (74®tespondents), tiredness (52 %) and
fear of embarrassing oneself in the eyes of otl{é8%). Continuing beginners also
showed a relatively lower level of development afigus learning styles. Nevertheless,
learning-style preferences were similar among edlilner learners (read/write — visual —
auditory — kinaesthetic). The study also identifie@ potential problems, stemming from

the relationship between teachers and studentgadt firstly, a frequent use of auditory



style by the teachers despite its low preferenoesng the students. Further, it was the use
of group work, which displayed a discrepancy irchea — student preferences in 39 % of

cases.

The major finding is that no statistically signditt differences between continuing
beginners and other beginner learners have beehlisked. As the study revealed, one of
the chief constraints of continuing beginners ig ittsufficient practice of the target
language, which could partly be compensated fothgyteachers changing the form of
homework assignments. The outcomes presented thdkes allow a better understanding

of the continuing-beginner phenomenon and its ptsgiedagogical implications.



Abstrakt

Tato praceesi otazky vyuky &nych za&atesnika v kurzech anglického jazyka pro
dosglé. Zanttfuje se na popis faktdyjez mohou mit vliv na stagnaci procesieni u této
skupiny Zaki, a snazi se zjistit, do jaké miry se u ni projev@jlem této prace je uvést na
z&klad teéchto zjiSEni popis ¢eskych ¥¢nych z&ateinika jakoZto svébytné skupiny
student a podat vyzkumné podklady, jez by pomohly objagmitistatu pojmu ,&ny
zaatenik®. V neposlednirac® si pak prace klade za cil poskytnout p&ginpro dalsi

vyzkum v této oblasti.

Zvolena problematika byla uchopena z pohledu dostuliteratury pedagogicke,
andragogické a psychologické. Na jejim zakldgly vytycéeny étyti hlavni faktory, jez
mohou stét u zrodu&ného zaatenictvi: nesoulad mezi uzivanymi stylg¢eni a vyuky,
nedostaténd motivace ke studiu,igkazky v @eni a specifické poruchyceni. Na tyto
Ctyii oblasti bylo potom za#teno dotaznikové Jeni, ve kterém byla prastnictvim
Skalovacich otazek zjievana mira zavaznosti jednotlivych oblasti. Vyzkpracoval se
ttemi hypotézami, a toipdré s tou, Ze u &nych z&ateiniki se objevi potize alespo
ve dvou z vytgenych oblasti. Dale byloredpokladano, Ze vyskyt specifickych poruch
uceni bude u &nych z&ateinika vysSi nez v &né populaci a Ze tito Zaci budou mit
rozvinugjsSi vrgjSi motivaci nez vnini. Ani jedna z hypotéz se vSak na zaklad

statistického testovani (ANOVA) nepotvrdila.

Cesti weni zasatesnici byli shledani miré odliSnymi od ostatnich Zateinickych
skupin. Jejich motivace ke studiu bylegdevsim instrumentalni a vykonové povahy, avSak
na rozdil od BZnych zaateiniki postradala jednoztae specifikované cile. Oproti
nejsilrgjSi prekazkou byl nedostatetasu na domacitfpravu (74 % dotazanych), unava
(52 %) a strach, Ze se ztrapni &ialn ostatnich (48 %). &ni za&étenici také ¥tSinou
vykazovali powkud niZSi arova rozvinutosti @ebnich stylh, preference jejich vyuZziti
vSak byly obdobné ve vSech skupinaéterii/psani — vizualni — auditivni — kinesteticky).
Byly rovnézZ identifikovany dva potenciélni problémy ve vztaltitel — Zak. Jednakasté
uzivani auditivniho stylu ze stranyitelt navzdory jeho nizSim preferencim u #ak
a jednak uzivani skupinové prace. S ohledem nairstupu praci bylo zji&no, Ze panuje

rozpor v preferencich meztiteli a zaky v 39 % fipadi.



Hlavnim zjiSénim je, Ze se nepotiep prokézat existenci statisticky vyznamnych
rozdilhi mezi w&eénymi zaateniky a ostatnimi zstesnickymi skupinami. U #nych
zaatenika  jedny z hlavnich potizi, jak se ukazalo, &paji v nedostaiméem
procvicovani cilového jazyka, coz by bylo mozt@st&éné kompenzovat ze stranyitele
Upravou formy zadavani domécich UkoVysledky této prace umadgji Iépe pochopit, co

se skryva pod pojmem ¢eny za&atenik” a jaké to nize mit pedagogické implikace.
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Introduction

“Start by doing what's necessary, then what'’s plolesiand suddenly you are doing
the impossible.”

St. Francis of Assisi

This diploma thesis focuses on issues related aohteg continuing beginners (in
Czechvecni za‘atecnici), i.e. beginner students who seem to make vistuadl progress in
their learning even after several years of stugaching continuing beginners is a subject
evoking multiple connotations among EFL teachersthese of dread, contempt,
resignation, but also challenge and determinatidoréak this vicious circle and to change
the situation. Certainly many an English teachet teaface this problem, either teaching
a course directly targeted at this group of leanear having students with these
characteristics in aregular beginner course. Thotlg topic is rather troubling and
demanding to deal with, surprisingly there seemsaddittle literature available on this

subject.

The topic itself is bordering on EFL methodologgdeagogy and psychology. There
are many books available specializing in thesesar8a it is possible for teachers to
complement their class observations by collectimigrmation from literature of these
areas separately, which gradually enables thenuiid kthe background picture of what
may be happening with the students. Then, triakemnalr, the teachers can attempt to tailor
their teaching to the students’ specific needsallgeif the teacher’s inferences are correct,
their knowledge sufficient and their methodologipabcedure well-selected, the students’
learning process enhances and little by littletstey progress. If anything in the process
fails, the students’ situation remains the sameichwigradually results in the teachers’
pessimism or ignorance of the problem. Unforturyatéiere is no help for ateacher in
assessing the students’ condition; but literatwmecentrating directly on the subject could
substantially alleviate teachers’ situation. Theref this thesis collects information
relevant to the topic of continuing beginners anthposes an account of whatever seems
useful to know for a teacher dealing with a contigubeginner class.

As continuing beginners are usually recognized mlicg to their classroom
performance, there is yet insufficient insight intee actual causes of the continuing

beginners phenomenon. This thesis investigateshp@ssfluences on the state continuing
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beginners find themselves in and tries to determtinefeatures which distinguish

continuing beginners from other students.

Technically, the thesis is divided into two parttheoretical and practical.
The theoretical part defines different types ofibegr students and identifies five factors
which seem to affect the learning process subsigntiThese factors are referred to on
a general level so that even uninformed readerkl amderstand the basic principles. Only
then are they specified in terms of EFL teachiegfting with respect to recent scientific
studies run in thefield. It is presumed that thdsetors, functioning as variables
influencing the learning outcomes, contribute te shagnation of continuing beginners’

learning.

The practical part is based on a questionnaireesurit focuses on Czech EFL
continuing beginners as a specific group of leaneaving their distinctive characteristics.
It works with three hypotheses relating to contngubeginners’ preferences in the areas
focused on in the theoretical part. Namely, itratiés to testify if continuing beginners:

1. show negative tendencies in at least two of thHewohg categories:
correspondence between teaching and learning styleivation, hindrances to
learning, learning disabilities;

2. will have developed extrinsic motivation more sgytlynthan intrinsic motivation;

3. report a higher rate of learning disabilities tl@negular population.

Subsequently, it gives a comprehensive charactemsaf continuing beginners based on
the survey data and outlines potential andragogiggalications.

This thesis constitutes just a tip of the icebéigmain aim is to raise consciousness
of the issue, to evoke interest in the subjecttarehcourage further research, which would
provide legitimate methodological support for EERa¢hers facing the problem. This thesis
by no means offers methodological instruction ofwvhto teach continuing beginner
classes, nor does it present an exhaustive liadbrs affecting students’ learning. It is
rather a compendium or an information brochurejngivts readers a chance to know
the breadth and complexity underlying the phenomeaiocontinuing beginner learners.
Thus, it may be especially advantageous for begiteschers or any practicing teachers

who find themselves baffled by their continuing ineg@r students.

13



1 Theoretical Background

This chapter aims to define the key terms usedutiirout the thesis and to give
account of the theoretical bases that underlie tagldiication. It will mainly focus on
the characteristics and typology of beginner le@nen various styles of learning and on
the influences that affect learning and classrooteraction, with special emphasis on
impediments to learning. As many of the issuesudised are generally valid in adult
education, the matter will be addressed from aggneewpoint and specified with regard
to ESL/EFL where relevant.

1.1 Key Terms Definitions

“A definition is the enclosing a wilderness of idedhin a wall of words.”

Samuel Butler

To begin with, this chapter presents alphabeticaflyered definitions of terms as

used and understood in the thesis.

adult learner = a learner who takes part in non-compulsory edoicaseen as
the opposite of children or youth learners attegdiompulsory,
institutionalized education

According to Rogers, adult learners mostly shaegfdlowing
characteristic features:

e They define themselves as adults.

e They are in the middle of a process of growth; theydeveloping in
different directions and at a different pace.

e They bring with them a package of experience atglega though they
may be varying degrees of willingness to use hdlp the learning
process.

e They come to education with intentions.

» They bring expectations about the learning proeesisthey have
beliefs about what they can and cannot do in theafidearning.

e They have competing interests.

e They already have their own patterns of learning.

Rogers (71; 82)

14



andragogy

= a discipline focusing on the aspects of adulcatlan and
learning (Bene$ 11; translated by SM)

continuing beginner

= a student whose learning progress stagnategairae level

EFL!

= English as a foreign language

ESL?

= English as a second language

false beginner

= a student who starts learning a foreign langumgénas already

some knowledge of it

language skills

= productive skills (speaking, writing) and recgptskills
(listening, reading)

language subskills

= grammar + vocabulary + pronunciation

learner

= a person attending an EFL/ESL course

learning style

= an individual’s preferred mode of processing infation and

learning, realized by the selection of learningtetgies

learning strategy

= “the way in which students choose to deal witlcsc learning
tasks” (Coffield et al. 2004)

mother tongue

= L, = the native language, i.e. Czech within the bauieg of

this thesis

student

used interchangeably with ‘learner’

target language

= L, = a non-native language a student is learningEnglish

throughout the thesis

! The main distinction between FL and SL lies in ¢éneironment in (and for) which the target

language is learnt. Littlewood (1984) writes:

“... sAcond language has social functions within

the community where it is learnt (e.g. as linguenéa or as the language of another social groupgrems
a foreign language is learnt primarily for contaatside one’s own community.” (2). Olenka Bilaslo@Q)
adds that these two also differ in the exposurthéatarget language. While in a SL situation thelsnt is
exposed to the language in various situations a@eitgie classroom, in a FL situation the studeeixgosed
to the target language almost exclusively in tlass&ioom. That is the reason why SL is usually éstsat
with emigrants learning the language of their taogeintry.

15



1.2 Beginner Learners

“In my beginning is my end.”
T. S. Eliot

The following chapter touches upon the tdyaginnerin the context of ESL/EFL. It
attempts to show that the seemingly straightforwardh is not so easily tangible and that
it functions rather as an umbrella term coverindtiple notions about learners at a certain

level of English proficiency.

1.2.1 Who are beginners?

Being a beginner generally connotes being in atalnstage of learning or doing
something. Some of the renowned English explanadiiciionaries give the subsequent

definitions:

“A beginner is someone who has just started legrtindo something and cannot do it very

well yet.” (Collins-Cobuild Dictionary)

* “A beginner is a person who is beginning somethongloing something for the first time.”
(Merriam—Webster Dictionary)

« “A beginner is someone who has just started tordeasn something.” (Longman Dictionary of
Contemporary English)

* “A beginner is a person just starting to learn il sk take part in an activity.” (Oxford English

Dictionary)

All of the definitions mention the recent starttbé person’s doing, which if transferred to
EFL/ESL context would mean the start of Englishrie@gy. This is, however, rather
misleading as beginners in ESL/EFL learning donemiessarily need to be new to learning
English. The upcoming paragraphs will try to casime light on the types and

characteristic features of ESL/EFL beginners.

The first group of beginners is that which fulfitee premise of being new to learning
English as a foreign language. This group is a#derred to asbsolute beginners These
students have no or very little knowledge of Erglsd they have to be taught the basic
rules and vocabulary to be able to perform in sesg@mmunicative situations (Jones). It
would be a mistake, though, to consider such groigpde homogenous in nature.

16



The students may actually differ in their knowledged skills as well as in their socio-
cultural background and may have very diverse aspirs in their English learning. Jones,
therefore, further distinguishes between beginveith and without the knowledge of
Roman alphabet, and between monolingual and nmgjtial beginners. Apparently, many
more distinctions among absolute beginners couldmagle, categorizing them from
different perspectives.

For the purposes of this thesis, which is concerwath adult beginners,
the differences betweegoung and adult beginnerswill be pointed out. The main
distinction is not the students’ age (the age Bnat adulthood being culturally specific)
but their inner characteristics. Young learners associated with changing interests,
growing talents, the lack of maturity in judgindiets and themselves and with flight from
their responsibilities (Rogers 43). Jones also mestthem being less motivated and
attentive and consequently more likely to causeiplisary problems. On the other hand,
he also characterizes them as having “greater Eggyawareness” and being able to grasp
new language with more ease. Both Jones and Ragege that young learners have less-
defined expectations as to their teacher, thennleg styles and the anticipated results of
their learning, and that they are in the procedsmhing their perspectives. Adult students
are, on the contrary, viewed as fully developedyifga mature judgements about
themselves as well as others and being autonomoutheir learning (Rogers 43).
Nevertheless, Rogers highlights that this doesnmake adults any more homogenous as
learners and that “the most important characteristi any group of adult student
participants is that they will be very diverse” J7@ll adult students bring substantially
different knowledge, experience and expectatiorautkheir learning and its outcomes.
While some of them may be striving for autonomyhair learning, others may be willing
to accept a dependant role in the learning proflegers 82). Many adult students also
have competing interests, which may interfere \hiir learning. Jones stresses that adult
students are generally more likely to have lesguage awareness and to be struggling
with new language introduced. Though all these b@ayperceived as setbacks, they need
not inevitably be ones. Unlike young learners, edhlve the power to apply much of
what they learn in their daily lives straight anayd their awareness of need and purpose

of their learning may help them pursue their leagngoals more assiduously. Jones
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directly attributes greater motivation and attesigss to adult learners and also considers
them to be more likely to build rapport with thadier.

