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Abstract

Attrition in education has been a subject of interest for decades, gaining importance
with the introduction of online learningThis changeshifted language learningrom the
physical classroom to an online environmexst a way to reach a wider audiencedaower
financialcostsg particularly with adult learnesandtheir professional developmentHowever,
thisincreasen numbersalsoraisednew concerrs over student attritionand retention

This studyg written in the context oflifelong learning(Weise, 2020; Sanchez, 2017
and adulttheories (Bélanger and Chen, 201%rotter, 200§ and grounded online language
learning Pujola, 2001; Weasenforth et.aP002. Bailey et al., 20 1s conductedwithin the
contextof currentpolicy to understand the English language courses examined in light of the
courses characteristicand offer (Royal Decree 789/2015, September @pnsidering this,
understandinghe specificcontext in which this research happengaamount

The identifiedtheoretical gap stems fromthe understanding of student behaviour
within retention and attritionoffered byearly theoristsd dzOK | a { LJ R&@Qa 0O M«
(1975, 1993), and lateontributionsfrom Rovai (2003) ar I NJ] Qa O H mvarmanisthbe ¢ K A a
need to reconceptualise the retention and attrition issgeincluding its terminologyIn
response this study proposesliscontinuersas a new category of student, and aims at
understanding the causdsadingto discontinuation in online langige learning.

Thiscase studyuses a migd methods approachwith data collectedfrom secondary
sourcege.g., attendance recordsand primary source@wo questionnaires completed by 50
students; and 15 interviews with stakeholders involved in the coprseision), offering a
holistic approach of the issue. SPSS and NVivo were used for data analysis.

Obtainedfindingsprovide an insight of thdifferent parameters that influencstudent
discontinuation, and contribute to the debate of persistence and attritionThe study
concludedy means of a modethat it is rarely one factoalone but rather a combination of
causesthat lead to studend Q R S O Mdigchr#inte inlidhline educational contexts
understood as a systenit determinesthat student behaviouibeginsto shape even before
they start training, and that factors identified at thpte-course stagealevelop and trigger
others asstudentsgo through the course and complete it.

The study culminates by offering reamendationsfor policy and practicéo reduce
discontinuationrates inonline training provisior{e.g.student support, orunderstanding of
a0dzRSytaQ ySSRa (2 I)Radzhdcificliieédnmed@ationsSof onlineINE &
language course®.g.practicing all language skills or a certificate of attainment

|
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Chapter 1 Introduction

This chapter presents an introduction to persistency and attrition, and describes the
context where this research takes place. It also presents the aims and research questions,
alongside an introduction to the methodological background and the thesistataic
1.1The Pesistency and Attrition Dilemma

Online learning is said to be the fastest growing area in education in terms of the
number of students and the revenue generated by the industry (Carr, 2000; Lee, Choi and Kim,
2013) The currensituation created bythe Covid19 pandemic is nowpushing this sector to
grow faster than eveShou, 2022; WangengeumaandKupe, 2022)and itseems clear that
online provision of contents here to stay (Christensen, Horn, Caldera and Soares, 2011).
Despitethe increasingsuccess in numbers, one of the main setbacks it experiences is the
amount of drop outs experienced by this type of education every year (Rovai, 2003; Bowden,
2008; Kreideweis, 2005; Park, 2007; Park e2@D9), and even more so, if orgirtourses are
compared tofaceto-face (F2Fyourses (Clay, Rowland and Packard, 2009). These high rates
of attrition do not only apply taHigher EducatiofHE)institutions as the literature vastly
explores, they also account for corporate online prognaes, where up to 70% of adult
learners enrolled fail to complete their courses (Meister, 2002).

In online education, we of the main challenges is retaining learners. A number of
studies have shown that the higher number of dropouts takes place in csgittiags, and not
so much irmother scenarios (Hiltz, 1997; Park, et al., 2009; Phipps and Merisotis, 1999). Many
A0K2fFNB FF3INBS gA0K /FNNDa ARSIF&a gKSYy aKS 3
one of the main weaknesses in online educationf@r HnnnT hQ. NASy SiG

{GdzRASAa 2F FOGOGNRGAZ2Y &adFrNISR Fa SIENIe |
were often contradictory in naturéknoell, 196Q)Six years later, Marqi966)was the first
to attempt a theorybased onfactorsthat could help prevent studas leaving educational
settings which since then, has become a challenge for academics and institutions alike. More
recently, Hart (2012) examined factors associated with the ability of students to persist on an
online course. Shdivided heffindings instudiesthat focused on factors that were positively
related to student success.g.Bunn, 2004; Harrell and Bower, 2011; Kemp, 2002; Levy, 2007);
and, those interfeing with success antvith K2 ¢ & 1 dzZRSy G4 a Q | (rdexiddzR S &
progranme completion €.g.Holder, 2007; Muller, 2008; Park and Choi, 2009g present
studytakes a different approaglstarting with a different understanding of learning, viewed

as a systemMoore and Kearsley, 2012)n this system| explore factors for student
1



discontinuationin online corporate training (CTgourses in nosregulatedlanguagecourses in
SpainThese are called neregulated because there is no policy regarding content or delivery.
In short, there is no regulation a® twhat can be included and how the course is to be
delivered and assessed.

The issue of student attritioganed importance for institution®nce programmes of
study started using persistence as a measure of programme effectiveness (Rovai, 2003);
meaningthat, if there is a low number of leavers, the prognaeis considered effective;
whereas if the number ofndividualsleaving the course is high, the prograre rends
ineffective (bid.). When it comes to online education, it is ahble to carefullynterpret this
idea of effectivenessbecause of thexceptionalof its characteristics and its students (Diaz,
2002; Park et al., 200950me argue thatnionline educational settingss high number of
dropouts does not necessarily have a direct correlatwith the success of an academic
programme(lbid.). On the other side of the argumen@® NNJ a Gl G6Sa GKFG WYl ye@ !
that the observed high drop rates should disqualify online education as aguiglity optiorQ
(2000:2). Thiddeais supportedby Willging and Johnsolillinging and Johnso2004 105)
who add thatthe quality of a programmeW Ol y 6S RSGSNXYAYSRIZ Ay LI NI X
completion rates, and these rates tend t&b f 2 6 SNJ F 2 NJh2nf it dlsg fhe beliefr 4 3 S & Q
that students who persist tend to express their satisfaction with their educational experience
(as opposed to those students who are dissatisfieatd are very likely to enrol in the future
(Diaz, 2002; Moody, 2004; Thomson, 1999; Levy, 200&yefore student satisfaction might
not say anything about the quality of the counger se but it does in student retention. In
additionto all arguments surrounding student persistency and attritieducation has to be
costeffective, and as such, departure rateedo be explained to company managers and
executives (Alexander, 2002), as they mean the loss of financial gains.

Several theories and frameworks have heesed in an attempt to explain why
students stayon or leave a course of studgefore enteringthis debate | presentthe context
where these courses take plac8gnificantamounts ofquantitative researclnas been done
in international contexts on student necompletion in HE Nevertheless,there is less
understanding ohowandwhy students withdraw, which consequently means less qualitative
studies. TheHigher EducatiorAcademy in the Conferenc@&eaching in the Spotligtiuly
2018)emphasised the need to understand student attritionthe growing online industry,

showing the reent concern on this subjee@mongst academics



The research gap and the new categories identified in the retention and attrition
phenomenon ¢ontinuersand discontinuery are introduced inl1.3 The Isse: Aims and
Research Questionsdowever, to understand where these new groups emerge from, it is
essential to become familiar with the characteristicstbe research context where this
investigation bok place. The coming section aims at providing an understanding of such
context.

1.2 Research Context

This section presents a description of the context where this investigaimplace,
including location, nature of the training provided, an overview of the language levels, their
corresponding requirements, the funding body and the digital learningquiat{DLP)

Despite the growing number of students enrolled in these coyrbescontext where
this research takes place has not been the focus of a research stuthe imatter of
discontinuation (Fundae, 2020). The growing concern found in the literature for students
attrition in HEand other educational contexts is now traastéd to CT wherethe numberof
students whaenrol on courseand discontinues amounts farhigh percentagerlhis is shown
in Appendixl.

Thisresearch takes place within a Human Resources company (The Compeai) |
and a Language Academy (The Companydil) together calledThe Companies TCs) that
operate in the Northwest of Spain. Both companies offer the same language serviodsed
in the Training Department of T&bm 201318, andin TClin 2011.

This study focuses on the English language courses offeredhgialearning
management systenMoodle, with standardisedcontent provided bySpeex, a corporate
worldwide language trainingompany. In this online platform, th®LP, students can find
activitiesrelated to grammar, vocabulary and listening, which they are to daheir own
following the timeline provided by the language coordinator (LC). These charactesesties
asanexample of aranytime, anywhereducational scenario (Johnson, 2003), as students do
not need to be connected at any given tirtwith the exception of thg@hone sessionsprin
any specific locationThe content cannot be modified by any other party, other tiSpeexx

At the time when the research was conducted, and in additmthe DLP students
had 15-minutes Phone Sessions (P88)ere they conversel with a tutor via Skype or
telephone. These PSwok place onweekly basis at a specific tinad on a specific day
usuallythe same every weel&udents and stafheeded to be ontime, since the tutomwould

callone student after another, and delayingne call would mean delaying all students that
3


https://www.speexx.com/

come after, or cutting sessisrshort. Students can choose to change the time and day of the

PS if they inform the LC 2wurs before their allocated PS. Failingdo soresults in the
studentlosingtheirchAOS i GKF G 6SS1 Qa wihstudenaaibeiirO G 2 NE O
able to call instructorsThese PSs offer otte-one inguistic support to learnersand an

opportunity to put into practice the content learnt in the DLP by means of a controlled

scenario, or a nogpecific content conversation. If the Jbinutes are usedfor linguistic

support, that week there is noconversationalpractice t { & Q I (i i§ SojuiRaryyadd
complementary. Students cauccessfullgomplete the course without attendinpe PS.

Althoughcoursesat both companies placstudents in levels following the guidelines
of the Common European Framework of References for Languagd’® @DBE, from Al to
C2, there is no regulation for these language courses in terms of content, nor do they follow
any official standard or guidelines. Regarding the levels, after the levéiéylare divided as
follows: A2.1, A2.2, B1.1, B2.2, and so on

Coursedast 34 weeks. Eachveek students are allocated a lesson to complegand
every three lessons thers an evaluationTo siccessfully complete a levégarners have to
pass 75% of evadtionsP 9 @I f dzt GA2y & | AY | { knévSddgedaidyy 3 & ( dz
three weeks, assessing the attainment levels of the student on the content of those three
lessons Completingcourse content is nohecessaryor course completionas students can
skip directly to evaluations.

Learnershave to complete aminimum of 110 hours on the DLP as the second
requirement for successful course completion. This requirement came into place in the
academic year starting 2017/X8wvhen data was collected, beingtablishedas a mandatory
requirementdo @ (0 KS 32 @niingy/bdd. ylite@idie spent in the P&ses not count
toward the110hours Failing to spend the required number of hours on the platform results
in students not passing their course, with the corresponding consequences for the
organisations hiring theseoarses and/or the student@resentediater in this section.

Sudent-participantsmust be in full employment asan essential requirement tenrol
on these courseskrolment always takes place through the corpiooa employing student
workers (Fundae,2021). Considering the characteristics of students taking part in these
courses, they are considerewn-traditional (Bean ad Metzner, 1985; Rovai, 2003in light
of the audienceit can be said that this researdits inthe framework oflifelonglearnng, and

thus, in adult learning theories(Chen, 2014 Bélanger 2011 Sanchez, 203}7 More



particularly, those that consider the implications for online instruction such as Trotter (2006)
due to the online nature of theseourses

All courses are (indirectly) funded via public funds based on the princidleeloing
learning (McCombs, 1991; Field, 200Weise, 2020 Sanchez, 20)ahrough the FUNDAE
(Fundacion Estatal para la Formacion en Eghpleo ¢ Spanish Training System for
Employment) The Spanish central government aims at providing the national workforce with
new competeces adding to their skill seth& FUNDAEaims at providing people with the
skills needed in the current ever changiworking environment, and with the competences
and knowledge they requicethroughout their professional lives (Act 30/201B)ue to the
characteristics of this funding, and the context where it takes place, these courses qualify as
CT(Tahir, 2002)Theway these courses are funded is a representation of the idea of the
European Union to contribute to professional development and adult learnimgthe
development of this researchhé European agenda for adult learniestablished as target
that by 20, 15% of adults aged @54 should be taking part in adult educati@sincluded
in the European Framework for Education and Training 2@utcil othe Europen Union,
2009. This direction set out by the European Union provides this researchewgh more
relevance due to the connection of the investigated language courses to this idea of long life
learning.

This direction set out by the European Uniafter the programme was delivered and
the data of this research collectegdrovides this resealcwith even more relevancdue to
the connectionof the investigated language courgmsthis idea of londife learning.

There are certain requirements farcourse to be funded with public resources. First,
the firm hiring the training has to pay for the course in advance to TCs. When students
O2YLX SGS (dKS O2dzNESsE GKS 02ad A& adzodNF O0SR
not pay for the coursdeesc the central government is the one that ultimately funds this
training. Secondly, the firm only benefits from the government funding if the student
successfully completes the course, fulfilling both requirements (passing 75% of the
evaluations and @mpletinga minimum of 110 hours on the DL case a student does not
meet one of the requirementshe corporation students work fomust cover thdrainingcosts
of that employee Corporations offer these courses to their students free of charge an th
condition that theywill successfullyulfil the course requirements. In case they do not do so,

students can be asked to pay for the training recdive


https://www.fundae.es/

LCs, employed byCs are tasked withthe administration, follow up and technical
adzLILI2 NI 2 F & (iTtedbefséed Q LINR INB 4 &

- providing students with amss usernames and passwords;

- demonstrating students the DLPs features;

- FEf 20 0A ywaekiitezRStieiPS0n coordination with thetdu, and

rescheduling those when caellations take place;

- reminding student®f key progress and dates; and,

- monitoringstzRSy 1aQ LINPINBaa 2y GKS 5[t |yR

TCs also work with a recruiter to liaise with different corporations, institutions and
other organisations toexk students. This recruitealso employed by TCisitroducesthe
training theyoffer to other firms in searctior new students. It is also the recruiter who
explains the trainingequirementsto potential candidates.The person who supervises the
overall training process (from recruitment to student completion) is Tmaining Managing
Director (TMDY, who also works for TCs. This person decides on key elements of the training
offered such as the content providesupprt, or, teaching staff recruitment andtaff
allocations. This person ultimately makes decisions involving the development of the courses,
and everwhether coursesre to continue or notThe TMD is also in contact with the Human

Resources Directors (HRDsf organisatiors hiring the courses, to provide them with

AYTF2NXYEGA2Y NBf I AbasHy, dghguagd TaiiS(lydRlide® tha BGR ahdS 4 & ¢

assiss with languagerelated support issues.

TC staff | Participants from firms hiring languaggervices

Recruiters| Students
TMDs HRDs

LTs
LCs

Table 11: Stakeholders involved in providing and receiving the training

Within this contextthe DLP acts as the foundation for teaching where the vocabulary,
audio and grammar content is includels such, its content and features are presented next.
1.2.1The Digital Learning Platform

The DLRusesthe content provided bySpeexx The informationpresentedin this

section is taken from th&peexxvebsite and a demo frorSpeextor the level Aljllustrating

l.fl

l.j



what students see. It aims at providing an overview of the information students work with,
and of the main teaching tool atisdzZRSy 1 8 Q RAaL}R2al f @

Speexxdoes notestablish their teaching and learning approach or method as part of
the information provided on their website, therefore, this description also seagameans to
establish the teaching method employed.

Figurel.l.presents what the platform looks like upon logging in with the username
and passwordas part of a generic course. This design changes slightly depending on the

company they work with.

Speex Speexx Campus Trial - English L =

Speexx Campus Trial - English O o s S22

ol Result 0/100 @

My Exercises ®

Work on the units to systematically improve your language skills.

Community

Business Grammar

Figure 11: iew of Speexhomepage

The blue tab at the top showss U dzR Brggiessghen completing activities, showing
a0dzRSyiaQ 20SNIff LINPINBAaAD ¢KS LI FGF2NY A3
(3) pronunciation, (4) video and (5) community; making it visual and &asygcess. The
community function (5) is disabled for students on the investigated courses. Instead, they
have an internal forum where only people working for the same corporations and on the same
level have access due to data protecti@gulations

When entering the business section, there is a top displayable menu containing the

different topics related to busines@Appendix2, Figure 12). Activities presented in this
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business section work on vocabulary in theagh of readingwriting drills (Figure 13),
listeningwriting drills (Figure 14), fill the gap¢ with provided answers drillgFigure 15);
grammar in the shape of word order dril[Bigure 16), and multiple-choicelisteningdrills
(Figure 17), (Appendix2).

The grammar section also contains a display menu with the content inclixigalr ¢
1.8). It also contains some grammatical explanations within each activity, depending on the
content of each activity. This grammar theory cannot be downloaded or retrieved together
learners have to open these explanations within each activity. Explanaengresented in
the target language EnglishFigure 19 and Figure 110 provide examples, also showing an
overview of the initial instructions, and then the grammar provided for that particular activity.
Activities within the grammar section comprise: fill the gaps with the words provigiedie
1.11), changing the word categor¥ifure 112), multiple choice Figure 113), or fill the gap
(Figure 114) (Appendix2).

The pronunciation section uses a speech recognition software to help students with
articulation and acceniThe activity provides students with a sentence, and they have to read
it after clickingon the microphone symbol. Under the written sentence, there are some white
bars that show different colours as the student reads the sentence. These bars and colours
LINE A RS FSSRoOIFO]l 2y UGUKSANI LISNF2NXIyOSH 3INBSY
WLI2 2N | yR 0f | (Appenti® NMigueQws dad Rgurg 216). K S I NJ

When accessing the video section, students find a display menu on thehaghtside
where they can pick a subject to work on. Once the subject is selected, @andeseveral
multiple-choice questions are displayed on the {bfind side of the screeffrigure 117). This
is a way for students to work on thelisteningcomprehension skillg with videos from
different websites such as The New York Times, Euronews, etc.

As previously mentionedhe community section is not explored since this is not
present in the investigated courses.

Concerning feedback on valgulary or grammar exercises, when students complete
their answers, there is an orange button at the bottom of the page that provides automated
reactions. When students answer correctly 60% or over, the software offers positive feedback:
well done!lf it is between 6890% score, andery good!lf it is between 96100% score. The
obtained percentage appears in green. Students are responsible to complete all activities. The
software does not draw them back to uncompleted activities, these would simply apgear

not completed.



Similarly, the platform encourages students to continue onto the next activity by
highlighting in orange the button at the bottom of the screen sapiegt(Appendix2, Figure
1.18andFigure 119).

When activities are completed in chronological order and the learrt@ains a
percentage higher than 60%, the software displ#lys progressiornvisually in thecontent
menu at the top Appendix2, Figure 12). However, whe the order is alteed, the content
menu at the top fails to dplay this correctlyRigure 12). This hinders access to incomplete
activities as platform users have to either remember what activities they hawgpteted, or,
access them one by one.

If the score is below 60%, the score will appear in dark yellow and students are asked
to repeat the activity tfy againl), not allowing them to move onto the next activity unless
participants go back to the main meuwlisplay at the topAppendix2, Figure 120).

Regading information on performance and development accessible for platform
users, the DLP shows overall scores from all completed activities, total time spent in the
platform, and course duration (star and eddtes)¢ on the home screerAppendix2, Figure
1.21).

Student support is provided via automated software. There lidelp button on the
right-hand side of the corner of the screen, where, by means of key words, participants have
access tautomated written ingructions @Appendix2, Figure 122 and Figure 123). Further
assistance is provided on the link at the bottom of theg@aalled: Support Figure 124).
Figure 125 offers an overview of the support provided on the display of that link, providing
general information on language training, including the system requirements for the adequate
functioning of the interface depending on the device used. All help offered on thiaptats
automated ¢ no human support.

These are the features this DLP offers. Although there is no specification as to what
the purpose of the course is, with no description of learning objectives or learning goals, the
content offered is clearly oriented toward business, with an entire saardicated to it, and
with grammar and vocabulary exercises oriented toward business. Similarly, videos and news
used are primarily connected to the world of business and finance.

The dates on the news articles and the videos show up to date contertading
articles from 2019 and 2020) from (primarily) American sources and contexts. News articles

include authorship, unlike grammar and vocabulary exercises.



Video files do not offer the option of British or American English, and when accessing
activities in the grammar or the business section, there appears to be no possibility to choose
between British or American English.

To successfully complete a course, students only have to pass the evaluatimrs
included in this demo because these are compsgpscific, and access to that information was
y20 INIYGSR® ¢KAa YSIya (KIFIG addzRSyida OFy Ayl
a requirement.

In light of the information presented in this section, it cha established that the
teaching and larning approachis based on cognitivist perspectives (Piaget, 1936/1952) of
instructional design, primarily grounded on the structural learning theory (Scandura, 1973,
1976). Regarding e teaching method employedhis DLPmainly contains traits of the
audiolingual(Mei, 2018; Mart2013 and the direct methoqDonaldson1922 Mahmud and
Ulya,2021), due to the nature of the included activities: grammar and vocabulary activities
presented all in the target language, with an emphasis on the repetition of drills until the
learner shows a score that suggests knowledge acquisition. Because the cortevitiEsc
provided on this DLP focuses on grammar and vocabulary, the gratrematation method
is also considered in the design.
1.3The Isse: Aims and Research Questions

The matter of student retention has been of interest for researchers for decades
(Braxton, 2002; Berge and Huang, 2004; Smith, 2006), although, it has mostly been researched
within the context of HEe(g.,Spady, 1970; Tinto, 1975; Adelman, 1999; Braxton and Hirschy,
2005; Seidman, 2005; Marsh, 2014; Bawa, 2016). Persistence is anofsgrewing
importance not only for online environments, but als@F(Carr, 2000; Frankola, 2001; Diaz,
2002; Rovai, 2003; Braxton and Hirschy, 2005; Levy, 2007; Clay, Rowland and Packard, 2009).

Several theories of student retention have been developedto this day, trying to
identify, analyse and test factors affecting student retention. Most modadse developed
with the school, college or urgysity setting in mingdleaving corporate training aritie idea
of lifelonglearning aside. Similarly, language learning has never been used aittégin or
retention theories, something to account for in light of the special characteristics of language
learning More havebeenestablishedor online training recently, primdly by adaptingesults
that led toprevious models to online learnirsgttings(Berge et al., 2004; Lee and Choi, 2011),
and providing empirical testqof existing factorsLevy, 2007; Garcia Teske, 2007; Park and
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Choi, 2009; Street, 2010; Lee, Choi &moh, 2013; Villarreal et al., 2011; Shaw, Burrus and
Ferguson, 2016; Hedge, 2013; Shaw, 2016).

Opposed to student retentionGarrison (1987) reviewedlropouts in distance
Education (DEgnd highlighted five methodological concer&ncethen, many studes were
conducted with the aim of determining the factors that relate to drop oudistancelearning
both empirically and coreptually Wdzy' = HAanpT hQ/ 2y y 2 NEocki ah8 A F2 N
Griffin, 2003 Willging and Johnson, 2004); withhets establishng theoretical frameworks
(Cabrera, Castaneda, Nora and Hengstler, 1992; Kember, 1989; Packham, Jones, Miller and
Thomas, 2004; Rovai, 2003; Park, 20@) studies aimeat understandng and preventing
this issue.

Attrition models that developed throughthe yearsset the foundation for this
investigation. These modelsshow a lack of categorisation within the issue of student
persistency and attritionand allowme to concludeA y | ANBSYSyid gAGK al
perspectivell K I (eralisatiBng about retention can be misleading due to the uniqueness of
SFOK AyaluAaddziazys I OF RSYA OB1j dsavil beCoort dpuheidt f £ &
in coming section=2(1 Redefining Terminologgnd5.1 TheTerminobgical Debatg Because
of this lack of a clearategorisationitis difficult to determine if authors are, in fact, examining
the same issue (DeRemer, 2002) in the same or a similar context. This identified terminological
gap is further explored in the iterature Review (2.1 Redefining Terminologyand in the
Discussion chapter®.1 TheTerminobgical Debatg allowing this study to contribute toward
a more definedcategorisationof the attrition phenomenon, where | identify twalistinct
groups of students: continuers and discontinuerBhese are understood as another level in
the retention and attrition matter.

Therefore, this research emerges from:

- The undefconceptualisation in theersistency and attrition phenomeno(®.1
Redefining Terminologgnd 5.1 TheTerminobgical Debatg

- Theidea that generalising when it comes to persistency and attrition can be
misleading due to the uniqueness of each academic conffdsinyanga et al.,
2017).

- The high number of students discontinuing in the observed training providers
(Appendixl).

- The lack of understandingf the factors affectingstudent discontinuatior(Berge

et al., 2004; Lee and Choi, 201kvy, 2007; Garcia Teske, 2007; Park and Choi,
11



2009; Street, 2010; Lee, Choi and Kim, 2013; Villarreal et al., 2011; Shaw, Burrus
and Ferguson, 2016; Hedge, 2013; Shaw, 016
The literature does not show a difference between dropouts and discontinuers, and
does not examine discontinuers at any poimtistory. Similarly, in the investigated context,
no student abandoned the course at any point for the duration of the course, instead, they
left once theycompletedthe level they were stdying (Appendixl). This is whyhis study
reviewsretention and attritionmodels, to applithem to the new categorisationof student:
continuersanddiscontinuersn the first instances of the literature review.
1.3.1Aims and Research Questions
Thisexploratory study aims atunderstandng the factors that influence students to
discontinue from online English learning course€in Spain.
Studying and working at a distance haseb widely accepted in the last decade,
however, in the year 2020 it gaineen more relevancdue to the circumstances created by
the Covid19 pandemic It must be said that the changes that emerged from the pandemic or
the situation created by these newircumstancesre not taken into account in this research
because the data collection took place before Ca\@dhowever, it has increased access to
online training services, and therefore, it is something to be accounted for in future
investigations The need for distancéraining is growing, reason why it is essential to
understand why students decide discontinue their learningTo that, this research aims:at
- Providing a new categorisation within the issue of retention and attrition, to better
W RSNBRGFYR GKS RAFFSNBYOS Ay aitdzRRSyiaQ oS
- Understanding the studied contextrom the perspectives of all participants
involved.
- tNPGARAY3I |+ Y2RSt (G2 SELIXLIAY FIFO02N&E | ¢
discontinue from their online language |eamg.
It is evident by the gensive body of knowledge that student attrition has been and
continues to be a concerning matteFhe dependency of factors to each context has been a
KAIKE AGSR AaaddzsSY WISYSNIfAaldA2ya [o62dzi NBGSY
SIFOK AyadAddziazys | OFRSYAOIftft&s Odz GdzNI €& |
achievethe aboveménA 2y SR 3I2F fax FyR Ay f A hikstud@asks al yel y
the followingprimary question
- What influences discontinuity in adult workers in CT online language courses in
Spain?
12



The type of audience these courses are aimed atremetraditional, meaning that
GKSe 02YS gAGK GKSANI 2y aSi 2F Y2UAQl GA2Yya
Model of Non-traditional Student Arition (1985)highlightedi KS y SSR (2 SELJX 2
needs and motivationsto enrolas astn RSGSNXYAY I yi 2F &aGdzRSyidaQ
{ G dzR Segds ar@ metivationsvere notdiscussed irearlier models such as Spady (1970)
or Tinto (1975), althougit appears to be a common denominator in retention and attrition
modelsin later yeardWang et al., 2003; Moody, 200@ackham et al., 2004erbert, 2006;

Park, 2007;Park and Choi, 2009; Street, 2Q1Ge et al., 2013Shaw et al.2016), with
individuals presenting a variety of reasons to study another language, and different groups
requiring different motivation strategies to enrol and continue onto a language course
(Kormos and Csizér, 2008).SOI dzaS 2F (KA& ySg dzy RSNRGI YR
Y2UAOQF GA2ya KIFE@S (2 |dKEYSWRAIK YiXKIGA AfRadzNES &
starting point to answer the primary questidollowing the first steps taken b@hyung (2001)
andlater continued byShaw et al. (2016)

Resultingrom the approachof this research that understaseéducation as a system
steming from Moore and Kearsl€2012) the lasttwo secondary questions posed relate to
the different points of view regarding the issue of discontinuati®revious studies present a
narrow approach of the issue of retention and attrition because thqyl@e the matter from
the perspective of students, from an administrative point of viewconsidering certain
environmental variable§Spady, 1970; Tinto, 1975; 19%%an and Metzner, 1985; Kember,

1995; Parker, 1999; Osborn, 2001; Rovai, 2003; Packham2004 Park, 2007; Street, 2010;
Hedge,2018 ® hy G(KS O2yGNJI NBEX L SELX 2NB (KS Aaad
perspective) and the outside (stakeholders), because it is understood that all agents play a
role, and are equally sigicant in interaction amongst participants and with the course (Saba,
2003). The intention is to provide a holistic approach where all points of views are included,
and therefore, the opportunity to contrast viewpoints

In light of the arguments provideth this section, and the gapand tendencies
identified in the exploration of the retention and attrition matter, the subsidiary questions are
the following:

1 What are the motives students enrol on these courses?
1 In which way do learner perceptions of the course features impact
discontinuity?

1 What is the impact of stakeholders in discontinuity?
13



To arswer these questionand to further support the establishment of those as the
subsidiary questions and the main reseh questionthe next twochapterspresenta
review of the theoretical framework surrounding the issue of attrition and retention
(Chapter 2Literature Reviey andthe employedmethodology(Chapter 3Methodology).
1.4Theoretical and Methodological Framework
This study is grounded within the retention aatirition models presented ihapter
2. Literature Review however, two theoretical models have been mostly considered in
establishing and designing this study:2 @F A  O6Hnno0VI | yRarkk2008) OHANT
framework reconsidered Rov@d Y2 RSt = Ay S FadborsiwithynTh diddreNth | 6 f S &
structure. In conclusion, and although the nature and design of the current study is more
exploratory,theassutdi A 2y & | YR 02y & (iPNik®A7%cA ¥ SANNI QY IY R &
ideas Rovai,2003), provide the theoretical lens to assist during the design and the structure
of the data collection, its analysis and presentation.
1.5Thesis Structure
This thess is divided in five chapters:
- Chapter 1lintroduction: serves as an introduction where the airosntext,and an
overview of the study are presentedgether with the research questien
- Chapter 2.Literature Reviewcontains the literature reviewfocusingthe study
within the literature around retention and attrition models, English language study
theories, andCT
- Chapter 3.Methodology explains the methodological approach, including the
ontological and epistemological viewipts, ethical considerationhe sample, the
research design, the data éettions tools and the data analysis.
- Chapter 4Results Analysipresentsthe obtainedresults.
- Chapter 5.Discussion includes the discussion, led hy | NJP&rk 20Gv)
framework,the research question, and guided by the research-guéstions.
- Chapter 6.Conclusions presents thethesis argumentarising from this study,

implications for policy and practickmitations, and next steps.

14



15



Chapter 2 Literature Review

Thisliterature review presents the theoretical background for the present resedrch
containsthree main blocksOne relates to terminology, clarifyirtge claim of the lack of
conceptualisation around the subjecf attrition; the second block reviews thetention
models and factors within thoseind the third one relates to language study, focusing on
distancelearningenvironments CT, and the understanding afistancelearningas a system

This literature review provides a critical look at existing research that is significant to
the work thatthe three main block®f theory present. The aim of this literature review was
to providea terminological review of the terms used to address théed#nt issues explored
in thisresearch, to allow the reader an understanding of what it is meamamgedterms and
provide clarity Additionally, this review of the literature providésckground information on
the topic of (dis)continuatio, framing itin the specific characteristics @he audience of
corporate trainingand language learning

The researclstrategy was developedroundthe Retention and Attrition ModelsThe
reading of the different models led to the conclusion that there is a lack of consistency in the
terminology used (Hart, 20)20 address the retention and attrition mattefhis lack of
consistency and the different termesmployedto describe the samideaor scenario does not
allow for comparabilitylt is because of this linguistic turmoil that this literature review starts
by setting the foundation for the rest of this writingam at providing clarity on the different
terms used, as well as a reason for timice ofterms based omlefinitions provided by other
scholars and the need to coin new terms to describe new evolving scenaridhs will be
further discussed in the Redeing Terminology section.

Differentretention and attrition nodelsare explored in this chaptei.hedecisionof
what models to includevas based otthe impactthose hadn the understanding of retention
and attrition; those that in later years relatebtthe type of audience the context of this
research exploreghose that included online learnin@gnd finallythe latest developments in
the matter.

In addition to the terminology and the models, this research presents atiogith
overview of ways toevaluate training programmse in CT, and some of the general
characteristics of language related CT programmes and the theories behind CET study (Xie,
2016) This section includes the different motivations for students to learn English, as this is
considera the starting point to look at the attrition and retention dilemma: do students have

a reason/s to enrol that alines with their decision to (dis)contiA@®ther motive to explore
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the characteristics of CT language related programnsebecausequestionnares and
interviews arepartially based around those features within CT language related courses
therefore, it is necessary to understand the theories aro@Igrogramme evaluatiomas well
as language learning theorie€EnglishBecause of the lack obgrcesfound when exploring
the evaluation of corporate training programmes dealing with language leaspagifically
a section on English language study angbdicularcharacteristics was includetdhe ability
to use a different language is not like other skills that can be learnt once and then mastered.
Language learning is a process that takes place over time, and therefore, the matter of
(dis)continuity becomes even more relevant. This sectioh@amguage learning includes an
overview of the different historical stages of the use of technology for language teaching since
technology is the main conductor to deliver the studied courses.

In short, this literature review aims @resenting the issuef retention and attrition
as a systemdisplaying howall parts play a role; attrition and retention models, language
teaching and learning, online education, and corporate trainitgffersa critical overview of
existing research in the matter, estédhing the importance oagreed terminology, and the
lack of asinglemodel thatworks for all contextg hence the need to keep exploring as an
ongoing process.
2.1 Redefining Terminology

One of the main difficulties in the literature when it comes to addressingsbige of
studyis the lack of consistency in the terminology used (Hart, 2@@3pitethe plethora of
publicationson this topic, the concepts and measurement totssexplore retention and
attrition remain unclear and hold a noteworthy level of ambiguity (Haged2®06).Vincent
Tinto,the most cited author o this issueagrees that there are limits to our understanding of
student departure when he asserts that the teminopout WA a 2y S 2F GKS Y2
misused terms in our lexicoa ¥ S RdzOF G A 2 y I f 3)RBjdalyNshothErLalddi Q 6 ™
agreethat retention needs to be further complicated to consider new evolving situations and
factors such as student educatiorgdals demographics, or other@Bean, 1990Esteban et
al., 2016).ee, Choi and Kim, 2013; Villarreal et al., 2011; Herbert, 2006)

There is noagreement amongst scholangs defining key termsin the attrition
phenomenon suggestinga lack of cleaconceptualisation This issue was identified as early
as in 1971, when Alexander Astin (19715) highlighted the concept of dropout as

problematic:

17



We¢ KS GSNY WRNERLRdzG Q AcaleddvopdbtslF SOGf & RSTA
may ultimately become nodropouts and % OS @SNBEIF 6 X0 ® . dzii G KSNEB
G2 0SS y2 LINIOGAOIt gl & 2dzi 2F GKS RAfSYY!l

dropouts versus nowlropouts could be achieved only when all of the

students had either died without ever finishing college or had finished

02ttt S3SQo

His words suggest that student mobility or indecisiveness generates situatioase
what is considered a drayut (a student who leaves the course previous to its completion)
might eventually return and therefore become a ndropout, thus disregarding anyadier
RSAONALIiA2ya dzASR G2 RSTAYS 2N OFGS3a2NAT S (¢
become patrticularly relevant in the context of online language learning, since students might
try different approaches to learning, different providers, platforifamguage teachersetc.

When talking specifically about online training literature, a systematic literature review
carried out byParkand Choi (2009 on online courses aimed at clarifying what is understood
by dropout. In their research, they fouridat 37% of the studies (13 pieces) did notyide a
clear definition of droput from online courses as shownAppendix3. They alsdighlighted
that although some of t8 & G dzZRAS& RS TAYRBROIVATKER SKE T ARNRELL 2y
consistent with other pieces of work on the same field, making it difficult to compare studies.
Park and Choi (20Q0%re not the only authors to claim that the lack obnsistency in
terminology when addressing this issue is problematic to clearly define the sufofiee
problem (eRemer, 2002; Berge and Huang, 2004; Lee and Choi, 2010; Hart, 2012;
Rostaminezhad et aR013; Manyanga et al., 2017).

This lack of precish in terminology inevitably leads t&ontradictory finding®
(DeRemer, 2002t1). In factthis has raised questions about the validity of findings around
this issue altogether (Hall, 2001; Wang, Fodcdr 2 O1 A Z DNAFTFAY I hQ/ 2y y 2 NJ
asii Kl a 0SSy al rr&entioiandidrow duts laré, atdastA fildgmerged, do not
O2YLI NB fA1S 6A0GK fA1S FYR IINBE SAGKRNI dzy NBf
Therefore, it seems clear thatr@pouts need to be categorised or re-categorised, and
conceptualised; or re-conceptualised, so authors can be more specégardingthe cohort
being studied.

The variability in student enrolment patters makes it difficult to label one student as a
persisterand another as aon-persister(Berge et al., 2004; Hagedorn, 2006). When the term

persistencefirst emerged, it was used to refer to pes¢écondary students, and later to
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traditional university students (Greer, 1980) as opposed to the wider meaning it carries today.
Nowadays, the corapt of persistence and other terms around it are much more complicated
to define due to the wider scop@ark et al., 2010)

Appendix 3 offeran overview of the definitions (or lack thereof) provided by existing
literature on the issue of dropouiseeAppendix3). This is a simple representation of the lack
of consensus amongst academics when it comes to addressing the issue of retention or
attrition, and therefore, reveals a gap in the way this issue has been studied so far: in smaller
fragments. The number of authors addressing thissue without providing a definition is
ample The overview provided bgppendix 3 raises the question diow can we know that
these authors are examining the same issue? (DeRemer, 2002).

Because ofhis situationregarding definitiongit is challenging to decideshich
studies could be compargd it KA 4 NBa S| NOK® | F ISR2NY Qa OH AN
terminology in retention and dropouh HE Her work isused to show the controversy and
under-conceptualisation of this field. A pesger, according to Hagedorn amdher scholars
Ad W addzZRSyid ¢K2 SyNRfa Ay O02tftS3S FyR NBY
nonrLJISNEAAGSNI Aa W aiddzRSyd oK2 fSF@Sa GKS 02
NB i dzNJ/ 2)XDeépiterhomHe¥sy it seentsunderstand thes two opposite concepts
a0dzZRSY U LI GK& FTNBX Ay KSNI) 29y dbdNIRaE WNI NBf &
Hagedorn presents these definitions for online courses in general, however, language
learning begs theverallquestion: When is larningcomplete? And to answer that questipn
and to provide a milestone that would allow a definitidhe present study understarsthe
completion of this process when the final level @2CEFRis successfully accomplished.

Table 21 presents the ten cases Hagedorn (2006, 2012) portrays in her work as some
of the possibilities for what she callpersister and noipersister. These exemplify the
terminological complexity in this field.Table 21 illustrates this complexity, andthese
scenariowill be discussedn the DiscussiorChapter(5.1 TheTerminobgical Debatgas part

of the contribution to knowledge of this study.
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Student | Hagedorn’s Scenario

A Enrols in a university, remains enrolled for two years, and stops out to return six years
later.
B Enrols in a university, remains for one year and transfers to another university to

complete the degree.

C Enrols in two community colleges simultaneously, ultimately earning a certificate from
one of them.

D Enrols in college but does not complete any credits. The next year the student reenrols
and remains continuously enrolled to degree completion.

E Begins in a community college and successfully transfers to a university. However, the
student is not successful at the university and leaves prior to earning any credits. The
next semester the student returns to the community college taking the few remaining
courses necessary to earn an associate degree.

F Enrols for a full-time load of 5 courses (15 credits of college credits), but drops all but
one class 3 units).

G Enrols in two courses, drops one keeping only a physical education course.

H Enrols in a community college for a full load of remedial courses, rerolling in the same

courses the next semester because he/she has not yet mastered the material.

| Enrols in a full time load of courses, but due to low GPA and lack of progress is
academically suspended.

J Due to unlawful behaviour, is judiciously expelled from the university.

Table 21: possible scenarios for studedéepartingstaying situation adapted from Hagedorn
(2006:2-3)

Appendix3andTable 21, portraya need to redefine the way these different situations
and students involved are named. It might be the case that new terminology needs to be
coined to address this issue.

To providean overview, mst used terms appearing in the literature are verbs such as:
retain, persist, completeand by association nouns such gersister completer,or on
occasion graduate On the other hand, verbs such dsop out, withdraw stopout, andeave
and by association nouns such dsop out leaver, nonpersister, withdrawer, stopoutnd
noncompleter(Spady, 1970; Tinto 1975; Bean and Metzner, 1985; Kember, 1989; Parker,
1999; Osborn, 200MMuilenburg and Berge2001; Chyung, 2001; Kemp, 20@heung and
Kan 2002;Moore and Kearsley2003; Rovai, 2003; Packham et al., 2004; Park, 2007).
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Consideringhe mixed definitions encountered for all these termaplv clarify where
my research focus lies. None of the definitions or scenarios encountered have tackled students
who upon course completion, decide to naintinue onto the next levell have calledhis
group of studentsdiscontinuersand by associationhére are als@ontinuers Continuers are
those students who complete their level, or stage, and then, move on to take the next level,
or stage of their course or degree

In a simplistic waytetentionA & RSFAYSR & WadlreAy3a Ay
RSANBSQ 01 | 8 8BdodJuEl an nYEHSYF GA y 3 & dbid25). DespithB Y I {
the lack of confusion provided by these explanations, the matter is not so simple, since some

authors such as LjuGomez andCherngJyh (2009) choose to defingetention as the

O2YLX SGA2y 2F | O2dz2NBS S6AGK F YIN] 0SisSSy

not pass the course fall in the categorydvbpouts Persistencd a | £ 82 aSSy | & |
complete an online course despite the obstacdesadveNB S  OA NDdzYa G| g0PSa Q
and apersisteE | a0 dzZRSy i ¢6K2 WwWadzOO0S & a fldf, 308 beldg Y LI S

completera synonym opersister(lbid.). Rovai agrees with Hart in her definition, and adds to
it when it applies to adlt education, stating that persistence can then be defined in
FANBSYSyYyd SAGK vdza 3f Se& olmdpTrdS yPRIXK SO ff 18y KQ 2
The &ble onAppendix3regarding the categorisation of doouts showseveral trends
in the way academics choose to approach the definition of the issue. Several authors describe
0KS A&aadzS ol éusdinestay seéniaizireSvith(LiQ &t al. (20@9).(pass or fail;
GPA average,te). Additionally, Cheung and Kan (2002), Woodley, De Lange and Tanewski
(2001) Kemp (2002Moore and Kearsley2003), Morris, Finnegan and WR005) define
dropoutsas thase students who failed or had to resit the course. As shown above, except for
Cheung and Kaf2002), all other authors choose to address the issue by using other terms
such as academic withdrawal or neaccessful completers. Finnegan, Morris and (2699
choose to call these studentsonsuccessful completer€ontrary to the opinion of these
authors, Poellhuber Chomienne and Karsen{008) believe that persistence is the
completion of all required assignments and taking the final exam regardless th#t grade.
Therefore,for them, a fail does not count as @opout, similar to the definition in HE policy
(Hillman, 2021)
Another approach to the definition of persistence and attrition is taken by authors such
as Morgamand Tam(1999), orPigliapoco and Bogliol@008) who understand and define the

issued | & SR 2 y futéré efaRI®eniisaniar to the approach taken this writingwhen
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defining the different scenariosFor instance, foPigliapoco and Bogliolo (20083ropoutis

a stulent who does not enrol at the end of one academic yeatoinciding with the
understanding of the new category emerging from this study: discontinuer, highlighting the

need for this research and the eategorisationof concepts Morgan and Ta?d R®FAY A (A 2
(1999) coincides with that of Pigliapoaad Bogliol®&d o6Hnny 0 ¢AGK (GKS 2yf @
the length needed to wait until the student ensdgaing one semester. Another timeline is

that students become dropouts if they do not enfolr two consecuive semestersipid,;
PierrakeasXeno, Panagiotakopoulos, and Vergid3)4; or XengsPierrakeas, and Pintelas

2002)

A different approach considers the stage in which students decide to leave. For
example, Willging et al. (2004) considedrapoutasa student that would leave after the first
course, therefore it does not seem clear what a student is considéreid for instance, their
secondcourse. In the same veishinand Kim(1999)contemplatethat adropoutis a student
who would not registe after three consecutive termaot taking into consideration those
students who might return after this period.

hidKSNJ I OF RSYAO0O&a O2yAaAARSNI GKS A&da&adzS FTNRBY (F
Woodley et al. (2001) state thatdropoutis that who isnot awarded a credit becaus#he
has infringed some univsity regulation. Similarlyyvankovaand Stick2007)suggest that a
drop out is that who is terminated from the prograne ¢ however, it is not clear what
termination means, or who is responsible for that termination: the student or the institution.

In other cases, the issue has been approached, or defined frod KS a0 dzRSy (i 3
perspective.Frydenberg (2007) or Levy (2007) facBR 2y & dzRSydaQ I OUA D!
withdraw, stating that adropoutis a student who decides to withdraw voluntarily. This is also
the view of Finnegan et al. (2009)ankova and StidR007), Kemp (2002), Levy (200Mpore
and Kearsley2003), Morriset al. (200%), Castles (2004), or Perry et al. (2008) who add that
the student leaves for reasonsnrelated to the training provider or the academic
requirements.