The hitherto discussed characteristics are obsknaqialities of virtually any adult
students, rather than the defining criteria for ibegr learners. Beginners in terms of
language learning can naturally be characterized nmore clear-cut way by the level of
their linguistic competence. The commonly used glin@ as to what a foreign-language
learner should be able to accomplish at a particatlage of foreign-language learning is
given by the Common European Framework of Referémckeanguages (=CEFR, 2001).

CEFR does not use ‘beginner’ in its terminology budistinguishes six levels of
language proficiency, out of which the two lowestdls, also sheltered under the term
‘basic user’, correspond to the term ‘beginneruasd in this thesis. It is possible to make
such a generalization because the boundaries betwlee levels are rather vague.
The lowest described level, labelled Al (Breaktiglgy is followed by A2 level
(Waystage). However, a branching approach is oftelopted in order to make
the reference system more flexible to studentsiagterformance. Each of the levels can,
therefore, be subdivided into more finely diffeiated stages (such as Al.1, Al.2... as
well as A2.1 or even A2.1.1 and A2.1.2). CEFR ftstdesses that “establishing cut-off
points between levels is always a subjective pro@dand that it is institution dependent
since “some institutions prefer broad levels, witkers prefer narrow ones” (CEFR 32).
Consequently, the boundaries between Al and Adlgeted and students at these level
find themselves somewhere in the transition frono-user to an independent foreign-
language user. Some other terminologies use thestdreginner’, ‘elementary’ and ‘pre-
intermediate’ to refer to A level students. ‘Begannis used restrictedly in the meaning of
absolute beginner, ‘elementary’ roughly corresporids false beginners and ‘pre-

intermediate’ refers to the transition to becomamgndependent user.

Resuming the original question, what are the laggueharacteristics of beginners
(in the broader sense of the word)? CEFR desctite® from two perspectives: global,
which provides basic orientation-points, and peatonhich gives a more detailed account
of learners’ activities, competences and strategres can be also used as guidelines for
students’ self-assessment. The CEFR global chaistate are as follows (for a more
detailed description see CEFR 26 — 29):
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Can understand and use familiar everyday expressiomd very basic phrases aimed| at
the satisfaction of needs of a concrete type. @anduce himself/herself and others and can
Al | ask and answer questions about personal details asiavhere he/she lives, people he/she
knows and things he/she has. Can interact in alsinvpy provided the other person talks
slowly and clearly and is prepared to help.

Can understand sentences and frequently used sikpreselated to areas of most immediate

Basic User

relevance (e.g. very basic personal and family rmédion, shopping, local geography,
A2 | employment). Can communicate in simple and routasks requiring a simple and dirgct
exchange of information on familiar and routine t@est. Can describe in simple terms aspects

of his/her background, immediate environment antter&in areas of immediate need.

(CEFR 24)

While level Al is considered to be the point atethstudents are able to engage in simple
interactions, such as asking and answering simpéstegpns about themselves and their
whereabouts, and to manage basic communicatiotingel® very familiar topics or cases
of urgent need, level A2 goes further in develogimgsocial functions of language (CEFR
33). A2 students should be able to cope with lswefial exchanges, to initiate and respond
appropriately to greetings, invitations, requesfers, personal questions etc. Moreover,
they should be able to make simple everyday lingactions, including shopping,
travelling, asking for basic information and askithg way (CEFR 34). To summarize,
a basic foreign language user should gradually enasinplified ways of communication

that would suffice in most everyday situations.

In this chapter, the term ‘beginner’ has been aefirfrom a general and from
a linguistic point of view and has been characterishrough the competencies it is
associated with. To achieve these communicativepetemcies seems to be the goal of
many students who take up English as a foreignuagg. Yet for some students it is
a very long-term and almost unreachable goal. &stibsequent chapter, such students
will be explored in greater detail.

1.2.2 Who are false beginners?

The previous chapter has introduced the term ‘albsdieginner’, labelling a student
who is new to language learning. It has also bemgested that being new to language
learning does not necessarily define a beginnerthag linguistic competences do.
The students who are not new to learning a padicldnguage, but whose linguistic
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competencies are at a beginner’s level are cédlsd beginners Many definitions of false
beginners stress two aspects, i.e. possessing lsoomdedge of a language and resuming
one’s language studies. For example, Macmillanctiahary states that a false beginner is
“someone who starts to study a language from tenbang again, although they already
have a slight knowledge of it” while Collins-Coldiiand Oxford dictionaries formulate
the definition conversely as “someone who has skmesvledge of a language but has just
started to study it from the beginning”. Jones cetizes these definitions and adds that
false beginners are “students that have previcstsigied or been exposed to English, but
have learned or remembered very little.” This dabn reveals how varied
the background of false beginners may be. Apparetitlere exist numerous kinds of
students who are classified as false beginnerginmgrirom students who picked up some
chunks of language after exposure to the languagess self-study students to students
who had already been involved in formal languagecation but from various reasons

failed to achieve higher than beginner’s standard.

From an educational point of view, there are sompatities between absolute and
false beginners. Jones remarks that when teachivgk#ls, false beginners need a review
to clarify basic language points rather than elateteacher presentations. In accordance
with this he notes that eliciting plays a much margortant role in false-beginner
teaching than in absolute-beginner one. As regéatle beginners’ language skills,
Tomoko Nakamura, who investigated language sks land maintenance among Japanese
ESL students, reports that false beginners excésdlite beginners in loud reading
whereas their main problem seems to be in decoHimgjish words. Therefore, their
comprehension is approximately on the same levabaslute beginners’. Moreover, false
beginners seem to have a slightly different apgrdache teaching-learning process than
absolute beginners. Frantzen and Sieloff Magnariechiout a study on class dynamic
between absolute and false beginners and discotieatdalse beginners are less anxious
in processing and producing the language and tieat have higher expectations about
their grades, when compared to absolute begin@ershe other hand, significantly fewer
false beginners than absolute beginners in the/spldnned to continue studying
the language, which may suggest that false-begileaeners are either less motivated or

have lower aspirations for their learning.
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Neither from the definitions nor from the chararstigcs stated above is it clear how
long astudent can be called afalse beginner. ICaggses a special term, &ny
zaateenik”, to label students who stay at the beginngelldor a longer period of time
(e.g. several years) or who repeatedly start aadecéearning a language. These students
fulfil the definition of false beginners in thateth have certain knowledge of the language
and that they re-start their learning from the begig all over again, and yet they are
specific in that their progress and skill maintezeis very slow, if observable at all. There
seem to be no publications or studies in Engligt Would expound the phenomenon or
introduce English terminology. Despite this, langgiachools and similar institutions do
encounter this type of learners and try to coinrtben English term, usually based on
translation of the non-English term into Engliskerél are some of the suggested terms that

have been come across:

eternal beginners (SpeakUp Language Centre, Poprad, Slovakia; Xeardeffmann in her
article “Writers, texts and writing acts: Genderader images in word processing

software” in relation to women learning IT),

forever beginners (Inside English, alanguage school in Karlovy Vathe Czech

Republic),

continuing beginners (language courses at Brain Gym, Canberra, Auatrgbiga classes
at Salt Spring CentreSalt Spring Island, Canada; Levine Music School,skifegton,
USA).

It is apparent that the issue is not solely regtddo language teaching but befalls
other areas of education as well. Considering hheet terms above, the first two seem
rather artificial and do not sound authentic, asifistance the second one uses an adverb
to pre-modify a noun, which is not common in EngliMoreover, both these terms carry
a rather negative connotation, implying that thelehts have no chance to proceed to
a higher level of proficiency. In contrast, thethiterm, continuing beginners, sets
the students into the continuum side by side witieiostudents and stresses the process of
learning and improvement. On the other hand, Ii¢ fai capture the long-term nature. Thus
it may be useful to reconsider the options and ipbsstroduce a completely new term,

which would embrace both the positive and the negatspects.
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1.2.3 Language Fossilization

It has been suggested that some beginners seeenuoable to overcome the initial
difficulties of learning a language, and stagn&iducational psychology uses the term
plateau to designate the phenomenon that while learningvaskill, a learner “in spite of
efforts and practice, makes no perceptible progréssllins et al. 157). Other authors
(Selinker, Gass, Han, Long, Onken, Hyltenstam, fihory et al.) adopted the term
fossilization to refer to “the re-emergence of structures thexievthought to be eradicated”.
Fossilization is characterized by a permanent mHoence of structures that are deviant
from the target-language norm, regardless the expo® the target language (Gass &
Selinker 12). Thornbury relates it to learners’lgaa saying that “language development
that has fossilized has stopped at a point welktsbb the target” (116). However, as
ZhaoHong Han argues, it is only meaningful to talkout fossilization when three
conditions are fulfilled: students must be exposedarget-language input, they must be
adequately motivated to learn and they must beigedvwith sufficient opportunities to

practice the target language (225).

According to Han, it is possible to distinguish Wweén local and global
fossilization. Some other authors even talk about fossilized errand fossilized
competence / learners, respectively. While locakif@zation is limited to only certain
areas of language, global fossilization is charasd by “cessation of learning or stability
due to the learner’s inability to change the iteguagé system” (Han 21). It is obvious
that students unable to get past beginners’ lewveldcbe characterized as fossilized

learners, i.e. suffering from global fossilization.

Nevertheless, fossilization does not necessarile ita signal that the process of
learning has been corrupted. Han in his béassilization in Adult Second Language
Acquisition talks aboutstabilization and fossilization to label the different kinds of
language stagnation, or plateau. He actually djsishes three cases of stabilization, out
of which but the last one is synonymous to fossilan. The cases recognized are “a
temporary stage of ‘getting stuck™, “interlanguagestructuring’ and “long-term
cessation of interlanguage development” (Han 1@Xhough the first two cases may

2 = an emerging linguistic system that a foreigrglaage learner develops trying to approximate

the target language, preserving some of the featfrthe mother tongue
% = a process of integrating new knowledge into old
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exhibit plateau for a rather extensive period ofei(as Han alleges, even as long as four
years), they are still a natural part of the leagnprocess. In the third case, stabilization
“constitutes a prelude to fossilization” (Han 10@hich means that fossilization can be
perceived as permanent stabilization. Han alsortbescvarious shapes that fossilization
can take, including non-variant appearance of lameguage, backslidiffgand stabilized
inter/intra contextual variations of interlanguak0?). However, Han stresses that it
should be remembered that fossilization combines factors: cognitive processes and
student’'s performance; and therefore, fossilizatioannot be judged solely by

performance.

As regards the causes of fossilization, more sdfientesearch needs to be
conducted. Han remarks that multiple explanaticmeehalready been presented, but still
more empirical studies must be carried out in otdeseparate empirical evidence from
speculations (219). Having compiled research of enauns authors, some of the suggested
causal variables Han mentions are: dearth of iostmy, lack of corrective feedback, age,
absence of written input, false automatization, efdensitivity to language data and
negative language transfer (219). The tension letwle viewpoints on the causes of
language fossilization is apparent. For examplegriiibury states that lack of negative
feedback and focus on form may be of vital impareafor the development of language
fossilization (116 — 117), whereas Krashen condeton®ctive feedback for its shattering
effects and highlights that “acquisition comes froomprehensible input, not from error

correction” (92).

It lies out of the scope of this thesis to seamhempirical evidence as to which of
these suggestions would prove true. Nonetheleswillitfurther examine how certain
variables influence the learning process and it attempt to provide characteristics of

Czech students whose language appears to havizidsit beginner level.

“ = “variational reappearance over time of interiaage features that appear to have been eradicated”
(Han 102)
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1.3 Learning & Teaching Styles

“Teachers open the door. You enter by yourself.”

Chinese Proverb

The learning process is not the same for all stisddrnerefore, this chapter focuses
on the ways of how different students learn andsgmes some of the most renowned
approaches to learning styles. It further descrithesimplications of various learning
styles on second language learning and draws theections between learning and

teaching styles.

1.3.1 Approaches to Learning Styles

When discussing the characteristics of adult stisdefRogers selects seven
distinctive features, which he claims to be relévam the majority of adult students
regardless their situation or stage of developmEmiong these, he stresses that adults
1. never arrive at class dabula rasa but bring along a package of experience and

values;

2. always undertake education with certain intentioasd expectations about
the learning process;
3. already have their own set of patterns of learning.

(Rogers 70)

These patterns of learning are generally referredhd ‘learning styles’ and relate to
the sum of strategies that help the students leerst quickly and most effectively. They
start to develop in childhood, but adults furthefime them in the process of lifelong
learning, which everyone undergoes, whether recagpiit as learning in the educational
sense of the word or not. As Rogers points outh eadividual has their own way of
learning and builds up their own set of learningutsigies, which are dependent on their
particular aptitudes and experience (70). Rogerwahty highlights that “languages
particularly throw up differences of approach imsthespect. Some learners need a book
and practise sounds from written words, findindgpard to react to spoken words, while
others respond easily to oral tuition...” (70). Moren these strategies are not constant,

but reflect the changes in one’s experience (KimghoJohnson 24).
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There are numerous ways in which learning styles lwa assessed. According to
Coffield, there are more than seventy models ofnieg styles, often with conflicting
assumptions and competing ideas about learning.biGiogh Johnson presents three
groups of learning style models in her dissertatiorstructional preference models,
information-processing models, and personality ned@5). These refer to social,
cognitive and emotional aspects of learning, respeg. Kimbrough Johnson presents
rather a comprehensive overview of different coteépee Kimbrough Johnson 26 — 57),

many of which, however, exceed the borders ofttiesis and will not be mentioned.

Probably the most famous framework of learningestyWas designed by David
Kolb, an American social psychologist and theoraticof education who introduced
a classification known as ‘learning style inventoryhis framework counts among
information-processing models according to Kimbiougohnson's typology. Kolb
assumes that a learning style preference is a pradfuwo separate choices that people
make in order to create knowledge (Kimbrough Johr&?). Firstly, when they approach
atask, they choose between reflective observatind active experimentation; and
secondly, when they respond to the experience, tlether prefer abstract
conceptualisation or concrete experience (Kimbrodigitnson 22 — 23). Building on this
paradigm, Kolb identifies four styles of learningo{b & Kolb 11 — 12):accommodating
(active experimentation + concrete experien@ssimilating (reflective observation +
abstract  conceptualisation), converging (active experimentation +  abstract
conceptualisation) andiverging(reflective observation + concrete experience).oxerall
model of learning that relies on all the learningles is known as ‘Kolb’s Learning

Cycle’?

To illustrate what instructional preference modais concerned with, the theory of
seven perceptual learning styles by David Gille§78) can be taken as an example.
Perceptual learning styles are “the means by wlaiamers extract information from their
surroundings” using the five senses (Gilley). Indiinals are understood to have specific
“pathways”, i.e. perceptual modes. These enableetianed facts to enter the short-term
memory, and if exposed to this information repeatedlso the long-term memory.
The seven perceptual modes grant (seeing printed or written materialsqural

® For more details about Kolb’s theories and morecijz information about his learning styles see
Kolb & Kolb (2005).
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(listening),interactive(interaction with othersyisual (seeing graphic representations such
as pictures or graphd)aptic (touch),kinaesthetiqgbody movement), andlfactory (smell
and taste). Other instructional preference modedal dvith the styles of classroom
participation, such as Grasha’'s and Reichmannariiag style scales’, as well as with
contextual and cultural influences on learningjrafenzuli and Smith’s ‘learning style
inventory’ (Kimbrough & Johnson 26). To summaritleey basically attempt to depict

how learning is related to perception and expegeasfexternal environment.

Lastly, personality models focus on what individuamotionally experience in
learning situations and how they react to it. Fastance, Meyers and Briggs assess
personality types using four bi-dimensional axestraversionx introversion sensingx
intuition, thinking x feeling judging x perceiving and describe sixteen distinctive
personality types based on the interactions amiadour dichotomies. Myers and Briggs
claim that one’s personality type significantlyeadfs one’s preferences in learning and that
understanding one’s personality type can enhareé#rning process (Myers and Briggs

Foundation).

It is obvious that learning styles are very compésd can be touched upon from
different perspectives. They are also learner-$igeand duly, any group of adult learners
is bound to have a varied spectrum of learningestyRogers 70). In addition, it should be
borne in mind that any student can readily makeafiseore learning styles and that it is
not possible to pigeonhole students into fixed gaies. As Evans and Sadler-Smith
remark, “a preference for one type of processing nm@ automatically exclude another”
(78). They document this on an example of individuaho develop analytical learning
strategies to counter-balance their inherent peefs of intuition; so technically, they are
both analytic and intuitive at the same time (7B)is also points to the fact that varied
teaching is important in order to enable studemtdetvelop other learning styles than those

they would naturally prefer, and thus enrich thedrning-style inventory.

1.3.2 Learning Styles, Learning Strategies and EFL/ESL Larning

The previous chapter has introduced the notioniftdrdnt learners having different
learning styles and has illustrated multiple apphes to the description and analysis of
these styles. This chapter will further investigtite connections between learning styles

and second language learning.
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It has been pointed out that learners perceive @ndess information in diverse
ways, which implies that acquiring a skill or mastg a particular subject matter can be
easier for one student than another. Learningedorlanguage requires the cultivation of
both productive and receptive skills and refinihg knowledge of grammar, vocabulary
and pronunciation; that is much cognitive and nmsgadive work as well as extensive
practice and experimentation. Thornbury summatritzas “putting one’s mind and tongue
round the language” (97). To do this, learners neezmploy variousearning strategies
l.e. “conscious steps or behaviours used to enh#me@cquisition, storage, retention,
recall, and use of new information” (Hamida 11)miarly to learning styles, learning
strategies have been classified from numerous eetisps. Rebecca L. Oxford gives
a complex taxonomy of learning strategies. Shengjsishes betweedirect and indirect
strategies direct strategies being those that involve ditesg of the target language and
indirect those that do not (Ehrman & Oxford 3123. direct, she labelmemory strategies
(serving to store information in memory and to iese it), cognitive strategies
(organizing the language for production and peroaptand compensation strategies
(used for bridging the gaps in language knowledby&irect strategies ammetacognitive
strategies(employed for evaluating and re-organizing one&rhing),affective strategies
(handling attitudes and emotions) asakcial strategies(engaged in learning with other
people). Appropriate choice of learning strategmskes learning “easier, faster, more
enjoyable, more self-directed, more effective, amate transferable to new situations” and

it may help students to become “autonomous, lifeglearners” (Hamida 11 — 12).

The strategies that a language learner adoptsraatiygdependent on their learning
style. In addition, there are some other factoas #ffect the choice of a particular learning
strategy. Olenka Bilash calls attention to the fdwt the choice of certain learning
strategies can be influenced by personality trasisch as outgoingness. Moreover,
the differences among students’ learning stylesmsée correspond to one’s cultural
background. As Reid puts it in his article “The tmag Style Preference of ESL
Students”, there seem to be “different modes ohking characteristic for different
cultures” (88). These should be taken into accoumtcurriculum design and in
the development of teaching materials since digasp students’ learning-style
characteristics may make the students exert toohnafiort to adjust to new learning
situations at the expense of learning (Reid 88)d Rbserves that even at university level
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many of the ESL methods and materials were devdlopéh native speakers’ learning
needs in mind and notes that “in many cases, nestinelents nor teachers are aware that
difficulty in learning class material, high frudtii@n levels, and even failure may not rest

solely in the material itself” (91).

Many studies have already been run to discloséigrkhips between learning styles,
learning strategies and English as a second/ foreigguage. Reid conducted a research
among 1,234 American ESL university students tcemaine how perceptual learning
styles and ESL learning preferences correlate. fega the respondents’ cultural
background, his study determined differences icguual styles of native and non-native
speakers. While native English speakers reportefleances of auditory styles, other
nationalities (mostly Asian) showed stronger prefiees of visual and tactile styles. Both
native and non-native speakers highly estimatedcdsathetic learning, with Japanese
students most significantly differing in their peeénces. Moreover, Reid’s study detected
connections between preferred perceptual stylessaoal characteristics. For instance,
the research indicated that “the older the studdrg,higher the preference means for
visual, auditory, kinaesthetic, and tactile leagii95). Also, the longer the respondents
had lived in an English-speaking environment, tteater was their preference for auditory
learning and simultaneously, undergraduates disglagonsiderable inclination towards
auditory learning in comparison to graduates, shgwnore interest in visual and tactile
learning. These findings may be suggesting thatrapertoire of preferred perceptual
styles extends with gaining more learning expeeerdter extensive exposure to foreign
language, the widely favoured kinaesthetic styléeafning is complemented by auditory
and visual styles and students adopt an approasédban more perceptual modalities.
However, Reid calls for further research to justifgse implications.

Two years after Reid, the issue of perceptual legratyles was examined by Laura
Rossi-Le. She found correlations between learnerative language and cultural
background and perceptual learning styles, too; simel asserted that the most widely
preferred perceptual styles regardless studentsonadity were tactile and kinaesthetic
(79). Furthermore, Rossi-Le investigated the refethips between perceptual styles
preferences and language learning strategies. tHdy sias revealed a complex system of

interactions acting among the learners’ backgrowtdracteristics, perceptual style
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preference and language learning strategies. Muogtontantly, she reports a strong
correspondence between visual learning style aswhiisation strategies.

Recently, a related research was done by Mei-LihgnCand Li-Mei Hung in 2012.
They investigated the influences of personalityety@s classified by Myers and Briggs) on
perceptual learning style and learning strategissfepences among Taiwanese ESL
students. Their results (1507) indicated two imgairtrelationships: firstly between
the sensing / intuitive personality and languagarnmg strategies, secondly between
the introverted / extroverted personality and lagg learning strategies. Concerning
the former, intuitive personalities proved to usenmory and compensation strategies more
frequently than sensing personalities. With respedhe latter, extroverts tended to use
more often compensation, cognitive, metacognitimeemory, affective, and social
strategies when compared to introverted studentgoulld be tempting to generalize that
more out-going students make more frequent useabws learning strategies, but these
results contradict some previous findings. For gdairEhrman and Oxford reported that it
was introverts who used metacognitive strategiesemmmmonly while extroverts
preferred affective and social strategies. Theeassurely requires more investigation

before any definite conclusions can be drawn.

Ehrman and Oxford also reveal powerful relationshyetween Myers and Briggs’
psychological types and learning strategies. Tleewpnt the learning strategies to be almost
in complementary distribution for each contrastpersonality type pair. For instance,
thinkers evaluated cognitive and metacognitivetsgias as comfortable/liked, whereas
feelers rated these negatively and preferred setrallegies (317). It is but the personality
type which appears to be of crucial importancectuwosing a particular learning strategy
since the study has disclosed no significant catigels between social characteristics
(such as age and sex) and learning strategies.

It is apparent that there are many correlative ¢anks between adopted language
learning strategies and students’ learning stytespersonality types. But in what way do
these tendencies affect the teaching-learning psotteat takes place in language classes?
The answer to this question was offered by ObdGkatro and Veronica Peck, who had
focused on the relationship between learning stgles language learning difficulties in
their research. Firstly, they have come to the kmmen that for language learning
the ability to rely on more learning styles provese highly advantageous, unlike being
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specialized in one learning style, which “intereneith the learner’s ability to process
information both analytically and globally” (Castr& Peck 408). Secondly,

accommodators and divergers (in Kolb’s learningestyclassification) appear to be more
successful in learning languages than convergetdsaasimilators. However, they stress

that any deficiency can be overcome in modified $¢s.

Some connections have also been made between gde@ning strategies and
classroom anxiety, which is regarded as unfavoargidlenomenon that slows down
the learning process. Mohammadi et al. who conduesurvey among Iranian EFL
students report that “there is a meaningful negatationship between the degree of
language learning strategies and the level of &yixi®43), namely between cognitive,
compensation and social strategies and the levehnodety. Affective, memory, and
metacognitive have not shown any significant catreh with anxiety levels. Generally,
learners with a relatively higher extent of langeidgarning strategies use reported less
anxiety than those who had a relatively lower ext#nlanguage learning strategies use.
From these findings it can be inferred that if tise of certain learning strategies is
supported, it could lead to improvement of the aphere in class and language learning.
In other words, if teachers can adjust the stragetp their students’ needs, their learning

as well as their level of language anxiety can d&tively enhanced.

1.3.3 Teaching Styles

A lot has been said about the approaches studetdstdwards learning. However,
learning in the sense of institutionalized educat®onever a one-sided process — it always
requires a teacher. Not only do individual teachsase their own learning styles and
strategies, but they also develop teaching stytek strategies. As with learning styles,
each teacher is prone to have preferred, habitylssof teaching but can deliberately

work on broadening their repertoire.

Expectedly, there are also multiple classificatiook teaching styles. Some
educationalists, such as Peacock, assess them wlithisame categories as Gilley does
perceptual learning styles (auditory, visual et®©ther authors focus on the class-
management related aspects of teaching, for exafmaéui distinguishes between hard,
soft, run-down, effective and so-so teachers (R®gers uses the term autocratic, laissez-

faire and democratic teacher within the same sadpaterest (193) and he presents an
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overview of more terminology used by other authorthis field. Naturally, teaching styles
can also be evaluated in terms of teachers’ peligpremd their preferred manner of
teaching, and thus, it can be discriminated betwegocentric and altruistic teachers,

highly organized and disorganized teachers etag€R0194).

What is important to consider is the relations lestwteaching and learning styles.
The effectiveness of the learning process is alwdgtermined both by the students and
the teacher. Rogers accentuates that all styles saadegies are “equally valid and
the teachers, regardless their own preferred legrsiyle, should not push their students
into adopting any of them” (70). On the other hasdme theorists (Reid, Hamida,
Gregorc, Peacock et al.) believe that “in ordergad effective learning, the students’
learning styles should match the teaching stylé$dnfida 8). It is even deemed that
the mismatch between learning and teaching st@asause frustration, demotivation and

to the utmost learning failure (Peacock 1). So Bbawld this dilemma be dealt with?

Firstly, the teachers should make themselves familith their students’ preferred
learning styles, which will provide them with “imgant information about how to address
the needs of their students” (Castro & Peck 408¢08dly, the students themselves should
be aware of their preferred learning styles, as hielps them recognize their strengths and
weaknesses and allows them to be more active ipantiis in their learning (Castro &
Peck; Peacock). There are numerous ways of asgessaself, from taking an online test
to compiling a portfolio of one’s work for later agsis (Pierson). Thirdly, the teachers
should help their students to develop more vamedning styles. This enables the teacher
to use a wider variety of teaching strategies dkasdt is beneficial for students as foreign
language learners (Grasha; Castro & Peck; see 2age 26). Nonetheless, the teachers
should approach this with great sensitivity andsoderation for the students (Zhou 76).
And finally, the teachers should teach in a baldnesy “in order to accommodate
different learning styles” (Peacock 18) and letheatudent exercise their own learning
style (Rogers 71). They should always bear in ntivad their learning group consists of
unique individuals and that assuming individualrapgh, especially in language teaching,

IS a necessity.

This chapter has examined various ways in whiclesits learn. It has introduced
the concept of learning and teaching styles ahastinvestigated how learning styles and
language learning correlate. Most importantly, esgiplg more learning styles seems to be
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crucial for success in foreign language learningther than developing a highly
specialized learning style. Most ESL students appegrefer kinaesthetic, auditory and
visual learning styles. The preference of learngtgle then influences the choice of
concrete learning strategies, the strongest coiwel®deing between visual learning styles
and favouring visual learning strategies. Socialialdes, such as gender, age or
occupation, do not seem to have significant impacthe choice of learning strategies. For
the most effective learning to take place learrshges and teaching styles should match,
and therefore, the more varied language teachirgimiore likelihood of appealing to all

individual students.

However, a developed system of learning styles tedn being in unison with
the teacher’s teaching styles are not the onlyofacthat would guarantee success in
foreign language learning. Another factor, whichledis students in learning, is their

motivation, which will be further expanded on ire thext chapter.
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1.4 Motivation

“If you want to build a ship, don’t drum up peopteether to collect wood and don’t assign
them tasks and work, but rather teach them to fonghe endless immensity of the sea.”