Other authors provide a time period in which if studenteave are considered
dropouts Forexample, Frydenberg (2007) states that they are considered dropouts if they
leave prior to class start or class instruction, during the orientation week or after the
orientation week. This, once more, does not seem to be very definite, because after the

orientation weekcould potentially be that ofheir second year.
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In light of all of the variedpproaches presented, clearer and mamecisedefinitions
are needel. Most auttors mentioned m this section define attrition in more than one way,
includingmore than one perspective in their definition, which inevitably, makes the definition
process challenging, and its study even mece To attain a definition, the next section
explores the differences in meaning and use of these terms in the literature.

2.1.1 Definitions

This sectiordefineskey terms separating the different aspects thfe issue of student
attrition andretention, establishinghe foundation of how this writing useach term in the
following pagesThe defined terms are: retention, persistenegtainment, leaver, transfer,
retaker, completer, successful student, attrition, student and institutional withdrawal,
dropout, continuer and disontinuer.

Certaindefinitions are more problematic than otherd begin by defining those that
seem to have a more common understanding amongst scholars. Persistence and retention are
usually used interchangeably in the literature; however, a differentiation must be made
Retentionrefers to an institutional measurayhich means that only institutions can retain
students (Hagedorn, 2006; Manyanga et al., 2017). Convepsebistenceefers to a student
measure, which means that only students, and not institutions, can persist (Berge and Huang,
2004; Hagedorn, 2006n other words, institutions retain persisting studenfgétainmenthas
0SSy RSTAYSR o6& alyeéely3dal SG td O6HAMTYoOMDU
f SFNYSNI KIa ¢62N] SRQ>Y K2gSOSNE (KSeé R2 y2i0 a
etc. This has implications for language learning, since a st(dpatsonalgoal might be
accomplished but not the course, or all the necessary requirements, as per their own
definition of completion

Contrary to the action of persisting, is the action of leaving, which is also understood
as a student measure, meaning that only students lemve and therefore be considered
leavers A leaveris that student who decides to abandon the trainibpgfore canpletion. A
transferis a student who leaves an institution to enrol onto a different one. Enrolment can
take place during the same academic year or the following; however, this student still needs
to enrol in the same subject. iktakeris a student who dcides or, is required to repeat that
same level in the following course or academic yearopleteris a student whestays on a
course from beginning to enalthough, might not pass the necessary evaluaidn contrast
to a completeris thesuccessfl student who completes allte requirements for théevel, and

successfully passes the necessary evaluations to advance to the followang
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Attrition, althoughless conflicting issue, algovolvessome disagreements. Grayson et
al. (2003) claim thait could include those who:
- Leave and tell the institution
- Leave and do not tell the institution
- Are required by the institution to leave
- Take a break from studying but intend to return
- Do not return from one year to another of a mdiével progranme
- Move from one institution to another to continue their studies

Some of these cases have been previously reviewed, nevertheless, in this study,
attrition involves all those cases where a student, for one reason or anotleides to
abandon the trainingManyanga, 2017). This includes cases where students might go to a
different institution (from the perspective of the departed institution), which as per above,
gualifies as dransfer (attrition from the perspectie of the institution where the student
leawes, and as a transfer for the receiving institution). A student who does not return from one
year tothe nextis included under the attrition umbrella, except when that student chooses
to continue with the training at a later stage.

The termwithdrawal can be understood from the perspective of the studeqtwho
abandonghe training or, from the institutiong who expels or letgo of a studentBoth those
scenarios qualify as withdrawalo clarify those two points of viewhe formeris considered
asstudent withdrawal and the latter asnstitutional withdrawal

Despite the lack of agreement on whatleopoutis, Itry to simplify the definition. A
dropoutis understood as a student who leaves the course without commgetll the training,
despite theirreasons, and who does not return at any point, nor transfers into another
institution, nor pauses their studies for a period of time (Boshier, 1973; Berge and Huang,
2004; Manyanga, 2017). This is a very similar defmiiothat of Hagedorn (2006), since she
considers a dropout any student who would not complete a course within the same
institution. Therefore, it could be said thaidaopoutand aleaverare synonyms.

The last ternsto be definedare continueranddiscatinuer. A continueris that student
who havingsuccessfullcompleted their course, level or training, decgde continue onto
the next course or level. On the other hardiscontinues are thosestudents who,having
successfullycompleted their coursdével or training for that academic year, decide not to
continue onb the next coursdével. Students falling in this category are thaimfocus of this

research.
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In conclusion, this terminology section has shown the lack of conceptualisation on the
matter, and the lack dbetter wordsto address these issues. | suggest new teguoatinuation
(continue) anddiscontinuation(discontinuey as my proposal to start breaking down all of the
possibilities presented by Hagedorn (2006, 2012) and others whesrrdeting the different
situations a student can be in when it comes to enrolment. This will enable researchers and
practitioners to study each group of students individually, and provide the best possible
solution for each cohort. | now consider the modtiat address retention and attrition.

2.2 Retention and Attrition Models

The lack of models designed specifically for continuers or discontinuers as a category
on its own leads to using existing retention or attrition models as guidance for this research

This section reviews the most cited models in the literature on this matter tlaosk
based on similar contexts to mine. This is aimed at aiding the exploration of factors that might
affect student discontinuation providing a framework of reference for this investigation, and,
allowing the conclusion that no model up to this date correspondts the investigated
context.

The earliest attempts to explain persistence were based on psychological models, such
4 GKIdG 2F CAAKOSAY [yR 1218y omptrpox ! AGAy
decisions were based on their previous betoarrs and attitudes toward their intent to learn
(Rovai, 2003). In other words, they focus on individual personal attributes and understand
attrition as a weakness in the individual AR a al NEZ HAanyod® C2ftf26AY
(1975) theory, Corno ral Kanfer (1993) conceptualized the termolition, which they
understood as the mediating force between intentions to learn and behaviours directed
toward achieving a goal despite of distractions. The concepts and theories developed by these
scholars sootead to the debate that there is no prdeparture personality, and therefore, no
personal features or characteristics consistently accompanying with student attrition (Tinto,
1993).

Vincent Tinto, the most cited author when it comes to discussing studsantion,
divided student retention theories into tree main categorid®93) psychological, such as
those reviewed in the previous paragraph, environmental and adgonal. Environmental
theories focuson the social, economic andrganisatioral forcesthat have an impact on
student retention; andnteractional theories focus on the influence of the interaction of an
individual with their environmental factors. Other categories identified are societal theories,
GKSNBE FIF O02NABR (KI dontdlGuchas race KsScial’stetdsjoppiprelmity, Bty Q &
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play a role in retentionlbid.). Lastly, economic theories highlight the importance of finances
GAGKAY | addzRSyiQa RSOAaAz2y G2 aidle 2N tSHGST
primary reason for leavingdll§id.). In the case of the presented courses, the financial factor
does not apply to the retention of the students undertaking this training, since these courses
are not paid by studentsThis is something to keep in mind for futuesearch, since some
companies are advising students that if they do not complete the training, they would have to
pay for the course themselveSrganisatioal theories explain the impact of the way a student
fits in with all the burocratic structure ofmainstitution. This theory is claimed to prompt
misleading implications when explaining student retention within institutions, but more
reliable when it comes to explaining student retention between HE institutidmd.). These
were some of the most inflentialtheoriesearly on, aimed at the traditionally aged resident
student, which accounted for the immense moafy of students at the time

To better understand the theoretical framework of this investigation, | will now
presentthe most citedmodels n this matterfor this researctbased ortheir methodological
approach, their audience, or other, are reviewed in detail. These are: Spady (1970), Tinto
(1975, 1993), Bean and Metzner (1985), Kember (1995), Parker (1999), Rovai (2003), Packham,
Jones, Mikr and Thomas (2004), and Park (2007). Other models from Osborn (2001) to Rovai
are presented in a less exteme way, since those are patrtially in line with those previous
modelsor are less relevant for the present studye to the context where they delop (e.g.
audience, type of course, delivery format, etd\everthelessthey still providea valuable
insight to different factors pertinent to the present study. Additionally, some theories and
empirical studies that did not develop into a model are included becdusse present a
contemporaryapproach toattrition in recent educational settigs.
2.2.1Spady: Undergraduate Dropout Process Model

Sady (1970)investigateddropouts focusing onUS college studentsand moved
beyond the mere review of extaive studies on college succdssvard a more theoretical
and interdisciplinanbased synthesis. He tried to factually bring into perspective the
correspondence between loywerformance students who become dropouts with institutional

grading standards and policies.

26



> Grade N
> | Performance | .

/ ‘ \\ 7””"—,7‘%\“

Academic / o Intellectual N\ T — y . Dropout
Potential 7 ] Development N\ Decision
=l A f R S
Family / / > Social s Intellectual
Background P4 / g Integration | Satisfaction - Commitment
, ) 7;,/ »
- J) /
Normative /
Congruence /
' 4

) Y Friendship
Support

Figure21: { LJr R@ Q& ! YRSNAENI Rdzr 4 S 5NRLI2dzi t NRPOSaa

Spady (1970) noted two main designatidnsexplain the issue of collegiopout. In
his definition (a) he considers students who leave a particular college in which they were
enrolled; and in definition (b), students who never receive a degree from any cajlege
applying a systemic outlook. The former describes an institedgjmercific view of the difficulty
of attrition, and understands any students who leave their instituttdnnitial matriculation
as a dropout. Yet, althouglp&dy argues that definitioiia) is ¥hethodologically easier and
more reliable in social resear®{1970: 65), he assumes that it lacks adequacy and
appropriation considering the research on socstdatification, educational mobility and
human resources data on education centres (Iffert, 1958; Knoell, 1966; Eckland, 1964; Albers,
1965; Robinson, 1967Another shortcoming oSpad a Y 2 R S ffailsité acdouat far A
students who transfer to otheschools but still complete a degree progmae within the
expected timeline. Additionally, hdisregards students who may ultimately obtaimegree
from a transfer collegafter a certain delay or absence. Tdedatter circumstances areather
difficult to addresssince it would require a follow up of students over time, with the need to
establish a specific time to consider those students dropolita:ould entail a longitudinal
study that could last a lifetimegssome people might choose to go backarihe education
system in their retirement year@ustin, 1971) This is particularly important to consider with
language learningyith many people decidg to retake language courses later in life for a
variety of reasons.

Spady (1970) reiterates the distinction that must be made between those students
who are dismissed for disciplinary or academic reasons, and those who willingly decide to

withdraw. Accordingly, he argues, prediction comparisons for university grades ¢aben
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applied to retention if the matter at hand is the plausibilby failure or dismissalllgid.).

l f 6K2dzZAK LINBRAOGAZ2Y OFy &a2YSGAYSa 06S I OOdzNT 0 ¢
withdrawt £ NJ (0 K S NJ (ithdl; 66) rdqiirés\amaré éksbrade seét of variables than

those commonly used for strict prediction schemes.

One of the variables Spady (1970) addresses as key to the attrition prodedsdzsR Sy (i & Q
tendency tomove amongstinstitutions given the institutional diversityn the US Ths is an
example of a cohort that needs to be redefined, since different autborsider transfers as
dropouts, connecting this to the terminological isqresented ir2.1Redefining Terminology
As Spady argues (1970), time span and chronology must be taken into account to determine
if the student is indeed a dropoufs important as this factor seems to be for Spady, in the
presentresearch, the intention is not for a student to change language providers or mode of
delivery (MOD); but rather, to remain enrolled within the same language training.

In an attempt to explain the discrepancies of the initial qualitative research findings i
this matter @lfert, 1966; Brown, 1960; Hood, 1957; Iffert, 1958; Newcomb and Flacks, 1964;
Pervin, 1966; Spady, 1967/3pady conducts quantitative research. Through his redudts,
determines that students who are more successful or have a higher stati€ompetence
are more likely to participate in followp inquiries than individuals who might be perceived
as social or educational failures (Spady, 1970). Through an exercigetrapolation and
inference to find out the benefits and costs of dropgiout)(Ibid., 68), Spady finds the
aforementioned definition (a) (students who leave a particular college in which they were
enrolled) methodologically appropriate, yet failsto implement a wider perspective on the
substantive rates of retention and attrition relevant to the system as a whole. On the other
hand, definition (b) (students who never receive a degree), requires the setinin of
immense data gathering and follewp resources (compromised by the variables of time,
institutional mobility and social stigma around academic failure). Therefore, he states,
detailed forethought must béaken before estimating wide population parameters from the
data obtained from partinsamplesThis is the first step in my shift of perspective toward
understanding persistence and dropout, and the way it is to be explQmdantitatively as
well as qualitatively. It is starting to become clear that statistical data cannot provide an
UNRSNEGFYRAY3I 2F A0GdzZRSy(i1aQ RSLI NLGdzNBd L OFy T2
the reasons behind attrition would continue to be unknown. This is the reason why including
a quantitative as well as a qualitative approach, would allow for thglogation of the

retention and attrition matter from a variety of angles.
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socioecommic and academic backgrounal major influence on overall academic success.
Particular influences of these factors on leaving an institution were poorly documented at this
time. In earlier research, Spady (1967) recurs again to quantitative researchadisiaéamily
origins' (measured by father's education) and its influence on academic completion. However,
aidzZRASa KI @S &K mfilughcelisknbré crugi&l SherFit-cofifed té& d2ciding to go
to college and not in terms of completing the degreehene intellect rather than
socioeconomic background is the more important factor in completing the initiated studies
(Trent and Medsker, 1965%0cioeconomic factors were not included in my research since the
offered courses are free of charge for studerdad all participants within full employment.

Spady (1970) considers two morecfars to student attrition: cosmopolitanism
(including familiar religious affiliation, level of education andaturban background), and,
academic preparation; and he condks that background experiences lead to attitudinal
differences associated with attrition

Spady (190) considers thapersonal motivation and educational aims share a strict
correlation with attrition drives. He states that students who aspire to finalize a certain
education pursuitire more likely to graduate than those with simpler godgl). At the same
time, dropouts are more likely to allow othets make important vocational decisions based
on personal interests. Interestingly, the gender of the student is also linked to the differential
nature of educational goalsas well as personality traitSpady discusséise maturity of the
student (more as a chartr trait than an issue of agegquated with motivation,
independence, involvement, setbnfidence, responsibility, and rationality, to performance
and attrition. Furthermore, he considers the literature thavolves the individual's decision
and involvement capability Iifid.). Although this appearance is rigidly associated with
motivation, issues such as detachment, submissiveness, anxiety, and passivity are also
addressed in his research on a smaller scale.

Spady (1970) includes the precise parallels of interpersonal relationships in his
analysis, proposing that, if friendship is established with people having strong academic drives,
a student may be provided of opportunity and mutual assistance, and, gnt®uraged to
maintain his educational pursuance. This idea was developed by Tinto, (1999 years
after, and that to a certain extent, also appliesaontemporarylearning environments such

as online learning.
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To conclude, his research was carrmd in aUS ©llege environment,on campus.
Thus, both the social and academic systems regarding university institutions were considered
as crucial frameworks from which the dropout process were evaluated. Despite the
differences in context to the preststudyz &2 YS 2 F dutilaRtBeQdlatiohsRi® | &
with peersare still present. Continuing on this type of student and building from his research,
Tinto (1975 1993 develops his own model.
2.2.2Tinto: Institutional Departure Model

Tinto's Student Itegration Model is arguably the most prominent attempt to define
the process of persistence IHE Tinto (1975; 1987; 1993jonjectured that the main
determinants of successful academic endurance can be divided into (a) factors that are drawn
from experiertes prior to(US)college and individual student characteristiend (b) factors
that are drawn from experiences at college/universityhe social aspect (Rovai, 2003:4).
Essentially, matters such as previous experiences to college, or the studentteharaits
are factual variables that cannot be considerably altered by schools; yet, Tinto argued that
some variables, suchs student's admission, are indeed subsequent to school policies and
practices. Although Tinto (1975) considered this a relevant variabléhe investigated

courses, all workers are welcomed to enrol, eliminating any type of ‘admissions’ scrutiny.
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more likely, othetthings keing equal, is one to pers{¥tbid.) Therefore persistengis seen as
a way to estimate the students' optimal integration into a specific school (Rovai, 2003).

Due to the nature of the context of online education, the understanding of social
integration differs from that of Tinto, in fact, the whole phenomenon of persistence or
attrition varies in many ways based on the MOD: online or (&nzéalez, Casaravilla and
Fernandez, 2017)t ¢ould be said thain theinvestigatedcontext, social inegration develops
in three main differentways: (a) the conversations with the tutor via phone or Skype; (b) the
interaction the presenter of the course (which normally only happens once at the beginning
of the course) as well as of the course coordingtanich normally takes place vianeail, and
occasionally via phone or WhatsApp); (c) other students within the same company who are
also enrolled on the course, on the same level through the forum.

Tinto (1975) understands the student integration processentially as a useful tool
to gain knowledge on academic anocsgl experiences inollege It is yet to be determined
GKSOHKSNI GKA& &a20AFf FTYR AyiSaNIaGAzy | aLISOL
education, and howTinto (1987) measure@rospeious academic integration by GPA, and
assessed social integration by the evolution and recurrence of optimum interactions with
peers and faculty, as well as engagement in extracurricular activities. He established a
correlation ketween the two dimenmns, GPA andocial integration, which combined,
generated stronger student commitment to the institutions, and extended persistence.
Claiminghat (Ibid., 96):

WAGO Aa GKS AYyUSNLXI& 0SG6SSYy GKS AYRA
of college completion ah his [or her] commitment to the institution that

determines whether or not the individual decides to dropout from college

and the forms of dropout behaviour the individual adopts. Presumably,

either low goal commitment or low institutional commitment cérad to

RNER L2 dzi Q&

Tinto's model also maintains that inadequate or lacking interactions with peers and
faculty, in addition to differences in the common or dominant value patterns of other students
are likely to decline inleparture Therefore students wio consider themselves (or are seen
by others) as misfits, or isolated students (Rovai, 2003) result in having a low sense of
community, and are more likely teave In Tinto's words:

Wl LISNR2Y @Attt (GSYR (2 SAGKRNI G FNRY
perceives that an alternative form of investment of time, energies, and
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resources will yield greater benefits, relative to costs, over time than will

aldreAayda Ay 992ttt S3ISQ omprpyY

Likewise,fiextracurricular activities are sensed by the student as more attractive than
O2ttS3AS O02YLX SGA2y> UGUKS fSIFENYSNI gAafft |faz oS
experience helps to integrate the student intellectually and socially into tieedf the
institution, the more enhanced the student's persistenadl be, contributing todegree
achievement.

Overall, Tinto's model restates the need for institutions to be proactive when it comes
to student's integration, as well as the setting of n@ag communities to facilitate
collaborative work and improve the student's cooperative learning abilities (Tinto, 1993),
which would simultaneously encourage social inclusion.

Despite the support within academia of Tinto's success and relevance innstude
retention (Hashway et al., 200®ovai, 2008 his model wasleveloped forUS college plans
of students living ortampus Therefore, the ability of the model to support the literature on
online student's persistence and mature students is limited (Mdx¥898; Rovai, 2003; Bean
and Metzner, 1985; Park, 2007). Tinto (1982) acknowledged that this model is only applicable
to the type of students he investigatednd therefore not applicable to the context | research;
however, it serves as a starting poitat consider what aspects of a teaching and learning
environment can be explored to find out the reasons sttd stay or leave.
2.2.3Bean and Metzner: Student Attrition Model

Bean and Metzner'§udent Attrition Model (M) (1985)is more relevant to this
researchasit is the first attempt found in the literature that tries to explain attrition foon-
traditional students a term that encompassetistancelearningstudentswho do not live on
campus and belong to social groups extdrno college(Graham and Gisi, 2000The
management of classes, work, families, and roles in the community, and theimgslitiie

time for involvementalso serve as defining features to depicn-traditional students lpid.).
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Several definitions ohon-traditional studentare foundin the literature. Bean and
Metzner (1985489 chose to explainnedt N} RA G A 2y I f A &, Yvhod& noti2efinR S NJ
a campus residence (...), pdimne student, or some combination of these factors; is not
greatly influenced by the social environment of the institution, and is chiefly concerned with
0KS AyadAaddziazyQa | Obursés)dartficatdrd F $RA RI aAMNH Sa 01S
claimed that older students have distinctive support structures compared to younger students
previously assessed in Tintb993), and Spady's (1970) theories, and that they have limited
interaction with otherassociations within the academic community. To quote Bean and
Metzner (19855060 Y Wi KSANJ NBFSNBYy OS 3aANRdzL) 2F tdJSS NE
2 dzi &aA RS (K Solloiyigafiori{ GLAzIRAS2 yIQ/ R ¢, khy soRidD dispedf 2fRh& f &
educationd settingplaysa great role.

la 6AGK ¢AYy(di2Qa Y2RStf=X .SIy FyR aSil ySND
persistence bsed on studeninstitution fit. The SAM identifiedour factors that affect
persistence: (a) academic variables such as malctsiudy habits and course accessibility, (b)
background and the age factor, educational goals, ethnicity and prior grade attainment, (c)
environmental attributes such as employment hours, financial issues, family duties, and
outside support, and (d) acadic and psychologicagsults while at the institution.

Bean and Metzner (1985 ddress the financial impact on academic completion,
eallFofAaKAY3a GKIFIG WwaldzRSyidiaQ NBLR2NIA 2F FAy

FTNRY O2f f Sé& StaEnts eXpresgedl corderR about the ability to finance a college
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are in fact determining in guaranteeing the students' wellbeing. The financial aspect is a
relevant factor for this type of students and the context Metzner and Bean investigate,
although in the context investigated in this study, this factor is f@xstent since students do

not contribute financially to their training.

Metzner and Bean, inupdated studies (1987), found that GPA and institutional
commitment strongly affect academic permanence, specifically through their impact on
GK2dAKGa a L2adasSo2yRINE  SRdzOt, satisofidd,danddza S F dzf y
possibilitiego transfe. Therefore, in their model, Bean and Metzner depicipdoyment, and
the prospect of employmerds one of thefactdi | FFSOGAY 3 a0 dzRSy i Qa I G

There is a notable overlap between Tinto's (1993) and Bean and Metzner's (1985)
respectivemodels in severaaspects. They distinguisheducial predictosto exdain student
persistency, and these comigom each theomation concluding the interplay between
institutional, personal, and external factors, which must be taken into account femeur
studies and new programes (Cabrera et al., 1992; Rovai, 2008t, these two models were
devised by considering traditional and rtmaditional students who attended classes on
campus, as opposed to onlifRovai, 2003)Therefore, the aforementiortetheories need to
0S R2dza SR (2 2ytAyS tSINYSNEQ ySSRa FyR 02y
of DEprogranmesand their corresponding academic achievement.

5SaLIAGS GKS 101 2F Y2RSta T2N 2y83)yS SRdzC
model, there is a shift in interest at this stage: from traditional students, toward new
audiences. From this point, academics will soon show a growing interest in online training due
to the increase in online enrolment numbers (Levy, 2007; Park, 206€dming even more
relevantwhen considering the potential loAgsting impact ofCovid19.
2.2.4Kember: Student Attrition Model foDistancelLearning Students

While the progress of students has been subject to questiofilogy previously
mentioned authors in oftampus settings (Spady, 1970; Tinto, 1975; Bean and Metzner,

1985); these could not be fully applied to studies regarding adults' learning at a distance
academic programme. Kember (1989, 1995), however, focused onladuiers studying at
a distance, more particularly, iDEcoursesvia correspondencelt was not until Kember
published Open Learning Courses for Adults: a model of student pro@i€8s) that a

comprehensive, generic model of adult student progressabelsaid to exist (Roberts, 1995).
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developsfrom three main sources (Woodley et al., 2001): (a) Tinto's primary theory (1975)
examining student attrition for an enampus traditional student; (b) a synthesis of the data
I Olj dZA NBR FTNRBY VYSY0OSNNa &G dzRe I -trddifiovad Sudehtii RS
progress since the mifl970s; and (c) a review of the literature used to theoretically link the
variables in the modelThere are variables that earlier research Baewn to have &Jositive
impact on student progres¥Kember, 2001117).

Kember'snodel differs from the previoutheoriessince it revolves around adults who
study parttime, and thus, are faced with much broader social demands that are tied to
academic demands (Kember, 1995). These social demands, as multiple studies address (Bean
and Metzner, 1985; De Lange et al., 1997; Woodley am&#®al983), encompass famignd
social responsibilities, or work and commitment to otteetivities all of which, are aspects
taken into account in the current research. Family and social demds along with professional
responsibilities and leisure time will come to be a hindrance to spend time working on
academic pursuits (Kember, 1995). Alt$k factorsare specific of an adult populatiapnon-

OGN RAGA2Y It adddzRSyda o. Sy IyR aSiél ySNRaz w

Y S Y 6 S NX &hows 2hRtSHe students' predetermined m®nal traits previous
education, salargr gender) guide individuals further a@ademic experience (Woodley et al
2001). Students with positive attributes tend to successfully integrate socially and
academically. To Kember, social integration indicates the extent to which students are able to
combine study with family, work, and satlife (1995) Therefore, his understanding of social
integration varies with regards to that of Tinto, providing a more comprehensive definition
which addresses the gap of ndraditional students. A successful integrative social experience
would be basd on a steady and encouraging support system. On the other hand, academic
AYGSANIGA2Y AY YSYOSNHA Y2RSt Aa AyidSNLINBG!
elements of contact between an institution and students whether these are of an academic,
FRYAYAAUNI GA GBS 2NJ &2 hi§ inclidesi el @iablzsytisaver S NE

before in this field.

35



social
integration
entry
characteristics
external
attribution

academic
integration

academic
incompatibility

GPA

cost/
benefi

Figure 24: Y S Y 6 SAMQLA95)

'

outcome

According to Kember (1995), on the other side of the spectrum are those students who

would eventuallyfacedifficulties in terms of academic and social integration, attributing their

integration failure to external factors beyond their contelg.,insufficient time, unexpected

events, or other distractiony. Kember links this outcome to experiences of external

attribution and academic incompatibilityesulting inunsatisfactory performace in their

grades (Woodley «tl., 2001).

Kember's model also l&s at the differences in terms of completion when contrasting

part-time students with fultime students (1995). Moreover, he also examines the changing

circumstances in a student's life, which play a great role i élierchanging societyilgid.).
f A@SaQ OKIy3IAy3

Toa®2YY2RI (8§

model incorporates a recycling loop, and a ebshefit variable. According to the linear

process of the model, when students pass through this phase, they ask themseletsvh

g2

Yy I dzNB =

2 22 Rf

all the studying is worth the effort (Kember, 1995). Kember argues that as long as the benefits

exceed the costs, the student will procetxstudy (bid.), involving goals and motivation.

To deepen his research, Kember began a processtriahgulation between

guantitative and qualitative data' (199%5).Heproduced a tweway path approach (positive

and negative leading to an accordingly positive and negative outcome), appagikground

characteristicsfrior experience, gender, salargtc.) tothe primary variablesf@mily, social

life, or work, etc.) in an attempt to prove the causal associations between these variables and

the student's progresdlfid.). Results proved the model to be able to explain 80% of the total

variance in adli student pesistence for that cohortlbid.; Woodleyet al, 2001). Seeking

more accuracy and validation, Kember also collected the data of tHrgt@ncelearning

institutions,and concluded that 'with reasonable confidence’, this model's methodology ca

be used to 'make predictions and dez implications for practice1@95:155).
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In Kember's model regisited, Woodley et al. (2001) discuss the issues with Kember's
AYAOGALE Y2RSt® YSYOSNE GKS@& I NHdzZSZ Yisuity dl Ay
distance and adult education (Woodley et al., 2001). Although this is claimed to be legitimate
in some cases, such as in redefining academic integration to include all facets of the study
package and interactions between the dant and the institution (bido = 2 22 Rf S& S|
FAYRAY3Ia Ayarad GKFEG YSYOSNI YFERS aA3IyATAOL )
Whereas Tinto saw social and academic integration as being separate yet parallel, Kember
seesthem as linearly linkedl§id.). Essendlly, there is a different interpretation of the model
and its changes.

In Kember's saealled positive path social integration connects to academic
integration. And conversely, theegative pathof external attribution concludes in what he
calls academimcompatibility (1995). Therefore, a critique of Kember's masi¢hat there is
an underlying misconception around the path analysis standpoint, which may likely be
interpreted as designating the path taken by an individual through the model, ratheratan
a model to explain the total forces acting on an individifdbodley et al., 2001)

Certainly, Kember (1995) made a worthy contribution to the study of attrition by
extending the open andistancelearningapproachand including nostraditional studerts,
vet, C22 NI 2Fd Of F AYa (GKAAa Y2R Selataindtidation af &ult®@d | | S
(1995:3). AdditionallyWoodley et al. (20013tate thatit adds little to the knowledge of the
process of student dropout, mainly because, they claim, of its statistical deficiencies. Some of
these faults seem unavoidable when attempting to learn about a longitudinal process by
mears of a oneoff survey [bid.). Because of thighe present study consults with participants
at two stages in their academic year, and, participants from other years are included in the
interview process.

b2Glofeé> YSYOSNRa FAYRAy3Ia 2F aGdzZRSyd L
theorisations, especially given the ambiguity in his analysis on the dependent variable, where
it is difficult to distinguish between vafles such as failure and voluntary hdtawal
(Woodley et al., 2001). This shoarsce more, the need for a deeper and clearer definition of
concepts since sudent attrition for online-distance studentssi a rather prol®matic and
complex subjectAsWoodley et al. put it, ‘it is complex because it involves human behaviour,
it is complex because it involves so many types of withdrawal, and it is complex because it

varies over time' (2001:30).
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2.2.5Parker: Theory of Attrition

Parker's Parker, 1999)researchaimsat understandng predictors of dropoutin DE
since attrition rates inDEC or e-courses,far surpass attrition rates in classes taughtain
traditional setup(Levy, 2007)As Parkerargues, this problem is of particular concern in
academia because government funding to institutiongi&is usually based on attendance
although since the Cowtl9 pandemic, academic institutions are shifting with recruitment,
retention and engagementra gaining importanceln her study, 94 students from three
community college courses in the US were sampled. Students comptetednstruments’
(Parker 1999:1): TheRotter InternaiExternal Locus of Control Sc@RIELQJRotter, 1966);
anda Student Information She€8IS)to recognize predictors of dropout.

Parker Parker 1999) argues that persistence IDE is a difficult phenomenon
influenced by a multitude of variables.{.,gender,locus of contrgl age, grade average and
MOD), asclaimed by others at the tim@Altmann and Armbasich, 1982; Cooper, 1990; Fields
and Lemay, 1989). Yet, she argues, studies have comifioaulyedon a single variable or a
limited combination of these. Therefore, her claim is that both quantitative anditgtiae
research is required to connect a broad range of variables that will limit the extent to which
variables as gender, age, grade, or locus of cofii©IC)can prognosticate dropout IDE

Parker's Parker,1999) study precisely presented research done in the following
variables:LOC gender, number oDE courses completed, financial assistance, age, and
number of hours in employment. Thesearchwas conductedwith over 100,000 students
annually in undergradate education. Of those students, approximately 21% registereDEor
courses offered through variousMODs interactive television, audiocassettes, television,
computer conferencing, electronic forums, or correspondence. Moreover, the courses taught
in the DE setup changedevery semester depending on student commitment and faculty
availability. This is another example of the difference in context from what has been
researched up to this day (Gonzélez et al., 20bAyvhat mystudyexploresboth context and
subject of study ardifferent from those investigated until nocanguages have not been the
F20dza 2F aGdzRASEA Ay [TOGGNRGA2Y FYR NBOISYyildAz2yT
from whatcurrent online learning offers.

The first instrument of researcthe RIELC®ias chosey Parkebecause sheclaims
Rotter's Rotter,1966) scale dominates the literature (Park&999). InternakxternalLOds
known (or hypothesized) tbe a bipolar constructilifid.). The locus ignternal if a person
y20A0Sa S@Syida (G2 0S O2yRAGA2YI T dzZl2y 2y SQa
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are seen to be conditional upon fate, luck, the control of others, the environment or anything
StasS GKIFG Aa vy 2TheStsiREspHSCif yienQgiaphi 2nf6rindtBnt frdm the
students. This was applietb divide studentsand variables in the analysis to foretell
LISNBA&GSYOSod | OO02 NRarkgral99d),2demodrapdlicS Nipear tiNke Zadzf (i &
important variable when financiaeasons are involved, although, when the financial aspect

is not accounted for, demographics is not a significant factor.

Besides the statistical analysis of the data fromRIELC&nd theSISused to resolve
which variable or variable combinations could be contemplated as predictors of dropout from
distancelearning Parker Parker,1999) also conducted a qualitative analysis to extend the
range of understandingia telephone interviews with an-completers to verbally ascertain
the reasons for their dropouilThe approach carried out by Parker is partially the lens used by
this research for data gathering, and one of the reasons why | employ quantitative and
qualitative data collection instrumées.

As per Parker's conclusioRdrker,1999), it was determined thatOCand source of
financial assistance, particularly in spHy, were the variables most able to prognosticate
dropout with almost35% accuracy. LOGelf as a singular aniddependent variable was able
to predict dropout with a precision of 80%. Later studies such as that of Levy,2007) had
contradictory results, determining thatOCR2 S&a y 24 KI @S 'y AYLI OG 2
drop out from elearning courses.

Int I N3 sfidydnterviews with dropouts added reliance to the predictive capacity
of the SISvariable: students who did not finish their course gave justifications based on
external conditions such as family, employment, or lack of computer deRaakdr 1999).

In this study, interviewsare expected to provide raexploration of different participants
involved in theorganisationand delivery of the investigated courses. Theref@aéwing for

a deeper understanding of the factors influencing stutdein their journey, and theilater
decision to discontinug similarto the way Parker used her interviews. She also discovered
from her qualitative side of the investigation, that hypothetically, students with an external
LOdid not understand the pesonal responsibility for their own educational benefiiid.).

Parker's Parker,1999) findings determine that a student:©Cand source of financial
assistance may serve as predictors of wwompletion inDE On the financial side of things,
Levy considered only dropougsr noncompleters)those who:%oluntarily withdraw from e
learning courses while acquiring financial penafifisevy, 2007: 188)On that matter,

Altmann and Arambasich (1982) or Cooper9@p also found that internaLOC self
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directiveness and, seéffficacy are associated with a student's succes®in Yet, Parker
(Parker 1999) claims, moreesearch is required to revieand update various modes &ff

for attrition cannot be associateth one cause only, but must be recognized as coming from
an aggregate of elements, something that was later followed by Lesyy(2007) and Lee,
Choi and KimLee, Choi and Kir2013).

t I NJ S NIParkeglQo@)Rs&relevant because it identifistiynificant predictors of
non-completion and identified others that did not show notable effects, which had not been
explored before. Moreovershe focused on online coursesing both qualitative and
guantitative research methods, which allowed for comfation of results, and to determine
that it is not one isolated event that leads to attrition, but nat a combination of factors,
conclusion also drawn by this research.
226CNRBY hao2NyQa ¢KS2NE (2 w2gdl A

Osborm2 @0sborn,2001) studyfocuseson the fadors that determine persistence in
adult ecoursesHerresearch seeki identify student characteristics by deepening into the
aspects of the student's own environment to set a wider sensitivity to 'unforeseen
ciracumstances'lpid., 51) such as illnest&amily problems, or changes at workhich might all
lead atrisk students tdeave fromDEcourses. Osboi@@uantitative correlational study drew
a sample from students enrolled atUSCollegeduring the summer and autumn semesters of
1999, including, wb-based and vide@onferencing courses. Students had to complete a
survey at the beginning of the semester and at the end of the semestarilar to what
students are to do in my study when they complete a questionnaire before the start of their
training, and another one upon completiorinstructors provided information regarding
students' completion or nowompletion. The survey consisted of twergight Likertscale
items and seven intervals, or ratievel, items (Osborn, 20043) on 501 undergraduatand
graduate students in 1@listancelearning courses (undergraduate course 16%, graduate

course 84%, webased course 68.94%, and video conferencing course 31.06%) (Lee and Choi,

2010:599).
h &0 2 Ny Q alendsRsépfart kIa Focus on the student's kgoound properties,
GKAOK RANBOGEE FEGSNI 220AFf FyR FOFRSYAO Ay

relationships and expefeOS & 2F (1 KS BRgbarni2DOL:015 HdwSvierNpeSifi® o
of completion included in OsbornBEsurvey are predictors only in the statistical sense, and
the framework for atrisk students is not a deterministic mod@lee and Choi, 2010As

Osborn claims@sborn 2001), the findings and updates in attrition research are not meant to
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discourage or xclude prospective students mistancelearningeducation, although this is
always a risk. Rather, her study represents a means for assistance and communication for the
educational gstemand the student. For instance, in the case of a student whose qusvi
experience ilDEconcluded in a gi@de-point average of B, or loweand who may be in a rather
unstable study background, may need, Osborn claif@sb¢rn 2001, additional
encouragementor feedback on initial assignments, as well as assistance wihugle of
technology since it is a computanediatised programe.

Osborn(Osborn200) 02 y Of dzZRS&a KSNJ aGdzRé o6& | RRNBaa
when enrolling irDEcourses. She goes on to contrasting those expectations with the view of
instructional designers and educatardn my study, interviews with the different agents
involved in the development of the courses, aim at providing a holistic approach of the issue
¢ the different parties involved in the courses see and experience things from their o
y3f Saz AyOf dzRAyYy 3 & (. .EBEBe/applyig, DAdEImMEBdrn 28E LIS O |
52), students who have not previously enrolled in this sort of education (videoconference or
web-based)Have little guidance and idea in assessing their skillsexpectations in order to
succee@Therefore, students who complete tligstancelearningsurvey at the beginning of
the progranmme are able to get feedback on their current situation and positemd clearly
establishA Y A 0 A I £ & (0 dzR S Yhis don ofioNdntatigrinyaylleay & GuBslioning by
the students, new dialogues, request support (Osborn, 2001), or other additional help that
YIe aaArad addzRSyida yR O2yGNRodziS (G2 GKSAI
research calls for structional and educational designers to constanthexaluate and revise
their education plan according to the feedback and changing nature of upcoming students,
adapting to their needs and engagent (bid.), and therefore to implement thelistance
learning survey to identify atisk students enrolled in webased and video conferencing
courses.

I OO2NRAY3I (2 gKIFIG KFra 0SSy LINSBASYGSR NEB:3
she investigated appear to be the most similar, up to this datethose explored in this
research. Just to provide an exampteaccounts for student needs and support, which other
studies had not done up to this date, and that my investigation concludes as a factor for
student discontinuatiorwhen these needs aneot accounted for

{AYATI NI 02 hao2NYysz a dzilenSufgiaddBEgel0glnameS NH S G
ten factors that determine the barriers tbEand hence facilitates the implementation of-at

risk identifiers. On a large study population of 2,504 studevita|enburg and Bergexplored
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factors that determined and incorporated the barriers E administrative structure,
organisatioml change, teenical expertise, social irteraction and quality, faculty
compensation and timethreat of technologylegal issues, evaluation/effectiveness, access,
andstudentsupport servicesNluilenburg and Berge2001:7).

By administrative structure, the authorslaim that regulating and designinBE
programmes through the existing administrative structure can respfbblematic. For
instance, toestablishpartnerships among different units within arganisationor different
organisatiors, demand agreements on fiscal issues such as tuition, cost, fees, and distribution
of revenue, as well as scheduling and issuance of creByterganisatioral changethey
discuss thabrganisatiors are generally resistant to change without a sharedwrigor DE
plans, and therefore the implementation of@Eprogramme tends to be a slow and difficult
process. This raises the question whether business providlaggeiage courses plan shert
or longterm, and whether they provideotutions for the shortor the longerterm. Authors
also discussd technical expertise, support, and infrastructur& is challenging to keep pace
with technological chang@uilenburg and Berge2001) They claim that some educators lack
the skills and knowledge to teaclistancelearningcourses, and some laskipportof expert
staff to assist in thee situations, leading to another barrier to this sort of learn{iMyilenburg
and Berge, 2001)rhis issustill applies todaylue to the rapid change in technology.

Regardingsocial interaction and programe quality, given the nature of DE
programmes, participants can feel isolated due to lackhoinanconnection. Some people,
authors claimMuilenburg and Berge, 20027 0 = WI NB dzy O2YF2 NI -6t S
centred am collaborative learning activities because they change the traditional social
A0NHzOGdzNBE 2F GKS Of | 4aNER 2 Y QIakei® Mdcalint ywien A y
addressing obstaclas DE where these activities pose auded difficulty.

Regardindaculty compensation and time, distantgarning courses demand a greater
time commitment, and therefore faculty compensation, release time and incentivesfare
major importance Some educators fear that an increase in the usealisfancelearning
techndogies may decrese the need for teachersh(d.), who end up feeling threatened and
intimidated by technologyalteringtheir competence and authority.

Onlegal issues,asearchers found that the increasing use lo¢ internet to deliver
distancelearning raises concerns about faise policies, copyright, piracgnd intellectual
property rights, as well as issues with hackers andsesq all issues brought back surface

with the Covid19 pandemicAlso, there are concerms effectiveness an@valuation in these
42
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programmes, given the lack of research supporting the effectivene&3pés well as a lack of
effective evaluation methods for distandearning courses and progranes (bid.).

Muilenburg and Berge(2001) discuss the matter of accesand argue that many
students lack access to necessamrdware, software, or even thenternet, as well as
concerns over equal access to courses offered via newer technologies that demand constant
updating. This is a major concern if a course is develde online deliveryonly, and
measures are coming into place over the ye@aldwn and Ching,2020; George, Utunen
Ndiaye, Tokar, Mattar, Piroux a@hmhewagge2022). In the case of the present investigation,
all students have access to the necesseaggources at least when at work, as their
corporations provide them with all the necessary resources. This lack of access can apply to
students and instructors alike. LTs, in the context this research explores, are provided with a
Skype account and a telepne tariff. However, instructors are not provided with an office, a
computer, a microphone nor an internet connectidfinally, Muilenburg and Bergéactor
regards studensupport services such as library services, admissions, financial aid or
advisement.

Muilenburg and Bergalso note that the possibility of an inherent bias toward a faculty
perspective in their surveyand subsequently, in their findings, that must be acknowledged
(2001).They call for future research concerning barriersi&from a ungque and unbiased
student perspective. On that matter, Chyun@ ¢ reseanckniames the premises supported
by Houle'q1971)identification of the two types of adult learners: learningented and goal
2NASY(ISR O0AY . 2AKASNE MdpTMOI LINRPGARAY3I |y )
On a longeerm evaluation case study, Chyung (2001) explains how she systematiaaled
and executed various instructional mediations to reduce student attrition.

Chyung Winiecky and Fenne(1998) concludedon earlier studiesthat student
satisfaction, more particularly, course satisfaction during the first two weeks of the course,
was the main factor in predicting student drop out from distance courses. In later studies,
Chyung (2001) developed more elaborated claims, asserting that adult learners tend to drop
out of DEcourses or degree programes for a variety of reasons. Firstlgecause of the
perception that their interests and the class structure do not meet (Fenner, 1998). Secondly,
because of a lack of confidence in learning in distance settings (CBampre, 1987). Thirdly,
because they have already learned what they wantedn the first place (Chyung, 2001).
These premises are supported by Houle's identification of the types of adult learners:

learningoriented, and, goabriented(1971) Boshie(1971) explored and reviewdtose two
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types of learners, for it would xplain that adult learners drop out when(a) the DE
programmes do not satisfy their needs for learning, or, to the same ext@)tfor achieving
certain goalsCtherwise, adult learners are very likely to quit partaking in these prognasm

Chyung (200jLconducted a study aBoise State University, which offeredl of its
Master's degree courses via th&ernet and on campus. The author based her researth
Keller's (1987) ARCS model, wtegplains that four factors influence the degree of students'
motivation to learn: (1) The online learning environment not resulting attractive to the
student. (2) What they learned from the online instruction was not suitable to their interests
or goals. (3) Low confidence levels while learning in the online sefiimdy (4) low satisfaction
levels toward the instructional method or the environment (Chyung, 2001).

While the ARCS modield Chyung (2001) to determine the direction towgratential
solutions, she claims that Kaufman's (1988, 200@yanisatioal Hements Model (OEM)
offered a systemic framework of designing and implementing effective means to achieve the
desired end results. There are five elements that interact with each other in the OEM, divided
by inputs and processes (the means), and produmifputs, and outcomes (the engksults).

By improving the motivational appeal of anwmhtional system, Chyung clairttsat the
initially aspiredends are more easily persuadézD01)

Conversely, the ARCS mogebvides a theoretical foundation for choogireffective
means (instructional inputs and processes). Chyung observes in her research that inputs and
LINEPOS&daSa NS KAIKE@ AYyuSNIOGAGS Ay GKIFG WT2N
instruction often reveal needs for changiimputs or prdd S & & S & 4D); anch awvaritién in
inputs can concluden variated processes and vigersa This is a relevant aspect, since
standardized online coursesich as those investigated this researchdo not (yet) offer the
flexibility to make amendand/or changes depending on student needs

Chyung (2001) argues that the effectiveness of the two elements should be assessed
throughout the programme and that the two elements should be updated in order to support
the learners' needs, turning educatiorténa more individualized (as opposed to personalised)
issue. Hence, her suggestion is that inputs and processes should be understood and
implemented in parallel, and are to interact with each other, instead of following them in a
sequential order. Certaip by implementing efficient instructional inputs and processes,
more positive reactions from the students will be forwarded to the onlinstruction.
Eventually thishelps Wchieve successful learning experiences, motivate learning and cause

student persstenceQwhich in turn, reducgthe dropout rate in online programes (Ibid., 40)
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I FGSNJ / Keé dzy Eanp (002) explaréddaRiBeBce, concluding thas ian
important individual variable to track adults' persistenc®BE> Y SY LIQ& donpducted & A &
via a correlational study at Athabasca University, with students registered in their first
undergraduate course. Kemp used a survey method to evaluate three predictors of
persistence: resilience, external commitments, and life eve#ite. measurd through two
psychometric tests and one questionnairthe students’ seHeport to examine the
connection between the dependentWi{i ft8dents' own behaviow® (Ibid., 67)), and
independent variablesiffe events or external commitmen@ébid.)). This neasure was based
upon Cros§1981)suggestiorthat coping mechanisms arise from within the individual's life
circumstances and dispositional variables within the person, such as attitude, valuets,beli
opinions, and personality; which also connewlith Parkef @999)theory in her use of the
LOC

Kemp (2002) scored the independent variables ftbmResiliency Attitudes Scatbe
Life Eventsinventory, as well as data obtained froaguestionnaire on external commitments.
Similarly, data from student records correlating to course completion andcoompletion
were used to form the dependent variable: persistence. Notably, Kemp's research contained
more female respondentg proportiondly 75%, in comparison to the overall undergraduate
student body. In fact, Kemp claims reported that student demographics indicate that 62.9%
of undergraduate students were femalkbid., 68), although it is yet to determine how that is
relevant to the isge of persistencyOn this,Cheung and Ka(2002)included gender as a
factor to be accounted for in persistency.