Antoine de Saint-Exupéry

Motivation is often viewed as a force which makesirdividual act in a certain
way, which within alearning situation is understoas something that encourages
the student to learn. Many authors consider motmato play a significant role in
the teaching-learning process, essentially coririguto the success of teaching and
learning (Benes E., BenesS M., Clical Harmer, Knowles, Petty, Rogers etc.). With rdga
to adult learner, Rogers remarks that it would beng to think that they are ever
unmotivated to learn (95). “All adults are motivéite® learn their learning in their own
way” (Rogers 95), yet it may mean that they are motivated to learn exactly what
the teacher intends to teach them. Therefore,dlf@nring chapter is going to elucidate
what components to learning motivation there ard wamat motivates adults to study
English as a second/foreign language.

1.4.1 Kinds of Motivation

There are many theories how to explain motivatioafresponding to various
psychological approaches (humanistic, behaviowagnitive etc.). Rogers divides them
into three comprehensive categoriesotivation as an impulse based on the learners’
inner needs or drivetgarned motivation, shaped by external conditions, agwhl-driven
motivation, purposefully related to goals set by the stud€¢ffs — 99). Other authors
create different categories, based on differerterca. For example BeneS and Harmer
mentionextrinsic and intrinsic motivation (Bene$ 43—44, translation by SM; Harmer 3);
extrinsicrelating to external factors with language leagnperceived only as a means of
achieving a goal anahtrinsic concerned with the actions in class and langutsgdf ias
the goal. Benes then identifiegistentia) elementaryrelated to human needs, rewards and
punishments) anslocial motivation (43—44, translation by SM), whereasrhier, adopting
Gardner's and Lambert's perspective, writes abateggrative motivation (embracing
the culture of the target language speakers) iasttumental motivation (regarding

language as an instrument to achieve something) I(dggrative motivation is then
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a preface t@assimilative motivation, which is based on students’ desire to assimitate
the target culture.

A general, comprehensive overview of learning naiton is presented by
Doc. PhDr. Isabella Pavelkova, CSc., a Czech enunzdt psychologist and lecturer at
Charles University in Prague, who leads coursestiadent teachers about motivation to
learning. In her lectures, she combines more pdggieal approaches to motivation and
primarily distinguishes betweentrinsic and extrinsic motivation, according to where
the incentives of the motivation initiate. Intrinsnotivation is constituted bgognitive
motivation (translation by SM), which is related to the stutemterest in the subject and
their inner needs to understand it. Extrinsic nadton involves more subtypesocial
motivation, which relates to interpersonal relationshipggmpetence motivation
(translation by SM), interwoven with one’s desite Eompetence and achievement, and
instrumental motivation, connected with future goals which a learner sfivo reach.
From the perspective of instrumental motivationgiaage is perceived as a tool to achieve
other educational goals (as in Content and Languatggrated Learning) or non-
educational goals (such work-related goals). Scamal competence motivations include
both positive and negative variants, such as ted é affiliation and the fear of rejection,

or the need of success and the need to avoiddailur

When educating children and youths, competencecagditive motivation seem to
be the most influential. This gradually changesdulthood. According to Milan Benes,
more than 80 % of adults enter the process of educéan order to cope with certain
situations in their life (85), i.e. because theyehanstrumental motivation. The subsequent

chapter is going to focus on the motivation of a&i8L students.

1.4.2 Motivation and EFL/ESL

A lot has been written about motivation in ESL (@G®er, Antoninova, Kelly,
Rivers and others). It is not within the scopehi$ thesis to touch upon all the theories so
this chapter will introduce some of the findingsiethmay interest adult ESL beginner

instructors.

It is important to realize that (as with the divgrof learning styles) it is highly

unlikely to find a group of EFL/ESL learners who wid share the same motivational
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background. Dornyei remarks that “even generallyivated students are not equally keen
on every subject matter” and that the learnersttest goals with regard to their “ideal
second-language self” and “ought-to second langusaig. In reality, students always

oscillate between their real selves and ideal/ctgsklves.

Harmer believes that it is possible to trace cenaotivation characteristics that are
typical of students of a particular age and le¥4d. attributes a greater level of extrinsic
motivation to beginner adult students, which grdlgudecreases at intermediate and
advanced levels. Therefore, he considers beginneests to be easier to teach, while
motivating more advanced students presents a grehs#lenge for the teacher. At any
level, adequate students’ aspirations and teaahmyost and encouragement seem to play
an important role in sustaining the level of matioa. Other researchers have raised their
voices to warn about the harmful effects of inadeguearners’ expectations as well. It has
been discovered that false expectations raised difing one’s goal as mastering
the foreign language may lead to students’ ovédakatisfaction with language learning”
(Ryan 149). For that reason, it is imperative foe teachers to help the students set
manageable goals in order to prevent discouragefraantlearning.

As regards the prevailing types of motivation, fastental and integrative
motivations seem to be the strongest in adult EBL/Eearning. Their importance is
contextually based. Especially among immigrant®grative and assimilative motivations
rank higher than instrumental. For instance, Igoisdstudy found that the surveyed group
of ESL immigrant students chose to engage in laggl@arning in order to get integrated
into the dominant language culture and community. With regard to Dornyei’s
perspective, the students’ motivation often “orgged in the disjuncture between
the learner’s current and desired identities” (ldjoul). However, integrative motivation
appears to be strong enough even with non-immigstudents. Igoudin also reports
the results of a study by Brilliant, Lvovich and Mson (1995) which showed that within
a sample of unemployed EFL students who unanimawasiked instrumental motivation
as number one, 85 % of the students still expresedesire to get to know the culture of
English-speaking countries and to make social otstavith its members (integrative
motivation). Kelly obtained similar outcomes fronstady of Japanese graduates: reasons
for studying English related to travelling and wgsirEnglish for international
communication (integrative motivation) even outratikthe reasons connected to school

and work (instrumental motivation).
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Interestingly, the level of students’ motivationedanot seem to correspond to their
self-esteem and confidence in their language-lagrabilities (Matthews-Aydinli). Rather,
the appreciation of the importance of English (befar integrative or instrumental
purposes) makes students motivated to learn (LgeTolsummarize, it is crucial to take
into account the integrative and instrumental reatof motivation in EFL/ESL and to
employ strategies to refresh it accordingly. Whasinitial beginner’s motivation starts to

fade out, the appreciation of the language itgadf its importance may help to renew it.
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1.5 Hindrances to Learning

“The road to success is always under construction.”

Lily Tomlin

The previous chapter has looked into what make# atildents motivated to learn
English. This chapter is going to investigate wimaty demotivate students from learning
and what blocks they may face when learning. Iteapp that some of these blocks may be
fomented by conscious learning, though others mrayinoin pre-existing knowledge or

psychological factors (Rogers 236).

Identifying the nature of a block is not alwaysyeass Rogers points out, teachers
can only “assess what appears to be happeningig ubieir own experience, because
the learners may be unable or unwilling to explaihat is really happening (236).
Generally, there are several possible reasonshefailure of learning. They will be
discussed here with reference to Rogers (237 — 253)

1.5.1 Physical and Situational Changes

Physical changes are not a very common reasonniucgessful learning because
they refer to irreversible changes in one’s bodyealth. Nevertheless, such problems as
failing eyesight or deterioration of hearing maysiitute a severe barrier to learning.

Situational changes are much more frequent. Thpgapoccasionally and usually
only temporarily. As a situational change, any mdé and contextual factors may be
labelled, for instance tiredness, poor health, bBur@y students’ pre-occupations (237).
Moreover, some situational factors may be deterchiog the learning programme itself,

including its settings, schedule, classroom equigret.

Physical and situational changes are not that proatlic for teachers because they
can be easily identified and (often) remedied. fotlewing chapter will, therefore,

explore the inner, psychological and more troubtesanpediments to learning.

1.5.2 Personality Blocks

Personality-related blocks to learning stem fronychslogical and emotional

factors (238). They are persistent in that thedffeven well-motivated learners in
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learning-supporting conditions. Rogers divides theto two separate categories: those
related topre-existing knowledgeand those related to learnesglf-perception factors
(238).

Adult students, having experienced alot in theied, always bring some pre-
existing knowledge, prejudice or habits into thecteng-learning process, despite the fact
that they may claim to know nothing about the pattr subject. Pre-existing knowledge
is usually deeply rooted within their life perspees and has involved some emotional
engagement, so challenging this knowledge may rtakstudents feel threatened. Natural
reaction to athreat is using either withdrawal haggsms, or ego-defence mechanisms
(240).

Withdrawal mechanisms may include physical withditaw.e. dropping out of
the course, or psychological techniques that enthig@estudents to keep their pre-existing
knowledge. Among these acempartmentalisnfcreating distinct patterns of knowledge
that are drawn upon under different circumstan@agjoritism(relying on the knowledge
presented by a greater authority) amedlity-evasion(namely day-dreaming and lack of
attention) (240 — 241). Ego-defence mechanismglaveces that people use to maintain
their psychological equilibrium. The most commordyployed arefantasy (escaping
the reality in imagination)compensatior(turning to alternative activities)dentification
(vicariously joining another member of the groumpjection(projecting one’s own traits
into others), rationalisation (finding arguments to justify one’s beliefs or acis),
repression(selective forgetting) sublimation (diverging one’s frustrated energies into
another activity)displacemenfventing one’s frustration on someone else) andrstf249
— 250).

No matter how persistent the students are in pliotgtheir pre-existing knowledge
or habits, sometimes it is necessary for the neswkedge to embroil with the older one,
not just to “be left on top of the existing patt&rii241). Therefore, they need to undergo
the process ofunlearning. Direct contradiction of the pre-existing knowledgnor
authoritative explanations are effective in thecpss, only the examination of how
the incorrect pattern was acquired and reinforcey ioring the students to change and
understanding (243).

Other blocks to learning, designated as self-péi@epfactors, originate in

“emotional manifestations of negative self-conceg®43). One of the most frequent
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among these factors enxiety. Rogers sees it as constituted of two elementsaraof
requirements, which are externally imposed on ¢hener, and worries about the self.
Some authors (e.g. Mohammadi et al.) even link etgxio the use of certain learning
strategies (see page 26). Students suffering fraxrety often perceive themselves to be
the “cause of their failure” (244), frequently ectang not to have enough educational skills
to complete the task in question. However, anxgggs not always inhibit learning. It is
closely linked to motivation; Pavelkova even dihgdhvolves the anxiety factors, such as
fear of failure, into her motivation classificati¢ior more see page 30). The truth is that to
a certain extent anxiety facilitates students’ efend learning, especially in application
and reception tasks (Rogers 244). Only if the ke\adl anxiety rise too high, learning is
gradually inhibited. Anxiety can be lessened thioggltivating the atmosphere in class,
establishing rapport with the students and manatiegearning situation in achievable

steps (Rogers 245).

Other emotional blocks to learning may have saasplects, for example tifear of
failing in the eyes of others arluctance to join in the methods of learnirig47).
Interestingly, Reid reports a non-negligible catflibetween students’ and teachers’
attitude to group work. While many language teasHhide to make use of group work,
the ESL students in Reid survey gave group workiremmor even negative preference.
Also Pavelkova stresses that group activities mayextremely emotionally demanding,
especially for introverted individuals, and thatadkers should not overuse them.
Misguided applications of learning-styles conceptsany other kind of pigeon-holing

students into narrow categories can be similarhgeeous (Evans & Sadler Smith).

Further, Rogers mentiongrrow self-horizonas an emotional block to learning.
Students with anarrow self-horizon tend to underege themselves as well as
the sources which could possibly help them in thesrning. Some other students may
have an excessive need for balance faad disorder whereas some others mégar to
seem to influence other&motional blockages are very varied and not yassiclosed and

classified, but their existence should never bdeubed.
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1.6 Learning Disabilities

“l choose not to place ‘DIS’, in my ability.”
Robert M. Hensel

Physical, situational and personality blockages andortunately not the only
impediments to the process of learning. Some peog be suffering fromearning
disabilities, which prevent them from learning in a way thatrkgofor other students.
Disturbingly, it is estimated that learning diséiles occur approximately in 10 % of
the population (Hatt & Nichols). In the Czech Relmitearning disabilities are currently
often discussed in relation to primary-school at@idand it is not uncommon to have
a special curriculum for those pupils who have ranfl diagnosis of being learning-
disabled. Learning disabilities are innate and emduoto adulthood, though their effects
may be weakened through the use of compensatiategies. Yet they are scarcely
mentioned regarding adult education, especiallyiwithe borders of Czech educational
environment. Therefore, this chapter will attenmgpicompensate for the insufficiency and
explain how learning disabilities may interferewadult EFL/ESL education.

1.6.1 What are learning disabilities?

To begin with, it is necessary to explain how |&agndisabilities differ from other
hindrances to learning. They are not just “a strqrgference of learning styles,
a dispreference or natural ability of ‘not beingpdat something’” (Pearl 3). Nor are they
related to external conditions, IQ or personalipctbérs. As Pearl asserts, learning
disabilities seem to come from “a permanent biaalstructure of the central nervous
system” (3), creating “a gap in neural wiring tiemore substantial than neural plasticity
can correct” (3). The understanding of learningalities is slightly different in sundry
educational institutions, but the essential elesi@aimain the same: discrepancy between
the actual and general ability and etiology, exitiggohysical, emotional, intellectual and

environmental causes. Here are some definitionsdomparison:

* “A learning disability is a neurological conditighat interferes with an individual’s ability to
store, process, or produce information.” (Learriiggbilities Association, 2014)”

« “Learning Disabilities’ refers to a variety of digders that affect the acquisition, retention,
understanding, organization or use of verbal and@r-verbal information. These disorders
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result from impairments in one or more psychologipeocesses related to learning, in
combination with otherwise average abilities edakrior thinking and reasoning. Learning
disabilities are specific, not global impairmentsdaas such are distinct from intellectual
disabilities.” (Learning Disabilities Associatiofi ©Ontario, 2001)

e “Learning disabilities’ is a comprehensive ternt foheterogeneous group of disorders that are
manifested through difficulties in gaining and imyplenting skills, such as speaking,
understanding speech, reading, writing, mathematé@soning and counting. These disorders
are intrinsic to the disabled individual and thegquppose dysfunctions of the central neural
system.” (Zdedk Matjcek, 1993; translation by SM)

Apparently, learning disabilities affect a specifiea of learning so they cannot be
explained in terms of general mental disorder ¢ellectual retardation (Hatt & Nichols
99), though they may appear along with such digsrdelagjcek). Clinically, learning
disabilities are assessed on the scale frald, for which the learner is able to compensate
naturally, tomedium which make it more difficult to find countermeassi for, tosevere
(Hatt & Nichols; Pearl). Learning disabilities malso appear in clusters (Hatt & Nichols;

Matejcek), which makes their manifestations more acute.

As regards the areas of learning which can bectdtli by learning disabilities, Hatt
& Nichols give the following list (14 — 19):

1. visual learning disabilities, i.e. disabilities relating to problems in prodegs
data acquired through visual perception;

2. auditory learning disabilities, relating to the processing of information pereeliv
through the auditory channel;

3. motor learning disabilities, connected to various motor body functions, such
neuromuscular and sensory-motor processes;

4. conceptual learning disabilities pertaining to problems with understanding
abstract concepts, complexities and consequences;

5. organizational disabilities, including problems with time-management, task-

sequencing etc.

Czech educational psychologists (Magk, Vagnerova, Zelinkova etc.) use a more
detailed classification of learning disabilitiespma interwoven with school subjects. They

distinguish between:

1. dyslexia related to reading;
2. dysgraphia, concerning writing;

3. dysorthography, connected with orthography and application ohgraar rules;
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4. dysmusig affecting the acquirement of music skills;

5. dyscalculia impairing abstract and symbolic operations;

6. dyspinxia, afflicting drawing, especially in connection withe mental operations
needed to transfer 3D reality into 2D and to capture’s fantasies on paper;

7. dyspraxia, influencing motor skills.

(Hovorkova & Stanjurova)

These types of disorders cover visual, auditorytom@nd conceptual disabilities in
English terminology. Moreover, Czech terminologyffatentiates between learning
disabilitie€ (the above mentioned) and behavioural disofdevghich would cover

organizational disabilities as well as hyper-atyivaggression etc.

Whatever typology of learning disabilities one migh to adopt, it remains a fact
that learning disabilities can impair the developt®& other learning skills if not (timely)
recognized and worked with. The disorders may tesul“a significant discrepancy
between academic achievement and assessed intallability” (Hatt & Nichols 98) but if
handled with caution and sensitivity, they need seén prevent the achievement of
academic success. “Whatever challenges someondeaithing disabilities may face, it is
important to understand that a person with learmisgbilities can be highly successful
academically, socially and functionally” (Pearled$pite this, learning disabilities are often
perceived with negative connotations and many (@alje adult) students might feel
embarrassed because of their weakness (Schwareh®)h may incidentally lead to
the development of other blocks to learning, asulesd in Chapter 1.5.

The next chapter will closer examine the influenadslearning disabilities on
EFL/ESL learning.

1.6.2 Learning Disabilities and EFL/ESL

It has been explained that learning disabilitiegehteir cause in neural system and
affect certain processes needed for learning. Mhens regardless the subject matter
the learner is studying. In other words, thereathimg like “foreign-language disability”

and a foreign language learner is affected in simifays as a native language learner

®in Czech: specifické poruchyeni
"in Czech: specifické poruchy chovani
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(Schwarz 2). Generally speaking, it means that#rhers show certain difficulties in
the native language, it is highly probable thatytiaéll encounter the same difficulties in
the foreign language. Nonetheless, Schwarz repbds there is increasing scientific
evidence of the fact that learning disabilities nmagnifest themselves slightly differently
in different languages, with respect to languagmlygy, grammatical and orthographic
rules etc. (2).

The learning disabilities that seem to have thetraigmificant influence on learning
(foreign) languages are logically those that affesteption, production and mental
processing of the language; that is namely visaalklitory and conceptual learning

disabilities.

Visual learning disabilities may lead to diffice$ in the recognition of individual
letters or words, including their reversal (HattNdchols report that a common sign of
a visual learning disability is the inability tostinguish clearly between such pairs as 41
and 14). Furthermore, students with visual learmisgbilities may find it problematic to
understand written instruction, to follow a line @page or even to find certain phenomena
in atext as they may have problems with figureugo discrimination (Hatt & Nichols
15). Figure-ground discrimination may show itselfee at a more general level, for
instance as having problems to find an exercigbertextbook or find the correct column

to write one’s signature in.

Auditory learning disabilities may seriously affdearners’ perception as well as
production. Learners with auditory learning disiie$ have difficulties with
understanding oral instructions, with distinguighivetween similarly sounding words or
identifying individual words within a flow of spelecin addition, they may be unable to
remember things that have only been said, theyteray to mispronounce common words
and make mistakes in word order (Hatt & Nichols. 1&mon also reports that auditory
discrimination has an impact on phonological codang difficulties arising in relation to
it. He suggests that the deficits may lie in “enogdspeech sound information in long-
term memory, using phonological codes in workingmogy and retrieving phonological
information from long-term memory” as well as inr6égucing complex phonological

sequences” and in “the sensitivity to the speecimdatructure of the language” (all 169).
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Finally, conceptual disabilities may bring alongstatles in dealing with complex
syntactic matters, decoding the meaning of figuedyiused language or even discerning

the signs of non-verbal communication (Hatt & Nishd8 — 19).

Considering the factors that make English precariom comparison to other
languages, the loose relationship between itsisgedind pronunciation and the number of
synonyms seem to play the most important role.dditeon to the fact that adults are in
general considered to have restricted abilitiedern pronunciation, it is especially
the learners whose mother tongue has a fairly aeg@lationship between spelling and
pronunciation who seem to struggle the most, sideglish spelling (and consequently
reading) requires considerably more visual atten(lchwarz 2). This claim is supported
by Campbell who in a study of learning-disabilitydicators determined that 62 % of
respondents reported difficulties reading. The masnmon problems were confusing
words with similar spelling and the length of tiaken to read (8). The high number of
synonyms makes learning English difficult in two ysa not only does it demand
sensitivity for style appropriateness, but it alatails fewer repetitions of words and
consequently gives less space for the practiceawfiliar patterns than languages with
smaller overall vocabulary (Schwarz 3). Moreoverrhing any foreign language may
cause that the learners need to master differanpensatory strategies than they are used

to employing in their mother tongue (Schwarz 3).

When teaching learning-disabled students in an ESL/ class, their learning
disabilities should be taken into account in evéearning situation (Schwarz 2).
Nevertheless, this is sometimes impossible tolfaffithe students themselves may not be
aware of the fact that they suffer from a learniligability or may not be willing to admit
so. Schwarz and Burt even suggest that some |lsamay “show learning disabilities in
their second language, yet not in their first” f2cause they are capable of masking it with
the help of compensatory strategies. Some hints rtiey be pointing to the fact that
a learner has alearning disability are, for insgaruneven achievement, poor memory,
difficulty in grasping abstract concepts, missihg point in discussions, trouble following
verbal/ written instruction, slow or confused ap@ae, taking a long time in answering
simple questions, making irrelevant comments inveosations and other (Hatt & Nichols
19 — 20). However, some students may display adkethese signs without necessarily

having a learning disability.
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Generally, it is advisable to use diverse teaclstrgtegies to address multiple
perceptual modalities. Pearl observes that althaegketition is extremely beneficial for
students with learning disabilities, if the repetitis coming through the wrong modality,
it may lead to frustration (4). Therefore, the o$&aried strategies is the most secure way
to ensure that the chance to succeed is givendxyewe in the class. Schwarz and Terrill
give the following universal pieces of advice fawigg instruction in adult EFL/ESL

classes:

« Be highly structured and predictable.

+ Teach small amounts of material at one time in eptjal steps.

« Include opportunities to use several senses amdihggstrategies.

+ Provide multisensory reviews.

+ Recognize and build on learners’ strengths and griowledge.

« Simplify language but not content.

« Emphasize content words and make concepts acaefisiblgh the use of pictures,
charts, maps, etc.

+ Reinforce main ideas and concepts through reptgaather than through verbatim
repetition.

« Be aware that learners often can take in informatimit may experience difficulty
retrieving it and sorting it appropriately.

(Schwarz & Terrill)

Apart from making use of multisensory approach, nfan tenets are the structuring of
knowledge, breaking the tasks into smaller but measily accomplishable steps and
repetition of knowledge over time, which are adiudahe fundamentals in any good
EFL/ESL class.
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1.7 Final Remarks

This chapter has defined beginners in terms of EBL/and has given account of
various influences on the learning process: legrrand teaching styles and strategies,
motivational factors, external and internal hindmsto learning and learning disabilities.

Learning can be substantially enhanced if

» learning and teaching styles correspond;

* multiple perceptual modalities are addressed duheglasses;

e individual approach to students is adopted,;

e students motivation for participation in a courseunderstood, encouraged
and made use of;

e situational blocks to learning are dealt with arefspnality blocks are not
underestimated,;

« the existence of learning disabilities is takem iatcount.
On the contrary, learning may be inhibited if

» learning and teaching styles do not match;

» teachers force their students to use learning styley are not comfortable
with;

» students’ motivation is not encouraged;

e students’ needs and expectations are neglected;

» external conditions are unfriendly to learning;

e students’ personality blocks are underestimatedante fun of;

» learning disabilities are regarded as non-existent.

As continuing beginners show signs that their le@yrhas been essentially afflicted and
may have ceased, the consecutive part of the thébisttempt to research the factors that
may be influencing this phenomenon and consequetttlycharacterize continuing

beginners as a group of learners.
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2 Practical Part

The practical part of the thesis focuses on Czecttirmuing beginners as a specific
group of adult EFL learners. It uses a questioensiirvey to identify their characteristics
in the area of learning styles, motivation, possiblndrances to learning and learning
disabilities.

2.1 Purpose of the Survey

Continuing beginners are a group of foreign langulgginners who appear to have
got “stuck” at the beginners’ level. Under no cim@tances are they uncommon (at least
within the scope of Czech EFL courses) and yetfaasas the author of this thesis is
concerned, there is no pedagogical literature aéevtn the issue in spite of the fact that
teaching continuing beginners is extremely demapdand would require further
methodological support. Moreover, the term itsal§ mot been explicitly defined and only

implicitly understood.

For that reason, the practical part of this thesiistry to supply for the insufficiency
and clarify what characteristics are shared by inamg beginners. As regards
methodological support, the author of this thesisiot yet a fully qualified teacher and
therefore, deems it incompetent to present any tieakl Nevertheless, some

recommendations will be made with reference tatieeretical part of the thesis.

2.2 Hypotheses

The theoretical part of the thesis has identifigd main variables that seem to have
substantial effect on students’ learning. They are:
* |earning styles (and strategies),
» teaching styles (and strategies),
* motivation,
» external and internal hindrances to the learninggss, and
* learning disabilities.

These variables seem to influence students’ legrinithe following way:
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» the more correspondence between teaching andneastyles, the more effective
the learning;

» the higher motivation levels, the more effective ksarning;

» the more hindrances to learning present, the ésstige the learning;

» the more learning disabilities or the more seveteaming disability, the more

demanding the learning.

The learning process of continuing beginners applyrestagnating, it can be
assumed that there will be a negative interferdme®veen two or more of the above
mentioned factors. Moreover, it seems apparentdbatinuing beginners who are much
slower or even unsuccessful in their learning wbampared to other students might have
a different motivational drive for their learninghe lack of observable achievement could
be indicating that their cognitive and competencativations will not be the strongest
ones, but rather social or instrumental motivatiaight be the case. Also, it can be
expected that learning disabilities, which seenbéoneglected in adult EFL education,
may play an important role in developing a contmguibeginner status. Consequently,

the following hypotheses have been formulated.

Hi: Continuing beginnerwiill show negative results in two or more of thesgegories
correspondence between teaching and learning styhegivation, hindrances to
learning, learning disabilities.

H,: Continuing beginners will have developed extgnsiotivation more strongly than

intrinsic motivation.

Hs: Continuing beginners will report a higher rateledirning disabilities than in regular
population (10 %).

2.3 Methodology

A written survey was carried out to question thepomdents and was distributed in
both electronic form and hard copies. The languafethe survey was Czech as
presumably no EFL beginner students would undedstam English. Both the Czech
version and its English counterpart, intended Farseé readers of this thesis who are not

adept at Czech, are available in the Appendices.
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2.3.1 Participants

The participants in the survey were adult begirstadents of EFL programmes in
the Czech Republic. Because of the existing vagsermound the term continuing
beginners and due to the fact that not all langsapeols organize specialized courses for
this type of students, the respondents were stadeinall types of courses at beginner
level. Continuing beginners were then identifiedaading to the following criteria, which
are generally accepted among EFL teachers as thaséic of continuing beginners:

* repetitive attempts to start learning English;

* the length of study time spent at beginner level.

However, there are no exact quotas as to how m@empts to begin or how much time
spent learning the language make a continuing begirmTherefore, the subsequent criteria
have been applied:

* Three or more attempts to start learning English. Abandoning'®séudies
once and then resuming it sometime later seeme dilkely for various
reasons, including health, financial or family desbhs. However, more
frequent commencements without gaining enough kedgé and skill to
move past beginner level appear suspicious.

» Four or more years spent studying English at beginner leveh states that
language stabilization may take as long as fourrsyebecause of
interlanguage restructuring (see page 18). Thexefmything longer should
be hinting at language fossilization and gettingi¢k” at the level.

The respondents who did not fulfil these criteriarevanalyzed for comparison of
the results between the groups in order to deternfitnere are any substantial differences

betweercontinuingand other beginners.

2.3.2 Questionnaire Structure

The test has been logically structured into sixieas, reflecting the areas studied.
The first section comprising seven questions ctdl@formation about the respondents in
order to be able to identify them as continuingibwegrs or not. It uses two open questions
to determine respondents’ age and gender. Althdlugge social variables are not directly

related to the main focus of the survey, theretacereasons for including them. Firstly,
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they are a substantial part of almost any queséimarand the respondents surely expect
them. A questionnaire without these data may dgmeeimpression of not being “real” or
“authentic” so these questions actually contriiotéhe face validity of the questionnaire.
Secondly, an interesting correlation between sofrtbebareas studied and age or gender
may arise despite the fact it has not been pretlidibis could make the characteristics of
continuing beginners as a group of learners moeeige. The remaining five questions in
the first section are formulated as closed mukgdieice questions with four options. Not
only are they easier and faster for the respontleranswer, but the same applies for

the analysis of results.