Kemp (2002) observes an association between resilience skills and persistence, also
addressing that resilience relates to motivation and -edficiency. Regarding the previous
research by Pajares and Miller (1994), Kemp states (2002) that this higher levelafficatly
positively influence the academic labour on resiliency and on developing skills to face
obstacles to persistenceder studies indicate that students who are more proficient at
forming positive social circles and relationships in the online instructional setting will likely be
persistent in their education. Later confirmed, social presence does not only come from
colleagues, 8zi £ 42 FNRY AYyadNHzOG2NARZ 2NJ Gdzi2NAZ
a0dzRSYy G aQ LISNDSA S RRith&rdsoandySdan,290R). &l G A& FF Ol A

Given that most preceding studies on college student performance have concentrated

on traditional earning environments in Western cultureSheung and Ka(2002) aimed to

45



examine student performance in the distance and ofelucational environment in Hong
Kong, setting dropouts as students awardad or resit.

Despite variations in the cultures and instructional modes, as well as different subject
disciplines examined;heung and Kaf2002) claim that their study and previous studies on
online andDEperseverance matched on most finding$eirresults prove to reiterate that
gender, previous academic performance, background, tut@ihlparticipation, and previous
experience in learning have a crucial impact on student achievemdéEmogranmes.

Notably, findings concerning the effects afje, marital status and workloads on
students did notoincidewith the previous studies and their cesponding resultdlpid., 263),
yet authors claim that this might be due to the systemsl anolicies adopted in th®pen
University of Hong Kongnd the specific cultureof the country This raises another issue,
embedded in most learning environmentdow do the roots or cultural background of a
person or community impact persistency? Discrepancies related to cultural and institutional
policies could beaddressed infuture research to deepen the scope to which student
completion in online courses is investigated.

After Cheung and Kaf2002) Moore and Kearsle§2003) examined the context of high
d0K22ft ailidzRSydazr FyR FIRRNBaaSR GKS wyz2ad ol a
SRdzOF GA2Y | YyR (KS & doR.S3725): kldss aftendancdiwdreiahdd OK2 A O
Kearsley(2003) define dropouts as studnts not sufficiently motivated to come to class and
therefore, likely to fail despite the instructor's best efforts. According to their study, truly at
risk students are those that might be motivated enough to attend some classes, but their
attendance isnot enough to enhance theieducational performancell§id.). Similarly they
claim that a lot of these students do not actually acknowledge how important class attendance
is for academic achievement, noting the lack of instructional suppothe matter.The silver
lining however, lies in improving these students' rates of attendarnbl.( 328), resulting in
an enhancement of their grades and a ddang of their atrisk feature.
2.2.7Rovai: Composite Persistence Model

w2 @l A Q dompgositaParsistene Model (CPMhelps explain persistence in orgin

programmes, also serving as a framework of recoended strategies to retaistudents.
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Prior to Admission

Student Characteristics
(Tinto and Bean & Metzner)
Age, Ethnicity and Gender
Intellectual Development
Academic Performance
Academic Preparation

Student Skills
Computer Literacy
Information Literacy
Time Management
Reading and Writing
Computer-Based Interaction

N After Admission

\4

Internal Factors
External Factors (Tinto) (Bean & Metzner)
(Bean & Metzner) Acadgmic lntegr_alion Study .H.nbils
Finances Social Integration Advising
Hours of Employment Goal Commitment Absenteeism
Family Responsibilities —) Institutional Commitment  Course Availability
Outside Encouragement Leaming Community gufogmﬂ& l;ik
rtunity to Transfer rrent
“ep Life )('Irises Sffldenf Needs Utility
Clarity of Programs Stress
Self-Esteem Satisfaction
Identification with School Commitment
Interpersonal Relationships
. - Accessibility to Services Pedagogy
Persistence Decision (— Leaming Styles
Teaching Styles

Figure Y w 2GPM(2003i

¢tKS /ta ¢l a

RSPSt 2 ISR T NRSM (10852 corljgbtived I NEB

that the main determinants of successful academidwance can be divided infactors that

are drawn from experiences prior to college andividual student characteristics, arfactors

that are drawn from&xpeliences at

colleggRovai, 20034); | ¥ R

aSidl ySHeAM yR

(1985), which tries to prognosticate ndraditional students' persistence based on student

institution fit.

Regardinghe foundation of student attrition by Tinto anBean andVietzner, Rovai

appended new vaables in the categories of student's characteristics prior to igdimn (Perry

et al., 2011)computing literacy discussigrtime managementand computer interpersonal

interaction (Rowntree, 1995).

To student's internal factors argtudents’ own experieces and characteristics, Rovai

added the patrticular five needs of distance learners developed by WorkmarSeamid

(1996, in Rovai, 2003:0-11). Wonsistency and clarity of online programes, policies, and

procedures; selesteem;identification with the college; social integration; aratcess to

support serviceQ

Rovai developed a new category of pedagogy, encompassing learning and teaching

atetsSazr F2N w2yt

11). Drawing upotthe work of Grow (1996), Rovai (2003) discusses a model for matching a

AYyS &idRSyia
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& G dzR S y-dirértion @ity With teaching styldde suggestshat Grow's model does not
extend from the teaching style, and claims that this model would also be useful to meet the
needs of seldirection with the modeDEis delivered (2003). Hasserts thatas students
become more selflirected, both the teaching gte and the curriculum can become less
directive (bid.). Similarly, as setfirected students, theghould have the capacity to:

- identify andestablishmeaningful goals fatheir own sake of learning;

- acquire and use a broad range of learning strategigsed to different learing

assignments;

- work independently as well as with others in order to attéieir education goals;

and,

- persist and overcome impediments to finally achigbeir learning purposes

(Ibid.).

Rovai's modeencompassevarious factors that influence students to stay. In other
words, the deficiency of these persistence factaray be the causes of attritio(in both
internal: as consistency and clarity of online prograes, policies, and procedures; self
esteem,; identiftation with the college; social integration; and access to support services; and
external frameworks: finances, hours of employment, family respdlits¥s, outside
encouragementf2003).

Rovaiemphasized the role of meaningful social interaction in disgacourses even
though these courses are designed with interactive learning purposes. On that niatter,
CPM (2003) offers a list of skills students need in order to endure academically which include
a basic knowledge of computer literacy, informatidercy, time management, reading and
writing, and computetbased interaction (Park et al., 2011). Therefore, the lack of ability and
facility in any of these skills could hinder learners from completing academic success, affecting
their persistence ratesRovai (2003) correlates such skills with the school and the
interpersonal relations as key in terms of persistence factors. Inliaatlaims, being a part
of a specific educational or orientation programme could build interpersonal relationships and
makethe students internalise both the values and purpose of the institution at which they are
studying(lbid.).

In distancelearningsituations, the logistics of a redine, mandatory, and fultlay
orientation programme become more complex (Park et al., 2011), but there is technology
accessible that could help and turn those gatheringslisfancelearningto similar positive

consequaces. Overall, Rovai's model underscores the importance of maintaining a positive
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student self esteem, as well as its relation to an optimal institutional commitment, which
would eventually induce to student success (2003).

a2NB2IFSNE w2 Jlists @@ role bfeexpértradvisars) or the practice of
advising, as a critical factor to the student's attrition. Park et al. (2011) suggested an upgrade
of Rovai's CPM model that embraced computer literacy, information literacy, and computer
based interadbn skills as this inclusionvould suppose a great advantage in the studies of
persistence.

hyOS Y2NBX w20l AQ&a Y2 RS expahgion of chis Inodllyy R K
Packham et al2004) and later by Park (200€)as presented in the coming seatiocconfirm
GKFG GKSNB Aada y20 2dzald 2yS FTLrOG2NI Ay T dzSyOh
of reasonsnotion that also emerges from the results obtained in the present resedkittat
seems clear in alhe models reviewed until nows tha social integration is a common
denominator ofmosttheories and therefore, should be taken into account for future studies
2.2.8Packham, Jones, Miller and Thomas Conceptual Framework

Packham et al. (2004) focused their study on #@ndege course in the UK, where they
initially establishedtwo fundamental factors: student motivation and commitment. From
their study, grounded in the ideas of Rovai (2003), their obtained results caraid develop
findings from McVay.ynch (2002), and Diaz (2002). Packham et al. (2004) determined eight
primary reasons for student attrition in undergraduate courses with-traditional students,
which they divided in intrinsic and extrinsic.

These fators includeintrinsic: internal course related barriers, such #schnical
issues, assessment, andaciness for the cours@and, & (i NA y & A Oicadémicqerifey (i Q &
family situation, employment and nature of job, and available study @éd., 340).

The way they connect different items is shown in the Fidguée
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EXTRINSIC ELEMENTS

CONTROL MECHANISMS
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Circumstances
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time management
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of employment

S} Recruitment &

Admissiony/
§{ Induction f2F &on]i\ni\:

University &
support
arrangements
pedagogical design,
administrative
support & course
management issues

INTRINSIC ELEMENTS

Course Elements

’ o Technical 1ssues —
Hardware & software

e University Support __,..a--'"ﬁ
7 Bodies .
i o Coursework — quantity
/‘ Blackboard stW / 7
< ISP stability / .

o Course Structure —
/ flexibility in design

Student Perceptions
/'- Not the right course
for me

| __p* Lack of contact with
others

e Did not know what to
\\‘ expect
* No need for further
qualifications/skills

Figure 26Y
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learning on an online programme.
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02y OS LJG dz f

The framework presents twaspects that differ from dters previously presented.

Firsthy>

iKSe@

Of I AY

KL G

KA a

recruitment, induction, support and management issuestual learning environment

reliability and stalent support [bid.). Secondlyit aims at classifying factors as a way to show

transparency from institutions in attrition related issues.
Continuingt  O1 K Y S {andlcdneeflual frameBdkgark (2007) conducted

TN Y

T NI YOifl B20)hichkenfaldst dzRS & |

a revision and reshaped some of the conclusions obtained by Rovai (2003) and Packham et al.

(2004).This final reviewpresents the base of the theoreticahimework used by investigation,

and itis presented below
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229t | NJ Q& ok N} YS g
t I NJ Q afrardewanksisused bythis studyas a framework of reference feeveral
reasons:
1. The audience of the coses this framework is aimed aton-traditional students,
as a continuation of Bean and Metzner (1985) definition that suggested that it
entailed students over the age of 24 years old; which Rovai (2003) later expanded,
including other characteristics such as family and work respottigibil
2. It explores specifically online learning, and not jdggtancelearning as initial
attempts such a§arrison (1987)Althought I NJ Qa Y Askidhéd ablE orn 17 0
school/high school levethis is the model that explores the most similar context
to the one investigated in this resezn.
3. It is a model that encompasses that of Rovai (2608)e most complete model
conceived for online learning and naraditional students up to date, and it is
based on the two pillar theories of student attritiofiin®o (1975, 1993and Bean
YR aSaGl y.SNR&a omdopypbo
4, TKS NBAUNHZOGdZNE 2F w20l AQa o0HnnolO Y2RSH
Packham et al. (2004), and a difference between factorshkadentified asprior
to the course, and during the coursehich falls in line with the data collection
tools used for the present studyhe way results are discussednd the final
conclusions
l'a aidldSRZ tIFINJQa Y2RSt Aa olaSR 2y w2gdl
had been made until 2007 from I NN& &4 2 y Qa A Y A diskahcéleamimgupdating NB @ A
their view on the matter of attrition. In her model, Park egorised factors as per the CPM
however,sheOf A YSR GKIF G (KS Y2 Rebrisi@eied (@00NHzO G dzNB K |
Park acknowledged four different factors, but asserted that some variables cannot be
applied to attrition since there is little empirical evidence supporting those claims (2007). She
reviews the four factors as followstearner characteristics prior to thelass, where she
O2y Ot dzZRS&a (KIG WGKS Ay TFtdzSyOS 27F fI16id,80.SNJ OFf
To this, here are opinionson both sides of the argument. On the one hadah (2005
MenegerBeeley (2004, Packham et al. Z004), or Brown (1996 claim that learner
characteristicsquch asage, ethnicity, gender, employment status, and socio economic group
as the most cited within the literature) are factors related to student persistence. On the

other hand, Kember et al. (199d$tablisledthese characteristics have only an indirect impact
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on attrition, as they primarily affect social and academic variables. Similarly, Willging and
Johnson (20048stablisted that demographic variables, mainly numeric, cannot describe the
complexity ofpersistence or attrition, and therefore, cannot predict student decisions. Levy

(2007) in his empirical study on the impact of demographic characteristics on dropouts in e
learning courses, concluded that these personal characteristics were not signyfideferent

amongst succssful students and dropouts (A98); and lastly, Park and Choi (2009) also

02y Of dZRSR (KI{G WAYRAQGARdZ f OKI NI OGSNARAGAOE KI
thisca/ 0S O2YyAARSBMBR |a GNAGAITQ 6LI®

Secondly, tsident skills prior to the class recognised to be necessary for effective
distancelearning computer literacy, information literacy, time management, reading and
writing, and, computetbased interaction (Cole, 2000); which need further empirical research
to be included in the framework.

External factors, which almost all models until this date acknowledge as a significant
factor toward attrition (Bean and Metzner, 1985; Tinto, 1993; Rovai, 2003; Kember, 1985),
and are even morételevant amongstnon-traditA 2 y | £ f S|, ROPpBIPae alsot I NJ
Ay Of dzZRSR Ay tThedd, bodvevarNdndrtS idedhhected with internal factors,
accelerating the process of student departure (Tinto 1993, Rovai, 2003; Parker, 2007). Park
(2007) asserts that amongst thexternal factors gathered in the literature such as family
responsibilities, life crisis, hours of employment, etc., time is the most frequently cited factor
(Packham et al., 2004; Willging and Johnson, 2004; Chyung, 2001; Levy, 2007)

Internal factas areanother commonly agreed issue impacting persistence from early
models (Tinto, 1993; Bean and Metzner, 1985). Rovai (2003) included the notion of student
needs, and Packham et al. (2004) introduced the empirical results necessary to i6@ude
(Zielnski, 2000) as a critical element (amount of coursework, assignments, etc.). Parker (2007)
concludednternal issues as a key aspect of the framewmgkause of the following reasons

- lack of support and difficulty in getting in touch with tutors (BroiA96),

- lack of interaction,

- lack of technical support,

- the learning environment, or learning style difference (Willging et al., 2004), and
a0dzRSYyGaQ Y2UA@l GA2y 6/ Kédzy3d Sid | fdX HAanw

t I NJ & Qtheréfdr® $resents a combination of theoriesd factors from several
O2yiSEGla YR ldzik2NB (GKFdG f€t26 I RSSLI dzy RSNE
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allows for a logical and timely evaluation of the different factors, as shown by the

representation of the model ifigure 2.7.

|-=—=—————————Prior to the course | Dunng the course-————————-
External factors
Leamner charactenstics - scheduling conflicts
- age - family 1ssues [
- gender - financial problems
- education _ iilla e
- employment status i e
i - personal 155ues (e g., health)
E .| Internal factors
- - social mtegration
' - academic integration
r———————— i 1 (mstructor follow-up,
| Learner skills mstructional design,
S . ;20 € A o e o e e 2 W
e S N ] assignment level, activity
level etc))
- technology/technical/
usability issues
- lack of motivation
Figue27Y t I NJ Qa oHnnt0 GKS2NBUOAOI

2.2.10Later Studies on Persistency and Attrition

FNF YSS2N]

Many authors have tried to empiricalgstablishwhich factors have influenced the

decision of a student to leave an online courfbose factors thawere not included within a

model, but rather tested in isolatioor in sets, are reviewed herd@his last section is included

to allow a full picture offactors that failed to integrate within a model, however, are still

present, and relevant. This sectiardsthe idea that explaining the attrition phenomenon is

a difficult task.

It could be said thathe contexto? I y3 S

of my study up to date They worked with students and the sponsoring organisations, and

used thesimilar data collection tools buh a different order They concluded factors that

contributed to elearning completion such as: personal nwation, interesting learning

interactions, mandatory company completion policies, and, online instructors falfp@bid.,

4). SimilarlyWWang et al. (20034-5) determined®everal factors influencing dropo@ack of

motivation, instructionaldesignrelated factors, learning style mismatch, time conflicts with

work and family commitments, organisational support and learning what one needed to know

before the end of the course.

Moody (2004 establisked that students perceived online learningessier, however,

failed to understand the full requirements and the expectations of doing a course online, and
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the need to adjust to this type of learning (Chakraborty and Nafykho, 2015). In fact, Moody
dzaSa (KS 62NR WYO0B)yraSiggAtsayieOfsinipabraason mvby students
choose online as opposed to other modes of delivelgwever, she claims, online requires a
bigger effort than students anticipated. Similarly, she points out other factors such as the need
for three types of interactionlearnercontent (LC)learnerinstructor (LI); andearnerlearner
(LLXIbid., 207). Other aspects highlighted @masonsomprisedifficulties with technology and
the need for a constructivist approach to learning within a community.
Other authors sucls Yukselturk and Inan (2006) include the different responsibilities
students have to adjust when moving frdR2Fnstruction to online, aghe latter comes with
different responsibilities, and a different sense of accountability. They also mention
motivation, and how it tends to decrease over time in online learning environments, becoming
a factor toward student departuresimilar to the results obtagd in my study In addition,
personal reasons such as lack of time, and external commitments, they claim, also play a role.
Lastly, in their study, they found that participants were happy with the connection they
establisked with their instructors althoughthere was a need for further support, and
individual feedback. In agreement with the need for further support and feedback, Herbert
(2006) adds the need fammediacy in staff responsedn#lar to Yukselturk and Ina(2006),
and Moody (2004), Herbefbund that students had a need to be connected to the faculty,
who claimed,shouldF RRNBX & & & (i dgRosey éel édnclyd8dStRad if the course
SELINASYOS RAR y20 YI (0K & dzR 8efréagedlealrigtdS OG | G A 2
motivational loss,and consequently,to withdrawal (bid.). Lastly Herbert included
RSY23INI LIKAOCA Fa | FLFOG2NI G246 NR aGdzRSyiaQ RSLJ
demographics were not a firm factor to determine student withdrawal, and neitherlvzs
Levy found however that student dissatisfaction was the main factor for students to leave,
along with a higher tendency for departure found in students less experienced in online
learning, opposed to more experienced learner, and, lack of time (2007).
Garcia Teske determinesourses cosefficiency as a prime factor for students
(2007:1) a factor that gains importance in later yegi@otos, 2011; Li, 20).7In his study,
Garcia Teskeoncludeghree main factorscourse content/materialg its omplexty and time
required; course accessibility in ternof the technology used; andommunication with the
tutor asYacilitatorq2007:12).In agreemenwithDF NONIF ¢ Sa]1SQa addzRésx D2\
and Fernandez (2017) concluded from their researdhatistudents abandoned because the
trainingRA R y20 YIGOK & kldzRO{y dzRRy SE 85 @R B itfebgia KA IK S
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of motivationandincentivesandtime to do the coursepersonal commitments; and, thack

of flexibilityregardingfeedback. Some of these factors had not yet been included in previous
models, and continue to add to the difficulty @stablishng the reasons why students decide

to stop their learning.

Park and Choi (2009) affirm that student dissatisfaction is thie measorfor student
departure They link satisfaction to students working on quality (Esteban et al., 2016) and
relevant content to their lives: their jobs, experiences or prior knowleégek and Chalso
introduce a new factor: a rewar¢e.g., an incentive or a certificatg (2009) Their study
concluded that individual characteristics were not to be taken into acttmupredict student
attainment. Fowever, they asserted that internal factors such@®had to be constantly
reviewed and changed in higof external factors affecting studentBdrk and Choi, 2009This
Is also another connection not seen before in persistency or attrition models.

Similar to the idea of relevant content, Street (2010) develops the conceyatroéived
usefulnessestablishng that participants need a releva@Dto their needs. She connects
external factors with academic factors, motivation, and student supposthere students
who fail to see the relevance in course content, lack motivasind notice inadequateupport
become nonpersisters (p.3-4). Other authors highlighimg student dissatisfaction, lack of
motivation and lack of interaction agime factors are Rostaminezhad, Mozayani, Norozi and
Iziy (2013); whoalso include selfegulation as dactor. They @im that those students who
need to improve their déregulatory skills, but fail to do so, amore inclined toward
departure

Regarding LQCee, Choi and Kim (2013) differentiate between external and academic
LOC with the former, they claim, counting as a factor for withdrawal, butthet latter. They
also discarded external support such as that provided by family or friendssfBe#cy and
management skills as factors. On the other hand, they highlight tved rto understand
a0dzRSYy (a0 @ FEBANO a0GdzZRSYyiaQ ySSRa o6xAff | NN
they allhave the necessary skills take the course, as the contrary is a factor toward attrition
(Lee et al., 2013).

Shaw, Burra and Ferguso(2016) determing¢hat LOGwvas not a factor as a conclusion
of their investgation; however, they found other facts affecting student departure also
included inprevious studies. For instance, they include: lack of tutor and holistic support, lack
ofreasonstoenrot Y2 G A @G GA2y T 1 01 2F LINBIFOGAGBS FI Od

feedback (Hedge, 2013), procrastination as a personal attribute, and verbal and physical
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learning styles (Shaw et al., 201%hese are factors somehow exploredhie present study,
sine@ items such as learning style and student support appear to be important in connection
to student (dis)continuationTo my knowledge,rém these laterstudiesto the present, no

new factors have beepresented Research has rathéocused in the wayactorsinteract;
therefore,this concludes myeview of models and factors that lead to persistg orattrition,

and, | move to talk about thespecific characteristics of the type of training offered in the
investigated courses: CT.

2.3 Corporate training

The investigated language training belongs Gd, since they am aSYLJX 28 SSaQ
preparation on a specific skill, often required at the workplace (Tahir, 2002). The nature of this
training along with its aims, helps define the conceptitamework of the present study.

In this section, | pres# the advantages and disadvantages of online course€Tao
understand why TCs have chosen this methodology. Similarly, | introduce the concept of
Corporate English Training (CET) and its variants, and how it leads to the consideration of the
I dzZRASYOS IyR Al&a ySSRax FyR (&S AYLERZNIIFIYyOS 27

Technology has not only revolutionised the way we communicate, but also the way
companies conduct business, and the way those corporations provide training to their
employees (Bonk, 2002; Galloway, 2005). The financial benefitteafr@ng aimed aCTare
undeniable (Liaw, Huang, and Chen, 2007), which is why historically there has been a change
towards more inclusion of training for employeessy G AYS& 2F FTAYIYOALf Ol
training was one oflte initial cuts made to budgets$iowever, his trend has changed as
WodzaAySaa fSIRSNA woK286 NBO23IyAasS (GKS AYLERZ2NIL
321 faqQ ocCl X SMNhed papeny /Bmothet (2002) highlights some numbers in
representation of how much corporations have save@himmenselydue to the number of
students that can be enrolled on the same course at the same time via online learning
(Arkorful and Abaidoo, 2015; Macpherson, Elliot, Harris and Homan, 2004).

There are several reasons besides the financial berfefitsorporationsto choosee-
learning as a tool that is increasing in numbers (Faherty, 2003). Some highlighted benefits are
for instance the possibility to sefface theprocess ofearning (Twigg, 2002), its convenience,
the variety of available content, rothe standardised delivery (Strother, 2002). Many
advantages evolve aund the idea of flexibility in deliveryearning and time and space
(Macpherson, Elliot, Harris and Homg004). That flexibility is connected to the idea that

learning online is asercentred approach (Twigg, 2002; Arkorful and Abaidoo, 2015; Faherty,
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HnnoVY gKAOK |fft2¢6a TFT2N) O2ydAydzzdza | O0Saa
needs (Marc, 2002Arkorful and Abaidop2015). Similarly, learners gain from geographic
and time independence (Borstorff and Lowe, 2007; Smedley, 28d@rful and Abaidop
2015; Macpherson et al., 2004). Furthermazentent distribution and delivery can be wider,
and it becomes an easier process (Faherty, 2003), bringing savings s ¢értime and
finances (teachers and/or students do not have to spend time travelling to a designated
location) (Arkorful and Abaidoo, 2015; Macpherson et al., 2004).

Hornos, Montes, Hiiado, Abad (2008 include several advantages this type of
training, supported by other academics. For instance, onlinek@ivs for shorter sessions,
that are easier to process for participants, and increment content retentiérk¢rful and
Abaidoq 2015), with more up to date content, more interaction or collaborateonongst
students (bid.). It also stimulates critical thinking, and it is claimed that students on online
courses irCThave less fear of making mistakes (Algahtani, 2011). When it comes to results, it
is claimed to include higher passing rates compare@26&, higher satisfaction, and lower
stress rates (Algahtani, 2011; Am&007).Additionally results show anmprovement in
workers productivity, increased stadhd clienteldoyalty, shortened adaptation time for new
employees, more efficiency and qkér implementation of new policies and quality assurance
systems, and the easiness to create training communifekaiful and Abaidop2015).

Despite the plethora oéxistingbenefits, this type of learning also presents a number
of disadvantages. Searstudies identify shortcomings oflearning (Klein and Ware, 2003;
Hameed et al., 2008 Almosa, 2002; Akkoyuklu and Soylu, 2006; Marc, 2002; or Dowling,
Godfrey and Gyles, 2008)at apply to CTWeaknesses include the lacklafmaninteraction,
which leads to participants needing strong motivation (Macpherson et al., 2004) and time
management skills; asynchromyclarifications ancexplarations a potential negative effect
on the improvement of communication and socalionskills the limited role of instructors
as managers of the educational process; or the openness to cheating behaviours in
assessments (piracy, copy and paste, efahkdrful and Abaidop2015).

Distribution to wider audiencesan beincluded as an advantagbowever, it is also
noted that it might not be as such since this type of learning fails to address issues of learner
styles (Honey and Mumford, 1992; Macpherson et al., 2004). It is also believeitl igwabt
effective for all disciplines such as thokat require a more handen approachArkorful and
Abaidoq 2015) which raises the question as to whether it is suitable for language learning on

its own Similarly the opportunity for more communication and theeation of communities
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can be an advantage, @n the contrary, ehindrancesincestudents have to overcome the

hurdle of isolation and working behind a device on their own (Macpherson et al., 2004). This

issue, which up to date has been addressed by many using-LsvB 2 S (IH MEbdy

of Gmmunities of Practice, which allows for online support and interaction, might hide
a0dzRSyaQ GNHz2S ySSRa 0SKAYR (SOKy2f238 oal OLK

Another downside of d4earningin CTisthat IT resources are not only necessary, but
also frequently scarce (Faherty, 2003). This means that all participants must have access to
the necessary hardware and software, and to a reliable internet connection. Similarly,
participantsneedi 2 FSSt O2YT2NII o6t S o Mddivery tdoks §oidE NB | y A & |
Harris, Logan and Lundy (2001) point out that technology is rapidly changupgying
updated skills for learning participants, and teaching staff. Similarly, another disadvantage of
online courses arising from their large and wide dmttion is the quality of their content
(Macpherson et al., 2004; Dobbs, 200D)Jcoursesoften use generic content, which does not
fit corporate audiences (Faherty, 2003), highlighting the importance of personalised content
and teaching material§Warner, 1999) to avoid students losing interest.

Some academics such as Mayes (2006) argue tlegtraing might be best as a support
device for existing ®thods of learning, such as F2F. Mackperson et al. (20@#)est thabn
its own, it might focus to much on cost and flexibility, consequently ignoring the possibilities
that technology offers to create a stimulating leaning environment. Despite of all the
presented disadvantages, and others that can be found for more specific purposes of e
learning, here are those such as Almosa (2002) who see the benefits of this learning method,
and encourages to search for means to decrease its disadvantages.

The investigated courses fit within CT, but more particularly, they belong to CET.
Several theories infornr€ET study: a) ESP: English for Specific Purposes, b) ESL: English as a
Second Language, c) second language learning, d) learner autonomy, e€) communicative
competence development, f) workplace training and learning, g) adult education, h)
continuous profesional development, and i) lifelong learning (Xie, 2016). Therefore, this
aspect of the research comprises a multidisciplinary conceptual framewbese theories
informing CET study informed some of the questions created in the questionnaires; for
exampe, those relating to motivation to study, or goals to be attained with the training.

Overall,CT¢ as a type of training programe specific to corporations, needs to be
evaluated to determine its effectiveness (Kirkpatrick and Kirkpatrick, 2006). At stdppso
LISNF2NY &dzOK |y S@FfdzZ A2y WGKS ALISOATAO yI
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RSTAYSRQ 18). - TheSeSchamatevistids of the nature of English use is understood as
Language for Specific Purposes (LSP), more particularlyin vVBSP; English for Business
Purposes (EBP); English for Occupational Purposes (EOP) together with Vocational English as
a Second Language (VESL). These all share common curriculum characteristics.

ESRs understoodasy W9y It AaK | a | thefcalPofthe lehrheysisdzl 3 S
G2 dzaS 9y 3f AaK ARaltritdge, RMANTO) A grér thélevel Bf $pedifigitQ of
the courses¥ can vargfrom low to high (Basturkmen, 20185). There are subdivisions of
ESP such as EBP, EOP or VESL, c@niciiso be classified in other subdivisions (Xie, 2016).
Corporate English is also seen in the literature as workplace English. More particularly, in US
contextsith @ & SSy | & UY2ONJ IWIAYAKE ATERKNI RP22NNJICK S 2 2 NJ LJE |
asWo{h[ F2NJ 22N]Qd ¢KS YIAY RAFTFSNBYOS o06Sis
concept is linked to the type of profession and the level of skill requiadhe US it is related
to highly skilled roles, whereas in the UK it is associated teskédsd professions (Xie, 2016).
However, in Spain, as it is the case for other countdbsre is no such a difference in the use
of those term$§XKrzanowski, 2011L).

In order to deliver a course that falls into the category of LSP and more spégifical
ESP, the needs of participants are to be defined clearly. These needs tend to b peaifec
when a course is aimed at a specific audigpsech as lawyers, nurses, e8asturkmen and
Elder, 2005:672). However, these are more difficult to idefyi when the course isHot
intendedfor a defined audiencgHyland, 2009201).

According to Mackay (19838:4), the development of LSP, in this case, ESP, includes
Weveral stepQ Initially, comes the prprogramme development, to define the educational
decisions that need to be addressed, and how to go about the progaevelopment.
Following this comes the information gathering stage, which includes goal specification,
production, teacher training, trial, programme maintenance and quality assur&tadies on
the evaluation of training programes agree that information on the needs of participants is
gathered in an initial assessment stage, which helps shape the curriculum, and it is followed
by the CD (Kirkman et al., 2006).

This preliminary asses&mt is also known as an Initial Training Needslgsis (ITNA),
and is considered as a key element when it comes to designing corporatgesda Xie, 2016;
Kirkman, Lowe, and Gibsp8006), linking to the section on curriculum design. It allows to
identfyd N AyAy3 ySSRa FyR SylotSa GKS O2dz2NBRS
participants (Basturkmen andder, 2005:673). In case¢here is already English training in
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place, thelTNAserves as Huidance for upgrading and enhancing the existinggrammet)
(Tessmer, McCann and Ludvigsen, 1889 Kirkman et al 2006).

Besides the ITNA before the beginning of the course, there is a toeedaluatea
training progranme as a whole, which allosito see whataspectseed toimprove, and how.
Therebre, CT programme evaluation is considered next
2.3.1Evaluating Programmes in Corporate Training

Organisatios have to make sure that their financial resoureekequately placedand
that their training programmes are coseffective (Strother, 20D; Macpherson et al., 2004).
Several models can be used ¢valuateCTprogrammes, however, the literature tends to
FOly26f SRAS GKIF G YANJY Edmilom, Qs sflarele@at doNthis[d&y@ St Y 2
(Strother, 2002; Faherty, 2003; Philips, 2088, 216). Although this model has constantly
been recognised as useful, scholars addJ O (i Adlike 2oyhiBenEo@the difficulty and the
time-consuming nature of implementing all four levels (Reio, Rocco, Smith and Chang, 2017).
Kirkpatrick) &  Y'\gaR I&té supported and expanded by Phillips (2008)o added a fifth
level. This additionallevel does not apply to the present context since it has to do with the
calculation of the return on investment generated Ithe training (Faherty, 2003) not
applicableto determine discontinuation.

Kirkpatrick and Kirkpatrick (20067) acknowledgéhree main reasons to evaluate training
programmes:

a) Justify the existence and budget of a training department

b) Decide whether tadis)continuea training programe.

c) Gain infomation on how to improve future training programes.

Those three reasons complement the understanding of the question studied under this
research, when these reasons are looked at through the lens of the discontinuation issue.

This model includes four different levels reaction, €arning, behaviour, and results.

Kirkpatrick and Kirkpatriatkefinedthemto evaluate training programmes, and they claim that
WS OK £S@St Aa AYLERNIIYd yRDKEFEa Iy AYLI OG 2y

Kirkpatrick and KirLJ; 4 NXA O] Q& Y2 RSt dtlcisms RO BSM BE R &S O S
identification of problematic assumptionddowever, to recognise those assumptions is
necessary to understand the four levels.

Reactiommeasures participants reactions to the training, which Kirkpatrick and Kirkpatrick
O2YaARSNI (12 0SS |  WYSI adzNB 20R Relat®ddra the igsBeNaf a I G A & 7
retention, they state that reactions have to be positive and favourable if new mest® are
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to take part, and also for present customers to return to future progmasc in essence, to
continue to enrol pid®> H MO P® LY YANJ LI GNARO]T YR YANJLI
as costumers, consequently, their reactions makéak a training programe (Ibid., 2),

similar to the courses presented in this study.

Learningh @ dzy RSNRG22R a4 GKS OKIFy3aS Ay LI NIA
and/or increase skill as a result of attending the prog@ibid., 22). They assethat no
learning has happened unless there is a change in behaviour, and change can be one or several
of the following: attitudes change, knowledge increases, or skill imprdkiks)

The third levelBehaviotE A d RSFAYSR & Wi k®ehdibui By (i G 2
200dzNNBR 06SOFdzasS GKS LI NI A Owitl)l23).(For bahaviSuytR S R
occur, four conditions are to happen. The person must: have the desire to change; know what
to do and how; work in the right climate; be rewadiér changin§Xlbid., 23).

Lastly,Resultf RSTFAYSR a4 (GKS WTFAYyIlIf NBadzZ Gda Gf
I 0GSYRSR ( Ki&, 25)INEs Aibklighted théat results are the very reason as to why
training happens, whether these are to be stiterm or longterm. Likewise, results should
be the start for course plannindpfd., 26).

Amongst the criticism that this theory has receivade first one relates to its
implementation. his modelappears to benierarchical in nature, and the levels are arranged
in ascending order (Reio et al., 2Q:1therefore,the higher levels are thus more valuable than
the below levels, which could lead to potéaity skipping the lower levels. However,
Kirkpatrick and Kigatrick advise that skippig kevel one and twacould lead to the wrong
conclusion (2006).

Thesecond assumptioassumeshat the four levels are causally linked€io et al., 2017);
meaningthat learning happens if there are positive reactiongevel one(lbid.), however,
negative reactions do not lead to learnidg YA NJ LI} G NA Ol YR YANJ LJ 1
reaction may not ensure learning, but negative reaction almost certainly reduces the
LI2aadaArAoAfAte 272404 200dzNNAY3IQ oOowHnncyY

Thethird assunption claims that the four levels are positively intercorrelated (Alligner et
al., 1989). This reinforces the idea explained in the first assumption, and the need to evaluate
Levels one and twq reaction andearning, in case theris no change in behauir in kevel
three. Reio et al. also claim that evaluati®y@St 2y S FyR (g2 WLHfaz Y

accountable for their own learning and performance (2037).
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hyS tFad ONROGAOAAY A& Kirkgeirikky sotld fOciisesoomlgmepn 0 | & &
GKEFEG KIFLIISYya FFAGSNI GNFYAyAy3Iod IS aidlidisSa GKIFQ
product, that is, it works in retrospectfrom the moment a training programme is complete
(Reio et al.2017). Thisisone of the maBS I & 2 y & Y A NJidpreseNMBd@g nieans Y2 R S
that corporations can use to assess trainingrogrammes In this investigatiordata was
collected at two stages via questionnaires: 1) as acourse evaluation; and, 2) as a post
course evaluatiorg with this later questionnaire in G OK Ay 3 YA NJ LI G NA O1 Q& I LJ
In sum, programmeevaluationin CTis an important stefio ensure thatthe Of A §oAld Q &

and expectations are met, and therefore, they want to continue working with them
Additionally,it helps measure students learning, and whether a programnoesseffective
for training providersq if the training does help students attain the necessary skills or
knowledge, then the course will not be cesfective Because this investigation fogs on
language courses will continue to addresthe reasons students choose to learn English
2.4English Language Study

W[ I y3dz- 3Sa FNB dzyt A1S lyeé 20KSNJ adzoaSoda af
acquisition of skills and behaviour pattérn ¢ KA OK | N3 OKI NI OG0 SNAR&GAOa
(Gardner, 1985146).

Because of the differentiating characteristics of language learning, suttte aseed
for consistency and continuitiy practicing the different skills (oral, written, etahge coming
sections explorghe reasons for students to study (English) language coutsegeaching
and learning environment, including aspects of course and curriculum development, or
learner support. Finally,dresentmy understanding of online langge learning as a system,
which provides the lens used to explain online language learmind the understanding of
thesecourses.

One of the common themes ohé above presentetheories isa (i dzR Swfivatiof
to study. Due to the multidimensional nat of language learning, individuals have a variety
of reasons to learn raother language(Bailey, Almusharradnd Hatcher, 2021). Different
groups require different motivation strategies to enrol and continue onto a languageseo
(Kormos and Csizé2008).

GallaghetBrett (2004)categorisedthe main reasons people decide to study English
into: citizenship, communication, economic, social and political dimension, democracy,
diversity, employability, environmental sustainability, equal opportunitiegbaglisation,

identity, intercultural competence, international dimension, key skills, language awareness,
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mobility/travel, multilingualism, personal and social development of the individaad,
values. | explore specific reasons for language leathiaigprovide a platform to understand

why studentsdecide to enrol on English language courses, and explore if these motives are
connected to their reasons to discontinue.

{G0dzRSy1aQ NBFazya G 2canakedzivagorised/ iatd KEiskt € | y
(integrdive or internal)(Baileyet al., 2021 and extrinsic (instrumentadr external) (Vallerand,
1997).Extrinsic motivation, or instrumental orientation as defined by Gardner (1985) (also
calledexternalby other aithors such as Woolfork (20Q1understandshat the language that
the individual is learning is a tool meant to be useful for the self (Vallerand, 1997). It focuses
on the reward that comgfrom learning that language (Woolfork, 2001). These usefulness or
reward can be for instance to get a paysaior, to gain access to an MA programme at
University. Extrinsic motivation behaviours atstateto the will to avoid punishment, again
social recognition. tBdents extrinsically motivated tend to have a high level of dependency
on teachers (Gonzaldzeiteado and Rodriguddpez, 2017).

Intrinsic motivation(Baileyet al., 2021)also calledntegrative orientation(Gardner
1985),or internal (Woolfork, 2007, focuses on the desire to acquire the linguistic register
used by the speaking community thie target language, to eventually become a part of that
community (Finegan, 1994), and for the pleasure and incentive of learning (Woolfork, 2001).
Intrinsic motivation is knowledgeriented, where satisfaction comes from goal attainment,
which leads tohigher professional competencé&énzalezPeiteado and Rodrigugézpez
2017 Baileyet al., 202).

A different categorisation was done by Balboni (2008) when he identified three prime
motivations for language studying: duty, need and pleasure. He divides dutyhétéwo
directed where it is introduced by external factors such as a degree where thguiéaye or
content is required; andelfdirecte g KSNBE AdG Aa OfFAYSR G2 0S5
O0FR AYLINBaaA2y I Lidzy A aKYSy2016238)JBalbord tlamms, ity Q
does not lead to meaningful or durable learning (Balb@@0)8). Need, which he connects to
individual or personal goals consideredtrong, butpotentiallylimited by the fact that when
the need has been satisfied, thaterest will be lost. In sumneed can be momentary.
Pleasure, on the other hand, is camsied the strongest motivation, as it potentially never
ends. Pleasure brings positive emotions to the self, whichctaiened to be onghe main

motivators (Balboni, 2008).
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Many classificationsxist; however, they all have in common thiinguage learmig
students need to have the right reasons to stu@ofzalezPeiteado and Rodrigugézdpez
2017). Table2.2 shows Motivation Typology according to Vallerandal{erand, 2017),

presentinga summary of the types ahsubtypes of motivationThe characteristics of the

types of motivation allow for a clearer understandioigstudent behaviour.

Type of motivation

Sub-type of motivation

Characteristics

Intrinsic Motivation oriented to Participates in an activity for its
knowledge satisfactory reward
Motivation oriented to Participates in an activity to improve
achievement oneself. Enjoys personal challenges and

presents a competitive attitude

Motivation oriented to Experiments positive sensations
stimulating experiences

Extrinsic External regulation The goal is to satisfy an external demand

to obtain an award or avoid a
punishment

Introjected regulation The goal is to gain approval as the
individual behaves according to society

rules

Identified regulation The individual identifies oneself with the

behaviour

Demotivation Demotivation Soon abandons an activity due to the

lack of motivation

Table 22: in Gonzale#eiteado and RodriguddpezH nMT 0 X F RI LIl A2y 2F =+
(2017) Motivation Typology.

This tableshows a variety of reasons for students to learn and how some of those
presenta tendency to learning departure.

| now explorethe teaching and learning environment of the investigated courses, to
provide a wider understandingf how language teaching is delivered.
2.4.1Teaching and Learning

Times are changing fddE Rovai (2004) claim, and it could be argued that this
transformation is taking place in education as a whale many publications in Europe have
shown in the last few years (Saar andre, 2013 Volles,2016. The teaching and learning

fryRaOlILS KFa S@g2ft SR RdzS (2 GKS SRdzOI GdA2y| ¢

64



delivering their content, and their attempt to a different type of student, generating an
incrementing number of combinations for teaching and learningdies (Kanuka and Conrad,
2003). From the deemphasis on delivering instruction and the importance placed on
producing learning to using technology and media to wide and %ccentuating the
importance of collectivitgXlbid., 1), we are witnessing a transformation of education as a
whole, and therefore, new terms have to be useddescribe new processekbif.). As new
developments in education occur, and technology is introduced in therdiit processes, it
is inevitable that the language expands and adapts (Baron, 2008ariing has signified a
shift in the delivery of complete learning programes, as it refers to the use of digital
technologies (Cabero Almenara, 2006) and setsféluadation for teaching modalities that
differ from classroom teaching'he investigated courses are an example of tnigil recent
years, these English courses were only delivered F2F, and have now moved to online delivery.
The European Commission has aisade an emphasis in making education an opportunity
for all in their European Education Area, with specific resources and emphasis on formal and
informal learning activities for general and vocational learning in theult learningsection
(European Education Area, 2022)

The meaning of 4earning for education does not lie in its technical dimensexg.(
the platform used), but rather in the control and meaning allotted to a series of variables such
as: the way contents are offered, thedectronic activities delivered, the role of the teacher
and the students, the synchronic and asynchronic communication instruments implemented
along with their application in teaching, the didactic strategies implemented, the attention
paid toorganisatonal features, etc. (Cabero Almenara, 2006). However, the disparities around
technologyY SRA I 1 SR A y & & NHzO (i Aearylirty exprods girilaritds, @spediallg ¢ &
around the electronic component of this delivery thed. Bates et al. (2005) argukat e-
learning encompasses any form of telecommunications and comgh#sed learning,
therefore, Bates et al. believe that all activities are centralized by means of computerisation.
Similarly, Zhang et al. (2004) claim that this model involves a teafipbhsed type of delivery
in which learning materials are distributed electronically to learners via a computeionlet
In this case, they focusiahe mode of distribution of materials via a computer system, and in
terms of delivery, theyeach a widepopulation and allow for technology to be used. In other
words, these authors define-learning in terms of technology, agreeing with Urdan and
Weggen(2000)that e-learning includes computer applications and its processes. Also, authors

as Dahlstrom et al. (2014), McGill and Hobbs (2008), Connolly et al. (2007), EI Mansour and
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Mupinga (2007), DeNeui and Dodge (2006) use the term of cyberspace technologlesvinat

the role of supporting distance-:2Fand blended processes of instruction and learning.
Fishman et al. (2003) add that these technologies are usually mediated through intranet or
the internet. Furthermore, most authors coincide and highlight the ingoace of elearning
systems in terms of improving performance (Rosenberg, 200Ad#kn et al., 2013).

It was claimed in 2001 thate ST Ny Ay 3 KIFIR WGKS LRGSyaAart
GSySita 2F fSIFENYAy3IQ o pNGAACRnelorfBesDRrdotiids}2a0RE ! 44 2 O
in the years ahead, and has turned into a reality in our delgg@re and Kearsleg2012) claim
that DEprogrammes are expected to grow at the expense of online education progresn
AaAYyO0S Wi2 & drganisation WiLES/é th dorthGia to the development of their
SYLX 28SSa 6AGK Y2NB F2NX¥IFE € SFNYAyYy3 52132 NI dzy
Similarly,90% of business leaders anticipated online training in their businesses to increase in
that same year (The New Learner, 2010).