The next four sections aim at the analyzed fadtuffeencing the learning process
(learning styles, teaching styles, motivation, lnamtes to learning). They are conceived as
a series of statements, answers to which the regpté® mark on a four-option scale,
ranging from absolutely true (4) to partially tr(@) to rather untrue (2) to absolutely
untrue (1). This enables counting the weight ofividial subtypes of the factors and

establishing their proportion within the group.

The learning styles are evaluated from the persmeof perceptual learning styles,
as these appear to be the easiest to test withivenall questionnaire. The VARK mofel
of distinction between visual, auditory, read/writed kinaesthetic styles of learning has
been adopted. It simplifies the previously introgllicGilley’'s version distinguishing
between the seven senses, which seems too elalforatbe purposes of this thesis,
especially assuming that olfactory and haptic stgle not play such an important role in
language learning. All of the four subtypes areespnted by three statements, which were
formulated with the help of VARK and the Instituter Learning Styles websites and
translated into Czech by SM. For more details sgere 1.

The teaching styles are assessed from the sammeptve as learning styles in order
to be able to discover the match/ mismatch withnlieg styles easily. Their evaluation is
as perceived by the students. This could indeedym® different results than if judged by
the teachers themselves but interviewing both stisdend teachers would be impossible to

accomplish in a diffuse sample of respondents. garison of how the students’ and

® For more information see <http://www.vark-learmdenglish/page.asp?p=categories>.
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teachers’ evaluation differ may become the subpcta follow-up study. For more

information about the teaching styles assessmeati-gure 2.

| can visualize where the information needed is
written in the textbook/ notebook/ page.

Umim si vybavit, kde jsou patné informace
umisgny v webnici/ v seSi/ na strance.

%‘ Highlighting or underlining notes with different | Pti u¢eni mi pomahéa podtrhavasii
%’ colours helps me in my learning. zvyraziovani iznymi barvami.
If | cannot remember the spelling of a word, | Kdyz si nemohu vzpomenout, jak sgaké
visualize what it looks like. slovo hlaskuje, fedstavim si ho, jak vypada.
I can remember well what someone tells me. B ad pamatuji to, co migkdorekne.
2 | When | learn, it helps me to recite the text. i Reni mi pomaha, kdyz si latku mohu
2 alespad polohlasg predikavat.
9 If I cannot remember the spelling of a word, Itiny| KdyZ si nemohu vzpomenout, jak sgaké
@ | pronounce it silently. slovo hlaskuje, zkusim si v duchigt rizng
varianty.
I can remember information better when | write it Lépe si pamatuji informace, které si zapiSu.
L | down.
§ I can understand instructions more easily when | Snaz porozumim instrukcim, kdyz si je moh
= read them. sam/a pecist.
g If | cannot remember the spelling of a word, | try, KdyZ si nemohu vzpomenout, jak sgaké
>~ | writing down the possible variants. slovo hlaskuje, zkusim si ho napsaftizmych
variantach.
o | like manipulating with objects, such as flasheardPti ué¢eni rad/a manipuluji s objekty, nap
b when learning. kartickami.
< | can learn well in real situations which enable meDobie se mi di ve skuténych situacich, kdy
&8 | to take part in active practice mam moznost si latku aktig¢rvyzkouset.
g If | cannot remember the spelling of a word, | writ KdyZz si nemohu vzpomenout, jak sgaké
X | it with my finger in the air. slovo hlaskuje, napiSu si ho prstem do
vzduchu.
Figure 1 — Perceptual Learning Styles Statements
My teacher supplements his/ her presentations | Swij vyklad dophuje grafickymi
= with visuals. znazorgnimi.
7 | My teacher demonstrates the structure of a topic Strukturu probiraného tématu zn&age na
'S | onthe board. tabuli.
My teacher often uses pictures or videos. Pouziva pi vyuce obrazkyi videa.
> | My teacher often gives oral presentations Pri vyucecasto spoléha na vyklad.
) P : -
% My teacher often gives instruction orally. Casto zadava instrukce slavn
% My teacher often uses discussions and eliciting, Hodns vyuziva diskuze a kladeni otazek.
o | My teacher mainly builds his/ her lessons on textg¥i vyuce hods vychazi z text neboclanki.
= and articles.
E My teacher often lets students to work individuallpri vyuce nechava individu&trnvypracovavat
'g on the exercises from the textbook. cviceni v webnici.
4] . .
~ | My teacher uses handouts with exercises. Pri vyuce pouZiva pracovni listy s ¢einimi.
2 My teacher uses role-plays for teaching. Pri vyuce vyuZiva hrani roli.
)
e H , -
g My teacher uses games in the class. Do vyuky zapojuje hry.
© | My teacher uses expressive gestures and/or | Pi vyuce pouziva pantomimu a/nebo vyraz
'z pantomime. gesta.

Figure 2 — Perceptual Teaching Styles Statements
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Motivation has been appraised from Pavelkova's gmative (see page 30) as it
presents a comprehensive, but not overly detailagsidication of learning motivation.
Furthermore, having taken the course lead by MrgelRava herself, the author of
the thesis feels better qualified for analysis frins perspective rather than from other

perspectives. The statements referring to motimatlassification are captured in Figure 3.

g | need it in my job. Potebuji Aj pro svou préaci.
) . . : - : - . oy .
o English will help me to get a pay rise or a better: Angli¢tina mi poniiZze ziskat vysSi plat / 1épe
g paid job. placené misto.
]
= It can be useful in the future. Aj se mi mize se v budoucnu hodit.
= | like meeting my classmates. Rad/a se schazim se skupinou spoltizak
'S | I'do not want to be worse than others/ an outsidefNechci byt hor3i nez ostatni, chci seaztit.
7] . : . P .
| want to prove the others that | can do it. Chci dokazat ostatnim, Ze na to mam.
()
% | want to raise my competence. Chci se zdokonal#wych schopnostech.
o
S | 1wantto prove myself that | can do it. Chci si dokéazat, zZe to zvladnu (Ze na to mam).
e
o o o
o It makes me feel successful. Zazivdm pi tom pocit Uspchu.
Q@ | I enjoy learning new things. Rad/a poznavam novéai.
=
=) | am interested in the language. A} majima jako jazyk.
o)
© | I am curious about it. Ze zwdavosti

Figure 3 — Motivation Statements

As regards the hindrances to learning, even Rogershe chapter “Blocks to
Learning” of his Teaching Adultsmentions that especially the personality blocks ar
difficult to disclose and understand. Therefore fitrm of a questionnaire does not quite
stand in favour with revealing these blocks. Proyp#ie best way to uncover them would
be observations complemented by individual intevgie which is not realizable in
the current conditions, and consequently could erage further research. Nonetheless,
some of the hindrances, particularly situationalesonand those based on social
relationships in the class, can be touched uportoti, ten statements were created to
examine the possible learning impediments. Foeiaet wording see Appendices (page |l
and V).

Lastly, the sixth section of the questionnaire Iesn devoted to learning disabilities.

A simple dichotomic question is posed to discoverthie respondent has ever been
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diagnosed as learning disabled and it is complesdeby an open question for further
specifications.

The end of the questionnaire gives the respondamtspportunity to express any
comments they may want to share with the authosoAthe respondents are offered

the possibility to get acquainted with the resaftgthe survey, should they be interested.

2.3.3 Amassing Data

The questionnaires were distributed prevailingbcebnically, with some additional
hard copies. The total number of distributed qoestaires was 142, out of which only 9
were hard copies. In the era of computer devicesetactronic communication, the author
deemed it more effective to collect data electralyc for several reasons. Firstly,
electronic communication makes it easier to fingdtiietic respondents without previous
acquaintance. Secondly, the responses can be gamed quickly via the Internet,
sometimes even within minutes since the responslentbnsent to complete
the questionnaire. Thirdly, electronic questionesican be more easily surveyable for
the respondents, as the questions can be designedppear one by one and
the questionnaire can ramify according to the redpat’s previous answers. Nonetheless,
some people may still feel more comfortable workiith paper-based documents and that

is the reason why additional hard copies wereibigied when asked for.

The questionnaire was created and displayed atniyjskz, a Czech survey server,
and fully completed online. The respondents coultteas it easily via the link
<http://zacatecnici-v-anglictine.vyplnto.cz>. Asgegds the means of finding suitable

respondents, social networks, email contacts agdigdd acquaintance were of help.

2.3.4 Response Rate

The response rate of the questionnaire was ratherd5.3 % in the electronic form
and 78 % with the hard copies, which makes an dversponse rate of 38 % in total.
Precisely 54 questionnaires were successfully cetagland returned. This may be caused
by several factors, but there appear to be two rpo®nhinent ones. Firstly, as most of
the respondents who did not finish the questioendiopped at the questiddhat course
are you attending?it can be estimated that they had not carefidpdrthe questionnaire
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instructions informing about who the survey is abié¢ for. Secondly, many respondents
abandoned the survey at question 8, where the foomtne questionnaire changes from
short multiple choice questions to more complexlext questions. It is possible that
the respondents got discouraged by the seemingthleafj the questionnaire, though

the average time to fill out the whole questionmawas only slightly above 7 minutes.

2.3.5 Data Analysis

The data were analyzed using Microsoft Excel 20@1ine statistics calculators
(Daniel Soper’'s Statistic Calculators; QuickCalgsGraphPad Software) and Vyplnto.cz
free statistic tools. For descriptive purposesfaye (means), mode, median and quartiles
were applied. More advanced statistical methodse weed to determine if the responses
given by continuing, false and absolute beginnégsificantly vary in any respect. To
compare average results obtained from scaled guestithe ANOVA (Analysis of
Variance) test was run to determine the existehemy statistically significant differences
between the groups. When examining only two grafpsverage results, such as student
and teacher related data, unpaired t-test, whickuigble for statistical comparison of
the means of two groups, was made use of insteadN@VA. For the comparison of
categorical variables in yes — no questions, thaghare test was used. All the tests
worked with the null hypothesis thahere are no significant differences between
the groupsand with the probability value of 0.05, that isatttthe null hypothesis was
rejected only if the probability value obtained iawser than 0.05.

When analyzing the scaled questions concerningoregnts’ learning styles,
motivation and blocks to learning, average respotsdanclinations towards particular
types were counted as an average of relevant sstogo® ranging from 1 (all
subquestions answered negatively, i.e. “absolutetyue”) to 4 (all subquestions answered
“absolutely true”). Consequently two terms wereadticed: strong preference and strong
dispreference, the former referring to the aversgee of three points or higher, the latter
to two points or lower. The average score betweand®3 points was considered neutral,
i.e. neither preference nor dispreference.

Two constraints must be noted regarding the dasdysis. Firstly, as the author is
not an experienced statistician, all the tests weneby online applications and the author
was only in control of the input data, not the att@Secondly, the sample studied being
rather small, none of the results obtained canakent as a dogma valid for all beginner
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students. To be allowed to generalize, a largeesstaldy would have to be carried out. So
the results presented here are but giving hintghat directions future research may head.

2.3.6 Sample Characteristics

Out of the given sample of respondents, 81.5 % rbégarning English more than
four years ago and 44.5 % have started learningjdbnfpr at least three times. 42.5 % of
respondents fulfilled both these criteria and vitlerefore, be regarded as representatives
of continuing beginners. Only 7.5% of
respondents proved to be absolute beginr Types of Beginners
who started learning English just once and he¢

learnt it continually for one or two years

H Absolute
The remaining 50 % of respondents could 23% Beginners
(o]

. . . M False

labelled as false beginners, either havi Begi
eginners
repeatedly started learning English ov Continuing
Beginners

a shorter period of time or having been learni

English for a stretch of time up to four years.
Graph 1 — Types of Beginners
While the sample proved to be approximately equalyanced with respect to
continuing and other beginners, it showed inequality as regards gertigiribution.
The majority of 74 % of respondents were women wagronly 26 % were men.
The average age of respondents was 35 years, wifhh 2f respondents older than 45
years of age and 25 % aged 24 or younger.

Gender Distribution Age Distribution

20

15

10
® Men 5 —] I
B Women 0 - T T T T . T ._\

<20 21-3031-4041-5051-60 >60

B Number of respondents

Graph 2 — Gender Distribution Graph 3 — Age Digibution
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2.4 Hypotheses Verification

241 H;

H,: Continuing beginnerwiill show negative results in two or more of thesgegories:
correspondence between teaching and learning styhegivation, hindrances to

learning, learning disabilities.

To be able to explore this hypothesis further, St necessary to concretize
the meaning ofnegative resultsIn principle, anegative resultin the test is a result
indicating a presence of afactor that slows downinhibits learning. The test was
assessing learning styles, teaching styles, mativand hindrances to learning on a scale
from 1 (absolutely not true/ disagree) to 4 (absdutrue/ agree). Aegative resulis,
therefore, considered to be the score of 2 or lpther score between 2 and 3 pointing to
neutrality and 3+ indicating positive, learningnfeircing results. However, as hindrances
to learning were formulated in the form of negatstatements, negative results are marked
by the score of 3 or higher. Learning disabilitie®re investigated through yes-no
questions so a negative result in this area neete tdefined differently. As the average
incidence of learning disabilities in populationréported to be around 10 % by multiple
sources, any higher incidence discovered will besmtered anegative result

Graphs 4 — 7 illustrate the results obtained inréspective categories. In none of
them do continuing beginners seem to show remaykai scores that could be hinting at
the presence of a strong learning-inhibiting facktwne of the overall means scores can be
regarded as megative resulfaccording to the previously set criteria; in otiaards, none
of the examined categories as a whole displaysslawes. Weaker results were received in
some of the subsections, for instance in the afré¢iane constraints and social motivation.
Nevertheless, the overall motivation tendenciesmsde be rather strong with few
countervailing hindrances to learning, many of whilo not appear deeply influential. As
regards the mismatch between the teaching andingastyles, strong differences in style
preference were reported in maximum 13 % of cassch is surely not a negligible
proportion but it cannot be considered a largeescaatter, either. The issue of learning
disabilities did not bring any strikingly negativesults, rather vice versa (for more see
Chapter 2.4.3).
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4,0

T T

3,5

TTTT

average

Instrumental Social Competence Cognitive

Graph 4 — Motivation Types Scores

4,0

3,5

Hindrances to learning

H | often feel tired during the classes.
M | am not comfortable in the classroom (because of the seating arrangement, lights, temperature etc.).
H | do not have enough time to study at home.
M | fear that | will fail.
H | fear that | will embarrass myself in front of the other students.
B The methods used by the teacher do not suit me.
| disagree with what the teacher tells us.
= | mind the teacher’s personality.
| do not feel well among the classmates.