Thelarge expansioin e-learning scholars claim (Tiffin and Rajasingham, 1997; Garcia,
2007) is due to the actual teachingstem's inability to respond to new necessitieagbciety
that imposesseveral barriers that difficult learning process@scording to the Organic Law
3/2020, of 29' December, Spanish residents have the obligation of studying English up to the
compleion of their secondary school years (usually 16 years old), but nothing beyond that. If
individuals do not need English for their professional lives in the future, this is normally when
they stop learning English due to several constrai®allego and Mdinez (2011) divide these
iISSLes or necessities into: geographical, timetated, anddemand Geographic problems
relate to people who live in areas far from educational centres. These people have reduced
chances of accessing education, therefore, acte$acilitated by electronic content. In the
same way, in densely populated cities there are people who want to continue learning, but
the physical place where teaching is taughesentsdifficult accessThere are also workers
displaced by their comparsdo different geographicabtations, which preventsontinuity in
their studies; or disabled people who may have problems when travelling to the learning
establishments. The list could continu&Vhat is then argued is the quality and suitability of
the training provided to the masses, which follows either a structured tasks supporting
cognitive approach (gift and Nicholson2000; Pujola, 2001); can openrended (usually
project based) constructivist approactWéasenforth andBiesenbackHuca 2002)regardless

of their audience (Felix, 2003).
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As per timerelated necessities, Gatjo and Martinez (2011) discuss thatperson
teaching requiregstablisiing a schedule in which teachers and students meet and interact.
However, there are many people who mighg unable to go to a certain school during the
arranged time. When those same people have time, the teaching centre may not be able to
teach; creating a vicious circle of unavailability and therefore ensuing unfavourable to the
learning achievements.

Lastly, demandelated necessities pose difficulties to create and deliver training
courses when local demands do not justify the effort or investment. The training actions aimed
at small populationsre hardly justifiedor a small number of potential stients, although
they have a great need to train or recycle in certain subjects. To this later point of demand
(Ibid.) it could be added that the world population has grown exponentially, that more people
are moving into cities where there is a need forgokith a higher level of specisdition and
that the situation created by Cowvitb keeps on encouraging demafaat online training

For students to attain the desired expertise in a foreign language, their institutions
should invest time, exertion and teble resources in order tonderstand what students need
to learn, and teaccommodate for different learning styles{bhhrooqg and Troudi, 2014). To
be costeffective, institutions in the business of language teaching endeavour to provide
rigorous breign language instructio®-Mahrooqi and Troudezlaim (2014)to lessen the time
required to learn the languageThis explains the acute interest in merging different
methodologies with instructional technologies that have the potential to stimuleéeners
and to answer effectivelyottheir needs. Therefore, ad-Mahroogi and Troud{2014) argue,

G2 I6ARS (KS ySOSaaAride F2N) O2yGAydzSR f ATFSt
h Q5 2y 2 3 K @&Dpthaninstiiutiois must assimilate tesology to be able to meet the

needs of knowledgéased societies, and consequently, endure the alterations in the current
educational paradigms. Others such as Sherry (1995), acknowl#dugieDEtechnologies are
expanding at an extremely rapid rate, ygaim that too often instructional designers and
curriculum developers have become captivated by the latest technologies without assessing
the underlying issues such as: learner characteristics and requirements, the influence of media
upon the instructionadevelopment, the impartiality in terms of access to interactive delivery
systems, and the new functions of teacher, site facilitators, and students imigtance
learning method. Inshort, instructional designers and curriculum developers should take

learners into account, to be able to meet their needs as studemtd clients.
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Notably, this rapidly changing of educational archetypes complicates the attempt to
define current educational ecologiedespite of these prompt changes, | explain, delimit and
contrast available definitions based on relevant, contemporary literature to provide a clearer
picture of what the different educational delivery methods that do not take ple2€are,
based on this investigation.

Examples of the different terms uséaor different, similar, or the same concepts are
abundant within the literature: telematics, computenediated conferencing, telearning,
virtual learning, hybrid learning,-learning, online learning, distributed learningdistance
learning blended leaning (BL), integrated distributed learning environments, or, open and
flexible learning,Kanuka and Conra@003), to mention a few.

Online learning is strictly tied tché understandings of-karning CALL (Computer
Assisted Language Leargjbroughtadvantages to both language learners and teachers (Al
Al-Mahroogi and Troudi2014). ICT (Information and Communication Technology) taking form
as an dearning environment, has permitted the incorporation of virtual and unconstrained
multimedia learning esources from external sources into educational prospectuses and has
made them accessible to studenat any location in the worldvhen the useddevice has
internet access (Alsunbul, 2002). Thus, the usage of the internet allows a more active,
conscious ad cognitive learning where the student may access, evaluate and implement their
own educational methods (Garcia Esteban, 2015).

Torsani (2016) outlines historical trends and consequent variabilities in CALL
understandings, claiming that in the behaviotijhase (between the 5080s), computers
were used to strategize and design drills atd:ck grammatical correctnegssimilar to the
approach presented by Speekk2.1The Digital Learning Platfojmin the communicative
phase (between the 70680s), computers coinS NF SA G SR f S| Nydumgte Ay i S NI
integrative phase, from the 90s onwar@ALlembodied pragmatic and social characteristics
of languageaccentuating the use of Internet and multimedia as prime resources for teaching
and learning. Furthermore, in linguistic and pedagdgyen approaches Ilfid., 136),
portrayals of linguistic objectives give importance to technological advances. Thisaappro
hasbeen criticizel2 y G KS 3INRdzyRa GKIFG AG RAYAYyAaAKSa /]
fAYIdzAAaGAO0 LI GGSNYya NI G§KSNJ G KTorganil 2016186).yn3 S T O
other words, CALL is seen as the means for information exeh&ogiever, neglecting the
instructional element of the proces€onsequentlythe control of the learning is in the hands

of the instructional designer, and not the learner or the teacher (Li, 2017). The advocates of
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the alternative perspectivecall fora symbiosis between linguistics and technology (Kelly and
Antonio, 2016) to merge the best of both aspects into a grander methodology, which has been
LINE @Sy (2 KI@S | LRAAGAGS STFSOG 2y WaGdzRS)
and language dzi LJdz{i Q 4%).[Akepresentation df the historical stages with regards to

the use of technology for language teaching are representédbie 2.3.

Stage 1970s-1980s: 1980s-1990s: 1990s-2000s: Integrative CALI Twenty-first century:
Structural CALL Communicative Collaborative technology/
CALL TELL
lechnology ~ Mainframe PCs Multimedia and Internet Web 2.0, virtual worlds,

tablets, mobile devices and

game consoles

English Grammar-translation Communicative Content-based, ESP/EAP Communication and
teaching and audiolingual language teaching interaction (English as a
paradigm method medium)

View of Structural (a formal ~ Cogpnitive (a mentally ~ Socio-cognitive (developed in social =~ Sociocultural (interactional
language structural system) constructed system) interaction) competence and intercultural

competence)

Principal use  Drill and practice Communicative Authentic discourse Communication and

of |computers exercises knowledge co-construction

Principal Accuracy Accuracy and fluency  Accuracy, fluency and agency Accuracy, fluency, agency and

n/(/l-mn' autonomy within community

Principal role  "To provide drill, To provide language ~ To provide alternative contexts for ~ To provide a space/

of computers  practice, tutorial input and analytic and  social interaction; to facilitate access  environment for people to
explanation and inferential tasks to existing discourse communities engage in communication
corrective feedback and the creation of new ones and construct new knowledge

Table 23: Four stages of technology enhanced language leaamogrding to Li (2017:4).

Despite all disagreementegardingthe teaching and learning process when using
technologythere is onsensus in literatureegardingthe prominence ascribed to CA&hdits
tracking capacity (Garrett, 1998). Monitoring studgmogress by tracking their behaviours
when using CALL software has been used for various purposes (Fisher, 2007): discuss practical
guestions (e.g. the number of participants in chat sessions); stipulate evidence to make
resolutions and judgments in tersnof instructional design; offer insight on the critical
guestion of learner autonomy and the requisite for learner training; assess software
Fdzy O A2yaT LI I OS -regoktSis & mof BccuraledaiSaalistic Ramaviik; T
and overall extendingicademic understanding of learning behaviours onlikdditionally
more control over student participation and involvement is possible. This allows refined
possibilities to provide feedback and student support even when students are not asking for
it.

A number of factors (e.g., convenience, cost, learner expectations,

technological/virtual developments, and rapidly fluctuating paradigms within education)
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better or worsethan aF2F comparable learning setting depends on various factors, not on

the delivery mode alonellfid.), and it is thosdactors that inform current research agendas

and that demand scholarly exploration. In fact, as Blake (28@9) argues, to determine

GKAOK YSUK2R A& 0Sad Aa WiKS g NRiygdire SpBcHiS | NOK |
affordances of online or BL milieus, overall working to make online learning courses more
effective and inclusive for all.

DCALI¢Distance Computer Assisted Language Leag¢n{hgmy, 2004), differs from
CALL as igliterallyc incorporakes the notion ofdistance The trademarksfor DEare the
separation of teacher and learner in space and/or time (Perraton, 1988), the independent
control of learning by the student rather than the distant instructor (Jonassen, 1992), ard non
physical connection or communication between student and teackhe relationship of
whom is mediated by print or technology (Keegan, 1986; Garrison and Shale, 19%€). Th
distinctive characteristics appkto the investigated courses. It also means that participants
come to online courses with varied participagdearning experiences and need to find a new
identity as an online learner in this new contexhis identity, however, might be developed
through the following learning means e-learning settings.

Synchronouse-learning comprises online studies through chat and videos@micing
(Yamagatd_ynch, 2014in reattime; essentially functioning as a virtual classroom which lets
students ask questions, an@dchers to answer these liv&hisinteractionbased learnig
encourages student association with their peers and is involved in the construction of their
own student identity AsynchronougPalloff aml Pratt, 2011) dearningconsists of coursework
delivered via web, message boards posted on online forums andilenaotifications. In these
cases, students complete the course at their own tempo, using the virtual content as a support
tool rather than it being the centre of the learning process, particularly withieaening
software or online interactive classes.

The success of the educational community development in an asynchronous text
based learning environment is often associated to how much participants feel present within
the shared space (Yamagdtgnch, 2014). Importantly, for many adults who partake in
asynchronous online programes, the progressive growth involved in understanding and
becoming a participatory learner is a fully new experience (Arbaugh, 2004){ eodld be
said a learning experience on its own merit. Most adults need to adapt to thspansibility
as a learner and the way of understanding the role of the instructor. This can be a unique

individualized process, Yamagdtgnch (2014) claims, but in many cases previous to
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becoming an operational and successful online learserdents ned assistance irearning
how touse technologies to managleeir online course skillgsjrcumnavigate course materials,
and participate in suitable communication with other learners (Motteram and Forrester,
2005). Eventually, to succeed in online prognaes, students need time to realise how to
make their online course related undertakings fit into their lives while handling other
commitments as family and work (Muilenburg and Berge, 20@85)successful balance
between those factors might be one of the kegsretention in online courseg language
related or not.

Studies found that while involved in synchronous learning whenluding
asynchronous learning, participants find a steady means of communication, feel inclined to
stay on task, feel a better seneépatrticipation, and tend to experience better task and course
achievement rates (Chen and You, 2007; Hrastinski, 2010). Thegsymehronous and
asynchronous) nonetheless, are not exclusive. In fact, in Yamaggte §2014)
investigation studentscommentedon the benefits of a learning thanhcluded a wariety of
communication styleshrought to their learning settingsia the two technologiesThrough
the synchronous communications, students were able to employ in unprompted discussions
while through the asynchronous communications they were able to take the time to reflect
and prepare a reply for discussion topics that wereided for any given timdkid., 204).
Students enjoyed that they could work in their own space and did not have to depend
equipment that was not their own when partaking in synchronous meetigsstudents with
difficultiesadapting to technologythe combination of the twanodes allowed for amclusive
and adaptable way of acquiring knowledge, prompting a better unidading of the topics
and the completion of said coursdsigl.).

Similarly, textbased computermediated communication (CMC)as the forefront of
new techniques for promoting collaborative exchanges, as it plays a crucial role in stimulating
linguistO Ay iSN} OGAzya Ay FlLakKAzy GKFG LINRRdzOSA
O2f t | 0 2Bkke) 202%08) @hilesstill allowing for students to pause and think. This
could be understood as th&ocializingside of online learning human interaction

Continuings A i K WA y (i S NBA SELihds Befan® a gopllarttednt ilNddrpoyaie >
settings (Graham, 2006), although there is still ambiguity about what it im@m@sk, Olson,
Wisher and Orvi$2002) argue about how differentLBs from other terms in the academic
lexicon, such adistributed learninge-learning hybrid coursesor openandflexible learning

In fact, as Masie (2006) states, one would be hard pressed to find any learning system that is
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not blended. On the conarry, Offerman and Tassava (B)@liscuss BL as a paradigm that
holds on to relics of an old standard of learning. Although there is a broad diversity in the
attempts to define this term (Driscoll, 2002), most of the descriptions are just variations of a
few common points.Dziuban, Graham, Moskal, Norberg and Si¢R@18) and Norberg,
Dziuban, and Mosk#R011)argue that it is the new normakandPeres (2011), and Norlgr

and Jahnke (2014) all argue that it consists of a negotiable third way.

Authors asAllen, Seaman and Garret007), and Smith and Kurten (2007) have
discussed the percentage of online content delivered ver$&®- interaction and
implementationin BL Allen et al. (2007) argue that between 30% and 79% of the prageam
content is deliverd online when speaking of BL. Smith and Kurten (28&¢uss that online
activities must cover less than 45% of time. Despite the lack of consensus around thegonline
F2Fratio, asDrysdale, Graham, Spring and Halver§2®il 3)state, BL is a model thahsws
discontinuation between the empirical and theoretical, the first being much more prevalent.
hdSNIffs Fa tAOKG YR 5NI&lldz ompypd Llzi AGX
viewedasan®f I G SR dzyAlG #6%). GSNX¥YAy2f2328Q 0L

In sum, different MODsffer different approachego teaching and learningall with
different features, advantages and disadvantagésese are to be accounted for when it
comes to creating and delivering a course depending on the audience, as meanzdoam
(dis)continuation rates. In completing the review of MODs and approaches to teaching and
learning,this review of the literaturecontinues with the review othe teaching and learning
environmentopportunitiesrelated to the investigated courses.

TheTeaching and Learning Environment

This section elaborates on a number aflvantages and disadvantages of the
environment where the investigated courses take place.

Technologymediateddistancelearningis becoming a crucial option within education
because it facilitates the sharing of costs, data, and expertise among multiple sites while
providing further educational openings for disteor disadvantaged localitieshighlighted as
early as in 1997 (Wealer and Hackley)

Using information technologin CTallowsstudents to take advantage of the multiple
technologies that businesses are using to gain competitive benefits (Leidner and Jarvenpaa,
1993), and it helps mature students to continue with the&ining and development without

the need for attending a class physically at times when they need to be at work
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Administrators see the financial benefits of adopting these technologies and the
strategic advantages of penetrating new markegments (Wals and Reese, 1995) and
attracting alarger number of studentghus, IT usage is encouraged in the private industry.
Hence it is important to develop a more holistic understanding of the bearings of these
technologies within education.

In terms of contentdelivery, it could be said that possibilities stretch as far as the
imagination go, with a wide range of options for the presentation of materials. Collis
RSaA3AyYy Il 4GSR YdzZ GAYSRAI SRdzOF A2y lo@manisafiot dzR A )
informationS EOK I y 385 | yR AyGSNI OGAGS | 4136004 27F

Flexibility is claimed to be the main asset of online learning environmbtdere and
Kearsley 2011), howeverthe notion of flexibility is to be used cautiously. Conrad (2002)

F NBdzSa GKFG GKS YFGGSNI 2F Y2NB Tt SEAOGALt AGE
disputable. Kanuka and Conra¢R003) claim that paper is more accessible than online
platforms, whichrequire not only access to an electronic device and internet, but also
computer literacy. Paper format platforms allow for a wider audience, since more people in

the world have access to a postal service than to the internet. It is often quotedtiige

learning can take placanytime, anywherehoweverthe learner needs a charged electronic
device, and an internet connectiog not necessary when using paper resces (Kanuka,

2002; Kanuka and Conrad003). This is not to say that flexibility is noteoof the traits of
distancelearning however, it should not be used as a novelty and especially not as exclusive

of thisMOD(Kanuka and Conra@003).

In light of theseideas, and in agreement witkanuka and Conrg@003), DE has been
used to describéhe essence of the concept as it has been historically: learners and instructors
are separated and they use communication technology to bridge the communication gap
(Ibid., 392), however that happenstapes, audioconferencing, or papén the investigatd
courses, as participants in the educational context are separated, these qualify as DE, and
similarly, as online training, since that separation is gapped through technology, with contend
developers and learners interacting indirectly and mediated usiagtechnology

Technologymediated distancelearningcomes with advantages and disadvantages,
and it is up tahe agents involved in a courseexploit itsadvantages and limit its pitfall$he
way this can be implemented is explored and seems efegnen broken down and explored

within curriculum desig, as presented in the coming section
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Curriculum Design

¢tKS RSaAaAdy 2F | O2dzZNBS A& dzyRSNEBpaR | a Wl
roadmap on how to develop a course stbp-step (Macalistr, 2010, 2019; Good, 1973), or
Fa  WFNIFYSE2N] F2N GKS LI | yiyAMER ANIRYXKSTALD S&SY

2013 43).Theseare, in essence, ways of definingarriculum The curriculum aims at making
sure that learners are satisfied and achieve their goals (Macalister, 2019; Cuesta, 2010), as
Y240 AYyadNHzOGA2yLFf GKS2NASA NBfeé& 2y dzy RSNLIAYY.
and goals (Gagne and Briggs, 19R#&hardson, 2007; Valenta et al., 2001; Hussain, 2007).
It is important for teachers to make conscious decisions when deciding on a strategy
for curriculum development, since the curriculum shows the values and beliefs behind the
0SS OKSNRA ophi@P@vegel, AB3WHertéachers do not get to develop their own,
thishasaA YLI Ol 2y € SFNYySNER> a Ad WrHfglrea NBLNBAS
1y26f SR3SQ Gafit,199$8D)S INInany daseeachers use existing materials or
curriculum p® | St a WoA (K2 dzi relugirydhi guiiculark & whatpBildsophy
of SRdzOI G A ZDpéveﬂelfl 20&[1@),'-Erfd S drr@n@y indestigated context constitutes
a clear example of these circumstances.
al OF f AAGSNNa GKS2NASa |NB (GKS F2dzyRIFEGAZ2Y
learning, and, 802 NRA y 3 {1 £ZDM(201D} 2010): theBeNtfide® outer circles and a
subdivided inner circléFigure 28). The outside circles: principles, environment and needs,
comprise practical and theoretical considerations that will serve as guides in the process of
building a courseAspects to consider en building a coursare: f S I NJr&shid Q
knowledge and lacksesources available includingrte, the skill of teacherghe curriculum
designea & G NBy 3 (i K &he prifidpled ohtéadhing aid\etryii@igacalister, 2019)
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Evalujtion

Monitoring
and
Assessing

Figure 28:a | Ol f A & (Z®PNXeA19) 5 a

If the above factors are not considered for a couisenight not be suitable for the
receiving audienc€Macalister, 2019). An environment analysis, a needs analysis, and the
application of pringples are sukprocesses that are to take place for the above factors to be
integrated in the curriculumikid.).

The environmental analysis looks at the context where the course is to be used, and it
determines how the course takehis context into accont, including the target audience
(Mickan, 20B). The needs analyssdivided into: a) necessiti€swvhat the student ought to
know to successfully operate; b) lackahat the student does not know; and c) warts/hat
students think they need (Richams, 2007; Valenta et al.,, 2001; Hussain, 2007). The
application of principles has to do with the way research in language is used to make decision
in the design (Macalister, 2019).

Language courses curriculums are to consider the content carefully, as this is the way
the learner feels valued and engages with the course; but ultimately, the content majorly
determinates the goals of courses, and what students set out to learn (Parc2f064). As
al OF f AAGSNI Lldzia AGY WO2YyaARSNI GA2Yy 2 FtheO2y (S
f SI NYySNE (2). ThédntsdrRouldbe relevni to the audience (Mickan, 281
especially when the audience are adult learners, asvaton is key due to the limited time

they tend to haveTherefore, clear connections between what the content and the value of it
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are essential toward motivation (Spada and Lightbown, 2008; Tarone et al., 1989; Tarone and
Swierzbin, 2009).

Content andits quality are usually questioned in courses distributed to wider
audiences(Macpherson et al., 2004): poor and lacking in creativity (Dobbs, 286Q@)ors
such as Warner (1999) talk about the importance of tamf@de content andeaching and
learningmaterials,alsoacknowledging the added cost this brings ont@[a Similarly, Faherty
(2003) highlights thathe generic content that online learning offers, often does not fit
corporate audiences, as the case of the audiences investigated in this research. The
importance of the content highlights the neétl2 KI @S | gl & (2 YSI &dz2NB
potential value)of a set of learning materid¥Tomlinson, 200315). To this end, there are
several moments when this evaluation can be performed: before, during, or aftershei
the content evaluated (L.2017:174).

Gontent can be evaluateth different ways. Br instance, one can use methodological
frameworks,SLAresearchbased criteria, or checklists (Levy and Stockv2€l06b)c all with
advantages and disadvantages. Methodological frameworks are descriptive in nature, and
GKSe LINBaSyil | yiAeNy PSFINIKESS O2RIPONNLIAT7SE T /| [ |
Therefore, evaluative frameworks for content provide a way to create questions or other
evaluation schemes aimed at particular scenarios (Hubbard, 1988). Methodological
frameworks are similar to searchbased approach frameworks in terms of benefits and
disadvantages, for instance, some of the main advantages have to do with the level of detail
analysis these offer with regards to the software used (methodological), or with teacher and
student fit (researchbased).

On the other hand, despite the amount and the quality of the information produced,
these types of evaluations are rather time consuming, and at tjméfcult to condud (Li,

2017). An example of aethodological framework for the euadtion of content in CALL is by
Hubbard (1988), andn SLA researchased framework is by Chapelle (2001).

Checklistsare less descriptivand aim at providing judgement (Hubbard, 2006). Li
(2017:178) points out a series of advantages from using chesk(s) are usually systematic
and comprehensive, (b) are cost and time effective, (c) evaluation is straightforward, and can
be used by both students and teachers, (d) results are easy to understand, replicate and
compare, and, (e) results can be easitlapted to specific needs of a learning situation.
Similarly, checklists have disadvantages: (a) existing checklist can be outdated, (b) the criteria

might not be transparent or based on commonly agreed assumptions (McGrath, 2002), (c)
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they might need to bedapted due to cultural issues or the given context, (d) they might not
be comprehensive in scope, (e) they might nob\pde an indepth review Some of these
RAalIROlIYyGrFr3Sa OFly 6S &aSSy & |y 2L NIdzyAde
and adapted based on the context or the purpose of the evaluation (Susser, 2001). An example
of a checklist is that of Son (2005), where hegmses a Web evaluation system, allowing for
a site description (218219.16 SYa Ay Of dzZRSR Ay {2y Q& OHAApDOL
currency, authority, loading speed, usefulnessrganisation navigation, reliability,
authenticity, interactivity, feedback, multimedia, monunication and integration (p218
219).

The Qrriculum DesignModel (CDM) include8 K lgdal€Bke at the very core due to
their importanceg¢ knowing why a course is being taught and what students need to get from
it is essatial to its design, showinthe importance of 8/ S S & &lysis (Cuesta, 2010).

There are theoristsvho claim that adequate curriculum desidor language learning
is feasible onlinehowever,there are those who have been more cautious when it comes to
implementing language learning online (Wood, 2005; Blake, Wilson, Cetto,Pardb
Ballester, 208; Taylor and McQuiggan, 2008). These autltasn that language learning
online is impossible due to the restricted contact with authentic speech. This lack of
interactionwith authentic speechthey state, makes language learninginalan impossible
GFral o.tF1SE HnndpT [FYEZ HAMOOD | 26SPOSNE (K
many language programes have proveatherwise (White, 2003;Hauck andstickler, 2006;
Hampel and Stickler, 2015), and even many programmesonbee resources to connect
native speakers from all over the world to language learners.

An adequate CDprovides learner satisfaction through bothtrinsic reinforcement
(pride in accomplishments through measured and authentic praise and encouragearaht)
extrinsic rewardggrades, credits, certification, etc.) (Keller, 2010). Intrinsic needs of students
are addressed through clearly designed courses with-eaflhed learning expectations, and
frequent formative assessments coupled with immediate or timely feedback frotmuatsr
(Ozcelik and Kent, 2016). In their study, Ozcelik and (éa6)examined the extrinsic needs
2T fSFENYSNR RdzZNAYy3I GKS LI I yyAy3 LasthblisBing ¢ KS
the extrinsic rewards/gains desired and then ensuring afignt of 2 dzNJ O2 dzZNES RSt A
(Ibid., 50). Thigdearelates to the previously reviewed reasons to study, wipobsenteda

very similar division.
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Interaction (both LL and LI), and how participants are supported through their learning

is to be accountd for when developing a curriculum (Le¢ al., 2011). In fact, teident

interaction andsupportaref Ay {1 SR (G2 GKS ARSI 2F fSINYSNARQ 2L

to improve their learmg andassessmentesults The next sectionprovidean understandhg
of these aspects, and illustrateeir importane in the investigated context.
CMCand Social Presence

CMG whether synchronos (SCMC) or asynchronous (ACM@ys been of growing
interest for SLAYamada, 2008however, it can also create a sense of isolation (Borup et al.,
2011).This section explosshow CMCmpacts their learning and thesocial presencen their
training.

ACMenefits for learners include thahey carstudy anytime, anywherat their own
pace. Similarly, students can reflect on their own learning, and gather their thoughts before
sharing their ideas with others (Hiltz and Goldman, 2005). This is particularly beneficial for
grammar accuracy, sintéearnerscan selfcorrect their own intervations (White, 2004; Lamy
and Hample, 2007)These advantages caturn into disadvantagess students are not
required to work on the course at any specific tirtteerefore they might forgettheir training
duties or simply prioritise other thinggWeller and Manson, 2000)Similarly, while
information shared by students is stored in ACMC for their own reflection, some individuals
might not be confident enough to share their thoughts. They also raiséstueof learning
how to interact in this senario, since learning how to communicate in this new environment
(that for example usethreats instead bconversationsmight be complex for new users

SCMC is said to have a positive impact on the ledioredifferent reasongRoseH
Aguilar, 2006; \@ng, 2004; Oztok et aR013). For instance, it offers similar communication
to that in F2Fwith live chat rooms, or similar writtebased exchange (Blake, 2000).
Therefore, it is an effective instructiorregarding communication skills due to its
immedigeness. It also serves as a way to encourage communication in the second language
amongst participants (Yamada, 2008jyven that some students prefer written to oral
interaction. Several authors claim that SCMC encourages more equal participatidi2lian
written discussions in the second language (Chun, 1998; Warschauer, 1996), allowing for shy
learners tobe more activgBeauvois, 1998a, 1998b), reducing language anxiety (Kelm, 1992;
Yamada, 2008), and even turning motivational and anxiety pattensnar@Li, 2017). This is
partially due to the anonymity thatext-based CMC offers¢ claimed to improve oral

performance in SLA (Yamada, 2008; Beauvois, 1994).
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SCM@resens some disadvantages for communicative purposEsese relate tohe
lack of timeand flexibility to intervene (Levy and Stockwell, 2006&my and Hampel, 2007
including the fact tAt immediateness puts pressur@ some students, who would then make
more mistakes when speaking. Notably, the lack of flexib#itstes to the amount btime
participants have to interact, and the fact that they must agree on a specific time to study,
which might be problematic(Levy and Stockwell, 2006bECMC that include video
conferencinghas proved to be successful (Griffiths and Graham, 2009)s Type of
communication where participants can see and hear each other in real time allows to break
physical barriers, contributing to the will to speak the second language (Yamada, 2008).
Yamada (2008) in his study on CMC for SLA and the effect of thmwuoation medium on
learners, concluded that text SCMC improves grammatical and lexical accuracy, especially
amongst beginners. Audio SCIg&udio conferencing, he claims has a negative effect on the
confidence of grammatical accuracy. Lastly, video SK@8eo conferencingW LINR Y2 i S &
consciousness of natural communication and relief, and to encouraganser of sek
O 2 NN QhuidA &§),aMichds an aspect of learning performan®¢her studies such as
Borup, West and Graham@011) agree that invidec-based communication, instructors
seemed more real, peent, and familiar, which makeslationships similar to those IR2F
instruction

{20AFf LINBaAaSyOS Aad dzyRSNERG22R a (GKS WIa
and affectively into az YYdzy Alé 2F AYI[dzZANBQ ow2dz2N] S ! yR
50). It not only plays a key role in online learning, and, it is an essential component of the
community of enquiry framework, but it is also claimed to be necessary for effective online
instruction (Oztok et al., 201%atarand Akcan, 2018). It is linked to improved learning, course
and emotional satisfaction (Nippard and Murphy, 2008), higher levels of critical thinking, and
more rewarding interactiotior the individual (Rourke et all999).

Several authors believe that SCMC allows Higher social presencé&¢hwier, and
Balbar, 2002; Kuyath, 2008; Johnson, 2008; or, Hrastinski, 2006) than; AliiGyh other
studies such as that of RockinsBaapkiw (2009) or Ligorio (2001), showed that students
preferred using both ACMC and SCMC within the same cdarBeckinsorSzapki2 & & U dzR &
(2009)qualitative data shows that students positively perceive the samication that SCMC
allows, reducing isolatiarMore importantly, it is accepted that SCMC is beneficial for those

students who choose to use it (Oztok et al., 20%B)¢eit improves social presence.
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Learner Support

Sudent support is a key element eny type of learning (Lee et al., 201&)though,
more relevantwithin DEdue to the lack of a location wherearners carseek for help or
advice in personllfid.). Sudent supportaims atassising studentsachievetheir learninggoals
(Curley and Strage, 1996), and this cannot happen if students do not know where to seek this
support Therefore, and in connection with the previous section on CD, student support has
to be accounted whenesigning andleveloping the curriculum.

The quality of support provided to learners @aimed to bea key elementin
determiningthe effectiveness of a course (Kiiciik, G&¢ndzY 1 SLISZ YR ¢ 6 OPZ H Al
a0dzRSy(taQ adz0O0Saa Pwaditd alleqlatg RupporetdsfuSedt ldaton m n 0 @
increased motivational and satisfaction levels (Lee et al., 2011). Mullen and JRillentls
Hnnco O2yOf dZRSR (KIF{G addzZRSyGaQ LISNOSLIIAz2ya 2
perceived learning, and therefore to student achievement atdlant satisfactionAll these
AGSYa FINBE SaaSyidalf d2¢F NRa adddzZRSydaQ LISNEAAID
in place,instructional designers and teaching staked tofind a way to embed it in the
training (Moisey and Hughes, 2008).

Hurd claims that language support hiaistorically posed a challend2006). The most
challenging aspect is the replication of the interaction amongst participants in a conversation,
and the input and output opportunities this brings (Krashen, 1985; Ld&1§)1 Transactional
distance in online courses is one of the main hurdidsidging the physically present human
gap (Moore, 2013)Thissuggess that feedback, along with other complex areas, might be
better if in hands of human trainers (Macpherson at, 2004). To bridge transactional
distance, two contexts for student support have been identified (Thorpe, 2002): (a) the
institutional context; and (b) the course context. The former includes assistance with regards
to admissions, registration, researchtc. (Thorpe, 2002; Selim, 2007); where¢las latter
includes support with assessmerdr course materialgThorpe, 2002). Although this was
envisaged foHEsettings, in tle investigated context of this studthese two types of support
are present, howver, differently.For instance, admissions, registration and such is handled
by the LC, and support with assessment and course materials falls within the LT.

Sudent supportis thereforea pillar towdNJR & & (0 dzZR Sy (i 8 Reséntafpeca 4 ® b 2 «
that require support, and examine which stakeholder provide such aid.

Students need to be supported in several aspects, and as White (2003) defines it, there

are three primary functions of learner support: cognitive, affective and syatie. Others
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divide this support in instructional, peer and technical (Lee et al., 2011), which matches the
division of White (2003) in that same order. Compton (2009) used this division to talk about
0KS TFdzyOlA2ya |yR (KS &c€s? wigkha® ekpedieroldslaAGINE Q
responsibilities are often not exclusive of a function or a stakeholder, but tend to overlap. This

table shows where learner support comes from for each function according to White (2003).

Functions of LS (white, | Scope or LS services Role as listed in studies
2003)
Cognitive a) Tutoring a) Tutor (Moore et al._ 1996)
b) Study groups and centres, |b) Student Support Services
actual and virtual (555) (Moore et al,
c) LS (including study and 1996)
exam skills seminars, 1x1 |c) Facilitator (Harms, et al.,
assistance) 2006) and SS5 (Moore et
al., 1996)
Affective a) Guidance and adwvisory |a) Facilitator (Harms, et al.,
SErvices (mncluding 2006) Facilitator (Harms,
motivational counselling) et al., 2006)
b) Residential schools b) na
c) Peer contact c) Facilitator (Harms, et al.,
2006)
Svstemic a) Enquiry and admissions |a) Facilitator (Harms, et al.,
SErvices 2006)
b) Course/academic b) Facilitator (Harms, et al.,
information and guidance 2006) and Site
coordinator (Moore et al._,
1996)

Table 24: Adapted from Compton (2009): Functions and scope of learner supportegrvi
and the overlaps in roles.

As perTable 24, thelanguage instructor is in charge of a significant portion of learner
support. White (2003) listed a number of responsibilities providing the example of a weekly
one-to-one telephone tutoral ¢ similar to the contexinvestigated in this studyNote that the
PS9rovided in theinvestigatedcoursedakethe shape of a language conversation classp
usedas a tutorial. According to White (200B78), the support from théutor to the students
involves:

- Negotiating learning targets for the week

- Identifying further materials for each learner based on individual needs

- Advice in learning routes (Lee at al., 2011) and language learning strategies

- Feedback (Compton, 2009) on performangeimple error correction offered

instantaneously
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White (2003)establistes the above responsibilities by separating the figures of the
tutor and the teacher. However, in this context, the tutor and the teacher are the same figure,
therefore, the responsibilitiethat White applies to the tutor (as a tut@er s are considered
in this piece as responsibilities that apply to the teacioer.

Examining the responsibilities listed above, there are two main differences with
regards to the online course provided b§4. The first one being that the tutor does not really
have the capacity to negotiate the learning targets, since the content is provided by the
platform. The second difference is the nature of the phone conversatmmal skills practice,
and linguisticsupport, which has also beeaxploredin other studies such as those BRadic
(2000, 2001).

Lastly, technical support and who should assist with this ma&adic (2000, 2001)
created a technical help desk for studefts G SOKY A Ol f pravided dsdistadeitn A S& G K|
technical difficultiest Y R O2y G NAO6dzi SR (G261 NR (GKS WaddzZRSy i Q:
RSt AGSNE Y2RS> (KS 0(SIOKAy3 YSUiK2R DGR GKS
Technical support has been reported as a key talsastudent satisfaction in online courses
(Song, Singleton, Hill and Koh, 20@4é¢refore, stakeholdershouldensure that students are
comfortable with the software and hardware used in thigaining (Ibid.).

Another matter surroundingechnial supportrelates to itsavailability. White (2003)
and Moore and Kearsle{2012) provide differenstandpoints White (2003) agrees that it is
to be systematic, whereas the latter believe that it should focus on matters that arise before
and during instructionMloore and Kearsley2012). Despite of when it should be available,
Radic (2000) and Compton (2009) consider that technical support is crucial for the
effectiveness of the coursédaving established flexibility and the capacity to work anytime
anywhere as aradvantage of DE, technical difficulies prevent studentsfrom continuing
their learning at a moment in time, this becomes ahindrance (Lee et al., 2011). This
disadvantage might discouradmarnersfrom studying at a gtance,andencourage them to
leavethe course due to dissatisfactiomoore and Kearsley2012). In the case of the courses
this piece examines, this support comes solely fromLiGe

{dzLILI2 NI A& | OurA@gSte O2yySOUSR GAGKSAGdzZRSY i
feedback (Lee et al., 20111), particularly in language learnilg & Ay OS &G dzRSy i a
0§SFOKSNJ FSSRol O 48)2AcchrifinghtA X y), feddbazk isHradisty Y

provided by theinstructor (p.157).In the investigated coursespectionsin the DLPare
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always automated, alloing for immediate, and invidualised feedback (TsutsR004)
however, this feedback does not come from the instructor, but the DLPs software

An important part of designing and developing an adequately organised curriculum
comes from ensuring that the assessment aligns with the course content, and that the course
brings the opportunity to provide botformative feedback (FFand summative assasents.
Nevertheless providing ongoing feedback is oftéHot a part of commercially designed
course$in most contexts (Macalister, 2019), as it is the case of the investigated language
courses. This leads me the presentation of he next aspeic asessment, which on thee
coursescomes in the shape @valuations.

Assessment

Assessment in education is a tool to see if the goals set out at the beginning of the
training have been accomplistieHowever, in aiding the attainment of those goals, feedback
is often not included in commercially designed courses (Macalister, 2048¢h tend to
include solely summative assessment.

The literature suggests different propositions as to how to assess. For instance, | will
dzaS al Ol tf A & S NX @rovitlel an mverviewl of fhaNdih Qgés ofl &sessment.
Macalister [bid.) offers a comprehensive description of six main types of monitoring and
FaaSaaAayd alddzRSyidiaQ LINPINBaIaEX gKAOK | NBY

- Pacement assessment, where students ax@luatedat the start of thecourse to

make sure they are allocated onto the right level, preventing students from doing
a course that is too easy or too difficult for them.

- Observation of learning as a tool to ensure that activities students work on achieve

the corresponding goal.

- Shortterm achievement assessment are done systematically every so often, and

they aim atevaluatingthe skills and content of the training.

- Diagnostic assessment seeks studémsaknesses so these can be tackled.

- Achievement assessment tends to haprihe end of a course, and potentially,

at some other specific times during the academic year. The very purpose of this
assessment is tevaluatewhat students have learned from the course.

- Proficiency assessment is not based on the specific content@dise, but rather

on the language as a whole, and how the student can make use of that language.
Not all courses offealll the above options, however, it is recommended to use a variety

of those. Similarly, there is a need to provide immediate feellbtaclearners, which is
83



important not only for increasing confidence, but also for learners to®tect (Swain and
Lapkin, 1995). This type of immedidezdback is limited in online learninig the sense that
it is provided by the software and not by a language exprt therefore consider essential
to reviewthe use of technology towards assessment purposes.

The use of computer technology in language assessment is becoming frequest to
language in many settings (Alderson, 2Q@@)it is the case in the investigated courses. It is
referred to as computeiassisted language assessment, or compatesisted language testing
(CALT) (Chapelle and Voss, 2016), and it is defined as any test delivered by means of a
computer or a mobile device (Suvorov and Hegelheimer, 2012). Historically, re$esch
focused on two aspects when looking into CALT: efficiency (Chapelle and Voss, 2016) and
comparability withpaperbasedtests (also called equivalence); however, there is a third
aspect that has gained importance: validity (Chapelle and Voss, 20]gel@hand Douglas,

2006; Chapelle, 2010).

Ly /KFLISttSQa 62N] OHnAmMAO I thieB&peQd: A Ya GKI G

- Assessment that uses automated writing/speech evaluations, so many students
can take tests with no need for individual marking; @&t, the computehandles
such process. This turns CALT into a time andeaftsttive tool (Cotos, 2011; Li,
2017), which fosters leaner autonomy (Suvorov et al., 2012).

- Equivalencethat has to do with the comparability gbaperbased tests and
computerbased tests, as the former are the standard to achieve or follow when it
comes to langage testing.

- Innovationshows how revolutionising CALT can béaimguage testingChapelle,

2010)

Using technology for testing comes with a series of advantagesd asynchronously.

For instance, the need to be physically in a place at a specific time is erased, alongside the
necessary logistic means to administer it to a large group (Alderson, 2000); therefore,
technology improves accessibility (Chapelle andsy@916). Marking times are sevére
reducedas results are available immediately after the test (Alderson, 2000), resulting in a very
time and costeffedive tool to test (Cotos, 2011). deover, there is no staff needed in the
process. Equally, it allowts collect information on students and how they approach their
G6Saday GAYS &aLISyiG 2y SIFOK AGSYSZ TFtdsSyoe 27
Shohamy et al., 2019), and it is claimed to include efficacy as a main element (Suvorov et al.,

2012). Lastly, the number of items used for assessment can be larger, and more important,
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can be updated more regularly, as they are hosted in an online platform that students do not
see until they are given access (Alderson, 2000).

Somedisadvantages arelaimed to be hat it fosters éarners to focusnly on grammar
and vocabulary rather than meaning (Suvorov et al., 2012). Similarly, students have to adapt
to the restrictions in writing imposed by the machine (Cotos, 2011), with the consequence
thattestinrd @Al O2 YLJzi SNA WVHESKdzV i Rl AWMK&ABISINGE A y
a certain level o€omputer literacy for correct test delivery (Alderson, 2000). Another issue is
connected to the type of tasks the system allows (Alderson, 2@0b@)the design of those
activities¢ especially if these include integrated multimedia tasks, with authors disagreeing
on whether this allows for greater level of authenticity or the contrary, due to the variety of
results encourgred in different studiesffouglas and Hegelheimer, 2007; Wagner, 2007; or
Suvorov, 2009). Two types of activiti@sultiple-choice, and gaffilling techniques)gain
importance vs others that might be more appropriate due to the difficulty in implementing
them (Alderson, 2000).

Authors on both side of the argumertwhether they are pro or against using CALT,
acknowledge the limitations that this testirgntails and understand the need for further
development and researchDmuglas and Hegelheimer, 2007; Ockey, 2009; or, Suvordy et a
2012). Douglas concludes that although all testing systems have become much more
a2LIKAAGAOIGSR Ay GKS fFraid ¥Sg @SINBRX WwYgS | N
able to rely wholly on such systems in language assessi#rit0:119).Chapelle andvoss,

(2016) include a revision of technology and assessment in language learning of the last twenty
years, providing an overview of the latest developments up to 2016. Menaka and Sankar, in
their 2019 publication discuss the latest advancest@thnology used in the assessment of
second language learning, showing clear improvements on previous methods used in earlier
years These studies show a clear tendency that more resources are being invested in
automated or technologypased assessment, sygsting that further improvements are to be
made in coming yeai®lenakaand Sankar, 2019)

The courses under investigation follow in many categories: distieaaing, online
learning, CALL, DCALL, and to a certain extent, BL; therefore, they beomfisdéveral
advantages inherent to those environments and their features (Alderson, 2000; Chapelle and
Voss, 2016; Cotos, 2011; Shohamy et al., 2019). Similarly, they also suffer from some of the
downsides, including during the curriculum design and develt phase, and also, the

assessment methods (Suvorov et al., 2012; Cotos, 2011; Ziegler, 2006; Alderson, 2000).
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The Tutor

This sectioprovidest Yy 2 @SNIBASg 2F (GKS (S OKSNRa aiAff
environments due to the importance placed on the tuodle in the literature (ComaQuinn,

2011 YR AGa NBfS@OIYyOS gAGKAY GKS Ay@SaidArial i
(dis)ontinue.

CommasQuinnreflects2 Y CNB S Y I y Q anthé figdrepaf the tdabhSrlwken
aGrdAay3a GKIFGY wWeSEHFOKSNRBR NB 2FGSy OAS6SR oe f
institution, one of the key components which can make or break the &Hearning
S E LIS N Sy O &0inn,62014:319)| 1& showsthe importanceof the LTin & 1 dzZRSy (1 & Q
learning experience. In fadt,is claimed that effective teaching facilitates effective learning,
therefore the quality of teaching is equally important imyaearning environmentRamsden,
1992;Goold, ©ldwell and Craig2010).

In a time when change happens so fast, teachers need strategies to adapt to the
constantly evolving learning environments (Salmon, 2002; Faherty, 20@3¢fore needing
continuousdevelopment Wilson and Stacey, 2004; Dixon, Dixon and Axmann, 2008).

Different academics use different terms to MO NRA 6 S 2 y f ralgs Glmasts | OK S NA ¢
interchangeably online teacher, online tutor, online instructor-raoderator, moderator,
facilitator, etc. (Coma®Quinn, 2011; Moore and Kearsley, 2012). la thivestigated courses
there is only one stakeholder in charge of teaching, the LT, and it is defined as the whson
WKSf LA OKIFyYy3aS AYyT2N¥YIGAZ2Y R Swedgyi®achidd®itliall Y I & &
a0dzRSYy 0 Q 201222805 Sia I f

l'a GSFOKAY3I SY@ANRYYSyGtaQ OKIFy3aSs GSI OKSN.
knowledge that a university tutor has is inadequate for the online tutor, due tadifferent
nature of the ineraction ¢ F2For via an onlineenvironment (Cosetti, 2002) h& role of the
(in personuniversity professor isonsideredi K & 2F W{iKS 3JdzA RPazydSi KS 3
2y GKS aiil I3BZTollimiy, Elgadna, Haadng and Tink&000). Theefore, some
agree thatF2FG dzG 2 NBE YR 2yt AyS Gdzi2NBE RAFTFSNI Ay WiK
AYGSNF OO gAGK adGdzRSydGas yR GKS GUGNROdzISa |y
Shelley and Baumann, 20(53).

The need for support staff @teachers is constantly increasiimgonline environments
(Bennett and Lockyer, Pd). The nature of the role becomes more challenging and
demanding, forcing educators to rethink the underlying assumptions about teaching and

learningin F2Fenvironments(Wiesenberg and Stacey, 2008; Compton, 200@nline tutors
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have aunique role, they consequently require a new set of skills (Cox, Clark, Heath and
Plumpton, 2000)When teaching languageenline the skills requiredor a subject matter
basd on commuication differ(Hampel andstickler 2005 ComasQuinn,2011), particularly
so at the lower levels. This is becalesrners need to work olinguisticform, textual content,
and languageuse, all of which rely a the knowledge of languagevhichis different to the
skills used in other type of teaching contedeverthelessit is not only teachers who have to
consider thisdifference training institutions (public and privat&lso haveto rethink their
cultural, academigyrganisatioml and pedagogicatructures to suit this teaching and learning
reality (Howell, Saba, Lindsay and Williams, 20jchers need adequate training to be able
to support students through new technology too (Ng, 2012).