= | know | can never learn it anyway.

Graph 5 — Hindrances to Learning — Average Scores
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Graph 6 — Learning and Teaching Styles Mis/Match

100% -
90% -
80% -
70% -
60% -
50% -
40% -
30% -
20% -
10% -

0% -

Regular population

Continuing beginners

m S's dispreference, T's
preference.

W S's preference, T's
dispreference.

1 Both S & T expressing a neutral
stance.

M Both S & T sharing strong
dispreference.

Both S & T sharing strong
preference.

1 No LD (diagnosed nor surmised)
B LD (surmised)

M LD (officially diagnosed )

Graph 7 — Learning Disabilities (LD) among Continung Beginners

To conclude, no substantial evidence was found dofimn the hypothesis that

continuing beginners would be stricken by factatsbiting learning in multiple areas and

it, therefore, cannot be verified.
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242 Hp

As for many adult learners in general, it was pnesdl that continuing beginners’
drive to study English will be shaped prevailindly external factors and externally
regulated goals. That is, in other words, thatrtheativation will be primarily extrinsic,

not intrinsic.

H,: Continuing beginnearwill have developed extrinsic motivation more sgty

than intrinsic motivation.

Hz). There will be no significant differences in the dimpment of extrinsic and

intrinsic motivation of continuing beginner learser

According to Pavelkova’s classification, the rate averall extrinsic motivation
development is counted as a means of social, cempetand instrumental motivation
while intrinsic motivation was taken as equal tgmtive motivation. The summary of

the results obtained is shown in the table below.

respondent | Il 11 \Y Vv \i VIIL | VI IX X Xl Xl
I 32 1.7 27 28| 3.0 35 | 23| 27| 33| 23 22 | 2.7
E 32 20 26 27| 3.0 33 | 27 29 | 33| 24 23 |1 29

respondent XIII | XIV | XV | XVI | XVII | SVIII | IXX | XX | XXI | XXII | XXIlI

I 28 | 22|28 | 25| 238 25 | 30 30 23| 23 2.0

E 27 2328 26| 3.2 27 | 30| 31| 27 29 2.2

Figure 4 — Extrinsic vs. Intrinsic Motivation Scores
| = intrinsic, E = extrinsic

The data obtained were submitted to an unpaires$tf-teturning the p-value of
0.2878, which is not a statistically significansué. Therefore, the null hypothesis that
there are no significant differences in the develept of extrinsic and intrinsic motivation
cannot be rejected. It must not be forgotten that test does not measure the ultimate
force of intrinsic and extrinsic motivation, or tpeportion by which the individual
motivation components contribute to achieving altesThat would be far more
complicated to determine and evaluate, especiallyha extrinsic motivation comprises

more subtypes.

When analyzing the impact of individual componeritextrinsic motivation, it has
been discovered that while competence and instrtahenotivation are attributed

approximately the same weight, social motivatiors nelatively weaker (the ANOVA test
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returned the p-value <0.05). At-test also reveadtatistically significant differences

between social and intrinsic motivation in (p=0.B}%3vhich with a certainty marks social

motivation influences as the least influential agtime others.

To summarize, it has not been proved that contgbeginners would display

a more developed extrinsic motivation to study kstgthan intrinsic. Nevertheless, it has

been discovered that social motivation is less askedged than other motivation types.

243 Hs

Searching for the causes of continuing beginnetagreting progress, it was

assumed that continuing beginners may be more sfiffiering from learning disabilities

than regular population. Therefore, the followingpbthesis and its null counterpart were

articulated.

Hs: Continuing beginners will report a higher rateledirning disabilities than in regular

population (10 %).

Hs): There will be no statistically significant diffamce in the rate of learning disabilities

among continuing beginners and regular population.

The collected data are shown in the table below.

Continuing Beginners

Regular Population

Diagnosed Surmised Expected
learning disability 0 3 10 % (2.3)
no learning disability 23 20 90 % (20.7)

Figure 5 — Learning Disabilities among Continuing Bginners

The chi-square test equalled 2.556 with 1 degrefeeetiom, the two-tailed p-value

was 0.1099. That indicates that the difference @& considered to be statistically

significant. However, the sample examined being $will, the p-value detected may not

be absolutely precise. Therefore, the test was again with the whole sample of

54 respondents to see if any significant differermauld be discovered there.

Questionnaire Respondents

Regular Populatior

Diagnosed Assumed Expected
learning disability 3 5 10 % (2.3)
no learning disability 51 46 90 % (20.7)

Figure 6 — Learning Disabilities among All Questionaire Respondents
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This time the chi-square equalled 1.185 with 1 degrof freedom and the two-tailed
p-value equalled 0.2763. The sample was big entagtbtain precise data but still there

was no statistically significant difference found.

Consequently, the null hypothesis cannot be reject€he proportion of all
respondents suffering from learning disabilities hat been proved different from that of
regular population and nor has it been confirmeat tontinuing beginners would show

a higher rate of learning disabilities.

2.5 Characteristics of Czech Continuing Beginners

One of the aims of the research was to determiaeehhracteristics of continuing
beginners as an autonomous group of learners. Nénthe hypotheses having been
confirmed, the following chapter will more closegxamine the differences between
continuing beginners and other beginner students il depict in greater detail

the characteristics of the sample studied.

The sample included 42.5 % of continuing beginveith regard to the criteria set
out in Chapter 2.3.1. Most of them reported to thenaling a course directly intended for
their group or false beginner courses. Only abotiftra of continuing beginner
respondents claimed to be attending a differentseouThis was in contrast with false
beginner respondents out of whom only a fifth wdenaling a course targeted at their
group and over two fifths attending further unspedi courses. So the teachers of false

beginner courses shoul ;50 100%

90%
80%
anumber of students ir 70% 579
60%

their classes are 50% 44%

o . 40%
continuing beginners. Fol 3
20%
10% -
about  course  type 0% -

be aware of the fact tha

detailed information

o ) Absolute False Beginners Continuing Other
distribution see Graph 8. Beginners Beginners
Course Type
m Continuing Beginners M False Beginners Absolute Beginners

Graph 8 - Course Type Distribution
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As regards continuing beginners’ motivation to gtuehglish, instrumental and
competence motivations, with the average valuehodet points out of four, seem to be
the strongest, followed by cognitive motivation&zoints) and lastly social motivation
(2.3 points). In total, 65 % of respondents ansdéi@osolutely agree” or “agree” to
instrumental motivation statements and 57 % to adsmnre motivation statements, while
only 26 % gave the same answers for cognitive rattim and 22 % for social motivation.
The most highly rated statements were that “Englisim be useful for the future.”
(instrumental motivation) and “I want to raise ngngpetence.” (competence motivation).
That indicates that continuing beginner studenepkearning English without any specific
goal in mind (such as job-related goals), simplpsidering it functional and craving to
increase their own competence. This may also btheatoot of their perseverance in
learning as more concretely set goals may leadhéoceéssation of motivation if not

completed within an expected time limit.

The motivation tendencies of continuing beginnees dightly different from false
and absolute beginners’ motivation tendencies.Kdntontinuing beginners, both absolute
and false beginners reported competence motivadsn the most influential and
instrumental motivation as less prominent. Moreparsolute beginners also declared
strong cognitive motivational influences. In compan with the two remaining beginner
groups, this difference has been found statisyicadinificant. Strong cognitive motivation
of absolute beginners may correspond with themgoaegw to the language and eager to
develop it more thoroughly. Absolute beginners wals® noted to be generally stronger
motivated in comparison to the other two groups sehmotivation was at the same level.
(Overall average motivation of absolute beginnemed 3.2 points while continuing and
false beginners’ 2.7 points.)

Motivation — Average Score*
instrumental social competencecognitive
continuing beginners 3.0 2.3 3.0 2.6
false beginners 2.7 2.5 3.0 2.7
absolute beginners 3.2 2.6 3.5 3.5

*as assessed on a scale, ranging from 1 = absplutélue, 4 = absolutely true
Figure 7 — Mativation Average Score
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Percentage of Strongly Motivated Students**

100%
90%
80%
70%
60% -
50% -
40% -
30% -
20% -
10% -

0% -

M instrumentalni

M socialni
vykonova

M poznavaci

Continuing False Beginners Absolute
Beginners Beginners

** who marked the motivation tendencies 3 (= pdistitue) or 4 (= absolutely true)
Graph 9 — Percentage of Strongly Motivated Students

The most serious blocks to learning set againstimang beginners are those of
situational nature. 74 % of respondents found tledres fighting against temporal
constraints, disabling them to devote as much twnineir English studies as they would
wish. This is in accordance with the informationtasbed from the initial section of
the questionnaire where 70 % of continuing begismeported to study English 1 — 2
hours a week including the lesson duration. 52 %todflents also suffered from tiredness
during their classes. The third strongest hindramas the fear of embarrassing oneself in
the eyes of others, which is also reflected inlthe level of social motivation. It was
followed by more personality-based blocks, suchthesconviction that one can never
master the language and the fear of failure. Orother hand, the issues that appear to be
the least problematic are the interaction-relatledks stemming from the relationship with
the teacher and fellow students. The distributidnblocks to learning was analogical
among false and absolute beginners, except thdélattcontinuing beginners expressed
these blocks somewhat more prominently (e.g. 74 @ootinuing beginners lacking time
to learn as opposed to 56 % of false beginnersb@rfd of absolute beginners). However,
ANOVA did not reveal a statistically significantfidirence between the three beginner
groups in this respect (for time constraints p 8@, for tiredness p = 0.723, for

the feelings of embarrassment p = 0.623 etc.).
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Blocks to Learning as Reported by Continuing Beginars

| do not have enough time to study at home. 74 %*
| often feel tired during the classes. 52 %*
| fear that | will embarrass myself in front of thther students. 48 %*
| know | can never learn it anyway. 43 %*
| fear that | will fail. 35 %*

I am not comfortable in the classroom (becaus&efskeating arrangement, lights26 %*
temperature etc.).

The methods used by the teacher do not suit me. 13 %*
I mind the teacher’s personality. 13 %*
| do not feel well among the classmates. 9 %*
| disagree with what the teacher tells us. 0 %*

*rate of respondents who answered 3 (=partiallg)tiar 4 (=absolutely true)
Figure 8 - Blocks to Learning as Reported by Contining Beginners

In respect to learning styles, the read/write tgpeved to be the most widely spread
among continuing beginners, scoring the averadhre€ points out of four. It was closely
followed by visual style (2.8 points) and aurallsty2.5 points). The least favoured
learning style among continuing beginners was latledic (2.1 points). Namely
the read/write style was endorsed by 74 % of cairign beginner respondents, visual by
52 %, aural by 30% and finally kinaesthetic by %2 There is a discrepancy in
the average score and percentage of people fagotivnaural style, which testifies that
the aural style is rather strongly preferred byesal individuals but generally rather

dispreferred.

The popularity of learning styles does not entirebyrespond to the teaching styles
adopted in continuing beginnérgnglish education. There is a coincidence in tlstm
widely preferred style, i.e. the read/write styleported to be used frequently by 78 % of
teachers. The second most utilized style was ety with the preference of 70 % and
the third place was occupied by visual and kinagthstyles, both scoring 48 %.
Therefore, there seems to be a discrepancy in dpelarity of aural style among
continuing beginner students and their teachers. iShue was further examined and it has
been found out that a strong preference of auyé stas shared by the students and their
teachers in 22 % of cases. On the other hand, 1&%tudents showed a strong
dispreference of aural style while their teacheesendeclared to use it excessively. Similar
results were obtained for kinaesthetic style whiered % of cases the teachers were
reported to make a frequent use of kinaesthetile stgspite it not being preferred by
the students. Interestingly, an inversion of thieerppmenon was spotted in the use of
visual style. Although it was strongly preferred tmpre than a half of the students, 16 %
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out of this majority claimed that their teacher diserarely. The following graph depicts
the matches and mismatches between learning arzhinga styles as reported by

continuing beginner students in greater detalil.

Learning - Teaching Styles Preferences

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

M Strong preference -
students

M Strong preference -
teachers

Strong matchinT-S
preference

M Strong mismatch inT-S
preference

Graph 10 — Learning — Teaching Styles Preferences

The comparison of learning style preferences betwamntinuing beginners and
other beginner students revealed no statisticalyificant differences. Therefore, it can be
assumed that the distribution of the four learmsbges is approximately the same among

all learners at beginner level. The subsequent tslibws the concrete data collected.

Visual Aural Read/ Write Kinaesthetic
Average | Standard| Average | Standard| Average | Standard| Average | Standard
score | deviation score | deviation| score | deviation score | deviation
continuing |5 4 0.51 2.6 0.46 3.1 0.41 2.3 0.5
beginners
false 31 062 26| 052 30 046 22 05
beginners
absolute 34 | 017 3 024 29 036 27 04
beginners

Figure 9 — Learning Styles Distribution

As regards the matter of learning disabilities,psisingly none of the respondents
proclaimed to have been officially diagnosed asnieg disabled. Nevertheless, 13 % of
respondents expressed a suspicion of having asalagéed learning disability. Their most
often reported problem was lapse of concentratamch could be a general symptom

hinting at numerous kinds of learning disabilitjese Chapter 1.6).
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Finally, the issue of group work will be discussed, it has been suggested in
the theoretical part that it may be one of thesstraising factors. The data show that
group work was “liked” or “rather liked” by 39 % afontinuing beginner respondents.
The teachers were reported to make use of groug Virequently” or “rather frequently”
in 70 % of cases. Students’ and teachers’ prefeseregarding group work overlapped in
61 % of cases, i.e. in 39 % of cases the studeetg wn favour of group work, but
the teacher did not often employ it and vice versawvever, the differences in the average
preference of group work between students and éeadiave not been found statistically

significant as the p-value returned by a t-testdiqd 0.1044.