Many authors agree with the notion that online teachingolves different roles, and
an unprecedented set of skillsncludng a new sets of pedagogieAnderson, Rourke,
Garrison, and Archer, 2001; Berge and Collins, 2000; Goodyear, Salmon, Spector, Steeples,
and Tickner, 2001; Graham, Cagiltay, Lim, Craaredt, Duffy, 2001; Guasch, Alvarez, and
Espasa, 2010; Salmon, 2004; Compton, 2009; Kreber and Kand&a\aiello, 2005)which
should come accompanied by new ways of training future teachers

The need for new pedagogies in online teaching and leaiainglely accepted within
the acadlemic community; althougheften ignored that for onlindanguageteaching and
learning, there is a need fanother pedagogy, different td=2Fand online teaching itself
(Compton, 2009). Following from thidampel andStickler(2005) claim that online tuto3
GNF AYAYy3I Aa WOt dza i S ND R 2YF Ay ENSS | aBIBSI@yRHAigiias CGik] yAA
literacy and specific software are the main focus of preparation on teacher training
programmes ¢ ignoring pedagog (Kessler, 2006allowing hardware and software issues to
be placed before pedagogy (Compton, 2009). This is questioned by authors such as Colpaert,
who understand online language teaching the same as it was in the past when the internet
wasnot so widey used, ordid not exist at all (2006). In his view, Colpaaueswhether a
specific online pedagogy is needed, or to whateat is indeed needed; claiming that all
activitiesOl' y 0SS R2YyS 2yt Ay S WS |chrdnSublBEnd DESacdISNT I SO
(2006:478). However, Colpaert does not provide any evidefarehese claimsl would argue
that it is not what can be done, but rathehow it can be done. HO2 y Of dzZRSa (K|
pedagogybased approach, they force us to reconsider our assumatifinid. 394), which, in

light of the above ideast leads to rethinking the underlying pedagogical assumptioi3gn
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The trend that only traditional pedagogical skills are enough to become an online
teacher is changing, and it is starting to teeognised as such in the literaturdgmpel and
Stickler 2005; Bennet and Marsh, 200Boettchea and Conrad, 202}l Acceptance of news
alAtfaz NRfS&a YyR LISRF3I23IASEa R2Sa yz24 2yfeée KI
perspectives, but also frorstudents. This leads tthhe matter of tools available tdeachers
and studentsin the teaching and learning proce$s.mostteaching and learningcenarios,
two agents decideon methodology, hardware and/or software: teachings staff and
institutionsand/or training corporations, to which, Hubbard (2008) claims that it is ultimately
the language teacher whshould decid® y G KS @G22 f & (leamagaddpnd & G dzR
to use them.

Ly GKS Ay@SaiAidaliSR O2dz2NES&X | yiRismAFFSNBY
teachers, but rather TCs who decide on the teaching and learning tools. Usually, different
corporations have different approaches, priorities and budgets on how to invest in their
teaching and learning resources (Moore and Kearsley, 2012)e Dhuelgetary decisions have
a direct impact on the teachers, and consequently, on students (Ibidthe case of the
present study, TCs chooSgpeexxwhichcontains predetermined contenfThis is claimed by
Moore and Kearsley2012) to be one of the differences betweddE and conventional
education¢ the former beingan example where the instructor, or in this case the content
specialist, might have little or no part in th@Dprocess; and the latter a case where the
instructar is usually in charge of the full design. In theestigatedcourses, the content has
already been structured and provided for teachers and studetiteew content isto be
included, it would have to be posted by teachers in the forum section, but canbe
embedded withinexisting content This is considered as a pitfall in the design, since it is
claimed that for higkguality DE the instructorneeds to take part in th€D(Ibid.). Despite of
O 2 y (i §ualityat@achersnot havinga say about softwarehardware or even content, is
O2YAARSNBR | fAYAOGAY3I FILOG2NI F2NJ 2yt AyS Gdzi21
(Ibid.), allowing for little to no flexibility.

Regarding the use ¢échnology in the classroom,decade agamcademics agrekon
one aspect: language teachers graduate with little to no knowledge on the use of technology
in language teaching (Hubbard, 2008; Abras and Sunshine, 2008; Jones and Youngs, 2006).

This trend isiow changing, and there is a growing number of instituion LIN2 @A RA Yy 3 WI
YAYAYdzyY RS3NBore2afd Kigaxsteye§12: 426, Gillowing teachers to exploit

new technologies in the benefit of students. Failing to do so is claimed to lead to student
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attrition (Frankola, 2001), issue particularly wong in CT (Berge et al., 2004). As a conclusion,

it could be said that good teaching requires an understanding of how technology, pedagogy
and content connect and work together (Hughes, 2005; Keating and Evans, 2001; Lundeberg,
Bergland, Klyczek and Hai@in, 2003; Margerunieys and Marx, 2002; Neiss, 2005; Zhao,
2003), and that those three elements canrfonhly) be understoodhdividually, but connected

and interweaved to provide good teaching (Mishra et al., 2006).

The Language Tut@raoleand Skill

In the process of teaching and learning languages, the teacher plays many roles
(Hampel andStickler 2005)¢ not only the figure of the online teacher represents guidance
and acts as a facilitator, but also acts as part of the-tvay synergy necessary to maintain a
conversation in a different languag&goodF2Reacherisnot automatically a good candidate
to teach online (Davis and Rose, 2007; Wood, 2005; Compton, Bl208pel andStickley
2005) althougha number of people whbecome instructors iDEf S Ny W2y (KS 22
or no guid y ONBofre a@nd Kearsley2012:126) Interestinglyduring the situation created by
Covid19, most instructors had to deliver their content online, and therefore, hateton on
the job.

One of the main challenges that emerges from this nwaching and learning
environmentfor teachersh & -@ ¢ RF | fin cOrvedz&tdrfHampel and Stickler, 2005:

312; Compton, 200975). In this study conversations take place on a phone call, theref

the agentsinvolved cannot see each other. This issue can be easily fixed by using
videoconferencing, however, it is not always possible, or alternatively, in some cases internet
connections are not good enough for a quality videoconferemtanipel andStickler 2005).

This serves as axample of a situation created by the distance element of learning that differs
from F2Fteaching, highlighting the fact thaeachers have to be trained in how to deal with
such issues.

Many classifications and lists online teacher roles and skills are present in the
literature using differat terms and descriptionsApderson et al., 2001; Berge and Collins,
2000; Coppola et al., 2002; Goodyear et al., 2001; Graham et al., 2001; Guasch et al., 2010;
Salomon, 2004)These provide different frameworks and models which describe online
G§SFOKSNARQ NRftSa yR GKS ySOSaalNe aiAftfta G2

To begin explaining teacher roles, Berge (1995) suggested that the most important role
of anonline instructor is to model effective teaching. To this, Rohfeld and Hiemstra (1995)
O2YLX SYSYGSR (KIFG AG 61&a AYLRZNIFYyG G2 F OOSL
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contributing special knowledge and insights, weaving together varioussdiem threads and
course components, and I Ay i F Ay Ay 3 3 NP .dBelgel 9N IER YaiRyand LI
Scott, Freeman and Pat{@000:110)categorised online tutoring into four areas: pedagogical,
social, managerial and technicalith amain focuson tele-training.
A more integrated review was done by Wilson and Stacey (2003) when they addressed
the competenciegroles; of online teachers. Their work focuses primarily in highlighting the
importance ofthe online teachem helping the process of onk interaction. They focused on
providing teachers with the necessary training fexilitate learner€2communicaton at a
distanceg KSGKSNJ GKI &G AYyGdSNIOdGA2y GF{1Sa LIXIFOS gAlK
prograrmme, or learner to teacher,of S+ N SNJ (2 € SI Ny SN o062 At azy Si
The main roles of online teachers preseth by Wilson et al. (2003), previously
establislked by Goodyear, Salmon, Spector, Steeples and Tickner (2001) are: a) content
facilitator, allowing students to underahd the course content; b) technologist, making or
helping make technological choices; c) designer, primarily of online learning tasks; d) manager
FYR 2NJ I RYAYA&OGNI 02NE adzOK Fa addzZRSyidQa NBIA &
in the sense of providing student support; f) adviser or counsellor, providing individualised or
private advice for students to get the most out of the course; g) assessor, offering feedback,
giving marks, etc.; and, h) researcher, creating new relevant knowledtjetarea of study.
This classification does not describe adequately the roles the tutoiigrsthidy For instance,
Wilson et al. (2003) understand the teacher as technologist in the sense that this individual
chooses what techological tools to use, wbh is not the case in this study. Instead, TCs
decides. This also applies to the rolenmdinager and administrator, since that responsibility
lays with the LC
Other classifications of the roles of the online tutor come from the hand of Denis,
Watland, Rrotte and Verday (2004), whdefine the roles as a) content facilitator; b)
metacognition facilitator; c) process facilitator; d) advisor/counsellor; e) assessor; f)
technologist; and, g) resource provigevhich, do not match the investigated scenarios.
Roles have to be understood alongside skills, and a simple list with the skills required
for online teaching would not portray the complexity of training, and wide range of skills and
attributes needed to become a good online teachdampel andstickler 2005).The work of
| FYLISE FYR {GAO1ftSNI Ounnp0 YR [/ 2YLWi2y 6HAnndO
| FYLISE FyR {GAO7ft SNIJecifically with gniineutond,howdver2 N RS |
does not delimit the online environment it apeé to allowing for different types of
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framework focuses olthe skills of an online language teacfgnoring all other roles played

by the institution, student serviceer technology services2Q09: 81). Her framework is
different in structure and more detailed thaHampel andStickleQa @62 NJ Ay S@S
except for one: teaching style.

Bennett and Marsh6 H nnH0 Of FAY GKFG 2yS 2F GKS
identification of teaching and learning techniques to facilitate student progress making use of
Fff NB&a2dzZNOSa i KIyRXZ AlpOrhidagilighBonce Oaréthie | 6 2 NI
importance of the social aspect of learning, including collabeeatearning and active
particpation ¢ linked tothe retention models presented in thigerature review €.g.,Tinto,

1975, 1987 1993; Spady, 1970; Bean and Metzner, 1985; Rovai, 2003, Park). 207
literature seems to be in agreement with the retention modedgarding thesignificance of
helping students to be a part of a community to encourage socialisation, active participation
and collaboration in online learning (Jones et al., 26@86npel ad Stickler 2005; McLoughlin

and Oliver, 1999 oore and Kearsley2012) therefore tutors need to have the skills to do so
as/if part of their role.

Communication and social interaction is a bigger or lesser capagitipstered by
teaching staff, buaided by thgonline)teachingspace Yy R 1 KS G22fta a4 adl ¥
the CD has to bdesigned to facilitate communication and interaction amongst teachers and
students, but also amongst students themselves (Llorente Cejudo, 2016; Cabersbad,Gi
2005).

Hampel andStickler(2005) used their experience training online teachers to develop
their BkillsPyramidlp. 317), that | will use to presentitor skills.Hampel and Stickleslaim
GKFEG GSFOKSNBRQ a{iAffta o0dAftR 2y 2yS y2GKSNJ
I YR LIS NA 2y I 316).anothér ivaide, footeacherp t¥ acquire the skills at the top of
the pyramid, they have to master those at the bottdirst, developing them in a sequence
through a bottomup approach. In agreement with Compton (2009) and her critique of
Hampel andStickleQ&d LN} YARX L o0StAS@S (KIFG &az2ys
simultaneously, and thus, skills do not necessargchto be developed sequentially. In fact,
in some cases, learning some of those skills at the same time would be beneficial (Compton,
2009).
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7 |Own
style

6 Creativity
and choice
Facilitating
6 communicative
competence

4 Online socialization

3 Dealing with constraints and possibilities of
the medium

2 Specific technical competence for the software

i Basic ICT competence

Figure 29: Hampel andstickler Skills Pyramid (208%7)

Their pyramids formed by seven key competences, divided iotw- and highlevel
skills.

The fourth level of skill, socisdition, would be better defined for this scenario as
online socialisation (Compton, 2008y interaction which needs to be considered as a
different category fromF2F socialisatiofinteraction (Hampel and Stickler, 2005)he
fAGSNY 0dzNB aSSya G2 o6S Ay |aAINBSYSyd GKFG 2yf;
create a community is an essential part of successful online education, hadiregimpact
on student satisfaction and retention (Spady, 1970; Tinto, 1987, 1993; Bean et al., 1985; Rovai,
2003; Salmon, 2003; Herbert, 2006; Holder, 2007; Park, 2007; Bawa, 2011; Foster, 2010).

In F2F body language or any other nererbal part of coomunication could be used
as a positive and integrating part of the speegtare difficult to reproduce onlineTo foster
active participation in, for example, a chat room, it is important to build some sort of trust
with the student population (Compton, 2009), and teachers need to acquire techniques to do
so. More specifically, in a language course aimed at begistuglents, everyone should be
encouraged to participate regardless of the quality of the language, since the main goal is for
students to use and practice what they learn, and try new things and expressions to continue

to learn from their peers. This caohbe done if people feel insecure due to the difficulties
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they might encounter expressing themselvdisid,). Hencethe importance of évelopng a
strong sense of community, which consequently ai@uality interpersonal interactions to
happen (Salmon,d@3).

Communicabn and socialising are therefore key features of a successful online
programme (Salmon, 2003; Bawa, 2016), and towards student retention (Foster, Zl0igxe
skhf £ & NBf I S capacityiokeéestidgnisintdidzedirtiéRusject, and for them
to want to continue to learn (Jones et al., 200@herefore, staying(Foster, 2010).
Consequentlyone of the main skills required by a language online teacher is for thsope
to be a good communicator, partiglue to the lack of visual clues (Davis et al., 2007) in some
scenarios.

As explaine@nd as a common theme within the literatyngis important for students
to feel part of a community (Compton, 2009; Tinto, 1987, 1993; Bean et al, 1985; Rovai, 2003;
Salmon, 2003; Herbert, 2006; Holder, 2007; Park, 2007; Bawa, 2011; Bennett and Marsh,
2002; Jones et al., 2008ampel andstickler 2005; McLoughlin and Oliver, 199%9oore and
Kearsley 2012)in online language learningnd other subjects as studiedn depthby Lave
and Wenger (1991). Although in agreement with the idea that students seek a social
environment to learn, | would question whether some students might choose to study
languages online due to the very nature of the online characteristicd) as the fact that
people might not be able to see each othE2F(or through a camera)lt is perhaps this
anonymitythat allows those studentaith a more reserved personality to express themselves
and lose tha fear of being in front of someonesd¢ii KS a2 OF ff SR WF2NBA =
defined by Horwitz, Horwitz and Coped WI RA & ( A Yy Qércepbichsy bélieSE 2 F
feelings, and behaviours related to classroom language learning arising from the uniqueness
of the (foreign language leargi3d LIN2 OS@a QR0 D mehMl ¥ A YLIH & Wl yEA
(Moore and Kearsley2012:152)¢ which relates to an adult audience specificallyd,).

The fifth level, partially overlapping with the previous one, has to do with the tutor as
an effectivecommunicator¢ communicative competence. In this study, this competence is
only seen and exploited for ¥minutes per week, in a synchronous mode, and viaa
asynchronously when students have queries. These 15 minutes can still have a great impact
ondidzZRSy 1aQ alaAra¥loOouAz2zyr FyR (GKS STFSOO 27
since it is the only human interaction that takes place for students in the course.

W/ NBlFOGA@GAGE YR OK2A0SQ 61 YLISE FyR {0AC
choose from the vast amount of materials the internet provides, compared to what teaching
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and learning languages used to be before the World Wide Web. Given the natihe
researched courses, this skill is somehow taken away from LTs, since all materials are provided
in a fixed platform with no room for change; however, it is claimed that even when tutors are
given the materials, they still have a choice and rooncfeativity in the way they pick and
implement tasks (Ibid.). In the investigated courses this can only happen in the PSs.

The top of the pyramid refers to skillelated to teacherQdevelopment oftheir
personal teaching style. In develog this style,Hampel andSticklerconsider the way tutors
exploit materials and the way tutors interact with students and their resources to create a
rapport that actively promotes communicative language learning (2005hy viewthis last
step in the pyramidis acheved when all other steps merge and interacteating an
Ay a (i NJzO arl Ndhirdepandeatyf®m other aspects Thereforejt is formed through
the wayteaches engagewith content, andhe audience through a communicative approach,
generating orcreating a sense of community (Lave and Wenger, 1991) and interest for the
content that keeps students involved in the subject (Jones et al., 2006). That would not be
possible online if the necessary hardware and software arepmesent, and areutilised
adequately

Hampel andStickleQa ¢ 2 NJ 0 H n n p imitatiohsisBch &slthie laék2ol S f
AYRAOF GA2YyLTARA NBI RESY 2 Wi S I32KA thé tbpivthadpy2ayhid H A1 Y
teachesare supposed to have developdheir style, but there seemt be no guidance as to
when or how ttat happenslpid.). Insteadjt appears to be an ongoing process, not fixed to a
particular moment in the training thatdevelops as the future tutor grows ageofessional
and becomes a nre experienced teacheHunzicker, 2011

Compton (2009and othersstate that that | | Y LISt | y Ryrafiddo€indét S NI &
include all skillssuggesing further skillsareneeded wherbecoming an online tutorGabrero,

2004; Paulsen, 1995; Manson, 1991, Collins and Berge, 2@@H, Segura, 199%isbert
Cervera, 2002)An example islaimed to bepedagogical skills consideredhe foundation of
instruction whetheronline or F2FRyan, Scott, Freeman and Pa@000) Compton (2009)
suggests that pedagogy in the pyramid is enhtbed in other skillsas she does in havork

when she includepedagogy of online language teaching as a separatéseticludingitems

such as creating new online materials, facilitating online ssaitinand community building,

or knowledge oturriculum designin lght of this| | Y LISt | v Byragid (Ro03péuld NI &
include a bottomor sidestep with pedagogy foonline language teachings an overarching

concept,present in every step of the pyramid
94



[ 2YLIW 2y Qa T NladSdifeNhtiationbetweenithe level oéxpertise of
the tutors: novice, poficient, andexpert teacher. She then separates skills depending on the
level of expertise, whichepresentsafiner categorisatiorthan any provided beforeSimilarly
Wilson et al(2003 divideonline teachers into four levels and describe their knowledge and

attributes for those four stages.

Levels Description of staff at this level

One Beginners, novice, lack of familiarity with online teaching, lack of experience with
technology in teaching.

Aware of innovation using technology in teaching.

Varying levels of interest in technology amongst staff at this level, some are
reluctant.

Primary need is the identification of opportunities to use technology effectively.

Two Advanced beginner, limited exposure, required to use technology.
Some experience in teaching in flexible learning environments.

‘Learning the process’.

Three Want to try things out; want to use online learning environments, still may have
limited skills and exposure to technology in teaching.

Implementing the innovation in their work.

Exploring and experimenting.

Applying the process.

Four Competent; advanced; proficient; expert.
Improving the innovation.

Consolidation of skills and learning.

Table 25: Adaptation of Wilson et al. (2003) levels of needs of academic staff to content of

staff developmenfor the description of the different level of online teachers.
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Novice
teacher

Proficient
teacher

teacher

Online language
teaching skills

Technology in online language teaching

Pedagogy of online language teaching

Evaluation of online language teaching

Basic technological skills

(prerequisite)
Usage

Ability to use a range of software

Ability to identify features of different
software

Understanding of constraints and
possibilities of different software

_-___---_*_-_-_-----_

Choice

Ability to choose suitable technology to
match online language learning task

Ability to deal with constraints and
possibilities of different software

Ability to create basic Web pages

Ability to troubleshoot basic browser
problems

Knowledge of strategies for online
community building and socialisation

Knowledge of strategies to facilitate
communicative competence and
online interaction

Knowledge of language learning
theories for online language learning

Knowledge of curriculum design
frameworks for online language
leaming

Knowledge of strategics for online
language assessment

Ability to foster ovnlinc community and
socialisation

Ability to facilitate communicative
competence and online interaction

Ability to choose suitable materials to
match online language learning task

Ability to apply language learning
theories for online language learning

Ability to apply curriculum design
frameworks for online language
lcaming

Ability to assess language learning
using different assessment methods

Basic knowledge of task evaluation
Basic knowledge of course evaluation

e o T e e

Ability to evaluate online language
learning tasks based on one or more
frameworks and to modify tasks
accordingly

Ability to cvaluate online language
course based on one or more
frameworks and to modify
components accordingly

Creativity in using and adapting
technology for online language
learning tasks

Ability to construct interactive web
pages

Knowledge of basic programming
language

Creativity in using and adapting
materials to create new online
language materials and tasks to
facilitate communicative competence
and online interaction

Creativity in facilitating online
socialisation and community building

Intuitive and integrated assessment of
language learmning

Intuitive and integrated evaluation of
online language learning tasks based
on one or more frameworks

Intuitive and integrated formative
evaluation of online language course

Figure 210: Compton (200982) proposed framework for online language teaching skills
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To concludethe roleand skillsof the online teacheare key factors for a successful
training programme (Arranz, Aguado and Lucia, 2008; Benson Soong, Chuan Chan, Chai Chua
and Fong Loh, 2001%aff needs ongoing training and development, particularhsirch a
fag-changingenvirorment (Hampel, et al., 2005, Llorente Cejudo, 2006). Teachers need to
become confident users of the tools they use in their teaching, which will allow them to better
support their students, understanding not only thew of using technologs, but also the
why, as part of their pedagogical understanding (CoiQasn, 2011; Kirkwood and Pe,

2005). This training will esure that the teaching and training developed by tut@ofthe
quality standards needed for online teaching and leagninlorente Cejudo, 2006).

The responsibility for this professional development is bildte@n the one hand,
teaching staff are responsible for their development, since they need to be willimyesti
their own time and effort.On the other hand, instutions shouldprovide a time allowance
for training purposes, and the necessary resources for teachers to contindevidop and
ensure a high level of competence, pedagogical understanding and teaching efleatyg]
and Stickler 2005; ComaQuinn,2011).

Underestimating the need fadequateresourcedor instructorshas the potential to
lead to wsuccessful coursesith dissatisfied students, and therefortg attrition (Foster,
2010).This is something the current research explores withinititerviews with LTs.
2.4.20nline Language Learning as a System

One of the main differences from this study to others done within the area of attrition
and retention in online language learning is the fact that | aim at providing a comprehensive
picture of thecomplexity ofteaching and learningn a specific contextunderstanding the
context as a system (Moore and Kearsley, 2012). Another way of understanding the issue is
by imagining a spider web, where mastyandsinfluence the end result where students get
trapped - discontinue To understand where students struggl have talked to all agents
involved inthe training process: theT, the LG the recruiter, present and past students, etc.
This section aims at providing an overview of what the literature says on the role of all
stakeholders, and how these agents may have an impact on retention or attrition.

This researclunderstandstraining programmes as a system (Moore and Kearsley
2012), where each agepiaysa rolg and are all equally significat Ly | &d830GSYaQ

all agents are hold accountable for interaction (Saba, 2008¢ role of each agent was
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introduced in1.2 Research ContexiA representation of the understanding of system is
provided inFigure 211: A conceptual model ddEas a systemMoore and Kearsley2012:6).
For a programme of study to be successful, all agents/stakeholdptay a role
individually, and as a teanmteracting with a range of relevant faitiés and procedures in
the exchange between the distance learner and the tutor to reduce transactional distance
(GokoolRamdoo, 2008)in other wordsparticipants needo work toward a common goal in
a coordinated manner, interacting with thechosentechnology. This integrated approach
suggests that attrition can be caused by many factorshioed, or (rarely) by one alone
GokootRamdoo (2008) claims that it would be better for students, teachers and educational
institutions ifDEcourses were desffS R 'y R RS @St 21LJSR Ay IDEA@ausSy
Ad RSO@OSt2LISR o0X0x a I+ (206)f aeaitsSyQ o6az22NB
Moore and Kearslef1996) identified eight key agentsstakeholders ilDE who they
clamplayarolei G KAa W3&e & dgSTred vielnoFDE NalsystgnRures thatW | €
the component processes are well integrated and in@a ¢ A G K  SibilQ ). 2 i KS N.
According to this viewnot technology, nor any of the stakeholders can make DE work alone,
since all parts are critical for the right performance of the programof study.In reverse it
could be said that we need technology as well as all stakeholders to work as a unit fotstuden

to stay on a course.
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Figure 211: A conceptual model ddEas a systemMoore and Kearsley2012:6)

The eight stakeholdersloore and Kearsley1996) identified are: thet8dent, the
Course Developerthe Site Coordinatol(SC), the Tutor, theréctor, the Sudent Support
Services, Management or Administration and theadher. Compton (2009) allocated

responsibilities to these individualasper Table 26.
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Stakeholder

Responsibilities

Student

Course developer

Site coordinator

Tutor

Proctor

Student support
services

Management/
administration

Teacher

Self-directing and have learner autonomy

Works in a team of specialists including technology, content, media, and
instructional design specialists

Communicates with the teacher, student, and the larger community,
organises and manages local circumstances, provides learner support
at local site for administrative, technological, and content issues

Provides individualised instruction, grade assignments, and monitor
student progress

Proctors exams and quizzes at local sites

Counsellor provides guidance; administrative staff provides routine
administrative assistance

Manages policy, planning, staffing, budgets, scheduling, resources, etc

Humanises the learning environment, facilitates and encourages

interaction, organises and presents information, and provides
feedback

Table26Y / 2 YLIi2y Qa 0O H 1 MVibare aNdKeaksRpasS yoim: dildhc20y &20F | S K z

responsibilities in ®Esystem.

Responsibilities are in most cases not exclusive to one agentratier shaed

amongst several stakeholdef@ompton, 2009)or taken up by the same persohhis overlap

contributes toward the need for a cohesive and coordinated approach to the training courses

(GokootRamdoo, 2008). Thetakeholderclassificatiorin the studied courses: student,LT,

LC, recruitercourse developer/designeSC TMD and HRDO(see 1.2 Research Contexbr

further details on stakeholders).

The main advantage of the systems approaelatesto the analyss ofthe different

components of a programe of study,that can be further divided intsub-components that

can be broken down into manageable functions (Gokgamdoo, 2008). This way,

understanding interrelationships amongst its parts allows to see which part might be flawed,

and where a course might need to be adjusted to improve student retenfonexampd of

this is shown irFigure 212,

100



Sources/Analyse Delivery Implement/ Environment  Evaluation

needs T T T InteraTt Hoe leaTmmg T
eInstructional eInstructors All
Design «Tutors processes
«Media «Counselors in the
eProgram eAdministrative light of
eEvaluation Staff evaluation
e Other
Students
E
D 1

Figure 212: EDDIIEE model by Goké&tdamdoo (2008), adapted froMoore and Kearsld€y a
I 55L9Q048 Y2RSft o

This adaptation is helpful to understand the different components of the system
the present study, and how these can be broken down into more mandgesi
componentsto be examined This divisiorallows a clearer picture of the interpldbetween
different factors in the education setting.
2.5Summary

This review of the literature presents onmitial gap: the need for a more defined
conceptualisation of the issue of student attrition. Here is where the new category of student
coined ascontinuer or discontinuer finds its place.

This chaptecomprisedthe revision of existing concepts and terminology, along with
the most cited retention and attrition modelsThrough the revision of those models,
frameworks and theories relating to student retention and attrition, the lack of a theory
relating the investigated courses became apparent. Therefore, the literature concludes the
need for a model relating to the atext presented inl.2 Research Context

Because of the context where these courses take place, andubgect of studyCT
and English language sted havealso been reviewed, showing the specific characteristics
this type of trainingand allowing the conclusion that these courses, as part of distaacel
online learninghave to be understood and examined as a system. This understanding of
onlinelanguage study as a system allows for a systematic examination of the issue of student
retention and attrition2 A § KAy GKAA& aeadsSYQa dzyRSNEOGFIYRAY3

shaped by the different agents and angles to examine the issue of (dis)eation.
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Chapter 3Methodology

This chapter presents the methodology employed in this research project to allow for
transparency. It does so by providing a detailed account of the steps taken to obtain the data,
their analysis, and the reasons wilye chosen toolsare considered themost adequate
acknowledgingthe limitations encountered along the way. | will start by presenting the
ontological and epistemologat stand, followed by the ethical considerations, the p&nthe
research design, the methodological background, the data collection and analysis and the
triangulation of data.
3.10Ontological and Epistemologicaiiewpoints

Before choosing the adequate methodology for any research, a suitable paradigm must
be selected, since this decision affects the research as a whole: from the very beginning when
the research problem is identified, to the conclusions (Denzin et al., 200Qens, 2005). In
a simplistic manner, a paradigm can be defined as a basic set of beliefs or assumptions that
guides research (Creswell, 1998, 2013; DeaadlLincoln, 1994).

Throughout history, there has been much discussion in the literature abolRdnadigm
Wars (Tashakkori et al., 1998), agreeing that research must be placed into the methodological
pureness of mono methodological positions. | understand research as means to address real
life problems over that methodological pureness, using a muna&ctical and pluralistic
approach. As a pragmatist, | recognise research as 4muitiose, linking the choice of
approach directly to theobjective of the study and the nature of the questions posed
(Creswell, 2003). In other words, pragmatism aims amndpehe link between epistemology
and method (Howe, 1988). In the present study, decisions are made based on what is fit for
purpose, and not based on a philosophical-gdetermined commitment (Darlington et al.,
2002) to positivism, or constructivism.

Tadakkori and Teddlie (1998) and Creswell (2003) see the pragmatic paradigm as the way
researchers have found to study areas that are of interest, where before, due to the exclusive
nature of paradigms, a full picture could not be portrayed. By means ofnpagm,
researchers embrace those methods that are suitable or even available in some cases. The
research question is considered to be more important than the methodology approach or the
theoretical assumptions underlying the research methods (Tashakkaal.e1998). That
choice of methods implies access to information that otherwise, would not give the full

picture of a social setting. Following Tashakkori and Creswell (2007), Creswell (2007) and
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W2Kyazy SiG f ®Qa 0 Hnn povidddo& sedearchitcialdencdzy R S NA&
it is almost inevitable to use both qualitative and quantitative research in order to provide the
best possible answer (Greene et al., 2001; Rocco et al., 2003); therefore, decisions made
WNB I NRA Y 3 lgkdfitatidezoSquadtiative rdihéds Kt both) depend upon the
NBE&SIHNDOK jdzSadiAz2yQ o¢lakKF{12NA SiG |fdX mdpdyv
The notion of truth has long been argued within the research community, fighting
between realism and antealism, or what is the same, the war keten positvism and
interpretivist in the $cial Siences (Tashakkori et al., 1998; Bridges, 1999). This project
understands reality as ever changing, based on our actions, rejecting tualled
incompatibility thesigHowe, 1998). This leads to the fabfat any attempt of finding an
enduring, external reality is doomed to failure, as understood by Dewey (2008) when he
coined this term as the spectator theory of knowledge. The present research project attempts
at understanding the social reality that dees from lived experiences, since it is understood
OKFG G2 F LINY3IYFGAEAGEZT WGKS YFEIYRFEGS 2F a0ASy(
which are perpetually in dispute, but to facilitate human problén2 t Ay 3 Q B84 g St f =
This third mradigm (Johnson et al., 2004) is driven by consequences, and thus, it is
SaaSydaAalrt G2 |ail WiKS NA7B)KTD ddjsdz8 & aracalyhatGhe 6 CSy F
researcherknows wellthe context where the researctakesplace, as itd the caseof the
present study. Having worked for TCs places me in an ideal positioesearcher and
practitioner for this empirical intervention. Pragmatic research also involves prolonged
engagement andhe use of several research methotls find answes to the research
guestions, anatapturethe voices of the main actors involved. In essence, pragmatic research
accommodates multiple stances and values (Onwuegbuzie et al., 2005; Fendt et al., 2008) in
a naturd context, which is the primgraim of this study.
In light of the abovementioned, it can be said that the philosophy leading this project
understands reality as the practical effects of iddasill useall means at my disposal, so that
a practical solution can be fourid the issue of student attritionrad retention
3.2 The Research Design
¢tKS w5 Aad dzyRSNBU22R Fa GKS Wf23A0Ft &Sl dzSy
AYAOGALFE NBaSINOK ljdzSadAz2y | yR9.dzZ GAYFGSte (2
The RD of thistudy aims at facilitating anin-depth exploration of continuity or

discontinuity factors of online courses in the acquisition of English as a second language in
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the Spanish territory. Since there is no single blueprint for planning research, and considering

the pragmatic approachtake F2 NJ i KAa addzResxs GKS w5 Aa 3208
LJzN1J2 S Q o6/ 2KSyYy S Ff ®X wnnns Hngwherdboth KNE dz3 K
companies are understood #se caseto help maintain the focus of the research (Yin, 2018:

58), this study will present the most significant factors that arise from the studenkers

involved in these English language courses at TCs.

CS was used to examine student continuity or discontinuity based on Creswell foundation
of CS (2007), who understasmdhis method as the study of a problem based upon the
responses of participants who share common characteristics, and Yin (2018). CS is a method
that benefits this study from the ability to examine continuity or discontinuity through all
aspects of the taching and learning scenario (Leeatyd Ormrod, 2005) including a small
scale longitudinal study of an academic year. TCs were chosen since they act as a
representative case of numerous companies providing the same or very similar training to
workers in Spin.

3.2.1 Case Study

One of the initial questions that arose when using a CS in this project is whether this RD
could includemore than one case (Yin, 2018 single or a multiple CS. This depends on the
dzy RSNR Gl YRAY 3 2F WOI Z&Mhamdbtiplacade stliesafe reférréd] vy 2 & €
over single case studies (Yin, 2018), this study understands both companies as tlimsame
since the disparities between training providers are very shmparticipants and
teaching/learning conditions of tlee training providers mirror each other. The case chosen
Aad> | OO0O2NRAY 3 (2 5354) yaQcdmmiarscadeymeaning tfiat id aimsvay Y
capturing the circumstances and conditions of an everyday situation. Due to the nature of this
research, and utkerstanding that the case in the spotlight is a recent phenomenon, data from
previous years, as well as access to progress reports and statistics could only be acquired from
TCI Therefore, not all the information could be separated and/or compared, tl@sdp
another reason to use a single CS. If complete information had been accessible, this research
would have opted for a multiple CS, so that the potential vulnerability of a single case design
could have been deterred by the strengths of the multipled€Sgn (Yin, 201&9).

There are several reasons why a CS has been chosen for this research according to Yin
(2018). The first one being that this methodology is aimed at answering research questions

that askhowor why, and in this case, the former helps answering the main research question:
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What influences discontinuation in adwbrkersin CT onlinéanguage courses in SpaihRis
guestion is askingow students influencedreto (dis)continue, orwhydo students continue
or discontinue, meaning that accordingfagure 3.1CS is an appropriate design to look into
this phenomenon.

Additionally, this research addresses a contemporary set of events that, although not
unprecedented, are explored in afféirent way than previous studies. There is no other time
in history when knowledge and education were able to reach such a large number of people
so quickly, which is, in our days, growing exponentially due to new technologies, hence the
importance of ths research. CS is also suitable for this project since similarly to most social
research, |, as the researcher, have no control over events. Lastly, this project aims at
providing an irdepth description of the researched issue, which | would be unalde tesing
a different design, given that the boundaries between the phenomenon and the context
might not be evident (Yin, 2018). CS in this particular case arises from my desire to understand
this complex phenomenon, providing a holistic and a trud-liéa perspective to the reader
(Yin, 2018; Thomas, 201&)jgure 31, shows when to use the different methodscording to
Yin (20189) servingas a goodource as texplain why this project usess.

(a) (b) (c)

Form of Research Requires Control Over  Focuses on
Method Question Behavioral Events? Contemporary Events?
Experiment how, why? yes yes
Survey who, what, where, how | no yes
many, how much?
Archival Analysis | who, what, where, how | no yes/no
many, how much?
History how, why? no no
Case Study how, why? no yes

Figure 31: Relevant situations for different research methgq@o»smos Corporation, in Yin,
2018: 9).

CS is defined in many ways (Flyvbjerg, 2011) as it is extremely difficult to delimit; but
the common denominator found in all definitions is that there isiadividual unitto be
studiedhowever big or small that unit {¢erriam-Webster, 2009; Stake, 280Ragin, 1992;

Yin, 2014; Stake 1995; Merriam, 1998; Zainal, 2®imilarly, CS is not easily summarised as
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a single form of research (Somekh and Lewin, 2005). In this study, a clear delimitation of the
unit makes it a CS (Merriam, 1998; Cohen et AD02 HitchcoclandHughes, 1995). In several
F dz0 K2 NRass REKAVA WAV GQ aSSya (2 06S GKS RSTAyY
MmpynT ! RStEYLYy SG tds mbpynod ¢KS 02y iSEGsS 21
WGKS OFasS 2F &AAYAYSISYdXKAFAZIlF dzyAld | NRPdzyR 6K
1978:2). A CS was chosen for this methodology because of the complexityin¥éstigated
case(1.2 Research Contektwhichis specific, as well as an integrated system (Stake, 1995).
¢KS A&dadzS LINBaASYGSR Ay GKAA NBASFNDOKfeAada |
02y GSEGQ dz2ll2y 6KAOK L KI @S Wt AaddHughes, Q29¢: (i NP f
Cohen et al., @00). The chosen RD aims at providing a comprehensive picture of the case,
hence the need for a comprehensive research strategy (Yin, 2014) where the phenomenon
can be understood from different angles using a mix of data collection methods (Thomas,
2016).This idea of a comprehensive approach to the research is linked to other definitions of
CS that assert that case studies are intensive (Flyvbjerg, 2011). This CS lookalatea
context phenomenonn situ(Yazan, 2015; Mohd Noor, 2008; Somekh e2805), providing
as much detail, richness, completeness and variance from it as possible. Additionally, it aims
at enabling the reader to understand how ideas and different principles can fit together and
relate (Adelman et al., 1980), coming from all aigemvolved in the language courses
(Thomas, 2016). In essence, it is trying to look at the (dis)continuation phenomenon in depth
(Flyvbjerg, 2011; Yin, 2014, 2018; Mohd Noor, 2008), and to do that, a time frame was
establisted as well as its relationshifw its environment (Flyvbjerg, 2011), contributing
towards making the case more specific.

The reasons why a CS was chosen has to do with the understanding of CS as
particularistic(Merriam, 1998; Cohen et al., 2000, 2007; Hitchcae#t Hughes, 1995), and
because it focuses on a particular situation, event, progreyphenomenon, or institutions
¢ the case. It was also chosen because ihofistic (Stake, 1995; Thomas, 2016) as the
researcher considers the interrelationship between the phenomenon anaittegt due to
their inseparability (Yazan, 2015), which Yin understands as part of defining a case (Yin, 2018).
Additionally, it must remain clear that CS aims at investigating contemporarylifesal
phenomenors (Zainal, 2007). It ismpirical(Stake, 199bbecause it compiles information of
how actors interact, feel and/or perceive the language courses, and it is these data that serves

the purpose of describing in a rich and detailed manner the context laitdNJi A OA LI y (i
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interactions, therefore, CS is alsoderstood asdescriptive(Merriam, 1998; Cohen et al.,
2000). In that sense, this CShisuristicfollowing Merriam (1998) distinction of CS from
OFaSeg2N] T YSIYyAy3 GKIFIG GKAa (eSS 2F RSaiady |
the phenomenor(case) studied. Lastly, | would like to add the feature afniguenesssince
CS is a good fit for observing at the micro level (Zainal, 2007), where this research investigates
online language teaching and learning in a specific and dynamic context.
{AY2Y&aQ O6Hnndpd FYR |, AYQad o6HnAnMyO RSTAYALGAZ
in this project:
W/ { A dlepth gxplohation form multiples perspectives of the
complexity and uniqueness of a particular project, policy, institution,
programmeo@ @ 4G SY Ay | WNBI f -Haded @dusiv@dfy G SEG & L {
different methods and is evidended. The primary purpose is to generate in
depth understanding of a specific topic (as in a thesis), programme, policy,
institution or system to generateknowledge and/or inform policy
RSOSt2LIYSYy iz LINRPFSaaAz2ylft LN OGAOS FyR O
2009:21).
To complete this definition and reasons why this project uses CS, Yin states that it is
FyYy WSYLANROIf YSGK2R BKRRBILKGPSHXEYAVISHIKSODY
withinitsreat6 2 NY R O2y GSEGQT | yR GKI
WL/ { 6F0 02LISa gAlGK (GKS GSOKyAOlftte R
will be many more variables of interest than data points, and as (b) one result
benefits from theprior development of theoretical propositions to guide
design, data collection, and analysis, and (c) as another result relies of multiple
a2dz2NDOSa 2F SOARSYOSs gAGK RIGlE ySSRAy3 (2
(Yin, 201814-15),
In essence, thisessearch project uses a CS because it explores a contemporary, well
defined phenomenon in depth, exploring it from many angldsy means of different data
sources; and, it aims at producing a complete, rich picture of events, gaining analytical insights
from the studied case using triangulation.
In light of the ideas presented in this section, it seems clear that a CS serves the purpose
of this study to study a contemporary phenomenon in dejpttovidingthe flexibility and tools

to help answering the reseeh question.
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3.3 Sample
We¢KS ljdzr ftAde 2F + LASOS 2F NBaSkNOK y
appropriateness of methodology and instrumentation but also by the
adzZhiGlroAfAGe 2F (GKS al YL Ay3a adaNr GS3e GKI
2007: 100).

Theimportance of a quality sample is unquestionable, as the above quote highlights, since
the quality and reliability of the information gathered will depend on the sample.
Understanding the significance of the sampling strategy, this section aims at pgpvidin
information on participants, how they were acquired, and the reasons why this population
was chosen.

Sampling was one of the earliest decisions, which later had to be adapted based on the
availability and suitability of the student population and othartakers who participated in
the interviews throughout the data collection phase. Access to the population of both
companies was granted before the time of the data collection, which took place in the
academic year 2017/18. Following Cohen et al. (2000),1ibe key factors in sampling in
education taken into account are: (a) the sample size, (b) the representativeness and
parameters of the sample, (c) access to the sample, and, (d) the sampling strategy to be used.

Selecting and getting participants engagposed as one of the main difficulties. A total
number of 103 students were initially contacted amongst both firms to complete the initial
guestionnaires, from which, 51 returned the consent form and completed the questionnaire.
One participant did notniclude his/her name at the time of filling in the initial questionnaire,
which meant that | was unable to contact this person again for the second questionnaire.
Consequently, the number of participants accounted for the questionnaires was 50. The
number d students taking part in online language courses in TCs was higher than 103.
However, not all of them met the criteria set out for the participation on this research project,
therefore, they were not contacted.

¢CFr1Ay3a Ayia2 O2yaAiRSEsNbd thel qigbtiornairdgRi®o/ padicipantd B & LI2
were selected for the interviews conducted with students from that academic year: 2017/18.
The research only focused on students who took the course on the academic year 2017/18

for the questionnaires, but it inged students from previous years for the interviews
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allowing for a broader understanding of the issue. Stakeholders who participated in the
interviews were all working for TCs at the time of the interviews. The total number of former
students asked to péicipate in the interviews was ten, from which five agreed to participate.

In addition to students, and to have an overall picture as to why students discontinue, all
stakeholders involved in the training programes were interviewed. Overall, the interview
included: one training managing director (TMD), one recruiter, two tutors, two LCs, two
human resources managers (HRMs) from the receiving institutions. The total number of
participants interviewed was 15. The sample of interviewed participants coresitatnew

way of looking at an old problem, because no previous study included such a range of
participants, and therefore, different viewpoints of the issue.

In the phase where questionnaires were used, | opted for a probability sample, also known
as randan sample (Cohen et al., 2007). In the second phase, students were chosen for the
interviews based on their responses to the questionnaires, therefore, apnolbability
sample, also known as purposive sample (Cohen et al., 2007). For the interviews, when
choosing individuals from previous years, the essential requirement was that they engaged in
the course for at least one full academic year, and that they discontinued the year after. Ten
students were contacted for these interviews and five replied withi@ same day. These
interviews took place via Skype and were recorded with the free softWaiéNotewithin
weeks from acquiring all data from Questionnaire Il.

I f K2dzZAK GKS NBaLRyaS NIGS F2N GKS jdzSadGaA2,
accepl  6f SQ 6L HopO aAyOS AlG A& 2dzad dzyRSNJI p.
| 26 SOSNE [/ 2KSYy SG Ffd SyO2dzN»y3IS (2 WwWoS al GAa
questionnaire (a very much lower response rate is probably goingtob@théd SO Q oHAMT Y
In light of this, the response rate was considered satisfactory. Data does not provide
information as to whether respondents are systematically different from-responders.

Despite the number of participants and ngarticipants not leing too distant from one
another, it is acknowledged that people who responded might have had stronger views than
those who did not. Similarly, and considering the dissatisfaction rate, those who were
dissatisfied might have been more inclined to voiceitlopinions. To strengthen the validity

of the information gathered, these questionnaires were used as part of a set of different data
collection tools used to gather, clarify and corroborate information. The initial response rate

was only of 21 people,ra that was considered scarce, so despite the final response rate of
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50% seen as a success when a second company was included, several measures were
implemented to improve the response rate through the period whilst the questionnaires were
handed to studets. These are as follows (Bryman, 2012):

- TCl and TCIl both contacted students beforehand to inform them that |
would contact them about the research viamail.

- A thorough email in the shape of covering letter was written to
students to inform them on té reasons for this research and on the anonymity
and confidentiality of the provided data. These included the information sheet and
the consent form Appendix5 and Appendix6).

- Followup emails were sent to those students who did not replied
within seven days.

- Questionnaires were kept short, to less than four pages, and less than
30 minutes to complete (DOrnye2003).

- Format and layout were easy to follow and intuitive to avoid any
complications whilst filling in the questionnaire. Similarly, syntax and terminology
GSNE AAYLIEAFTASR G2 FFEOAEAGFGS LI NI AOALN
2008).

- A change ws implemented from the initial set out questionnaires so
participants could use their mother tongue (Spanish, English or Galician). On a first
instance, questionnaires were created and piloted in English with three staff
members of TCI, as this was alsmequirement set by TCI, who requested to see
first all information to be sent to students. Once results from this pilot were
obtained, and as a consequence of this reflection, the option of filling in the
guestionnaires in three languages was offered tadents.

A low response rate was one of the main challenges encountered during the

LI NOAOALI yiaQ NBONMzZA GYSyd adl3ISe ¢KAa SR

[N

research in one company. Initially, over 100 students from TCI were contacted1ith
responding. Following that, a secondmail was sent to students, and the number of
responses increased to 21. This number was still considered low, therefore TCIl was included.
Participant numbers increased from 21 to 51, providing a better opporguitunderstand

the context and the issue of study.

111



In agreement with the literature, an incentive for participating would have improved
the response rate (Bryman, 2012); however, this research isfuseled and resources
available limited, therefore tisiwas not possible. All participants did so on voluntary basis.

Individuals who participated in this study are all men and women between 26 and 55
years old in full employment, working for corporations with a base in the Spanish peninsula.
Some spentsewel f Y2y GK&A LISNI @SFENJ g2NJAy3T 2y (KSAN
abroad, which is a relevant fact for online language courses. It was not imperative that
workers were of Spanish nationality, but they had to be working for a corporation based in
Spain These are the requirements followed by this project, in line with guidelines imposed
by the Fundaeas the funding body of these courses. The number of participants who took
part in this research are considered a representative cohort of students whasengtances
resemble the wider population of students embarking on online language courses of these
characteristics. Although a higher number of participants would have provided a higher
volume of data, this would have caused difficulty to manage it, &edefore, it would have
risked the richness of the data collected from a wide range of participants qualitatively.

TCI and TCII provide the same service: online English courses to workers of Spanish
companies funded through the government scheme for pssfonal development. Both
parties knew of an existing second company involved in the project. The name of either party
was ever disclosed. Both companies allowed me access to the student cohort of the academic
year 2017/18. Students included in the resdarwere those who participated in English
language courses using the platfo8peexas their online support base, and a tutor for a PS
once per week for IBninutes. Students who did not do the PSs, or those who did not do the
platform were excluded fromhe research, since those were understood not to have the same
experience, and therefore not comparable. This is considered a reason explaining lower
participation rates than initially expected. If students who did not do the PSs or the platform
were accouted for, the total number of students who could have been contact would have
risen from 103 to 143. If other languages such as French, Italian or French were included, the
number of candidates could have increased from 103 to 165. Those languages wileenot
into consideration on the basis that English as the main second language spoken in the world.

The sampling strategy aimed at gathering the views of a variety of participants from

different angles, looking for a comprehensive approach to the issgdigijtontinuation, and
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FAYAY3 G dzyRSNBROFYRAYy3a GKS NBlFazya F2NJ
participants involved in the courses.
3.4 Methodological Background

In previous studies on student retention and departure, the aim has been to predict which
students would have a tendency to abandoning their studies, mostifor Colleagued.g.,
Spady, 1970; Tinto, 1985, 1993; Bean and Metzner, 1985; Kember, 19¢%amaat al., 2004;
Yukselturk and Inan, 2006; or, Park, 2007). The subject of study of the present investigation
has been researched in the past mainly from quantitative perspectives (Tinto, 2002; Carderoén,
2005). A number of studies using only quantitatimethods or data collection and analysis
are presented in the literature review when discussing retention models. This quantitative
perspective had as the main aim to predict student behaviour, or to find causalities. Through
this approach, the student lty is the main unit of analysis, which allows for the
guantification of students departing, and the sources for their decision.

This purely quantitative approach, done mainly with the use of surveys and
guestionnaires, comes from theorists who explain #igition phenomenon from statistical
models, and via approaches that present individual, social, economic and instélfaztors
(Spady, 1970; Tinto, 1975, 1993; Bean and Metzner, ;1R8ber, 1994; Parker, 1998n,
2005).

To a lesser extent, other studies hasmughtto find answers qualitatively. In this case,
the understanding of the attrition phenomenon is cultural and educational. These studies
understand student abandonment from the perspective of social exclusiohvakes place
AN} Rdzl f @ oOoNBI1AYy3d GKS adGdzRSydaqQ az2O0OAl
influenced by economical, individual and social factors. These studies tend to use an
ethnographic or a phenomenological approach, and are aimedfabols, high schools &iE
(e.g.,Pineda, 2010).

The subject of study of this investigation, has not yet been addressed with the precision
establisled in this research: | do not look at the attrition problem, but rather, at how students
areinfluenced bward (dis)continuing from the English course. Additionally, the present study
focuses onCT, which has only been addressed by a handful of studieseXample,Wdzy Q a
Ounnpov aiddzReé LINBaSyda I tfAGSNI GdzZNE NBPASs
presents the most similar study to the present one using both qualitative and quantitative

approaches to data collection, but only quantitative in its analysis. One of the main similarities
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from this project and the present one besides the qualitativel quantitative nature of the
RFEGF O02ffSO0A2y YSGK2R&axX A& GKFG hQ/2yy2N Si
managers in their data collection with@T

In conclusion, the tendency to look at this phenomenon is mainly quantitative adeiv
gualitative studies, and a number of mix methods. Despite of this, authors such as Parker
(1999) suggest that to further explore this issue, a mix methods approach is necessary.

3.5 Ethics

Ly R2AYy3 GKAA NBaSFNOKXZ Iof edNBatopalrgskaicBersisK | (1 W
multi-disciplinary and that within the paradigms and methodologies espoused by various
disciplines, and often variously by their sdivisions, a variety of concepts might be
LINE 6 f SYI A OQ, sdmetBing tharemaimswrehangadin thdattest guidelines of
BERA (2018)n fact, there are academics who question the purpose of educational research
(e.g., Stenhouse, 1981; or Hammersley, 2003), or its quality (e.g. Edwards, 2002; or, Kemmis,
2002). Ethical principles aimt bridging the gap in the different understanding amongst
researchers within the educational community of reliability, validity, truth or reality (Bera,
2011).

In light of this, ethical considerations were established from the beginning of this
investigaton subject to ethical approval, and bounded to the contingency of the context
(Edwards, 2002; Lindén and Cermak, 2007). Participants were informed of what the project
entailed, and were sent an information sheet alongside the consent form for them to sign
(Appendixs and Appendix6) before interacting with the data collection tools. All participants
were encouraged to ask questions about the investigation at all times, and all steps were
taken with full transparency. All personal data was erased, and information was treated
anonymously once gathered. Through the data collection process, students wereragedu
to use their real names to facilitate tracking, and because they had to-iailed and
identified. Once the data collection was complete, participants were given pseudonyms.
Similarly, in the transcription of the interviews, those elements that \@oprovide
information that could clearly identify a participant, a corporation, or similar were erased for
anonymity purposes. An example of this is when participants used the name of The Company
they were referring to.

All data was stored in a secure Neastle University Drive, and | was the only person who

had access to original recordings, and original data. Information from questionnaires was
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downloaded from Google Forms and kept by the researcher in the same drive. The anonymity
sheet with informationon pseudonyms of participants, their roles, and information on their

interviews is presented iAppendix7.

3.6 Data Collection

This section presenthie data collection process, and the instruments used to gather the
gualitative and quantitativenformation for this research.
3.6.1Data Collection Process

This section aims at showing the process of how the data was collected, and it will explain
why these steps were taken in this specific order, portraying a CS protocol (Bryman, 2016:
27).

The data collection process commenced in October 2017, after gaining project approval,
followed by ethical approval. Initially, TCI agreed to share with me thedate they had
collected from previous years regarding the number of companies and students that dropped
out of the English courses they had offered up until that date, including the information about
those students who did not continue from one year te thext. All of the information initially
presented to me was raw data that was later processed to be able to understand trends and
a0dzRSyiQa GSYRSyOASad ¢KSAS Aa (kKSBaviRglthe ! ¢KSI
numbers of what had happened fro@012-2017, evidencethe trend this issue has seen in
recent times, and reiterates the need for the current investigation. This data is presented in
Appendix 1. To clarify, this research started looking at students leaving their training
unfinished, which according to a plethora of publications, is a worrying issdestence
learning Once this information was processesppendixl), it was noted that many studies
did not make a difference between those learners who left their courses unfinished, and those
who did not continue from one year to the nextstead, they were all categorised laavers
or dropouts Based on these data and the literature, it was decided to explore this category
of student departure: those students who, having completed their level or course, decide to
not continue onto the neklevel, therefore, no longer enrollinghese students have been
calleddiscontinuers

After the collection of secondary data, in ttober of 2017 questionnaire one was
ONBIFIGSR o0lFaSR 2y tIN]1Qad oHnntLv (KS2MdEhE (GKS |

College Persistence Questionnaire (CPQ) (Davidson, Beck and Milligan, 2009; Lindheimer,
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2011). Then it was piloted with three staff members who had previously participated in the
provided courses in TCI. After this, a few minor modifications werdemay refining the

way certain questions were posed; and a bigger change was implemented. Initially, all
guestions were in English, however, after piloting this questionnaire, it was perceived that
participants had issues expressing themselves cleaBngtish, and therefore, a decision was
made to offer the questionnaire in both Spanish and English. Participants were therefore sent
a questionnaire that had questions in Spanish and English, and they were informed that they
could answer in Spanish, Esglor Galician (as tha-official language in the region of Galicia,
where this research was conducted). The intention for this change was to allow students to
express themselves freely and more comfortably in their mother tongue, so questionnaires
couldaSaG  o0SGGSNI NBO2tt SOGA2Yy 2F aiddzRRSydaQ
applies also to questionnaires that the language of the interview frames the event in
significant ways, therefore, it is best to allow interviewees to choose what &Eggto speak
(Codd, et al., 2008). Codo et al. (2008) were referring not only to the language as in Spanish
or English, but also about the register and the wording. These authors highlight that in
multilingual contexts questionnaires need to be translatedggesting that the lack of that
language barrier enhances closeness with informants and encourages paidicidaid.).

This change from English into both Spanish and English was indeed positive, since it allowed
participants to express their thoughts the language they felt more comfortable with.

At the end of October, all students beginning their corresponding courses received an e
mail from TCI coordinator explaining that | would personally sent them -amaik with
information about participatingn the investigation. Following this, | sent armail to all
candidates asking for their participation, and including the information sheet and the consent
form (Appendixs and Appendix6). TCI requested to be informeaf allcommunicatiors taking
placebetween the students and

In December of 2017,dstablisled contact with TCII to enquire about the possibility of
participating in the research, and to make sure that the courses had the same features and
therefore would qualify for participation in the research. At the end ofudaym 2018, after
making sure TCIl met all the necessary requirements to participate in the research, and also,
after gaining approval from the Head of TCII, the same procedure of sending the information

sheet am the consent form was followed.
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It was at this pointwhen students were given a code number, and information was
processed anonymously from the start. Despite of this, it must be noted that the name of
students was necessary to match the responses from questionnaire | and Il, anchlatgh o
the interviews. Early February, those individuals who were asked to answer the questionnaire
at the piloting stage repeatithe questionnaire to see if the results were the same or similar.
This aimed at providing the research with validity, andSi®iR>X (G KS &dz 2S00 aQ
presented minimal changes corroborating their initial responses and contributing to the
validity of the results.

Once all responses were collected and analysed, questionnaire two was made based once
Y2NB 2y t | NJ W dhe Knewledge on tlieKrvexstigdted courses, the College
Persistence Questionnaire (CPQ) (Davidson, Beck and Milligan, 2009; Lindheimer, 2011), and
answers from questionnaire one. Questionnaire two was piloted with the same people that
helped piloting qustionnaire one early April 2018. The final questionnaire was sent to
students via anail at the end of April for TCI and early June 2018 to TCII. This questionnaire
was both in Spanish and English from the start, providing students with the possibilgyngf
whichever language they preferred (Codé et al., 2008tan be found inAppendices
Appendix 9.

When both questionnaires were received, the information waslgsed to decide which
students would provide the most valuable information to answer the research question based
on their answers. Also, both companies receivedthals requesting to interview those
workers and managers working in the Online Language &nayges: recruiters, LC§MDs
and theLTs. Permission was granted and dates were set for the interviews. This process was
quite lengthy as it was difficult to find some time wilfMDs and LCs. After conducting
interviews with the recruiter and the managirdjrector of TCI, a new stakeholder was
identified, and therefore contacted for an interview the human resources manager or
coordinator (HRM) from the organisations hiring the courses. All interviews were carried out
via Skype, and the softwargallnotewas used to record the audio of the interview. In fact,
the initial idea was to record both audio and video, but the video quality was not good, and
therefore, to improve the quality of the sound, it was decided to record audio dlly.
participants werenformed their calls were going to be recorded, reminded at the tofie
recording, and when the recording stoppedto align with the ethtal considerations

established
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LG Aa OflAYSR o0& . NEBYlIY ounmuU UKbogial WiKS
aStiAy3a ¢2dzZ R aSSY (G2 YIS KAY 2N KSNJ 0SddS
agreement with this statement and with the fact that in order to understand a context as
specific as this, it is necessary to be somehow on the inside. Irofighits, | position myself
as an insideoutsider, that means, somewhere in the middle (Breen, 2@0dchranSnith
and Lytle,1993 since | have previously been involvad working activities with both
companies, and | am familiar with the offered Englesiurses and the context where those
take place. ThiallowedYS | 6 SO GSNJ dzy RSNERGFYRAY3a 2F ¢/ Qa
naturally with the group of students and stakeholders with a higher degree of intimacy
(Bonner and Tolhurst, 20023ncouragimg participants to express themselves freely during
the interviews. This familiarity with both companies also helped gaining access to documents
ddzOK Fa addzZRSydaQ NBO2NRAZ FGGSYRFEyOS NBIAAAI
me upon requestGaining access to this information as a complete outsider would have never
happened.

It can be said that this insid@utsider perspective (Breen, 2007) can also be described as
a continuously shifting relationship dependent on the agent or the sectichefesearch
project | was engaging in. For example, for access to the students, and the negotiations with
stakeholders, I relied on the trust built through the years by working for these two companies.

My previous relationship with them showed gatekeepénat | was to be trusted to conduct

this research as it would be helpful to consider their business decisions in the future. This
approach follows that of Thomson and Gunter (2011) in the study they carried out at a school.
Another reason or example a® twhy this insideoutsider is the most comprehensive
approach for this research can be found in the changing identity | needed to gain the most
information from participants in the questionnaires and the interviews. For example, students
perceived me as mustworthy consultant, a confidant, or an expert who wanted to hear their
thoughts on the coursed his allowed for some honest anddepth responses which might

not have happened if | had been an unknown party to studefis. the other hand,
stakeholdes perceived me as an expert trying to help understand the issues with
discontinuity, a researcher seeking answers, and a supporter of language teaching and
learning. If | had, for instance, positioned myself in the outgiie2 2 { Ay 3 Ay BHAGK WY
(Thomson and Gunter, 20118), the formation of questionnaires would have been more

general as opposed to ior-made for thisspecific context. If | had, for instance, positioned
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myself in the inside and examined results as the tutor | once was for tmseses, there
would have been a potential lack of distance and perspective in the interpretation of those
results(Delamont, 2002Thomson and Gunter, 2011)

When conducting research on a context such as the one presented on this project, it is
important to understand theteaching and learningrocess,andthe way these courses are
offered, funded, and developedRS | 42y a ¢gKe& o0SAy3a 2y GKS WAya
understanding of the setting (Breen, 2007; Bonner and Tolhurst, 2002), and of student
beht @A 2dzNXd 'y 2dziaARSNJ 6K2 WLI NI} OKdzi SOR8 Ay (2
1995: 59) might have found it difficult to gain access to students, content, and archive
R20dzySyidas +ta ¢Sttt Fa 3IFAYyAy3d lokfSriabhiahddes 6 Q 2 F
depth. Despite this familiarity, | positioned myself outside the context of study looking in.
Undoubtedly, there are advantages and disadvantages to both insider and outsider research,
hence the concept of thén betweeney which would b&ance the advantages and diminish
the shortcomings of each approach (Pugh, Mitchell and Brooks, 2000; Breen, ROOS.
case, if | position myself as an insider, | would be looking at the issue from the perspective of
a tutor, and therefore, would nobe aware of all agents involved in the training, and what
their roles are. On the other hand, this insider position allows for access to a higher number
of agents, including students, who potentially felt more comfortable talking to me about the
course tha to an outsider or someone they did not know. If | had positioned myself
exclusively as an outsider would have been contradictory on the basis that | had already
worked for TCs. Additionally, positioning myself as an outsider allowed for a wider pevspecti
on those involved in the training, and to piece all elements together.

Once the two questionnaires took placemils were sent to LC$MDs, recruiters, and
LTS of both companies to arrange for an interview. Twelve organisations were contacted to
askif they would like to participate in the research, with two agreeing to participate, and ten
statingthat they were not allowed to due to data protection regulatioifiese organisations
were not included as part of the cadgefore conducting the intersw, participants were sent
an information sheet, and signed a consent form similar to the documentation sent to
guestionnaire participants. Once interviews were conducted, and in light of some
LI NOAOALI yiaQ NBaLRyaSasx Imailid\skekfer clar@icatb@f £ 2 6 d

expansion on some items (e.g., with the recruiter of TCI) obtamminggsponse.

119



As part of the data collection, this research also made use of a free ti&gedxxo be
able to present the content of the digital leang platform used by these two companies.
Information was gathered from their website, and from personal use of the platform as
presentedin 1.2 Research ContexfThis took place in January 2020, as it was considered
necessary in light of the information provided by students and other participants in
guestionnaires and interviews.

In conclusion, the ata gathering process changed as an ongoing process in order to gain
a better insight on the matter, which falls in line with the pragmatic approach adopted for
this research. Some of the initial ide@sg. talking exclusively to students using Englisfor
guestionnaire¥ had to be rethought to make sure that | was approaching the matter from
all possible angles. This concludes that this grounded theory, and therefore, inductive
approach, served the purpose of adapting to the difficulty of gathenfmymation in such a
complicated context with different agents involved on these courses, and from a Spanish
audience whose command of English was in some casssfficient for adequate
communication and starting without any preconceptions (Bryman, 20423). This falls in
line with the epistemological and ontological viewpoint and the pragmatic approach adopted
for this piece of research, which included a variety of data sources, later used for triangulation
as means of data validation (in Codo, 200§n&an, 2012; Cohen et al., 2017).

A representation of the data gatheriqgocesss as follows:
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Secondary Data 1

Questionnaire 1

Questionnaire 2

Secondary Data 2

Interviews

Figure 3: Data gathering process

3.6.2Data Collection Tools

This section explorede relevance ofhe different tools used to gather data order to
answer theresearch question. The approach to the data collection comes fitdfarent
anglesc all stakeholders involved in the coursassing different tools; secondary data,
guestionnaires and inteiews allowing 6r a mixmethods approach
Secondary Data

The secondary data in this project is of particularly importance, as it provided the context
that highlights the need for this researctthe gapbetweencontinuers and discontinuers as
part of the persistencyattrition phenomenon irDE

These data take the shape of documentationaochival records (Bryman, 201614).1
started by acquiring documents from past academic years containing information about
student numbers, and enrolment. This prded an overall understanding of what happened
in previous years on these courses, asthblished the need of this researclhebe numbers
turned the focus of this research from persistency and attrition, to continuation and

discontinuation, due to the lgh number of students who finished a course/level, but did not
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continue onto the following one. This informatigoresented per corporationshows thehigh
number of studemworkers that initiatel their language learningnddecidednot to continue
(Appendixl).

These data came from official documents darg from private sources TCI. According
to Bryman (20125510 W& dzOK A y T 2 NX¥paitangfef researghercnduStiigNeg A
case studies abrganisatiors. TCs are not the object of stughgr se on the contrary, these
companies aim at being sample of providers dhis type of training They were chosen for
two primaryreasons (1)the number of students thg enrol every year; and, (#)e fact that
| have been personally involved in a working relationship in those companies previous to this
research, which facilitated access to information, staff and students.

Alongside statisticklom previous years, TCs also provided information on the cohort of
students who completed the questionnaires with regards to their behaviour the following
academicyeard KSG KSNJ 1 KS& O2y Ay dzSR 2NJ y 2ldamedio { (G dzR S
confiim dNJ RSy & aidzZRSyiaQ LISNOSLIIA2ya LI2NINI&SR
AYTF2NXYEGA2Y gl a 2001 Ay SR | LINBundBedof sessionR, $h¢ G & Q |
number of hours students spent on the DLP, and the number of times students jpeaieidi
in the forum, which were included in the analysis alongside the questionnaires as quantitative
data.

Secondary Data Validity and Credibility

It is necessary to authenticate the collected domnts validity and credibility always
taking intoaccounttd K & WG KNBFGa G2 GFtARAGE YR NBfAL
rather the effects of these threats can be attenuated by attention to validity and reliability
OKNRdzZAK2dzi  LIASOS 2F 1385aSH NOKQ o/ 2KSy SiG I f

C2ff 206 AYauddieNEDDINIDE Wo20K GKS | OOdz2N> O 27F
authorship could be validated by the ihdd A Rdzl € & ¢ K2 Klh tRis cadd,BiRcdz0S (1 K-
had the contact details of the people who contributed to the creation of the archival
docurrents containing information on student continuation perganisation they were
asked directly about the authorship of the documents vienal. In addition, these
documents were sent by TCI to government officials, contributing to the verification of thei
authenticity and their credibility (Bryman, 2012). TCI required for these data to be

anonymised, and that the name of students or the corporations they worked for, would not
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be disclosed at any time. Following ethical guidelines, all data was anonynvised
processed for its USEBERA, 2018)

The DLP provided information of the number of hours students spent working on the
platform, and the number of participations in the forum. This information was automatically
recorded by the platform, including thdays and times students were connected, and
a0GdzZRSyGaQ LI NGAOALI GA2ya Ay GKS FT2NMzye LG A&
¢ S4) that students could cheat the number of hours spent working on the DLP, since they
could leave the platformpened and unattended.

TCs also provided their records on student attendance. This attendance is taken by the
tutor when the PSs take place. In order to corroborate the veracity of this information, the
records sent by TCs were checked against the reartie tutors, confirming the reliability
of the given data.

Questionnaires

vdzSAGA2YYIFANB& INB Yy WSTFFAOASYG G22f FT2NJ -
aeaidSYFGAOItfeQ 174) PhR zese&ch studly ias usedt semidtured
guestionnaires (Cohen et al., 201474) in two instants of the data collectioiil) once
students enrolled, but before they had gained access to the course;(2ndnce they
completed their training. This allowed for a longitudinal viewZofi dzR $efdegtidhs
through the progression of an academic year, this being one of the main objectives of these
guestionnaires (Cohen et al., 2017).

Data gathering tools were designed taking into account the age and sociocultural
background of participants, sdat these would be adequate to the addressed audience
(Aparicio, Palacios, Martinez, Angel, Verduzco and Retana, 2008). Thesems##tion
guestionnaires were administered via a link sent to students-byaé, using Google Forms.

Figure 33 and Figure 34 show what questionnaire two looked like forustent-participants.
Copies of the questions are presentedAppendix8, and Appendix9. Questionnaires were
chosen against interviews SOl dza S G KS& Oly 3 GKSNJ lind I NBSNJ

faster and more efficient way.
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Questionnaire | - Cuestionario |

This questionnaire aims at knowing why you have enrolled in this course amongst other things, and it will be
used in a Doctoral Thesis.

Although your name will be printed, please remember that the researcher is the only person with access to the
data along with the first supervisor of the project. Your answers will be keep anonymous at all times.

| really appreciate your collaboration. Many, many thanks!

NC R N

Figure 33: Questionnaire One

Questionario 2 - Questionnaire 2

This is the second phase of the data collection for this research project. | would like to thank you in advance for
taking the time to fill it in. Please remember that all information on this questionnaire is and will always be
anonymous as part of an independent study.

Esta es la segunda fase del proceso de recoleccion de datos para este proyecto. Me gustaria agradecerte con
antelacion tu tiempo. Recuerda que toda la informacién de este documento sera anénima y forma parte de un
estudio independiente.

NP EF®e

Name and Surname. Nombre y Apellidos

Figure 34: Questionnaire Two

vdzSaldA2yylI ANBAQ R2¢yairRSa | O0O2NRAy3 (2
research in several instances. For example, when participants did not have access to any help
at the time of filling the questionree, sincethey were completed in their own time, from

anywhere. T@revent potentialissues, as mentioned befgrguestionnaires were made easy
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to follow and easy to answer. Additionally, studgarticipants could contact me byraail
for any clarificabn requred for an asynchronous answefhe quality and quantity of
regponses in the answers provided prove that it wveagood decision tanake this activity
multilingual

Another disadvantage of questionnaires is that they cannot probe for more
information. To tackle this issue, this reseamdntained operended questiongnda further
02 YY Sy i aathaeddol thejyestionnaire. To seek further clarity, there was also the
option of following student responses viangail, and with some students, ietviews were
conducted. Not all participants that completed the questionnaires were interviewed,
however, those who were, had the opportunity to clarify their answers, as it was the case of
two studentparticipants. Hence, although questionnaires on theiwn might not allow to
probe, the usef additional research tools minimised this limitation.

Questionnaires do not allow for many open questions, as respondents might not want
to write extensivelyand fatigue becomes a risk factdro prevent this fronhappeningand
make questionnaires more dynamacombination of opergtand closed questions was used
Further detail on the types of questions will be presented later in this section. This prevented
respondentsfrom answering questions quicklgnd without much thought potentially
deviating from accurate information. To prevent students from disengagement,
guestionnaires were also kept short (questionnaires shoulkdoeoonger than four pages or
take longer than 30 minutes to complete (DOorngy#003)). This posed a challenge, meaning
that there was a compromise on the type of questions asked. The initial questionnaires
included a higher number of questions that required longer answaerd, it was decided to
reword some guestions, and to elindte others. This intended to increase reliability on the
olaAra GKFG AF AYyF2N¥Eyda 3SG GANBRI AG WNBR
2008:172). Participants were informed that questionnaires would not take longer than 30
minutes to @ YL SG S NE@2RERBFNAMRS O yR ff2Ay3a ¥
answers (Bryman, 201879).

Bryman (2016) argues that questionnaires are not appropriate for all audiences
(2016). In this case, these online questionnaires were done-uiaibusingGoogle Forms
since all participants were enrolled in an online English course, and therefore, they had access

to a computer and to their enails. Therefore, although this could be considered a
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disadvantage, in this case it was thought to be an advantigeiag students geographically
widely dispersed to complete the questionnaire anywhere at any time.

At the risk of missing data from potentially valuable informants and questions, the
instructions providedstated that participants could skip any questioftthically it was
establisled that this would prevent pressure on participants to disclose information they
were not ®mfortable sharing (BERA, 2018)This issuematerialised in the second
guestionnaire, wheresomestudents chose to not answer all quest®

Despite the above downsides and solutions, questionnaires were chosen because they
are costeffective (Cohen et al., 201471). Google Forms is free, and allows the creation of
an unlimited number of questionnaires-raail allowed for questionnaireto be easy to
administer and tracked. Students who signed the consent form received-ramilewith
instructions and a link to access the questionnaires. For those students who did not complete
it straight away, there was a folleup procedure via timed minders sent by enail (Codo,
2005),I can thereforeconclude that technology contributed toward facilitating and speeding
the questionnaire administration and data collection process (Cohen et al., 2017).

Another advantage of usingjuestionnaires ighat they allow for the absence of
AYOGSNIASGSNRa STFFSOG: FyR GKS tF0O1 2F AydS
structured interviews as later explained, which allowed for great flexibility and therefore for
guestions to be reordered and rephrasal). Both those items are said to influence interviews,
but not questionnaires.

t Nl Qa 6uHnntT O a DRt&teedringis Miganidatiris, whidchRirgvs
2y w2 @ XCPMor its straotuce &nd time: two questionnaires, one prior to coursd an
one during the coursevas use as a model regarding the timing of questionnaires given to
students Question itemsvere alsoONKB | (| SR T 2 frdm2woik W2807)intedvdtirg a
elements from the knowledge of investigated courses, and underpinned by the CPQ
(Davidson, Beck and Milligan, 2009; Lindheimer, 200Hg.latterwas used as a reference for
guestion creaibn due to its proven validityQuestions were not taén from this research tool
directly since it is a 58em questionnaireq rather lengthy for the type of audience this
research addresses, and the fact that it is aimeécs#jcally at American Colleges (Davidson
et al., 2009) In sum, questions posed ttuslent-participants arise from the CPQ, the factors
FYyR adl3sSa 2F tIFNJQa Y2RSt ownntous FYR 2y LI
and training offeredAppendixl).
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Following the structure of the CPQ (Davidson et al., 2009), and the stages set out by
Park (2007), with the inclusion of context specific questions, these can be divided onto:
a {0dzRSYy14aQ RSY23INILKAO&SX &adzOK Fa | 3S
b. Student® SRdzOF GA2Yy It o6 Ol 3INRBdzy R LINR 2 NJ |
education, learning skills, or online skiksg(,& 1 26 Yl yeé &SI NB KI @S
studying English informally (on your own, with a private teacher or in a language
I OF RSY&U0E O6VMOLO D
c. Participant® Y2 (A @Sas AyOfdzZRAYy3a gKeé (KSe
why theyhadenrolled on this particular course; questions that were posed before
they started the coursee(g.,G | 2 6 Ay Ft dzSyaAlft ¢l a GKS 2L
this course online towardsyourdécih 2y (G2 Sy NBf 2y (KAa O2c
d. Institutional commitment, which was assessed with several items such
as student satisfaction with their training, or whether they took the course
influenced by their companies in any wayd.,a ! NS @2 dz Gisdoha/3 (G KA
MnE: @2fdzyGFr NE o0FarxakKeé ovmoo o
e. Degreeof commitment, which in this case has to do with progressing
onto the next level and gaining the certification of the hours spent on an English
courseg with no official validity; and with the commitment to cqiete the level
in which the studenthad SYNRf f SR 6Sd®3d aK2g O2YYALD
O2YLX SGAy3 (KS O2dzNESE O6vHOT 2NE aAa 3AL
G2 RSOARS 4KSGKSNI G2 SyNRft 2N y20 2y (K
f. Academic integration, and vether students manage to engage with
the course, the MOD and the teaching and learning method offeeegl, @ 5 A R
@2dzNJ SELISOGlIGA2ya YIFHGIOK (GKS SELISNARSYyOS |
g. Social integration examined with both staff and studergy(a | I @S
0KS tK2yS {Saairzya KSfLISR &2dz aaglre 2y 0
h. Support services satisfaction includes the support students receive
throughout the coursed.g., d | I S @&2dz NBOSAGSR Sy2dAaAK
6SEOt dzZRAY 3 G(KS (dzi2NOKE O6VvHOU D
i. Relationship of pesonality and adjustment, and how students fitted

into this teaching and learning methodology depending on theirsskidrsonality
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and motives to enrolg.g.,d 2 K& KI @S &2dz RSOARSR (2 SyNZ
course? Pleaseexpand as muchasy@2 Y A A RSNJ ySOSaal NBOE oOv
j. Financial variables in this context do not apply the usual way they
would in an institution where students pay for the training they receive. Instead,
in this context, students do not have to contribute financially. Howeveay there
FAa1SR S®3a3d aLYy (GKS S@Syid GKIFIG @&2dz KFR
(Q2). Meaning that financial variables do not affect students in their decision
discontinue.
k. External factors, which include those items that cannot be controlled
by studentparticipants €.g.,a | & &2 dzNJ g¢2N]Jft2FR AYyONXSI as
RdzNF GA2Y 2F @2dzNJ NI AYAY3IKE OVHOO D
Questionnaires contained different types of questions to fitithedividualintended
purpose (Champagne, 2014). The oveoaiectiveof the questionnairesvasto collect the
perceptions of students regarding the whole experience on the English language courses.
az2NBE &aLISOATFAOFIffes 1jdzSadAz2yyrANSE 2yS |AYSR
readiness to take th&nglishcourse,as well asexploringtheir initial thoughts, expectations
and motivations to enrol.
Questionnaire two aimed atudyingthe impact of life commitments (work, family,
SO0y 2y &a0GdzZRSyiaQ RSOA&aA2Yy G2 O2yiAymdST dzyR
satishiction with the course. lalso exploreda (i dzR S y 0aQ LISNOSLIIA2ya 27
method¢ @A dzy RSNERGFYRAY3A addzZRSYydiaQ LISNOSLIIAZ2Ya
SO0 FYR (GKS AYLI OO0 (GKS&S KIR 2yexplaetieSy (aQ
usefulness of the course
Those aims canNA 6 dzi SR (2 6 NR | sGBoaeStedsy(\that ark A & & U
aGdzZRSytaQ Y20A@Sa G mwloiN&do learyerpérde@ians of the dzNA S a
course features impact discontinuity? What is thegamnt of stakeholders in discontinuity?),
that help answering the main research question of this studyatvinfluencegliscontinuation
in adult workers in CT online language courseSpain?
CKA&a NBaSFNOKQa 1jdzSailA2yylgiedtibng: Ay Of dzZRSR
1. Openendedthat allow participants to express their thoughts freely, and to invite
F2N) Iy WK2ySadxX LISNERZ2YI {475 anYihe gourse o0/ 2 K.
SELISOGIdA2Y&a | YR SELISNASYyOR4mW@ng of th& SA NJ 2
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main reasons to employ opeended questions is to explore areas where the

NBaSINOKSNI KIR fAGAHES 1y abal) Shesedugle ¥ a G dzl

W dz KSYidAOAGEY NAOKyS&aas RSLIIK 2F NBaLR

the principles of validity in qualitative research (Cohen et al., 281%). Some of

the responses provided in opeanded questions were itemised and treated as

guantitative data when themes or categories e it possible Examples of open

SYRSR ljdzSaiAzya dzaSR Ay GKA& NBASFNOK |

FNRY GKS 2yfAYyS LIXIFGF2NYK LT &Sasx L} SI a

to enrol on this specific Eigh 4 K O2 dZNESKQ ovmMO @

. Closed questions aimed at making comparisons amongst groups (Oppenheim,

1992:115) ¢ continuers and discontinuers. This type of questions allowed the

respondent to answer quickly, and for quick coding for analysis. It is acknowledged

that closed questions do not allow for participants to add any explanation or

remark whichcan lead to bias (Oppenheim, 199Pt5), or to participants not

placing enough time in considering their response, hence the different types of

guestions included. Thdifferent types of closed questions included are:

a {OFIfSa 2F RIGlI AyOfdzZRSR y2YAylLf RIFGLF
studying English are (tick as many as you need): work, further my education,
travelling, access knowledge in a differént y 3dzZt 3S 2F YAy S3I WSQ
English, selimprovement, pleasure, it is the language | have been studying all
Ye& fAFST FYyR AdG Aa | LISNER2YIFf OKIffSy3

b. Dichotomous questions aied at finding a concise and precise answer, e.g.

Wi NB 1eayda kA a O2dz2NRS 2y wmnm: @2¢€ dzydl D
language certificate a factor for you to decide whether to enrol or not on the
O2dzNBESKQ 6vHOD ¢2 KSfL) aGddzRSyda SELN YR
these included a follovup queston where students could provide further
information. For example, to the previous question from Q1, the foliggw
jdzSadAz2y 61L&y WLT y2s LXSIasS SELIYRQOD

c. Multiple-choice questions were presented to students with mutually exclusive
responses in pairs, e.fleasetick one option of each pair accordingly: My
tutor has been... (a) Important to continue onto the next level; (b) The reason
2N 2yS 2F GKS NBFrazya L gAraftft y20 02yl
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offered to students (such as those presented (a) and (b), which were
mutually exclusive.

d wkidAy3 aolrftsSa Ay (GKS akKFLIS 2F [ A1 SNI
attitudes and opinions (Cohen et al., 204B0) on certain aspects of these
9y 3f AaK O2dzNBSasx Sd3ad WYbvaams evrdiiddthel FFS O
FLFEOO GKFEG GKS O2dzZNBS Aa 2yt AYySKQ o6vmOz2
from O¢ not at all, to 5¢ it was the main reason.

In conclusion, variety in the types of questions was thought to encourage students to
complete questionaires providing more complete answers. Both open and close questions
come with advantages and disadvages. ldwever, when combinedhey complement each
other and allow for a beneficial balance. Additionally, disadvantages of both types of
guestions ardamed with the use of several data sources and triangulation, highlighting the
G22taQ ROFHyGl 3Saod
Interviews

Interviews are probably the most widely used method in qualitative research due to the
many advantages these entail when interested in a phenanenhere people are involved
(Bryman, 2016) Semustructured interviews were employed in this research project for
several reasons such as validating results provided by questionnaires; gaining a better
understanding of some statements made by studentdtigg the full picture around the
agents involved in these coursedrom the providing and the receiving end; corroborating
and clarify answers provided by students; and, to explore if information not yet considered
would surface.

All interviews were coducted in the native language of participants: Spanish, and later
translated previous to the data analysis. This decision was made in light of the adjustments
made to the questionnaires, where much richer data arouse when stupariicipants
responded intheir native language. To strengthen the reliability of timsestigation,
Appendix10 shows an extract from an interview showing the original text in Spanish, and its

translationinto English.

Different interviewees were included on the basis that informant selection is a
fundamental issue (Bryman, 2016; Codo, 2005; Cohen et al., 2017). Botiogpantswere

current students enrolled on the academic year 2aB7(data collection year). To gain better
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dzy RSNR Gl YRAY3 2F £t LISNELISOUA QO RankfiedposizR Sy (
guestionnaire data analysis. Two of those students at risk were contacted for an interview
from which only one agreed to participate. Two studeontinuers from the 201748
academic year were also interviewed, as it was important to collee perception of students

who decided to continue, and those who did not. To explore the issue from a different angle,
former students who were not participating on the courses anymore at this stage, but who
had participated before the academic year 17018 were also included. Lastly, other
al0F1SK2ft RSNB ¢SNBE AYyUSNIASHGSRY IiEK®Gvo)OMDSLI Y A
62yS0X YR Ilw5a 6G6200 LG Aa 01y26f SRISR
data might be mi§ I R A yd8 & ald 20@3166).Participants were meticulously chosen to
acquire a better understanding on the (dis)continuity issue from all angles, giving voice to all
agents involved in these language courses. This comprehensive approach is one of the
contributions of this research project, since other investigations on this subject did not
interviewed all participants involvedForexample,Seyoum (2008) interviewed tutors and
programme coordinators.

Semistructured interviews were chosen for all participants because of their potential
gKSY AdG 02YSa G2 3IFTGKSNAYy3I (KS AYyGSNBASHSS
2016). They also allow for ongoing clarification, this being one of the maaméapes of this
data collection tool. This meant that if interviewees did not understand the question, they
could ask for clarificatiomn situ This type of interviews allosvfor the exploration of key
concepts in depth, therefore, although there is aitial roadmap, it is adequate and often

encouraged to go off tangerfBryman, 201§ It is acceptable to focus on particular aspects

a

2
0 K

a

2T GKS AYOUSNBASg (2 3JFAY FdzNIKSNI dzy RSNER G YR

what is important to them by ading questions in the moment, or by asking for corroboration
of a statement. It could be said that the flexibility allowed by this type of interviews provided
more importance to the interviewee, who led in which direction the interview went providing
richand detailed answers.
Other options were considered in terms of what type of interview to condwsttuctured

or unstructured interviews, but those were not thought to be the best tools to collect the
required data for the present study. Structured intesws presented certain issues for the
information that this research aimed at gathering, and the overall inductive, exploratory

nature of this investigation. For instance, when delivering a structured interview, the
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SYLKI aAra Aa 2y (K 3athsEhanSh aldwviaGthEiniervieng g tOBdedft
with emerging issues (Bryman, 2016), when in the case of a structured interview, the issues
are all presented by the interviewer. If this is examined within this present study where the
aim is to undergand the situation to provide answers as to why these types of courses see a
number of students discontinuing, that approach would not be suitable. In order to explore
potential answers to the research question, students, administrators, organizers, tetors

need to voice their thoughts and concerns. This would not be possible on a structured
interview, since the interviewer does not want to ask questions that are not part of the script.
This is also the case for follow up interviews, since it wouldpromise the standardiation

2T GKS AYGSNIBASSG LINRPOSaa FyR OUKSNBT2NB WiKS
2012:470).

All interviews followed an initial scrigdppendix11) that includessome themes to seek
information and to get students talking. This meathat interviews were all different,
presented very different information and interviewees engaged in different subjects more
thoroughly, providing rich, detailed information on different matters. The lack of flexibility
presented by structured interviewsould not have accomplished that, due to the need for
standardsationin the way in which those interviews are handled. Structured interviews aim
Fd 3IFTOGKSNAYy3I RIEGE GKFG Aa SlHaate O2RSRI 2 NJ
coded and proces$e |j dzA O1 f & Q 4§Q), Nd Albwih@ for insdepth ¥nd exhaustive
information to be collected. In essence, although other interview types were considered,
semistructured interviews were concluded to be the best approach considering the research
guestions, the nature of the present study and the needed flexibility to address different
stakeholders.

Interview questions were based on the following:

Participant Questions

Students - Current studentsfrom their questionnaire answerg follow up and
Wo 2 Gup 2|  clarification

@A S6Q |- Paststudentsoverall thoughtsand impressions on the coursand its
different aspects. Information that had been asked to current stude

in the questionnaires. E.g.: goals and intentions upon enrolm
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fulfilment of those goals upon completion, suggestions for change

the course, reasons to (dis)continugr postcourse English study.

Tutors: - WAYARRSNREOKQ
WA Y aAR - Perspective of the tutor as an insider, and as the figure who is in co
GASG6Q with students weeklyThis person obtains feedback from students

weekly basis. Interviews aimed at: attaining information regarg
Gdzii 2 ND& LINBQJA2dza S E¢éIbaeiing, yexpBringh
their working conditions had any impact in the teaching and sery
offered to students, gaining an insight on their perception of
courses, their role in (dis)continuation, their perception on the fact
students choose to {d)continue, and, suggestions for course chand
Other - We¢Adwnl LILINR | OK Q

stakeholders - Perspective of thelifferent stakeholderss insides-outsiders but not
as training services user¥he constructed questis aimed at gaining
an insight on their perception on the different stages of the coursg
including present and future.Questions were constructed t
understand the perspectives of stakeholders on: student support;
recruitment process; discontinuatioas an issue, factors leading to
and measures to tackle this event; suggestions for course changeg

the future of the courses.

Table3.12 yaid NHzOGA2Y 2F LI NIGAOALI yiQa Ay dSNIA S

It is without a doubt that interviews aided the understanding of the research question and
sub-questions, and the fact that they were done as the last stage, meant that | was better
informed to asking questiongs there was better understanding of whatequired further
clarification. In conclusion, and in retrospect, | believe that steps were carefully.t@kese
stepsallowed the collection of valuable data that would have otherwise not been as rich,
detailed and clear as the obtained data.

The written interview questions posed to participants were based on the literature (in
previous persistency models such as those explain@ZiRetention and Attrition Models
FYR Ay SYSNHAY3I GKSYSa FTNRY ailidzRSydaQ |jdzSa
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guestions arose from those interviews, providing the following interview questions with more
depth in order to provide as much detail and clarificatiorpassible to previous themes that
emerged in prior interviews as an ongoing process. Scripts for the different interview
participants (tutors, LCs, etc.) can be found Appendix 11. Similarly, the interviews
construction process can be seerFigure 3.

The interview questions in this research varied considerably, as it is the case in semi
structured interviews. Th& 2 f t 26 Ay 3 | OO2NRAYy3I (KS YOIt SQa
were used in the present study:

- Introducing questionsthistype of questionsveredzi SR Wg I N dz
make sure that the interviewee felt comfortable. These were aimed at students
losingup,8 (G KS®@& ¢2dzf R LINPDARS RSUGIFIAfSR Ay T2N
was the course? How do you think the course helped you or not? What are your
IK2dza3KGa 2y (1K%53).02dz2NESKE 0O0¢KS?2

- Followup questions: these were used when a statement was not
clearly wnderstood, or when the subject or object that the interviewee was
speaking of was unclear. In short, when clarification or extra information on the
matter to better understand the answer was needed. In some cases, the technique
used was not to ask a questi directly but rather as Kvale (1996) suggests, by
repeating significant words in an answer that have the potential to stimulate
FTAINIKSN) SELIX FylFiA2yY Sdadd .8 2yEAYS af
TMD1).

- Probing questions: very similar to thegwious typgaim at attempting
to get the interviewee to explain a statement further. They are useful when a
statement might seem contradictory, in which case, the interviewee has the
opportunity to clarify. An example of this can be seen when talkinguabo
assessment and the evaluations with the TMD. This person was asked on a first
Ay a il ¢yobthnk thak a final exam where students could obtain an official
OSNIAFTFAOFIGS $2dzZ R 6S 0SYSTAOALTf Afiee 1 SSLJ
the answerprovided, some items needed clarification, and therefore, the next
jdzSatdAz2y gl ay as52 @&2dz KAYy]l dGdKFd G§KS S@I
Because every three weeks students have some evaluations, right? Do you think
that perhaps that you say that KSa S 02 dzZNASa R2y QG RSIFf ¢
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SEI'YZ Si0d SGOXKE ¢KS aS02yR [[dSaiAzy K¢
mentioned in her answer that were not clear, and where | considered further
explanation would be beneficial.

- Specifyingquestions: in line with the last two type of questions,
specifying questions in the present research aimed at finding clarity of events,
consequences of actions, feelings, etc. They were particularly helpful to
understand how participants felt about a pantlar situation or event. For
SEFYLX S YAIFIK o6[/m0 ¢l a AyAdGAartte | alsSR
2 oK& &aldRSyda €SI @S (GKS O2dzNBSaKeéT (2
gl aY Ga¢CKSYys o0& gKIFG @e2dz Klt@SareSmmiing G2f R
towards an individuaiationor personakation2 ¥ G Sl OKAy 3K ¢

- Direct questions were used toward the end of interviews (Kvale, 1996),
although in some instances, these were used in the middle of the interview as well.