Group Work
Average score| Average score Students’ Teachers’ Match in T&S’

— students — teachers preference preference preference
continuing 2.2 2.6 39 % 70 % 61 %
beginners
false 2.6 2.8 56 % 67 % 52 %
beginners
absolute 2.8 2.8 50 % 75 % 25 %
beginners

Figure 10 — Group Work Preferences

To summarize, continuing beginners do not displaikisg differences from other
beginner students within the perspectives inves®jaThey do not report substantially
different motivational incentives and hindranceetrning nor do they report a higher rate
of learning disabilities than regular populatiommn@nuing beginners are students who are
generally motivated to study English by instrumémtad competence reasons. Most of
them learn best via the graphic or visual channkér@as their teachers seem to be
employing also aural channel rather frequentlyadidition, continuing beginners seldom
favour pair work as much as their teachers. Nometke a serious mismatch between
students’ and teachers’ styles can be traced ondyminority of cases. The most powerful
constraints of continuing beginners are lack ofetitn study and tiredness. Considerable
setbacks are also caused by some of the sociarsaand to them related feelings of

embarrassment and low self-esteem.

2.6 More Findings of Interest

Taking into account the most powerful hindrancedetrning, namely the lack of

time to study, tiredness and social anxiety, itegpp meaningful to attempt to disclose any
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correlations between these and the social charstatsr of the respondents as such

information may prove helpful in running virtuaiyny adult class.

According to a correlation analysis tool availalae Vyplito.cz, the above listed
hindrances seem to be linked to age level rathen gender. The following implications

were indicated:

1. between age and thelack of study time Thetrend was such that if
the respondent was 35 years old or older, it dsek#he probability of positive
answers (3 — 4) for the statemémto not have enough time to study at hand
vice versa.

2. between age and fear of failureFor respondents aged 35 or older, there was
a higher probability of responding affirmatively tloe statemenit fear that | will
fail. There were no similar nor opposite tendencies asse for younger
respondents.

3. between age and tiredness'he respondents of 35 years of age or more vesee |
likely to react affirmatively the statementoften feel tired during the classes
unlike the respondents younger than 35 who sholeddry opposite tendencies.

4. between gender and self-assuranceWomen were less likely to reply

affirmatively to the statemehknow | can never learn it anywalyan men.

However interesting these correlations are, it nmagtbe forgotten that the sample
was rather small, and therefore, the results dohage enough confidence value for any

universal conclusions to be drawn.

2.7 Discussion

2.7.1 Constraints of the Findings and Suggestions for Fiiner Research

The findings of this survey are surely limited bg tsample size and the respondents’
distribution. As already outlined in Chapter 2.3l sample consisted of 54 respondents.
While the number of continuing and false beginnges approximately equal, absolute
beginners were much fewer in number. As a consagethe results presented here
cannot be taken as universally valid, especialbs¢hrelated to absolute beginners. To be

able to generalize, a larger survey with a balarsaedple of respondents would have to be
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carried out. Nevertheless, the findings were presehere in this form because they are
pioneering in this area and are supposed to spenest in further investigations.

Other constraints placed on the findings stem frdime testing method.
A questionnaire is relatively easy to carry out amanalyze, which made it suitable for
the purposes of the thesis. Nonetheless, it ordggats a one-way perspective on the issue,
and that is the students’. In order to achieve molgective, embracive results,
the teachers’ perspective should be supplied, ds Tweachieve even more objectivity, it
would be useful to complement the questionnaire lsgries of observations to be able to
assess the students’ performance in class, andbjyosgerviews with both students and
teachers in order to get a better insight in theasbns observed. This is apparently an
utterly complex task, which would require a longate realization. However, with
the continuous demand for adult English educatiochsan extensive survey becomes
almost a must to be able to provide the teacheowtinuing beginners with appropriate

methodological support.

One more restriction has been noted to the findprgsented, specifically the extent
to which the results reflect the truth and to whicly were influenced by their desirability.
The questionnaire was anonymous and in most castedated online so the temptation to
alter the results so that they were more sociakirdble should be minimal. Nevertheless,
some of the results, such as the relatively lowgedion of diagnosed learning disabilities
by continuing beginners, were rather surprisingac8i learning disabilities are still
somewhat a taboo topic, which is often not disatdigsaong older generations, the results
may not have been influenced by social desirakilityby the fact that people are truly not

aware of their condition.

2.7.2 Terminological Implications

When examining language fossilization in Chapt@r3l.it was suggested that it is
only meaningful to contemplate it if the studeniHilfthree preconditions: they must have
adequate motivation to study, sufficient targeglaamge input and numerous opportunities
to practice it (Han). The question, therefore, isether it is meaningful to talk about
language fossilization in relation to continuingghmers. Could they be labelled as
fossilized learnersor more specificallyossilized beginnefs
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If adequate motivation is understood in the serfis@iwed, mostly positive and long-
term motivation tendencies, then continuing begisirmuld be regarded as adequately
motivated. The findings presented above give enagtience that continuing beginners
acknowledge instrumental, competence and cogniyipes of motivation and to a lesser
extent social motivation. Moreover, their motivatitendencies proved comparable to
those of false and absolute beginners, which ajseaks in favour of motivational

adequacy.

The second precondition is rather difficult to eamplate.Sufficient inputis again
rather an indefinable term with a lot of individuadriations. Nevertheless, it is generally
recognized that learning a foreign language requasemuch contact with the language as
possible, ideally on adaily basis. 70 % of contigubeginners reported that they
dedicated one or two hours a week to studyingahguage, including the language lesson.
The remaining 30 % admitted three hours a weekceSiadult language lessons are
customarily ninety-minute sessions, it is obviooat tthe students have little contact with
the language outside the classroom. Even if treotestself was overflowing with study
stimuli and offered enough input, still the thimmhdition ofsufficient practicecould hardly
be met. This is also supported by the fact thak lat study time was recognized as

the most severe hindrance to learning among 74 éorfnuing beginner respondents.

Consequently, the terfossilized beginnedoes not quite fit this group of students by
definition, though their observable characteristieesm to be identical to those of language
fossilized students. With this in mind, the tecontinuing beginnersvas used throughout
the thesis. Moreover, the present participle aitghin this designation connotes the focus
on learning as a process, rather than a final mtodtich tends to be implied by a past
participle form. In this sense, the teraontinuing beginneramplicitly suggests that
students actively contribute to their learning gssand are also partly responsible for it.

2.7.3 General Andragogical Implications

The survey was conducted in the hope of finding esafistinct characteristics or
issues which would explain the stagnation of cantig beginners’ learning and provide
some insight into the subject for their teacherslogting a pedagogically optimistic
approach, it was assumed that once the probleraatigs were pinpointed it would be

possible to focus on their rectification and totees the students’ learning process.
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However, though not quite surprisingly, the sunshowed few substantial differences
between continuing and other beginners, and theraavorking counter to the learning
process were found to be prevailingly externaldes;t mostly lying out of the scope of
the teacher’s influence. But still, the teachereuéth not succumb to pessimism and

indifference as there is always something one can d

One of the most pedagogically depressing findinggict be the finding that most
students do not have enough time to practice aithid classes, which is known to affect
badly their memory retention and subsequent remfalinformation. But to be honest,
probably few teachers always reflect on their stisletime possibilities when assigning
homework. Personal experience suggests that horkewsorally includes exercises from
the textbook, which the students presumably do také with them elsewhere than to
the class, and occasionally extra handouts, whielpeone to be deposited somewhere and
not to be found later when needed. Consequentycdimmon practice is that the students
complete their homework at work or in public tramggust before the class or not at all,
which destroys any beneficial effects that repmtitin between the classes might have.
The reality, therefore, might be calling for a neway of assigning homework. Ideally,
there should probably be more but shorter onesatothe students could squeeze them in
their daily schedule. The teacher should directsthedents to do ashort piece of
homework every day, explaining the benefits of tagtepetition. Moreover, in the online
era when many people are said to procrastinateadwveurs a day surfing on the Internet
it seems reasonable to exploit the electronic maadsmake the homework available via
email, social networks etc. All in all, a helpfdieia might be to introduce a series of “five-
minute-a-day” pieces of homework, which could als® accessed online, to minimize

the time needed, but maximize the students’ contahtEnglish.

Another important hindrance to learning reportethi survey was tiredness. This is
not surprising as many people take their classetherevenings after work. Therefore,
the teachers should resist the need to give tldests as much information and possible,
even though the common practice of attending csursece aweek may require
the teachers to do so. The teachers should cargfldh the lessons so that the lesson
stages were not overly long, and deliberately inf#ers and coolers in order to let

the students recover their mental capacities.
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As regards the findings from the sphere of motomtiit was disclosed that
instrumental motivation of continuing beginnergasher unspecific, focused on possible
future long-term goals. The teacher should attetopactualize this kind of motivation
occasionally, as any motivation is likely to fade d not actualized for a long time. This
can be done through linking the subject matterctliyeto real-life situations, showing
the students when and where it can be used, and thaintaining the sense of
purposefulness of their learning. The teachersldhalso carefully approach the aspects of
social motivation, which was found to be relativelgaker and to be set back by certain
internal blocks, such as feelings of embarrassnizgggpite the relatively low frequency of
lessons, the teachers should always try to bupgod with the class and to create a safe
learning environment. Most of all, the studentsudti@lways be regarded as living human

individuals, not just as sources of income.

Finally, some discrepancies were also detecteduntests’ and teachers’ preference
of learning styles. According to the results, thachers should be careful not to turn to
using too many aural stimuli since only a minorty continuing beginner students
reported preference of aural style. Surely listgnia a crucial skill which forms an
inherent part of language learning and it canndibght otherwise than through listening.
Ergo, the more listening practice students get,tb@ the form of recordings or life
interaction, the better for developing their skiBy no means should the dispreference of
aural style reduce the input of spoken languagehenclassroom. The teachers should
rather consider when to preserve exclusively thraldorm and when to complement it
with other stimuli, such as visual or written, kigpin mind that using one’s less preferred

learning style is always more mentally demandiramthsing one’s preferred style.

To summarize, in the case of continuing beginnbestéachers are dealing with
many factors that they can influence only with idiffty. Nonetheless, it is advisable to
react to real conditions and to adjust one’s tearhko as to maximize the learning effect in
spite of minimal out-of-class support. This invaveestablishing a safe learning
environment, keeping students’ motivation actuajzeeasonable lesson planning
including periods of “mental relaxation”, adaptiting forms of homework assignments and
using varied teaching techniques in order to comyth all students’ preferred learning

styles.
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3 Conclusion

The focus of this thesis was upon the phenomenaomifinuing beginners in adult
EFL classes, its main aim being to characterizdilmoimg beginners as a specific group of
learners and gain deeper understanding of thesssugerlying the phenomenon. To do so,
the theoretical part introduced several factorscimotably influence the learning process,
presupposing that these factors may play a cruaialin becoming a continuing beginner.
All of these factors were at first generally delsed and then related to ESL teaching. Most
importantly, the effectiveness of the teaching#@sg process is maximal, when there is
a match between teaching and learning styles, vithestudents have varied motivation
for learning, when hindrances to learning are eatdd or at least minimized and when
learning disabilities are adequately compensated.tils basis, three hypotheses were
formulated about continuing beginners’ charactesstnamely that they will be showing
inconsistencies in more than two of the factors tmerd, will be extrinsically motivated
rather than intrinsically and will be suffering fnolearning disabilities more frequently
than the regular population. A questionnaire survegs carried out to verify these

hypotheses and gain more detailed insight intosthige.

The survey was only partly successful in achieviagjoals. None of the hypotheses
has been verified because the results have not fpesed statistically significant. That
means that, at this point, continuing beginnersnoaibe viewed as disadvantaged or
different from other beginner students in termghaf four factors discussed. In addition,
they are motivated both extrinsically and intrirmdiig to study English and they do not
differ from the rest of the population in the inente of learning disabilities. However, on
a closer look, several characteristic nuances witected. For example, although
the distribution of motivation types was approxiglatthe same for all the beginner
groups, continuing beginners generally returned esainat lower ratings than the other
groups. Analogous results were obtained for hinckanto learning, which continuing
beginners, oppositely, rated somewhat higher tha&nother groups. So in this respect,

the original expectations were confirmed, thoughwith sufficient statistical confidence.

As regards the overall characteristics of Czechigoimg beginners, the survey was
more fruitful since it introduced several pointdemesting from a teacher’'s perspective.

Continuing beginners are students who are generatbyivated to study English by
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instrumental and competence reasons, but theyrtaare specific goals (such as dealing
with problems at work etc.). Most of them learntbé@s the graphic or visual channel,
which is not in direct correspondence to the peafees of their teachers who also seem to
employ aural style rather frequently. Moreover,réhes a discrepancy in the attitude to
group work; while more than two thirds of the teachfavour it, the students much less
frequently do so and in 39 % of cases there isashclbetween the teacher's and
the student’s preferences. Continuous beginnersfege confronted with a lack of time to
study English at home and tiredness during lessbheir learning is also restricted by
social factors, especially by the fear of embarngssneself in front of others and low self-

assurance.

Pedagogically, it is important to bear these figdim mind and attempt to maximize
the learning effect despite the restrictive infloesy among which time and other
situational constraints feature. The findings séersuggest that the teachers are forced to
tailor their teaching to a pedagogical reality vehahere is a minimum of learning
happening outside the classroom. Under no circurastashould this lead to despair, but
rather to focusing the attention on the concepheflessons. This should include creating
a safe learning environment, regularly actualizstgdents’ motivation of different types,
reasonable lesson planning including a sufficiemimber of coolers, which allow
the students to refresh their mental capacitiesptaty the forms of homework assignment
to suit the students’ lifestyle and schedule andgusaried teaching techniques in order to

tackle all students’ preferred learning styles.

The thesis has raised a number of questions anditdbf calls for additional
investigation of continuing beginners’ charactérstand specifics. Firstly, there is a need
of alarge-scale study, which would enable to draare universal generalizations. In
the future, it is also necessary to employ othstirig methods than a questionnaire survey
and to bring more perspectives on the topic aparh fthe students’. Moreover, further
connections should be made between adult EFL teg@mnd students’ learning disabilities
since even though the rate of learning disabiliies not been greater among continuing
beginners than elsewhere, the disregard of theecauadult EFL causes may be fatal for
some students’ success in EFL learning.

To conclude, the thesis has presented as comprebeasview of continuing

beginners as possible within its boundaries. It iayseful as a source of information for
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any EFL/ESL teacher, interested in the subject, praVide support to any beginner
teacher. It could also function as a starting pfontelated research conducted in the field.
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