For exampled ¢ KSyf & | R NI & 2 NJ ¢S5)Nahighkniorksébotioas S £ &
direct question, and as a specifying question.

- Indirect questions: tlsi @ LIS I AYSR G0 dzy RSNR UGl Yy RA
own view, which in the case of the present research, happened in a considerably
number of questions. This research aims at bringing facts to light, but at the same
time, it also seeks to give all implicated agents a voice, to see how they perceive
GKA& AaadsSo 'y SEI YLX S 2 T WhaKisyaur dpiaionT 2 dzy R
about these English courses? O w k LTS f

- Structuring questions: these aim at concluding one section, topic or
subject, and aim at providing information to the interviewee as to what is
happening throughout the interview. This is particularly helpfuldarticipants to
feel included in the process and to avoid the feeling of being bombarded with
guestions one after another. Even more so when using telephone or Skype (audio
only) interviews, since there is no neerbal interaction and it is difficult tenow
what is happening on the other end unless told. An example of this in the
AYOSNIDASGaE AAY Ga¢CKAA Aa 0KS RANBOGAZ2Y 2
few years there was a boom on these courses. By what you tell me, you think that
this is assciated to the socioeconomic moment of the country, do you think that
G§KSNBE I NB 20KSMDIFI OG2NERKE o[ I NI
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- Silence: silences are key to interviews, since these provide participants
with the opportunity to pause for a second and gather their thought$ole
answering or continuing with an answer. This was not only beneficial for the
participant, but also forme as the researcher. Sometimes, interviewees feel
pressured to answer quickly and it is difficult for them to find the right words to
say what they mean, which translates in them using extra sentences and in some
cases, examples. All of that turns into extiranscribing to do, which, if the
interviewer had provided the participant with a pause to gather his or her
thoughts, then that idea would have been condensed in a much briefer sentence.
Also acknowledged is that these silences might be deceiving lejphtene or a
Skype (audio only), as these should not be too long. Silences that go on for too long
might also make the participant uncomfortable, due to that need to fill in the
silences, or the thought that the connection might have been interrupted.

In onclusion using a variety of questions allowed for less monotone interviews (Codo
et al., 2005), which translated into interviewees becoming more engaged, and sharing more
information.

Because this is an exploratory research, the interviews question guadaleveloped
olaSR 2y (GKS jdzSadA2yylrANBaAaQ RFEGlIFY 2y32Ay3
working at TCs.

In preparation for thenterviewsL. Ay Of dzZRSR | 3I22R dzy RSNEG I y |
(Bryman, 2012, 2016), where some participantsravprevious students of mine, or past
colleagues, which made this criterion easier to fulfil. Additionally, all particidaagpened
to befrom the North West of Spain, which shares a great deal of its traditions, culture, jargon,
that | have experienceth my upbringing. The fact that | was familiar with the setting in which
the interviewees work and live allowed a better understanding of the way they expressed
themselves.

Before, during or after the interviews, | was prepared to answer any questions
participants might have had about the research, the interview, the data, the reasons to
conduct such a research, the reasons why they were selected, etc. In anticipation to potential
guestions, an in addition to the consent and information sheet, | providetaat briefing
before starting the recording to reassure them of the confidentiality and anonymity of the

data. In order to prevent technical issues, | used the best equipmiead laccess toWhen
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interviewing | was always in a quiet and private placthvaei good and reliable internet
connection so that the sound quality would be the best possible.

The interviews carried out for this piece did not have any other preconceptions than
those themes acquired by the questionnaires, and progressively, by ttexviews
themselves. All interviews were well thought and prepared in advance, with a guide for
guestions that was focused and flexible. This means that although | wanted to go over all
guestions in a certain order initiallglthoughl was prepared to adtr this order. All questions
were aimed at answering the research questions stateld3nlAims and Research Questions
Thesewere not made too spectito allow students to speak their minds and to explore
LJ- NI A @érdeptighs. #h@ language used in the interviews matched the register of that of
the audience. It was made sure that all words, terminology and expressions used were known
by the intervewee in order to facilitate communication and avoid any possibility of
misunderstanding the question.

The process of creating the interviews for students and former students took place as

shown inFigure 3.5.
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Figure 36: Interview creation process
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Figure 3.5hows how once the finaicript for theinterview questions was produced,
it was constantlyreviewedbased onthe collecteddata. This allowed for corroboration of
information, as well as assisted in terms of creating themes from questionnaires and
interviews altogether (Cohen et al., 2017). In this planning stage, first steps were taken in ligh
of what had already been done in previous attrition and retention researchmore
particularly, in the research framewodstablisied byPark (2007), the need for thgudy;,
the usefulness of the questions and the feasibility of collecting the datad(€bel., 2008).
Valuable information for the creation of the interview questions were the questionnaires,
since those showed some of the reoccurring themes from the courses. Once the initial
interview guestions were formulated, they were reviewed in lightthe literature (Rovai,
2003; and Park, 2007), the questionnaires and the themes agreed upon. Following this, the
interview plan was piloted with two former students who were also working at TCI (Bryman,
2016; Codé et al., 2008; Redmond, 2000). Thatipg stage was used to find gaps in the
interview questions and to identify redundant questions. This phase was also used to
rearrange the structure of the interview and to rephrase some of the questions to adjust the
register and make sure that participis would fully understand the language used (Codé et
al., 2008). After the last revision, the final questions for students were obtained. These
jdzSaiA2ya 6SNBE NBOASHSR I FGSNI SIHOK 2F GKS
reason for that is tht it was considered necessary to review the information requited,
clarify previous themes, oto add further information within a specific topic. This strategy
posed very helpful in terms of justifying themes and finding rich detail for those themes.

Stakeholder@questions were based on the literature, questionnaires final themes,
YR aGdRSyGtaQ AYyiSNBASgaD

Although Bryman (2016), or Cohen et al. (2017) recommiakehg notes whilst
conducting the interviews, in this case, these notes did not hawdotwith the information
provided, but rather, with regards to those sections or segments that needed further
exploration. These were not included as part of the data collection or analysis. Lastly, to clarify
certain items from the interviews once | listesh to the audio recordings, which involved the
fFO1 2F OfIFNAGEe 6KSY LI NGAOALIYy(GA dzaSR GKS
participants were emailed, to seek clarification on two occasions. Despite these efforts, no

response was obtained, drtherefore, there was no further attempt to gain an explanation.
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All interviews were conducted via Skype due to the distant location of participants.
Interviews were recorded via the free softwa@allnote using Skype version 8.25.0.5, the
latest Skype ersion at the time, and gersonal computer Students used either their
computers or their Smartphones. The devices they used are unknown to the researcher.
Recording of interviews is considered essential to all intents and purposes (Bryman, 2016),
since tis allows to avoid getting distracted by having to take in depth notes during the course
of the interview, and allows concentrating in the interview itself.

Interviews were transcribed, with the many advantages that come from recording and
transcribing mterviews (Heritage, 1984, in Bryman, 2016). In this case, it helped recall and
examine not only what was said, but the way it was said, including the tone and specific words
used. Similarly, having the recording, allows others to scrutinise and evalligte t
transcription and the analysis of the original documents, adding to the confirmation of
credibility and validity of the data collected; and for other researchers, the possibility of using
the materials to further the present study. In addition, havimgeiviews recorded helps
O2dzy G SNJ I OOdzal GA2ya NBIINRAYI AyFtdsSyOSa 27
the data, contributing toward the validity and rigurosity of the data collected.

Despite agreement amongst researchers that recordirggigeficial in many ways, it
is also worth noting that the procedure is extremely time consuming, particularly when after
the process of transcribing, to which five to six hours were allowed for each hour of recording
(Bryman, 2016), all interviews were trslated into Englis{Halai, 2007; Taylo2006). Lofland
and Lofland (1995) advise that the analysis of qualitative data should not be left until the very
SYR 2F GKS RIOF O2ffSOGA2Yy LINRPOS&aasx aiaAyoS af
0 I ZBryMan, 2016:484). In this case, interviews were transcribed and translated within 48
hours from interview completion, and this way, the answers and common themes that
aroused from the initial interviews could be used in coming interviews. This grouhdedyt
analysis was particularly helpful and successful, since questions could be posed in a more
direct way (Bryman, 2016) and therefore, those issues of increasing interest were exploited
to obtain clearer answers to recurrent themes and questions.

Bryman (2016my T0 &adGl d4Say WYSSLI G4KS NBO2NRSNJ I2A
should not stop recording. As a matter fact, it does not say when one should stop doing so.
He does it on the basis that there might be valuable information once the geatitthinks

that he or she is not being recorded, and therefore, a researcher should be switched on for
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as long as possible. Other authors such as Warren et al. (2003) claim that this was an issue
they faced in their own research, and also agree with wmhg to record once questions

have finished. In this project | have chosen to always keep participants informed of when they
were being recorded and when not, although the conversation started before the recorde
was on, and ended after the recond@asstopped. Bryman (2016) suggests that this ethical
issue can be solved by asking the interviewee if he or she does not mind including that
information as part of the interview, and if it is agreed by all parties, then there is no reason

as to why it shoulehot be added as part of the information gathered. | personally do not feel

O2YTFT2NIilofS8S oA0K GKAA SOUKAOI f OK2A0SsT LRGS

withdraw altogether from the study if they felt their trust being betrayed (Cohen et al.7201
350).
Data Validity and Reliability
In line with the pragmatic epistemological perspective taken on this research, validity
arises from showing that the provided questionnaires as data gathering instruments collect
the necessary and relevant data to answer the research question. This readken why
guestionnaires were created from two different sources: firstly, the literature, more
particularly drawing from (a) the theoretical framework from which this research develops
t Nl Qa O6HAnnT O a DRt&Celedringid Oi@ahidatiis; and (WP Yreviously
validated questionnaire (Lindheimer, 2011) by Davidson et al. (2009), created for the
investigation of student attrition in college the CPQ Additionally, questionnaires used in
this investigation draw on the specificity of theontext being researched, therefore,
guestions had to be adapted to the situation. This was possible through the professional
experience | gained working for TCs, and the understanding this provided of the specifics of
the elements involved on these cousseQuestionnaires were piloted, following the
implementation of changes for improved results based on responses. Similarly, questions
from both questionnaires and interviews were well understood and accepted by participants.
This investigation draws onéhconcept of Pragmatic Validity (Worren, Moore and Elliot,
HAnHOUE YR GKS FIFOG GKIFIG GKS WIiNIRAGAZ2YL
Jdzt N y(GSS dza ST dz yISid, 5228) for thdNdat® gathérihg? ifsSuxin® 0
designed to onduct this investigation. In light of this, the pragmatic validity of knowledge can

be evaluated by the degree to which objectives can be achieved by using certain instruments
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(Rescher, 1977). Meaning that it is only when conclusions are drawn that lidéyaf the
research instruments can be determinedsagh

One way of allocating validity in pragmatic research is said to come from the research
guestion, claiming that academic research would be more useful if the research question did
not arise froma gap in the literature, but rather from a real issue (Sackett, 1994). On the other
hand, it can be argued that too strong a focus on applied problems would add little new
knowledge to what is already known by practitioneesg(, Donaldson, 1985, 1992 this
case, a gap in the literature was identified because of an issue identified in real life: the under
O2y OSLJidzr t AalGA2y 2F &d0GdzZRSy(iaQ RSLI NI dzZNEZ FN
English language courses; therefore, keeping a balaetveden both approaches.

Another way contributing toward enhancing validity and reliability within pragmatism
is through the researcher position as anbetweener. It is said that much research in
organisations has limited usefulness because it is loakelom the outside (Evered and
Louis, 1981). In this case, it is looked at from the outside, but with an inside perspective,
utilising both current literature and knowledge of the researched setting.

In light of this prescriptiv&lriven approach it isrecognised that the solutions that
arise from this investigation are valid for this specific setting, and that they need to be
adjusted according to the nature of other contexts.

Both quantitative and qualitative approaches to research have their liroita, and
a LINSQDA2dzaft e KAIKEAIKGSR WGKNBFGa G2 JFfARJ
(Cohen et al., 2007L33). In the case of quantitative research, validity is increased through
appropriate sampling, and the careful creation of theegtionnaires €.g., initial pilot of
guestionnaires). In qualitative research such as the case of the interviews in this investigation,
subjectivity arising from respondents, their perspectives, views and opinions contribute to an
inevitable degree of bl > UG KSNBFT2NBEZ Ay O2y RdzOGAY 3 ljdzh £ Al
AY@LEtARAGE YR YI EA YA a183). Od balanBekhis pddential/bigskitsy S
research uses several data sources and triangulation.

In the qualitative side of thiNBE a ST NOK ¢S NB (2 KIyRfS (K¢
adzFFAOASYy(Gteé O2YLX SE Ay&aidNHz¥Syid (2 dzyRSNEGI Y
1995:220), to which extent, subjectivity can only be minimised, but not completely erased.
Therefore, human eor is a risk to account for when conducting qualitative research (Cohen

et al., 2007134). To minimise this risk, | declare that data was not collected with an agenda

142



(Maxwell, 1992) as this is in fact an exploratory research. From the start, this &iquionas
been opened to the possibility that there might not be a specific or concrete answer to the
research question. As such, all data reported in this writing is done so with fidelity
(BlumenfeldJones, 1995), calling to the notion of authenticityhe collection and reporting

of data (Guba and Lincoln, 1989).

Other Methods Considered

Due to the statistical preference of late researchers on the matter to test factors
empiricallyc and others in the pase(g.,0Osborn, 2001; or, Kemp, 2002), a purely quantitative
research was initially consideredowever, following the main research studies and models
explained in the Literature Reviewe.§., Spady, 1970; or, Kember, 1995), the
recommendations of previous auth® (Parker, 1999), and the fact that this is an exploratory
research, it was decided to include both aigative and qualitative tools. This approach
providesa more holistic approach in agreement with the CS design adopted.

Besides the data collectiomstruments used, only one other data gathering tool was
considered¢ 8 1 dzZRSy 1aQ o6t23ad Ly LINBaAaSYyGAy3a GKAA |
suggested that this would take too much time from studgatticipants denying the
possibility of using this tool.

An alternative to the chosen appach was to use only interviewsowever, in doing so,
this research would have not been able to collect data from the 50 students of the
guestionnaire samplenor to provide an in depthview and analysis of the discomtiation
phenomenon using triangulation, which is one of the main methodological strengths of this
research. Therefore, the use of secondary data, two questionnaires and interweves
concluded to provide a balanced approach, allowing a picture of the iBsm a variety of
angles.

3.7 Data Analysis

The data analysis of this research was divided into qualitative and quantitative. Secondary
RFGF gt a ljdadh yGAGEFGAGBS Ay yFGdzZNBEZ FyYyR Al g1l 3
Information collected via wgestionnaires was itemised, and processed for quantitative
analysis using the software SPSS. Interviews, of qualitative nature, were analysed using
thematic analysis using the qualitative data analysis software NVivo.

The overall data analysis approachtiis research is exploratory.
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3.7.1Quantitative Data Analysis

For further understanding of data, results also include a quantitative analysis of the data.

Independent variables on this study were: gendenale or female; and (dis)continuity

continuersand discontinuers. Both these variables were categorical.

Dependent variables were continuous (analysed using Mafimitney Utest); and

categorical (analysed using &gjuare). These are presented as follows divided by test:

Reference| Continuous VariablegMann-Whitney U-test)

1 Formal and informal English training

2 ' 3ASTFdzf ySaa 26 NR | OKASGAYy3 &
3 PS attendance: number of sessions

4 Forum participation

5 Hours on the DLP: number of time spent on the DLP

6 Balance opersonal and professional lives with their language trair

Table 31: Continuous dependent variables

Categorical Variables (Gisiquare test for independence)

Ref. ChiSquare test Ref.| ChiSquare test with| Ref.| ChiSquare test
Yate<s) éontinuity gAOK CA

correction exact test
7 {GdzRSy (1 aQ N18 |{ GdzRSy (1aQ|28 |{GdzRSy i a
continue at the end of the to continue at the experience  with
course beginning of the online  learning

course systems

8 |{ U dzR @ofkioade 19 |[Studen? & { A f |29 | Social interaction
tutor not needed

on the course
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9 | Hours on the DLP: impa({20 |{ 0 dzZRSy (14 Q|30 |PS attendance
of the obligatory hourg study English help to stay on the
participants had to spen course
on the DLP

10 | Correlation between 21 |{ G dzZRSy (i & Q|31 | Satisfaction
aGdzRSy G aqQ enrol on  these
before and after courses: voluntary v

obligatory

11 | Knowledge of anothel 22 | MOD
language/s

12 [{ GdzRSY 14 Q Y3223 |Course method
2y GKSasS 02d initial evaluation
corporations influence exam
toward enrolling

13 | Commitment 24 | Hours on the DLH

{GdzRSyYy (aQ
perceptions of hours
spent on the DLP

14 | Social interaction: tutol 25 | Student support
helped stay on the course

15 | Officiallanguage certificatg 26 | Social  interaction

tutor as key elemen
on the course

16 | Expectations vs experiend 27 | Initial evaluation

exam

17 [{ GdzRSYy (14 Q

Influence Toward Enrolling
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Table 32: Categorical dependenariables

The continuous variables scales used are as follows:

Reference

Continuous variables scales

Three scales in years:
1- 05
2- 6-10
3 +11

Five scales:
1- not useful
2- slightly useful
3- somewhat useful
4- rather useful

5- very useful

Number of times studentattended PSs from-84.

Forum participation was based on the number of times students chos

participate starting at 0 and with no limiting number.

Number of hours spent on the DLP starting at 0 and with no limiting nun

Five scales:
1- Not atall
2- Alittle
3- Some
4- Quite a lot
5- Extremely

Table 33: Continuous variables scales

The categorical variables categories used are as follows:

Ref. | Categorical Ref.| ChiSquare test with| Ref.| ChiSquare test with
variables categories YatesQ a continuity CAAKSNDa
correction
7 1- Yes 18 1- Yes 28 1- Yes
2- No
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No

Not sure

2- No

3- Not sure

Increase
Stayed the)
same

Decreased

19

Yes
No

29

A key
element of
the course
Unnecessary
for this
course

N =

Yes
No
Maybe

20

10- Other

Work

Further my
education
Travelling
Access
knowledge in
other languages
WSHSNE2Y
speaks EN
Self
improvement
Pleasure

It is the language
| have been
studying all my
life, and it is a
personal
challenge
I would like to
speak Englist

well

30

=

Yes
No
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10 | N/A 21 1- Yes 31 1- Yes
2- No 2- No
11 1- Galician 22 1- Yes
2- Any other 2- No
language
3- No
12 1- Yes 23 1- Yes
2- No 2- No
13 6- Not at all 24 1. Enough
7. A little 2. Too many
8- Some
9- Quite a lot
10- Extremely
14 3. Important 25 1- Yes
2- No
for
completing
the course
4. Important to
continue
onto the
next level
15 1. Yes 26 1. Akey element of
2. No the course
2. Unnecessary for
this course
16 1- Yes 27 3- Yes
2- No 4- No
3- More or less
0- Has said nc
17

to previous
answer

1- Free
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2- For work
related
reasons

3- Other

Table 34: Categorical variables
These tables present the necessary information to understand the data collected and the
presented results and the analysis used. The coming sections will ptheaagtproach to thenalysis

of the different data collectethefore Chapter 4, which will inale the results analysis

3.7.2Qualitative Data Analysis

Qualitative data provides knowledge grounded in human experience (Sandelowski, 2004).
The dda gathered from the interviewsimedat learning fromd G dzZRSy 6aQ 'y R ail
understanding of the courses from the recruitment process, until a student decides to
discontinue. The understanding of these perceptions is intended to identify the reasons why
students decide to continue or discontinue fromettstudied online English courses, and

factors contributing to these decisions.

The stages of the analysis are presente#igure 37.
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Familiarisation with data

Initial coding
[Microsoft Word)

Second Coding
(Microsoft Word)

Initial themes
[NViva)

Theme + code revision:
Independently & against other
data

Naming of themes

Definition of themes

Figure 38: TA stages for data analysis.

A theoretical themaic analysis (TTAyas used to analyse the data gathered in the
interviews once these were transcribed and translated into English. This analysis is recognized
as a key stage in this research, and as one of the most complex phases (Thorne, 2000), which,
if conducted adopting a systematic approach, can communicate information transparently
(Malterud, 2001; Braun and Clarke, 2006). TA was chosen for the analysis due to its flexibility,
and because it allows to present rich, detailed and complex accounts af (aaun and
Clarke, 2006; King, 2004). However, TA also comes with disadvantages, being one of them the
abovementioned flexibility, as this can lead to inconsistencies and lack of coherence
(Holloway and Todres, 2003). To ox@me this, it is important t@stablisha clear systematic
F LILINR F OK® ¢2 | O02YLX AaK GKIGX §KAphasdguas I NOK
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to using TA, complemented by their revision of those six phases in Braun, &taiiéeate
(2016).More particularly,Braun andClark&2 €006, 2012, 2013; Nowell, Norris, White and
Moules, 2017stages were followed for a TTA approach at a semantic.level

A theme in the conclusion of this analysis represents something important in answering
the research question, that emerg@s2 NY' & | LJ G G SNY A ySinmilkriyIn A OA LI
this type of analysis, the aim is to provide a rich description of the entire dataset, allowing the
reader to determine important ideas, and also because, some of the participants interviewed
(stakeholders), have not been interviewed in previous research done on this topic.
Nevertheless, information initially coded that did not contribute in any way to answering the
research question was discarded in the fourth phase when reviewing themes.

Theanalysa F2ff26SR (GKS &AE LIKIF&SaE FNRY . NI dzy |

1. Familiarisation with the data: interviews were transcribed and translated. This
involved listening to the recordings several times to make sure that the
transcription was corret and complete. When the transcription and translation
processes were complete, | critically engaged with the content, listening to the
interviews analytically, making notes on key answers provided by participants that
could help address the research gtiea (Braun, Clarke and Weate, 208j:

2. Coding: this process of reflection allowed further interaction with the data
(Savage, 2000). The first time coding was done without the research question in
mind (top-down, inductive approach with open coding). 3 process was done on
the translated interviews using comments in Word, making notes on the different

topics and answers. An example of this is providedrigure 3.
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Ok, | have started recording, ok? Then, tell me what do you think about these English
courses?

Eh... let's see, the IEngIlshcoursesareoﬂ, well, they |are ok if you have timeL because

work, you know?

0k, I understand. Then, what part of the courses do you consider should change?

Eh... Look, |the Phone Sessions (PS) are super short. In the end, 15 minutes are nothingL

And ‘I can also tell you that they are the best part of the course{. I think that without the
PS | would not have made it past the first month, because the truth is that you find
yourself very anneL Let's see, |it gives you another freedom, and it allows you to do

things from home, or from the office or from the beach i

change the
useful for me at work or in my daily life, and from the platform | haven't been able to
get much out of it for that.

Ok, and what do you think about the evaluations? The evaluations in the platform.

Let's see, |if you really think that you can assess what a student knows about English by
filling in gaps, then | think they are good|. If we are realistic, bnd we all know that filling

in aanc dnacn’t Fall viain anvthing ahanit what van knawd than wall 1 truly think that thic

Figure 39: resulting codes the second time data was analysed

Noelia or Lia Cacheiro Quintas
Conditionality: time

Noelia or Lia Cacheiro Quintas
Expectations not met

Noelia or Lia Cacheiro Quintas
Discontent: course content & time

Noelia or Lia Cacheiro Quintas
Teaching method

Noelia or Lia Cacheiro Quintas
Usefulness

Noelia or Lia Cacheiro Quintas
Complaints PSs

Noelia or Lia Cacheiro Quintas
PSs positive & teaching method

Noelia or Lia Cacheiro Quintas
MQOD/Teaching method

Noelia or Lia Cacheiro Quintas
Pasitive aspects of MOD

Noelia or Lia Cacheiro Quintas
Time

Noelia or Lia Cacheiro Quintas
Student negative perception with learning

Noelia or Lia Cacheiro Quintas
DLP

For quality assurance purposes, this process was conducted a second time (Braun et
al., 2016) in Word using commengsan example can be seen drigure 310. No pithy

differences were noted between the first and the second time the interviews were coded.

Ok, | have started recording, ok? Then, tell me what do you think about these English
courses?

work, you know?

Ok, I understand. Then, what part of the courses do you consider should change?

PS | would not have made it past the first month, because the truth is that jyou find
yourself very anneL Let's see, it gives you another freedom, and it allows you to do
things from home, or from the office or from the beach if you want|, but it is not about
it being comfortable, it is about learning and about not wasting time, and | think thatin _
this course,él;hgygr\g\frarsqurtimg inrmrarnyrt;hing#.r Not in others, of course. | would .
change the Iatform[, because | want English for ﬁjseful|things, for things that can be

useful for me at work or in my daily life, and from the platform | haven't been able to
get much out of it for that.

0k, and what do you think about the evaluations? The evaluations in the platform.

Let's see, |if you really think that you can assess what a student knows about English by
filling in gaps, then | think they are good\. If we are realistic,land we all know that filling |

in @anc daacn’t tall uai anuthing ahaut what uai knawd than wall | truly think that thic
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| ri Positive gpinion,

Noelia or Lia Cacheiro Quintas

Condition; time.

Noelia or Lia Cacheiro Quintas

Negative expectations.

Noelia or Lia Cacheiro Quintas

Why discontent: DLP content & time required

Noelia or Lia Cacheiro Quintas

Teaching methed

Noelia or Lia Cacheiro Quintas

usefulnass,

Noelia or Lia Cacheiro Quintas

P85 downside,

H Noelia or Lia Cacheiro Quintas

PSs positive

Noelia or Lia Cacheiro Quintas

MOD/Teaching methed,

Noelia or Lia Cacheiro Quintas
Pasitive agpegts of MOD

Noelia or Lia Cacheiro Quintas
Student nagative percention with learning
Noelia or Lia Cacheiro Quintas

DLP

Noelia or Lia Cacheiro Quintas
usefulness



Figure 310: Resulting codes the second time data was analysed

3. Theme search: the first step was to run a search to look farNJFe@edions €.g.,

tutor). After running this search with NVivo with several words, these did not
group into ideas, and this approach was discarded.

The final approach consisted in actively looking for patterns in participants responses
(theoretical thematic analysis) bagen the number of times an idea would appear and its
meaningfulnessg.g., support provided by the tutor). This process was performed using
NVivo, where different segments were grouped onto initial themes (which NVivo calls nodes),
resulting in 35 differat overall themes. An initial list of latent themekbi¢l., 84) and the

number of sources and references allocated to each theme can be fourable 35.
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Nodes Sources References
EN training during working hours 5 7
Choice to take the course 6 9
Content 8 38
Evaluations 7 16
Financing 6 10
Future of the courses 4 5
Has the course helped you and how 3 4
HHRER advantages 2 4
Initial thoughts on the course 6 9
Is the course what was sold 8 15
Length of English study 1 2
Obligatory hours 6 10
Obligatory vs voluntary 9 18
Official Certificate 10 18
Pay for the course 2 4
Personalization or individualization 12 26
Platform 9 29
Potential solutions 8 20
Reasons to leave the course 15 g1
Reasons to study English 6 9
Recruitment or entrance 6 22
Roles 4 8
Satisfaction with the course 7 11
Social aspect 6 10
Solutions provided in real time 2 6
Student Support 6 28
Teaching and learning approach 14 69
The Tutor 13 61
Tutor Training 2 9
Type of student or learner 5 29
What to change from the course 9 16
What you are looking for 2 3
Whose decision is it to continue 2 2
Working conditions 3 9
Level 5 7

Table 35: Initial themes after the initial iterative theme search phase.

These initial themes were redefined through an iterative process of critically engaging
with interview contents, exploring generated codes, and categng ideas into themes based

on the repetition and meaningfulness of ideas. These themes were contrasted with the data
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coded into Word, grouping those codes into themes. The list of themes that resulted from

this process is presented irable 36.

Nodes

Enrolment Choice

Discontinuation Reasons

Course Content

Motives for English learning

Course Evaluations or Assessment

Student Recruitment

Course Finance

Stakeholder Roles

Future of the courses

Course Satisfaction

Has the course helped you and how

Social Interaction

HHRR advantages

Student Support

Individual Initial Expectations

Teaching-Learning Method

Students' Generated Expectations by
Recruitment

The Tutor

length of English study

MOD

Obligatory Hours

Student Characteristics

Obligatory vs voluntary

Students' Suggestions for Course
Improvement

Official Certificate

Expectations

Personalization or Individualization

Capacity to Decide Continuation

DLP

Workload

Stakeholders' Suggested Solutions for
Discontinuation

Allocated Level

Table 36: Final themes after the initial iterative theme search

From this process and the interaction with the interview datayas concluded that
on many occasions themes overlap, and have commonalities with other themes, showing the
compexity of the issue studied.
4. Theme revision: at this stage themes were reviewed independently, and in
relation to other themes. This allowegtouping themes into sections, resulting in the
creation of broader themes (named sections in this writing), and consequent sub
themes.
Sections wereestablists R F2f f 2gAy 3 GKS
(2007): prior to course, and duringtS O2 dzZNAS® t | NJ Qa

aitr3asa 2F tI N
Y2RSt LINRJA
piece of research, and in doing so, provided a logical and organised division of themes,
contributing to clarity in understanding the results. Additionally, a section of other factors

was included fothose factors that did not fit the previous two sections. These sections were

called: precourse, incourse and other factors. This division offers a chronological view of
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what happens at each stage of the courses, permitting an easier identificatiofiuEncing
factors in each stage.

From the latest version of themes presentedTiable 36, themes were observed
independently and in relation to other At this point, some themes were grouped because
these belonged to the same phase. Themes andteames progressed ashown onTable

3.7 from the initial stages to the final thees for the precourse section.

Initial Themes Final Themes Final SubThemes
Enrolment choice {GdzRSy (i aQ
Individual initial expectations Entry requirements

{ 0dzRSy G1&aQ SELISOGLI G A Initial evaluation

recruitment process exam
Obligatory vs Voluntary { G§dzRSy (i & Q | Obligatory vs
enrol voluntary

Motives for English learning

{ GdzZRSYy G aQ NBONHzA GYS

Allocated level

Table3.7: Theme progression

Themes developed as follows from thedourse Section.

Initial Themes Final Themes Final SubThemes
Course content Expectations an¢ Overall course satisfaction; expectatio
satisfaction and therecruitment process; satisfactio

and expectations

Course evaluation o Course Obligatory hours; Evaluations
assessment requirements

Has the course helpel Teaching andah5T (Sl OKAyYy3 YSiK

you and how learning FAGA FFEEtQT az2O0OAl f
Student  support; F2F; language

certificate.

HHRR advantages
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Individual initial

expectations

Students' Generate(
Expectations by

Recruitment

Length of Englisktudy

Obligatory hours

Official certificate

Personabation or
individualsation
DLP

Discontinuation reasons

Stakeholders roles

Course satisfaction

Social interaction

Student support

Teaching and learnin

method

The Tutor
MOD
{ O dzR Shyracestics

Expectations

Allocated level

Table38Y ¢KSYSaQ RS@St 2LIYSy

The final section of other themes included the following in comparison to initially

established themes

Initial Themes Final Themes Final SubThemes
Course finance Individual differences
Future of the courses Higher levels
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HH.RR. advantages External factors Time; balance: life, work|

training

Capacity to decide continuing Course during working

hours

{GdzRSy(GaQ &adza3ass

improvement

Discontinuation reasons

Table 39: Comparison of theme progression

As shown, themes were grouped from the initial division based on broader
classifications; and others were merged since they deal with the same underlying issues.
addition, themes were divided into stthemes, which helped group and yet separate certain
categories that align at the s#e levelbut cannot be analysed together. Similarly, the
subthemeteaching methodhas an additional division, allowing for morarity presenting

and analysing information.
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Name: Obligatory vs uoluntaryi

<Internals\\Staff\| P - § 2 references coded [2.37% Coverage]

Reference 1 - 1.36% Coverage

f25: The percentage of students who executes it, well, | don’t know, but easily 60%
completes it. And even more... So, we should be... Well, that they finish it voluntarily. Then
15% finish it obliged. Then there is a 20% who don’t finish it. So, that’s a little bit what we
try.

1126

Reference 2 - 1.01% Coverage

932: our contact in companies are the Human Resources directors, so the first contact and
the main contact that we have... those are the people we have to convince of the
advantages of online training vs f2f.

<Internals\\Staff\\Human Resources 1 EN> - § 2 references coded [7.72% Coverage]

Reference 1 - 5.38% Coverage

f9: we think that it is the right one, then we share it with students. We ask someone from
the company who is going to provide the training to come to our own company to present
the course, and that way, students have a choice... well, of seeing what the course is like

first hand, and to decide if they want to enroll or not.
q10:
Reference 2 - 2.34% Coverage

Figure 311: Example of a node and the references coded extracted from exporting the

obligatory vs voluntartheme.
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@Intemally it is the client who can decide always which students will be enrolling. | mean,
many times, it is done voluntarily — students are asked, and they decide to do it or not, and
in some other cases, the client simply sets the dynamics and... although | believe that most
of the time the course is voluntary, you know? It is not that they force you or make you. So,
from there, yes, | think that the student is who decides, the worker in this case, because
there are people who don't like the online section.

\Stud is\\Day

929:we were given the option, that initially was face to face, which was great, and then for !
whatever reason it changed to the online version and to me, in my case | was interested in
any type of English course, so if it had to be online, | chose online. And even more so since |

was paid by the company. ﬁvww ///e‘un« 1o ench

Figure 312: Example of therevision of themes (nodes)

5. Defining and naming themes: according to Braun and Clarke (2006) the naming of
themes, and the identification of sdihemes should havéaken place in this
phase. h my experience conducting TA, in the redefinition of themess¢hs&tart
to become clear regarding their meaning, and the need for further categorisation.
These are the reasons why those two tasks took place in phase four of the TA. In
this phase, Braun and Clarke (2006) also argue that themes must be defined briefly

in one or two sentences. Themes arising from this research are defined as follows:

Theme Definition
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{ GdzRSYy

recruitment

This theme brought to light the existence of the HRD and the role
person plays in student recruitment and enrolmeAtdditionally, this
theme describes the two routes in which students are recruited:

upon request of learning a skill; or, (2) via the HRD offering the co

Entry

requirements

This theme presents what is expected of students besides the of
requirement for access to these courses: to be employed by a Sp
corporation. Stakeholders stress the unofficial requirement
aGdzRSyiaqQ O2YYAGYSydGoe LG KAA3
background knowledge on students from TCs, limiting the knovel¢

of the student population.

Initial tKAa U0KSYS aK2ga GKS 2yfe LAS

evaluation background and their skills prior to enrolment. Participants disc

exam that the initial evaluation does not test all language skilighhghting
the deficiencies of this entry exam, which, at times, appears
allocate students to the incorrect level.

{ G dzR S y (i | Students talk about the different motives why they enrolled on th

motives to | courses, being the primary one wer&lated, but add others relate

enrol to the need for English in other areas of their life. They also dis
the lack of choice regarding MOD, methodologyeven the languagy
studied.
A subtheme within this theme: obligatory vs voluntary, continues {
narrative on & U dzR 3eAdodis Qo enrol, and whether they a
influenced by their companies to do so. Stakeholders from TCs
to be aware of this lackfahoice.

Expectations | This theme encompasses the overall satisfaction with the col

and satisfaction

which seems to have a changing perception from positive to neg
from the start to the end of the course. Additionally, it explo
LJ- NI A Oéxpektatiansi 6f the course from the recruitme
process, where there is a difference in perception from those wha
directly involved in the teaching and learning processudents and

LTS, and other stakeholders. Lastly, this theme presents
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satisfO i A 2 Y NBE3II NRAY 3 aiddzRSy G a-¢
participants acknowledging that they learnt English in some capg

but explaining that their expectations were not met.

Course

requirements

This theme presents the two obligatory requirements for succes
course completion, forming two sdihemes: (a) a number of houl
spent working on the DLP, which all research participants percei
unnecessary and counterproductive; and (b) passing 05%he
evaluations. Concerning these evaluations, students agree that {

should be a change, since these do not reflect their learning or

English level.
Teaching ang This is the largest theme of all, containing several largetiseimes
learning relating to teaching and learning tools the courses employ,

students and staff perceptions of those.

- ah5 |a | &adzdKSYS aLlsStH 13

F2F and that online is not the best mode for all of them

€ a2 3AF G§KSNRB Aatidds protie advanade]

and disadvantages of this MOD.

- The teaching method as a stileme shows the

RATFSNByOSa 0S06SSYy ad

perceptions regarding the method, with the form

acknowledging most of the advantages and sugges

improvements; andhe latter, speaking of the limitation

of the given method. This theme includes different aspg

related to what the course offers: the DLP, the appro

to its content, social interactiog involving the tutor and

0KS t{asz aiauRiBgfstdad prafeiante?o
aF2Fcourse.

- An official language certificate is included in this theme

is something welcomed by course participants, howe

the data tells that logistically would require son
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adjustment to prepare students to be ablto take an

official language exam.

Individual Stakeholders speak about their perceptions of the attribu
differences continuers and discontinuers tend to have according to thq
Additionally, this theme includes different categorisations
individud8 RAFFSNBYyOSa RSLISYRAY3

approach to the PS: their attendance, the language they use, or

rapport with the tutor.

Higher levels | This theme presents the two paths for students to access one o
higher levels (GC2): via the initial evaluation exam; or, |
successfully completing previous levels and continuing. Three reg
for discontinuation of students on these levels are identified fr
stakeholders: (1) there are no further levels to continue after the
(2) the lack of usefulness in the course content; and (3) students
more conversational interaction.

External factors| ¢ KA 4 GKSYS LINBaSyda (GKz2asS 7Tl
O2yiNRf® ¢KSAS Ay@2t @S GAYS:

commitments. Both factors are related, since the lack of t

a 0 dzR 8aimitéeQperience influences their capacity todvae life,
work and their English training. Similarly, students speak about
time the course requires, which in some cases, they perceive

waste of their time.

Table 310: Theme definition

6. Writing up: this last phase is found in the discussion chapter of this writing, where
themes and the meaning behind them (together with quantitative data) present a
coherent picture of the context where these online English courses take place, and
factorsA y Tt dzZSYOAy 3 &0dzRSyiaQ RSOA&AAZ2Y (G2 OR

Following these steps contributed toward rigour assurance, and therefore, credibility of
the results presented (Hammersley, 1992). In line with the epistemological standpoint of this

research, TA is not tikto any particular epistemological perspective (Maguire and Delahunt,
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2017), and rather, following the pragmatic approach stated at the beginning of this chapter,
this analysis method contributes toward answering the research queshidhematic map is
shown onAppendix12.
3.8 Triangulation

Triangulation is used to increase credibility, validity and reliability of findings in the
present CS (LincolryaR Ddzo I = mMpypoO® / NBagStft FyR aAiff SN
FR2LIGSR® ! OO2NRAY3I G2 GKSANI LISNRARALSOGAGS Wi
researchers search for convergence among multiple and different sources of information to
formthemS & 2 NJ O ( S 32 NAX R6). Infotfier words, iditfeFedt Gatacsources and
data collection methods are combined to analyse the object of investigation (Dérnyei, 2007).

In this research, triangulation is used to (a) contrast qualitative andtgatine data, (b)
O2y iGN} &0 AYF2NXIGAZ2Y &2d2NDS&azX F2NJ SEF YLX §=
adrFadSYySyidasz FyR 000X (2 O2YLI NB FyR O2y (NI &l
of the courses to enable an explanation of the reasons sthgents discontinue from these
online language courses. This contributes to minimise subjectivity and increase objectivity,
which strengthens the reliability of findings.

The process of triangulation can be seen in the discussion chapter of this gratiest|
where both quantitative and qualitative data are discussed, compared and contrasted in light
of findings, and existing literature.
3.9Summary

This CS research presents a mix methods approach to data collection and analysis as a
comprehensive wagf addressing the issue of discontinuation from online language courses
(Johnson et al., 2007; Creswell, 2003; Brannen, 2@35¢stablished, this approach allowed
for a holisticunderstandingof the investigated issueSecondary data, questionnaires at two
stages of the training, and interviews were used to understand the reasons why students
choose to discontinue from one year to the next upon course completion, providirgaa cl
picture of the need for a CS

Questionnaires were answered by 50 studevdrkers at two stages: before they started
working on the course, and once they finished their training. Itemghese questionnaires
were of a varied nature and were processed for numerically for statisticysinalnterviews
were conducted upon course completion with 15 participants that included past students,

students that completed the questionnaires, LCs, a recruiter, tutors, HRMs and a TMD, this
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being one of the main contributions to knowledge of thedstu These were transcribed and
translated into English for further analysis following Braun and Clarke (200ghase TA.
Results arising from the data collection and analysis shown in this section, are presented in

Chapter 4Results Analysis
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Chapter 4 Results Analysis

This section presents the analysis of the secondary data, both questionnaires and the
interviews. It is dividé in two sections: quantitative and qualitative, based on the nature of
the data.

Questionnaire results and secondary data are included as quantitaitheanswers
added and turned into numerical datand the interviews as qualitativeince these were
varied and lengthyTurning Interview data into numerical sets would be counterproductive
G2 GKS AyaSyaiazy 2F 3IFFAYAYy3d I NAROK YR Ay RS
4.1 Quantitative

This section presents the resultstbe quantification of questionnaires results from
50 participantsg 25 women and 25 meietween the ages of 26 and 55 who mibie
establishectriteria.

Gender was explored early (using -Slguare) to decide whether this should be
another unit of analysigmen or women), providing that notable differences were found. In
light of resultgTable 41 andTable 42), the main unit of analysis throughout this section was
the group divided between continuers and discontinuers, since no significant differences
were found within gender.Therefore, once the gendecomparison is presented, all
comparisons shown are between two groups: continuers and discontinuers on all variables.
This analysis usestdst and Fest for continuous variables; and for categorical variables
cross tabulations (Clsiquare).

Complementing the quantitative data, this section includes the analysis of items
collected as secondary data: number of PSs attended, amount of hours students spent on the
platform, and whether students continued or not in the IBJ19 academic yeag data
provided by TCs from their company records.

This quantitative section therefore presents the analysis by gender, and then it moves
to presenting the results in the different variables by the two main comparison groups:
continuers and discontinuers. Thesatdcomefrom secondary sources and questionnaires.
4.1.1Gender

From the total number of participants, there is an even split between men and women

(50%). Within the total number of discontinuers, 43.5% were female and 56.5% were male.
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Using ttest (age) and ManAWhitney Utest (for the rest of the continuous variables)
to explore differences associated with gender, the result showed no significant differences
betweengenderg(Table 41 and Table 42).

Discontinuation per gender

43,50%

= Male = Female

Figure 41: Discontinuation per gender
A Chisquare test for independence (with Yates Continuity Correction) indicates no
significant association between (dis)continuity and gendét, n=50) = 32, p= 57. phi =12,
Therefore, and as shown Kigure 42 and established by the .12 result from the Chi
square test for independencéwith Yates Continuity Correctignjhere is no significant
difference between men and women in terms(dis)continuationg meaning that there are

no notable differences in behaviour between men and women

Gender
60% 57% 56%
50% 44% 44%
40%
30%
20%

10%

0%
Discontinuers Continuers

m Male mFemale

Figure 42: Gender
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4.1.2 Students intention to continue

Studentparticipants were asked at the beginning and at the endth&f course
whether or not they had the intention of continuing onto the next level. Student perceptions
on these variables were split by (dis)continuitpdacompared against one another.
Furthermore, correlation between these two variables was checked.

a) Begnning of the course

Out of the total of participants, 71.7% expressed their intention to continue, with
28.3% saying that they did not intend to continue. If they sag 60.6% continued, and
39.4% discontinued. From those who sagd 53.8% discontinu whereas, 46.2% continued.
Finally, from those who discontinued, 65% had the intention of continuing, and 35% did not.

A Chisquare test for independence (with Yates Continuity Correction) indicated no
significant association between (dis)continuity andi dzZRSy 1 Qa gAt f Ay3Iy Saa

level, as expressed at the beginning of the courg€l, n=6) = 314, p= 575.

(Dis)continuation at the beginning of the course

Willing Unwilling

90,0%
80,0%
70,0%
60,0%
50,0%
40,0%
30,0%
20,0%
10,0%

0,0%

m Discontinuers m Continuers

Figure 43: (Dis)continuation at the beginning of the course
b) End of the course

Out of the continuers33.3% said that they would continue, nobody said that they
would not continue, and 66.7% said maybe. Out of the people who did not continue, 9.1%
said that they would continue, 40.9% said that they would not (this being the totality of
participants who s@ no), and 50% said magb Out of those who said mayb&2.1%
continued, with a notorious percentage who did not (37.9%).

It can be concluded that if a student says that they will not continue once they

complete the course, they will indeed not continuk 8 NS F2 NB>X GKA& A& |
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behaviour. It is acknowledged that a number of students do not continue when they declare
such at the end of the course.

A Chisquare test for independence indicated significant association between
(dis)continuityr YR Ay dSydAzya 2F O2ydAydzZAiy3a |G GKAA f

phi= .549, considered strong effect.

(Dis)continuation at the end of the course

80,0%
70,0%
60,0%

50,0%
40,0%
30,0%
20,0%
10,0%
0,0% -

Willing Unsure Not-Willing

m Discontinuers m Continuers

Figure 44: (Dis)continuation at the end of the course
c)/ 2NNBf A2y 0SG6SSYy {(dMRSY 1aQ t SN

! MaKjAdzr NE GSad AYyRAOFGSR y2 &aA3ayATFTAOLY
LISNDSLIiA2g PRt ahgzREPBEa G2 32 2yi2 GKS ySEG ¢
Overall, these results show that intentions regarding willingness to coatistated before
the course, are not indicative for later behaviour, while those stated at the end of the course,
are.
413{ GdzRSyGaQ . I O13INRdzyR

LYF2NXIOGA2Y 2y &a0GdzRSyd oF Ol aANRdzyR gl a O2f
they had access to the co@sThe intention wago see if student background would
predispose students to discontinuation. Information collected involved their previous
experience with English training, formal or informal; knowledge of other languages; previous
experience with onlia learning; and readiness to take the course in terms of perceived skills.
Formal and Informal English Training

Participants who continued averaged 25.2 years of formal training, and 24.9 years of

informal training; while participants who discontinued averaged 25.9 of formal and 26.2 years

of informal training.
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There are no significant differences for both groupseithervariable MannWhitney
U statistic for years of formal education is 302-(z£66, p=.868), and for years of informal
education is 29.5 (z=0.313, p= .754(Table 41 and Table 42).

Knowledge of aother Language/s

Out of those people who continuegland who all speak Spanistf.6% speak Gabn,

25.9% speak another language other than Spanish and Galician, and 44.4% have no previous
experience with another language. Out of those participants who discontinued, 30.4% speak
Galician, 17.4% speak another language, and 52.2% said that they dpaak any other
language. Out of all participants who claimed not to speak any language other than Spanish,
50% discontinued, accounting for 24% of the total of participants.

A Chisquare test for independence indicates no significant association between
(dis)continuity and knowing another languagg(1, n=50) = 568, p= 753.

{ idzRSY (1 aQ it biligNFaBiggSgstems

Out of those participants who said that had experience with online learning, 50%
continued and 50% discontinued. From those who said that they did not have experience,
54.8% continued, and 45.2% discontinued. In total, 16% said to have previous expaitbnce
online learning, being 84% those who said that did not.

AChialjdzr NB GSad FT2NJ AYRSLISYRSYyOS 06AGK CAa
association between (dis)continuity and students previous experience with online learning
systems 2 (1, n=50) = 061, p=1.

{ddzRSyGaQ {{Affa

From the total cohort of student participants, 61.2% suggested that they did not have
the necessaryverall skills to take the course, and 38.8% said that they did. From those
students who continued, 51.9% claimed to halke necessary skills, whereas 48.1% did not.
From the percentage of students who had the necessary skills, 73.7% continued, and 26.3%
discontinued, whereas from those students who did not have the necessary skills, 43.3%
continued, and 56.7% discontinuethis suggestthat students who do not think they have
the necessary skills might be at risk.

A Chisquare test for independence (with Yates Continuity Correction) indicated no
significant association between (dis)continuity araliing the necessary ovérakills to take

the course 2 (1, n=50) =3.19, p= 07.
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Necessary skills to take the course

90,0%
80,0% 77,3%

70,0%
60,0% 51,9%
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40,0%
30,0% 22, 7%
20,0%
0,0%

Have necessary skills Does NOT have necessary skills

48,1%

m Discontinuers m Continuers

Figure 45: Necessary skills to take the course
414t F NOAOALI yiaQ az20A0Sa FYyR [/ 2YYAGYSyd

This studyesploredLJ- NI A OA LI yiaQ Y2GA@Sa G2 addRe ¢
aGdzZRSytaQ RSOAaAzy (2 SyNRf 2y GKS&S LI NIAO

about their commitment to their English training.
{GdzRSy1aQ az2iA@Sa (2 {GddzReé 9y3IfAaKk

Before partigpants began their language training, they were asked about the reasons
and motivations they had to study English. From the sample of participants, 86% claimed to
be learning English due to work related reasons; which is one of the main indicators as to wh
students have decided to study English. From all participants who said that work was a reason

for them to study English, 46.5% discontinued.

Work motives- Discontinuers

= Motivated by WORK = NOT motivated by work
Figure 46: Studymotivated by work discontinuers
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Work motives- Continuers

= Motivated by WORK = NOT motivated by work
Figure 47: Studymotivated by work continuers

Work motives Total

= Motivated by WORK = NOT motivated by work

Figure 48: Sudy motivatedby work - total

Out of the total participant population, 40% of participants claimed to be studying
English to further theieducation, and from that percentage, 40% discontinued.

Accessing knowledge in another language is not one of the main reasons students
enrol ¢ only 30% of the total participating population claimed to do so. Similarly, 34% of the
participating populatont I A YSR G2 06S fSFENYyAy3a 9y3afAdaK oS
34%for selfimprovement, 30%becauseit was a challenge, and 16% said that thvegre
f SEFNYyAYy3I F2NJ WL SFadzZNBQd b23S GKFG adGddzRSyla

Ad2% ofi KS G201 f LIFNIAOALIYGAQ LRLMzAFGA2Y C
travelling related reasons. Interestingly, from those who claimed to be learning for trayelli

reasons, 66.7% discontinued, accountfog 28% of the sample. Comparison between the
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two groups was only significant for this variable (studying English for traveling reasons), where
a Chisquare test for independence (with Yates Continuity Correction) indicated significant
association between (dis)continuity and travelling as a reasoeaml|English2 (1, n=50) =

4.474, p= .027, phi= .353, showing medium size effect.

Travelling
80,0% 74,1%

Motivated by TRAVEL NOT motivated by travel

70,0% 60,9%
60,0%

50,0%
40,0%
30,0%
20,0%
10,0%

0,0%

39,1%

25,9%

m Discontinuers m Continuers

Figure 49: Enrolment for travelling

All other variables included as part of the reasons why students enrolled on the
courses showed no sigr@ant difference between groups.

{GdzRSy1aQ az2iA@Sa (2 9yNRf 2y (GKS&AS [/ 2dz2NBSa

These questions aimed at understanding the role employers had in stwdenkiers
enrolling on these particular English courses.

a) Voluntary vs Obligatory

From the full cohort of articipants, 66% claimed to be doing the course on 100%
voluntary basis, whereas 34% said no. From those who said that they were not doing the
course on voluntary basis, 58% discontinued. The obligatory or voluntary nature of enrolment
gains a more meanirfigl insight throughthe qualitative results.

Chisquare test for independence (with Yates Continuity Correction) indicated no
significant association between (dis)continuity and doing the course on voluntary or
obligatory basis2 (1, n=50) =1.01, p= 31.

by { 6dzRSYyG&aQ / 2N1LRNIdGA2ya LyTFtdsSy.
Out of all participants 30% claimed that tleeganisatiors they work for did not

influence them at all, while 70%, who were influenced, gave the following reasons:
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- The course was free of charge: 40% (fratmich, 40% discontinued,
accounting for 16% of the total of participants)

- Enrolled for work related reasons: 28% (from which 50% discontinued,
accounting for 14% of the total)

- Other: 2%{(did not discontnue)

Chisquare test for independence indicated no significant association between
(dis)continuity and doing the course on voluntary or obligatory b&sid, n=50) = 1.557, p=
.669.

Commitment

Upon enrolment, students were asked about their commitment to ithiénglish
training. This ranged from not committed at all, litle committed, quite committed, to
extremely committed. From the total cohort of participants, 24.5% of participants said that
they were not committed at all with their training, 38.8% said thhey were a little
committed, 20.4% said that they were somewhat committed, 14.3% said that they were quite
committed, and 2% said that they were extremely committed. The highest percentages
represent low commitment levels. Out of those who were not cottedi at all, 83.3%
discontinued, while 16.7% continued. Out of those who were a little committed, 63.3%
discontinued, while 36.8% continued. Out of those who said some, 10% discontinued, and
90% continued. No participants on positive values discontinued.

| fKjAdzZl NB 0Sad F2NJ AYRSLISYRSYyOS AYyRAOIGS
ORAAVO2YyGAYydzAGe YR K2g O2YYAGUGSR 28indfR)Sy (& ¢
= 20.944, p=.000, phi= .654, indicating large effect size. This shows that studemtm@emi

is a predictor of (dis)continuation.
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Commitment
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52,2%
50,0% 43,5%
40,0% 34,6%
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20,0%
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10,0% 4,3% 7,7%

oo ]

Commited Slight commitment NOT Commited

m Discontinuers m Continuers

Figure410Y { 0 dzRSyGaQ O2YYAlYSyid fS@St a

4.1.5Teaching and Learning

Upon course completion, students were asked about their perceptions of the course
features, including the iniil evaluation exam (entrevel test); their perceptions about the
DLP and the number of hours spent working on it; the PSs and the tutor; student support
provided by staff who are not part of the teaching body; and, the language certificate.
AdditionallyA Y F2 NXY I A2y FNRY &aSO2yRIFINEB RIGF 2y & dz
the number of participations in the forum was included.
MOD

Participants were asked whether they perceived studying online as an advantage or
as a disadvantage. F61d.2% ofstudents, studying online was amh\antage, whereas for
38.8%, a disadvantage. Outstfidents that continued, 70% thought it was an advantage, and
31.6%did not. Interestingly, out of students who discontinued, 30% thought it was an
advantage, and 68.4%ought it was a disadvantage, indicating that students valued the
MOD.

A Chisquare test for independence (with Yates Continuity correction) indicated
AAAYATFAOLIYG a3a20A1GA2Y 0S0G6SSYy ORAE4QD2Y GAYd
5.475, p=019, phi=.376, showing medium effect sithis is therefore a predictarstudents

who do not see online learning as an advantage are at higher discontinuation risk.
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Online study

90,0%
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70,0%
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59,1%

22,2%

Online - advantage Online - dissadvantage

m Discontinuers m Continuers

Figure41lY { 0 dzRSy (G aQ 2y fAyS aildzRé LISNOSLIWIAZ2Y
Course Mthod

Information on the teaching and learning method was colledtedn: a) Students-
who were asked about their overall preference, and about specific course aspects such as
their perceptions of reliability of the entry level exam, their preference efspnal
interaction, the tuta and the PSs, support receiveand their preferences on a language
certificate and b) from secondary data providing informationtbe number of hours spent
on the platform and forum participations

a) Best Method to Learn

Students who agreed that the given method was the best way for them to learn was
18.4%, whereas those who did not amounted for 81.6% of the total of student participants.

From those participants who discontinued, 11.1% said that they agreed with this &eing
adequate method for them to learn, whereas 52.5% said that it was not.

AChialjdzr NB (GSaG F2NJ AYRSLISYRSYOS 06046AUGK CA:
association between (dis)continuity add(i dzZR 8 UBDSQ LG A2y 2F (KA A O0SAY
F2NJ 0 KS Y2495 =3I552Yp= .030, phi=.322, showing medium size effect. This is
therefore a predictor that students who do not think that this is a suitable methodology for
them, are at higher riskfadiscontinuation. The question these results raistates to the

features of the methodhat make students feel this wawhich isexploredin the qualitative

results(4.2 Qualitative.
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Study method
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Figure 412y { (4 dzZRSy (i aQ LISNDSLIiA2y 2F GKS YSGK2R 27
b) Initial Evaluation Exam
From the totality of the sample, 74% of participants agree with their initial evaluation
results; and 26% did not. From those participants who agreed with their evaluation results,
45.9% discontinued, and from those who did not agree, 46.6% discontinued.
A Chisquare test for independence (with Yates Continuity Correction) indicated no
significant association between (dis)continuity and their entry exarfi, n=50) = 000, p=1.
c) Hours on theDLP
The number of hours students have to spend on the DLP wgalsrex from three
different angles. First, from the numbers collected from secondary data provided by the
platform, showing the time each studeapparentlyspent working on the DLP. Secondly, this
study looked at the perception of students of these obfigg NBE K2 dzNRAT YR FAY L f
perception of the impact these hours had on their behaviour.
C1. There is a significant difference between groups in terms of the number of time
spent on the DLP (measured in hours). Mahitney U statistic is 11&=3.85, p=.000). The
group of students who continued had median number of hours on the platform of 166, and
those who discontinued, had median number of hours on the platform of(I&Ble 41 and
Table 42). Thisis thereforea predictor for student discontinuation behavioas perTable 41
and Table 42; indicating that those students doing only the obligatory hours (110 hours) on
the platform have a higher tendency toward discontinuation, whereas those who do more,

have a highetendency to continue.
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GhbHd® wSIIFINRAYI a0GdzZRSydaQ LISNDGlodihe ol 2 F
number of student participants, 66.7% perceived that the number of hours on the platform
were too many; with 33.3% of students claiming that they were enough.

From the discontinuers, 88% of participants perceived that tee were too many
hours, and only 18.2% thought that they were enough. From those students who perceived
the number of hours as too many, 56.3%cdistinued, and 43.8% continued, suggestargy
indicator that the obligatory nature of the hours needs further exploration.

A Chisquare test for independence (with Yates Continuity Correction) indicated no
significant association between (dis)continuity and their perception of the hours spent on the
platform 2 (1, n=48) =3.031, p= 082.

Perception obligatory hoursDiscontinuers

= Enough mandatory hours = Too many mandatory hours
Figure 413: Perception of the obligatory hoursdiscontinuers

Perception obligatory hoursContinuers

= Enough mandatory hours = Too many mandatory hours
Figure 414: Perception of the obligatory hoursontinuers
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C3. Concerning the impact of the obligatory hours participants had to spend on the
DLP on studer(dis)continuation, K2 ¥ (G KS LI NOLAOA LI yiaQ aG2aGrtz o
did not have an impact on their decision to (dis)continue, whereas, 69.4% agreed that these
had or might have had an impact (36.7% and 32.7% respectively).

From those who suggted that hours spent on the platform would have an impact in
their decision to continue, 66.7% discontinued, indicating that these hours might be a factor
needing further consideration in terms of student discontinuation. From students who said
no, 33.3%discontinued, and from those who said maybe, 31.3% of students discontinued.

A Chisquare test for independence indicated no significant association between
(dis)continuity and the impact the number of hours had on their decistbofi, n=49) = 5.463,
p=.065.

Impact obligatory hoursDiscontinuers

= Obligatory hours HAVE impacted the decision
= Obligatory hours MIGHT have impacted the decision

= Obligatory hours have NOT impacted the decision

Figure 415: Impact of the obligatory hoursdiscontinuers

Impact obligatory hoursContinuers

= Obligatory hours HAVE impacted the decision
= Obligatory hours MIGHT have impacted the decision
= Obligatory hours have NOT impacted the decision
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Figure 416: Impact of the obligatory hourscontinuers

Impact obligatory hoursTotal

30,6%

32,7%

= Obligatory hours HAVE impacted the decision
Obligatory hours MIGHT have impacted the decision
Obligatory hours have NOT impacted the decision

Figure 417: Impact of the obligatory hourstotal

d) Student Support

Once students finished the course, they were asked about their perceived support
during the course. To answer this question, participants were told to not account for the
support provided by the tutor, therefore, in their responseipport provided by the tutor is
excluded. Interestingly, 63.3% of students did not think they received enough support during
the course by staff (excluding the tutor), leaving 36.7% of students who thought they did.
Because the tutor provides linguissapport, this result means that other areas (pastoral or
technical) require further consideration regarding the support provision offered to students.
From students who discontinued, 13% thought they received enough support, whereas 86.4%
did not. Fom students who said that they received enough support, 83.3% continued.

A Chisquare test for independence (with Yates Continuity correction) indicated
significant association between (dis)continuity and staff support (excluding tutor suppgort)
(1, n49) = 7.451, p=.006, phi= .433, showing medium effect Blie.means that perceived

support upon course completion is an important predictor for (dis)continuation.
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Perceived support
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Figure 418: Impact of perceived support
e) Social Interaction
Students were asked about their perceptions regarding opportunities for social
interaction, which relate to PSs and tutor interaction. Similarly, information was gathered on
other opportunities to interact in conversation, and on the forum (from secondatw).
- Tutor
I.  Tutor helped stay on the course: at the end of the course, students were asked about
the figure of the tutor, and whether it helped the stay on the course. In response, 66%
of participants claimed that the tutor lttbeen an important factordward completing
the course, whereas 34% diat) showing, that the tutor plays an important role in
the courseadequateperformance. For 62% of participants, the tutor was an important
factor toward continuing onto the next level, whereas 38% did notklsio, showing,
that the tutor plays an important role to keep students on the course. For those two
variables, the Cksquare test shows no significant differences, showing that for both

groups, the tutor is equally valued.
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Tutor's importance Discontinuers

= Tutor Important = tutor NOT important
Figure 419Y ¢ dzil 2 NI & digcoftidaesli  y O S

Tutor's importance Continuers

= Tutor Important = tutor NOT important

Figure 20Y ¢ dzii 2 NI & cohtiviueld NI | y O S
[I.  Tutor as key element on the course: for 74% of participants the tutor has been a key
element on the course, with 26%ho did not think so; showing, that the tutor plays
an important role within the course. A Géqguare test for independence (with Yates
Continuity correction) indicated significant association between (dis)continuity and
the tutor being a key element omé course 2 (1, n=50) = 5.185, p=.023, ph0=368,
showing medium effect size. This means that the role of the tutor acts as a predictor

of student (dis)continuation.
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Tutor as key
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Figure 221Y ¢ dzi 2 N & LISNOSLIWiA2y | & 1Se

[ll.  Tutor not neededn the course: only 14% of participaritought that the tutor was
not needed on the course, and in this case, all participants who thought so,
discontinued. ACRi lj dzZ NBE (GSaG F2NJ AYRSLISYRSYOS 06 gAl
significant association between (dis)continuity and the tutor not being needed on the
course ? (1, n=50) = 7.194, p= .002, phi= .437, showing medium effect size. This

further confirms previous findings of the importance of the tutor on these courses.

Tutor not needed

120,0%
100,0%
100,0%
80,0% 69,6%
60,0%
40,0% 30,4%
20,0%
0,0%
0,0%
Tutor needed Tutor NOT needed

m Discontinuers m Continuers

Figure 422: Perception that the tutor is not needed
- PSs attendance:
l. Number of sessions: Information on the PSs was gathered from secondary data
from attendance reports provided by TClhere is a significant difference

between continuers and discontinuers regarding the number of sessions they
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attended. ManaWhitney U stattic is 73.5 (z4.641, p= .000). The group of
students who continued had median attendance of 32, and those who
discontinued, had median attendance of f&able 41 andTable 42). This item

is a predictor for student (dis)continuation, with those students who had
higher attendance rates being more inclined toward continuing, and those
students who had a lower attendance rate having a lower continuation rate.

Il. Help to stay on the course: students were asked about the PSs and whether
they were a tool that helped them syaon the course. The majority of
participants agreed that the PSs helped them stay, 87.8%, with 12.2% of
participants answering no. The totality of participants who said no,
discontinued from the course, whereas only 37.2% of those who said yes
discontinuel. A Ché& lj dzZ NB GSad FT2NJ AYRSLISYRSyOS
indicated significant association between (dis)continuity and whether the PSs
helped stay on the course® (1, n=49) = 6.045, p= .005, phi= .414, showing
medium effect size. This means thaetnumber of PSs students attend acts as

a predictor of student (dis)continuation.

PSs
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Phone sessions HELPED to stay on tfiRhone sessions DID NOT help to stay ol
course the course

m Discontinuers m Continuers

Figure 23 &8 aidzRSy i Qa LISNOSLIIAZ2Y
- Further Interaction: students were asked about whether they would have benefited
from further interactionwith the tutor, and with other peers. Everyone in the sample
agreed they would have benefited from contact and interaction with other students.
CKA& aASNWBSa Fa Iy AYRAOFGAZ2Y 2F a0GdzRSy i Q:
those features they woultvelcome, and as a factor toward (dis)continuation.
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Contact with other students
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Figure 424: Impact of contact with other students
Similarly, everyone in the sample agreed they would have benefited from more

contact with their tutor. This serves as any RA O 1 A 2y 2 T anbthedzRa$ty” ( Q &

improve the course.

Contact with tutors
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m Discontinuers m Continuers

Figure 425: Impact of contact with tutor
- Forum participation: The number of times students participated in the forum were
added, and checked against the tiomers and the discontinuers groups. There is a
significant difference between groups in the number of times students participated in
the forum, with the ManAWhitney U statistic being 230 (2598, p= .009). This

indicates that students who are more esged in the forum have a higher tendency
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to continue, whereas those students who are not, have a higher tendency to
discontinue; therefore, the participation rate in the forum serves as a predictor for
(dis)continuation(Table 41 and Table 42).

Forum Participation
2,0%

2,0% 4,0%

mo0
ml
m2

m4

Figure 426: Forumparticipation
- Official Language Certificate
At the end of the course, participants were asked about the possibility of gaining a
language certificate. Students who said that gaining an English certificate would be a reason
for them to continue is 56%. Frothose participants who did not continue, for 60.9% it was
important to gain a certificate, for 34.8% it was not, and 4.3% did not answer this question.
From those participants who did not see value in gaining a certificate, 38.1% discontinued and
61.9% catinued.
A Chisquare test for independence indicated no significant association between
(dis)continuity and students wiib gain a certificate? (1, n=50) =1.883 p= 390.
4.1.6External Factors
Externals factors were considered to see ifthese Woull F F SO0 a i dzRSy G aqQ
continue. Students were asked at the end of the course about their workloads, and about
their capacity to balance different aspects of life.
{ddzRSydaQ 22NJf2FRa
Learners were asked if their workloads increased, decreased or stayed the same
RdZNAY 3 GGKS GAYS GKS& gSNB Ay@2t SR Ay GKS 9,
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total, 42.9% said that their workload increased, whereas 57.1% said that theiroadrkl

stayed the same. None of the students said their workload decreased. From those students

who did not continue, 72.7% of them experienced a workload increase, and 27.3% had said

their workload stay the same. From those whose workload increased 76.p%tafipants

RAAO2YGAYdzZSRE aK2gAy3d GKS NBfS@OlIyOS 2F GKAaA
A Chisquare test for independence indicated significant association between

ORAAVO2Y GAYdzA G & 2IRN=4D)i=dzR 54§, (p=1.000, pHE-BIK, fsHdwirkg)

large effect sizeThis is therefore a predictor that students whose workload increase are more

at risk of discontinuing.

Workload
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Figure 27y { 0dzRSy Ga é2NJf21FRaQ AYLI O
Balance of Personal and Professional Lives wiithir Language Training

Students were asked about their perception of their-liferk-study balance on a scale
from oneto-five, one being not difficult to balance at all, and five being extremely difficult to
balance. There is a significant differencevee¢n groups: ManiWhitney U statistic is 44.5
(z=5.231, p= .000). The group of students who continued aadedian score of two and
those who discontinued had a median score of four, showing that those students who had
more difficulty balancing their peosal, professional and educational responsibilities, were
more inclined toward discontinuing; and those who managed to balance those three aspects,

were nore inclined toward continuin@lable 41 and Table 42).
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Once the course finished, students were asked whether their initial expectations had
been met, if students were satisfied with the training received, and whether this training had
been useful to fulfil their language training needs.
Expectations, Experiere and Satisfaction
a. Expectations vs experience: upon course completion, students were asked
whether expectations set out at the beginning of the course matched their
experience at the end of their training. The amount of students who said
that their expecations matched the experience is 34.7%, those who said
no are 8.2%, and those who said more or less being 57.1%. From those
whose expectations matched their experience, only 17.6% discontinued.
From those whose expectations did not match their experierd&o
discontinued. Lastly, from those who said that their expectations more or
less matched their experience 57.1% discontinued. As@are test for
independence indicated significant association between (dis)continuity
and whether their experience on tleurse matched their expectation3
(1, n=49) = 8.265, p= .016, phi= to take .411, showing medium effect size,
showing that matching expectations of the course upon course completion

is a predictor of behaviour.

Experience & Expectations

80,0% 72,7%
70,0%
60,0% 51,9%
50,0% 44,4%
40,0%
30,0%
20,0% 13,6% 13,6%
10,0% - - 3, 7%

0,0% I—

Met course expectations NOT met course More or Less

expectations

m Discontinuers m Continuers

Figure 228Y { (i dzRSy (i 4Q SELISNASYOS |yR SELISOGIGAZY A
b. Satisfaction: at the end of the course, students were asked if they were

satisfied with the training received. From the total of participants, 83.7%

189



were not satisfied with the training received, and 16.3% were. Riwse

who discontinued, 90.9% were not satisfied with the course, and 9.1%
were. These rates however, show a very high proportion of student
dissatisfaction on both group& Chisquare test for independence (with
CAakKSNDa SEIFOG S &xdany asshojation detiieSrR Y 2
(dis)continuity and student satisfaction with the courgé1, n=49) = .720,

p=.269.

Satisfaction Total

m Satisfied
= NOT satisfied

Figure 29y { G dzZRSy (G aQ alidGAraFlOdAazy AYLI Ol
Usefulnessz 6 F NR ! OKAS@AYy 3 {GdzRSyiaQ D2lfa |yR bSS
Participants athe end of the course were asked about the usefulness of the language
training they had on a scale from one to five; one being not useful at all, and five being
extremely useful toward achieving their English language goals and needs. There is a
significan difference between groups, in terms the usefulness of the course toward achieving
their English learning goals/needs: Mawhitney U statistic is 149.5 (8:066, p=.002). The
group of students who continued had median score of three, and those whordisoed
had a median score of two on a scale from @adive (one being not useful at all, and five
being extremely useful). This means that students who found the course useful toward
achieving their goals and fulfilling their linguistic needs are nickned toward continuing,

whereas, those who do not, areare likely to discontinuéTable 41 andTable 42).

Test statistics
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Difficulty
Hours spent Years |Years balancing life,
Participations |working on |Attendance [studied- |studied- |work and
in the forum  the platform |(out of 34) formal |informal |course
Mann- 44.500
Whitney U230.000 113.000 73.500 302.000 [294.500
VA -5.231
-2.598 -3.850 -4.641 -.166 -.313
Asymp. .000
Sig. (2 009 .000 .000 .868 754
tailed)
Test Statistics
Online Online learning |PSand
Usefulness glearning and |opportunityand |decision to [Motivation to
EN at work |enrolment  |enrolment enrol finish the course
Mann-
. 301.000 286.500 294.500 276.500 [303.500
Whitney U
Wilcoxon W577.000 664.500 672.500 654.500 681.500
VA -.191 -.488 -.326 -.700 -.141
Asymp. Si
_ .848 .626 .745 484 .888
(2-tailed)

Test Statistics

EN

Commitment to learn

priorities

Rank EN within your

Course gefulness
toward fulfilment of EN

language needs
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Mann-Whitney U [89.500 221.000 149.500
Wilcoxon W 365.500 599.000 402.500
VA -4.385 -1.791 -3.066
Asymp. Sig. (2

_ .000 .073 .002
tailed)

a. Grouping Variable: Students who continued

Table 41: Group comparison for (dis)continuity (Matwhitney Utest)

Life, worklUsefulness

Has this Hours n and fulfilment of
student Forum the Attendance Commitment course [EN language
continued? |participationsjplatform |(out of 34) o learn EN |balance needs
yes [N 27 27 27 26 27 27

Median .00 166.00 [32.00 3.00 2.00 3.00
No N 23 23 23 23 22 22

Median .00 153.00 [13.00 2.00 4.00 2.00
TotalN 50 50 50 49 49 49

Median .00 158.00 [26.50 2.00 4.00 3.00

Table 42: Group comparison for (dis)continuity on madiscores

4.1.8Summary ofQuantitative Results

The following tables present a summary of statistically significant and releuatfitative

results
Quantitative Data Results
Predictors
1 | Students intention to continue at the end of the course
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2 | Students motives to study English, particularly wisbnosing to do so for travelling
3 | Students commitment toward their learning
4lah5Qa LINBFTFSNBYyOS
5| The course method 0 Whether students perceive that this is their best
method to learn English
0 The number of hours students spend working on thé
DLP
0 Theirperception of the number of obligatory hours tg
be spent on the DLP
o {GdzRSy1aQ LISNOSAGDSR & dzl
by the tutor
0 Need for the tutor
o ¢KS t{&a IyR addzRSydaqQ |
o Forum participations
6 | External factors o Studentsworkloads
o { U dzR Sapdtity @ balance their personal and
professional lives with their training
L 0 Expectations vs experience upon course completior
rped dzl? syuao R o Usefulness of the training toward their learning goal
perceptions

Table 43: immary of predictors of discontinuation from quantitative results

Quantitative Data Results

Relevant Statistics

1 | Motives to 0 86% of students enrolled due to work related reasons, from
study English which, 46.5% discontinued
0 40% of students enrolled to further their education, from whid

40% discontinued

2 | Motives to 0 34% of students enrolled on obligatory basis, from which 509
enrol on these discontinued
courses
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0 70% were influenced by the organisations they work for beca
the course was free of charge for them, or because of work

related reasons, from whicl®8%discontinued

0 81% of students perceived the obligatory hours as too many,

3 | Course method ) _ )
from which,56.3% discontinued

0 69.4% of students agreed that the obligatory hours had or m
have had an impact on their decision to discontinue, from

which, 66.7% discontinued

Table 44: summary of relevant statistics for discontinuatirom quantitative results
4.2 Qualitative

The analysis of the qualitative dataesa TTAapproach at a semantic level, following
the stages set out by Braun and Clarke (2006, 2012, 2013; Nowell, Norris, White and Moules,
2017). The TTA considers the categories of the quantitative analysis; however, it is open to
new emerging themes from theollected data in the interviews to help answering the
research questions. Data was divided into three nsaotions as shown in Table 3, 1here
a division of themes can be observed. These themes contribute toward answering the overall
question of this r& S NOKY ¢gKI & AyFfdzSyOSa adGddzRSyidQa

traditional adult workers in online neregulated language courses in Spain.

Section Description Themes

PreCourse | Items, events and factor, {0dzRSYy (1aQ NI ONIHzA

that take place before Entry requirements

their training.

|l
ll
students enrol and sta T Initial Evaluation Exam
1 Students motives to enrol:
0

Obligatory vs voluntary

In-Course ltems, events and fact 1 Expectations and satisfaction
that take place as thg¢ o Overall course satisfaction
course develops and ond 0 Expectations and the recruitmer

the course ends. process
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This section alsocludes o Satisfaction and expectations
course features such g 1 Course requirements
the DLP, its content, an o Obligatory hours
PSs. o Evaluations
{1 Teaching and Learning
o MOD
0 Teaching method
x The DLP
x WhyS aAl S FAadaa |
x Social interaction
x PSs and the tutor
x  Student support
x F2F
o Language certificate
Other ltems that might not 1 Individual differences
Factors necessarily fit into the 1 Higher levels
pre-course or the in 9 External factors
course stages, and ai o Time
generally outside o Balance: life, work, training
LIJ- NI A OA LI y i 1 Course during working hours

Table4 .5: sections, themes and subthemes from the qualitative results.
4.2.1Section One: Preourse

This section aims at gathering events and thoughts as to what happens before
students enrol, including how training companies reach students, entry requirements, what
students know about the course before the start, and reasons for enrolment.
{ G dzR S yérititnént w S

Through the understanding of the recruitment strategy, and the possibility of talking
to stakeholders, a previously unknown agent who directly has an influenstudentswas
identified: TheHuman Resources Director or Manager (HRD) of the corporations that hire the

courses from TCs, who acts as an intermediary between TCs and students. This was learnt
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from the recruiter and the TMD, who referred to this person as the HRD, or more commonly,
ad WYiKS 0208 gedled, étadenisdne not presented the course directly so they
can decide whether to enrol or not; instead, TCs initially contact HRMs and present courses
to them [Ext.2]. These Managers would then decide if the course septed to students,

and to which students; therefore, TMDs are identified as an initial filter for student

enrolment.
Extract (Ext. 1) “Our contact in companies are the HRDs”. (James —R1)
Ext. 2 “You need to think that the recruiting of students is not done directly by us.
We contact the client directly”. (Lara—TMD1)
Extracts 12

Interview data clearly presents two paths as to how students come about these
courses [Ext-®]: (a) when students need specific skill, and therefore they request the
training themselves; and (b) (most common) via the HRD offering the courses to students.
The fact that there is a person in between the recruiters of TCs and students means that
someone else other than studenhas a say in who can and cannot enrol, turning the HRD

into an important factor to account for.

Ext. 3 “There are two ways in which this [students learning about the courses] can happen. The
first one is that workers have a need, or lack of knowledge on something and they
request training from us. In that case, we are to find a solution to provide it. Or a second
option which is that training companies come and sell us their products, | mean, their
courses or platforms, or talks, and in that case... and this is, sorry, the case of these
English courses you are asking me about”. (Sara — HRD1)

Ext. 4 | “Company sends their salesperson with certain products, courses, etc. Also depending
on what students need, or sometimes on what the company suggests. For example, this
English courses you are asking me about, this have bheen suggested by the company,
because... well, it is more and more necessary every day to speak English, and in a close
future, 1 think that we will need English more and more”. (Dani— HRD2)

Ext. 5 “These [the courses] can come in two ways: they either look for us, or we look for
them”. (Dani —HRD2)

Extracts &

¢KS FTAIddNB 2F (GKS |1 w5 LXleéea aSgOSNI f NER f

enrolment, and (dis)continuation. First, they play a rolel@ciding what courses are offered

to workers, being able to make the initial decision of allowing their corporations to receive
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certain courses [Ext.6]. Secondly, they play a role on the student recruiting process; since this

is the person who contacts wkers to seek potential candidates to become students on the

courses [Ext.7]. Another role played by the figure of the HRD is the capacity to decide who is
allowed to enrol and who is not [Ext.8]. This gives this person the final say in who can and
cannot erol, creating a scenario where involuntary discontinuation is possible. In other
g2NRa&YX atdzZRSydaQ RAaO2yGAydzZ GA2y YAIKG 0SS RS
to lead students toward specific courses, and decide who can and cannot enrahgptlais

person in a key position regarding student enrolment and recruiting, and consequently

student later behaviour: (dis)continuation.

Ext. 6 “Our contact in companies are the Human Resources Directors, so the first contact
and the main contact that we have... those are the people we have to convince of the
advantages of online training vs f2f”. {James — R1)

Ext. 7 “They come to us, since we are the contact they might have in Human Resources in
the different companies. Then if we are convinced by the product, and we think that
it is the right one, then we share it with students”. (Sara— HRD1)

Ext. 8 “They contact the clients, they offer them the service and if the client is interested
then, internally it is the client who can decide always which students will be
enrolling”. (Lara—TMD1)

Extracts €8
Entry Requirements

{GdzRSyiaQ SyidNE NEIlj dzZA NBYSy (i & -participaats. ¢ K I (i
Officially, there is one requirement for participants to be able to enrol: to be employed by a
Spanish firm [Ext.}12]. Stakeholders highlight one other condition in the interviews:
commitment to finish the course [Ext®], however, there is no way ohderstanding what
this commitment entails. No other entry requirements are requested of workers to enrol on
the courses [Ext.13]. Participants are not asked to provide any background information
regarding knowledge of the subject of study, expectationsfietor taking the course, their
technological literacy, or other [Ext.14]. This means that when students access the course,
TCs and those involved in the training process do not hold any information on their students

other than the initial language profemcy evaluation.
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Ext. 9 | “Yes, of course, everyone who wants to do the course, and commits to do it, no problem”.
(Sara—HRD1)

Ext. 10 | “The requirement is that they commit and that they

complete it”. (Sara — HRD1)

Ext. 11 | “All those who want to... can. We ask them to finish it and that they work on it. It is not

enrolling for the sake of enrolling, you know? But generally, people complete the courses”.
(Dani — HRD2)

Ext. 12 | “The truth is that there isn’t any entry requirement they have to meet. That they want to
do it and that’s it. That they are interested”. (Dani — HRD2)

Ext. 13 | “That they want to do the training”. (Kiah — LC1)

Ext. 14 | “Before [they enrol] we don’t have any sort of survey”. (Kiah — LC1)

Extracts 914

In conclusion, teaching staff do not have any information on students @reost
enrolment, and students do not need to have any previous experience with online courses or
English. The official requirement is that they @amployed at one of TCs, and the unofficial
that they commit to the training.
Initial Evaluation

The entrylevel exam (or initial language proficiency evaluation) is the only
information teaching staff and administrative staff hold on students. This test claims to
establishad ( dzZRSyYy (a4 Q f S @S42). 7t BmportanKfér studen@vio bé atlaed
onto the right level, so the course is not too easy or difficult for them.

The test consists of a brief listening exercise where students have to fill the gaps, as
well as some grammar exercises, also by filling gaps or muttigiee exercises, prvided as
part of the package TCs buy frdpeexxas their platform. Severalmails were sent to the
content provided $peexk to ask for further information on these initial tests, with no
response obtained. Because the origins of the tests is unkndvisistudy cannot comment
on its design, validity or other. What is known is that there is no oral or conversational
element, nor written composition exam [Ext.15] and that TCs staff does not hold any
knowledge as to how it was designed. Additionally, shideare allowed to move levels up or

down within the first two weeks of the course [Ext.16].
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Ext. 15 “It takes place in the platform as well. It is written, and it has listening exercises. The
speaking is not tested, but listening yes. It has an exercise where you have to listen to
audio or... there are exercises online of what is done on Speexx. Fill the gaps. Choose
the right word. Sometimes to write filling the gaps. A little like this”. (Kiah — LC1)

Ext. 16 “We are quite flexible at the start of the training and in the first few weeks we try to be

on top of them for that reason. Because if the student things he/she is in a low level,
we move him/her up; or if he/she is on a high one, to move him/her down”. (Kiah —

LC1).

Extracts 1516

There is no oral examination, nor writhe@mposition, and therefore, students can be
placed under an inadequate level for one or more of theguage skills (oral, or writing),
f SFRAY3 (2 &addzRSydaQ 2Nl Ay3a 2y | §S@St
therefore, doing the course too fast, or too slow [Ext.17]. This et@sy uses the same type

of activities students find withinhie DLP, which do not focus on all fdanguage skills, and

i KI

could lead to a misrepresentation of students English language proficiency [Ext.18]. Staff

seems to be aware of this situation; however, no action has been taken to correct it fExt.19

20]. In someother cases, students might complete a course and not think whether the level

is adequate for them [Ext. 21].

Ext. 17

“What we see, many times, and | am sure Kiah has probably told you things, is that
people go too fast. And sometimes we need to re-direct them”. (Lara— TMD1)

Ext. 18

“l also think that it would be good to change the entry level test, and that it would
contain a little bit of oral, because at the end, it is based on similar exercises as the
platform”. (Maria — LC2)

Ext. 19

is only and exclusively about your written skills is not realistic, the same way that it
wouldn’t be about the oral skills”. (Raquel — LT1)

“It is true that there are some students who, of course... at the end saying that English

Ext. 20

[With regards to students being placed on the right level] “Some yes, and some no...”
(Kiah — LC1)

Ext. 21

[With regards to being on a level that was too low for this participant] “No, no, well, |

don’t know. Although... yes, maybe that was it. | don’t know”. (Nelly — S5)

Extracts 1721

Students trust the system and professionals operating on these courses to place them
on the right level; however, sometimes theealise that this is not the case. In light of this,
learners are allowed to change levels during the first two weeks of the course, as the most
immediate, and it appears, only solution [Ext.25]. Moreover, staff acknowledge the need for

change when it cmes to the entry levetest, because not all skills are assessed, and that it
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does not always place students on the right level as one of the LCs claims after having done it

herself [Ext.224]. In conclusion, students have two weeks to be reallocated naigtit not

realise that they should have been allocated a different level [Ext.26], reason why they might

GKS 02y iSyd dzyOKIttSy3aay3d wIOEGPHCcBD { G

FTAYR

topic of discussion by any of the interviewed members, éfere, there is no further account

of these events.

Ext. 23

[with regards to including an oral exam:] “Would be of massive help when it came to
determining the level of each student, because at the end a language is not only
written and also, it is not only spoken”. (Kiah — LC1)

Ext. 24

“I can tell you my experience, because two months ago | tried the test level because
they changed it, and | did it. And | got a level B1.1 and | can assure you that my
spoken level is not that of a B1.1. Then yes, there can be differences on what comes
out of the written test and the speaking”. (Kiah — LC1)

Ext. 25

“We are quite flexible at the start of the training and in the first few weeks we try to
be on top of them for that reason. Because if the student thinks he/she is in a low
level, we move him/her up; or if he/she is on a high one, move him/her down. Always
in communication with the tutors to see the perception they have of them in the PSs.
That’s what we try”. (Kiah — LC1)

Ext. 26

[referring to the content of the level she was allocated to] “Too, too easy”. (Nelly —
S5)

Extracts 2326

¢ KA a

GKSYSsS O2YLX SYSyuAy3a (GKS | 062@S

discloses an issue known by stakeholders: the et#isy needs to be reviewed as it does not

i KSY!

include all laguage skills. Consequently, students are sometimes placed in an inadequate

level; to which, no solution has been provided despite staff awareness. Students, in some

cases, do not seem to be aware of this misallocation, leading them to think that theedsurs

too difficult or easy.
{GdzRSyiaQ az2d0A0Sa (2 9yNRf

Studentparticipants present several motives as to why they decided to enrol on the

online English courses. Their occupation seems to be the main reason to study English via

these courses [Ext.2Z9].
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Ext. 27 “Job”. (Santi — S7)

Ext. 28 “Will be useful at work” (Pili — S4)

Ext. 29 “They used to call the company where | used to work and speak in English, and |
froze. And, oh my god, oh my god, | felt ashamed”. (Nelly — S5)

Extracts 2729
Other reasons go beyond the usefulness of English at work, and add that English
nowadays is necessary for general things in life such as travelling, leisure, or simply because

it is a language they have been studying for long [EX330

Ext. 30 “English is always useful, nowadays it is required that you speak it everywhere, at
work, for travelling...” (Lorena —S1)

Ext. 31 “l want to communicate at work and in travels in my leisure time”. (Deb — S6)

Ext. 32 “l think that this course, and that's how | took it at least, is for me to be let lose in
England and that | know how to talk, and not so | can talk to my Romanian client at
work”. (Pili — 54)

Extracts 3€B2
hiKSN) Y2iA@0Sa 32 0Seé2yR aidzRSyiaQ OK2AO0Sd
the notion of doing the course because it would be well looked upon in the workplace (Ext.33).
This added reason opens a new dimension in motives to @ntbé division made in the next
theme (voluntary vs obligatory as asked of participants in the questionnaire), because it does
not fit within neither of those fully, falling somewhere in between. It appears that this student

was influenced toward her degion, and it was not an inner initiative that drove her to enrol.

Ext. 33 “To brown-nose people at work, that too. The truth is that that's something else that
happens, you know? Yes, because the truth is that they don’t force you to, but it is not

well looked upon if you don’t want to do the courses”. (Nelly — S5)

Extract 33

The lack of choice to enrol on these courses (Ex3&4s a common concern amongst
students, which could also be understood as a part of the next theme (voluntary vs
obligaory).

The lack of choice students experimented does not only refer to whether students
enrolled or not, but choice of methodology [Ext.35], MOD [Ext.34], or even language to be
studied [Ext.38]. According to this, tleerporationsstudentparticipants wok for, through

the decisions made by their HRDs, only offered the studied courses to students when it came
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to language study. However, it appears that on some occasions, students would have

preferred to study via a different methodology [Ext.35], a differ®OD [Ext.34], or even a
RAFFSNByY (G €t y3adza 38 w9ElGDPoyBsd ¢KS&S NB&dzZ

enrol on these courses.

Ext. 34 “I didn’t have many options to do it in a group or f2f”. (Theo —S3)

Ext. 35 “I chose this method mainly because the company offered it to me”. (Pili — 54)

Ext. 36 “I decided in a very easy way, which was because it was the only opportunity | was
given”. (Deb —S6)

Ext. 37 “Most of all, perhaps with a certain help to finally learn English, which is the pending
subject of many of us”. (Deb —S6)

Ext. 38 “Honestly | preferred, and | had ever had the option, to improve my French, because
with my English, although | do not have a great level, | cope very well in my work,
therefore | would have preferred to improve my French. My French is very basic, and
they made me do English”. (Manu —S3)

Extracts 3438

In fact, this lack of choice given concerning the language studiedetwhing and
learningmethod or MOD was something imposed on participants [Ex4(B9The statements
in the above paragrapfand their corresponding extracts, corroborate the importance of the
Ay aiGdRSyGaQ SyNRtYSY(d |yR (KS tyfeloDi

| wb

ax

i KI

course in terms language, MOD and methodology. This shows limited options for students,

which might enrol due to: the lack of offer, the control of the HRD over decisions made upon
which courses to work with, financial reasons, or otlgethe answe to this unknown is
unclear from the obtained results [Ext-3®]. It can be concluded however, that the lack of
choice when it comes to studerf®election of courses for their professional development, in
a2YS OlaSaz A3ay2NBa i ddenifof hba®eadaiNBr BtGoedBsyhal S

doing the course of their own free will, and therefore, being influenced toward enrolling.

Ext. 39 “We were given the option that was initially F2F, which was great, and then, for
whatever reason it changed to the online version and to me, in my case, | was
interested in any type of English course, so if it had to be online, | chose online”.
(Santi - S7)

Ext. 40 “My company asked me if | wanted to take English and | stopped doing the course

because when they told me it was English again, | said that | wouldn’t do any more
English. That | wanted to do another language, and they said no. | wanted to do
French or Arab or something that would provide me with more tools. | think that |
can communicate well in English”. (Manu — S3)
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Extracts 3H0

¢dzi2NB FINB |6 NB 2F &dGdzZRSyidiaqQ LISNBLISOGAQD
stakeholders seem to havaedifferent view as to why students enrol, believing that students
join simply because they need English [Exd8P Despite this assertion, they did not expand
on what kind of needs students are to fulfil, which has an impact on course and instructional
design. Stakeholders confirm they are fulfilling a need of students, but do not explain what
that need (or needs) is. Note this issue was followgdvia email with the corresponding

participants, but no response was obtained.

Ext. 41 “There is a huge difference between those students who you can tell they do the
course because they are being obligated and those who really want to do it” (Marta —
LT2)
Ext. 42 “I think that the thing here is: do | need the language course or not”. (James —R1)
Ext. 43 “I think it is an issue of being aware of whether they need it”. (James — R1)
Extracts 4343

In conclsion, students seem to be enrolled on these courses with their jobs in mind
as the primary reason, followed by the fact that English is nowadays important for many
aspects of life such as travelling, or leisure. On the other hand, students highlightthledia
their enrolment might not be entirely their decision, and that it is somehow influenced, or
even entirely decided by the corporations they work for, more particularly by the figure of
GKS 1Tws5®d [ladfes adl | SK2ft R&HMiitoéxpldinawNat thege G O f
are, linking this issue to the lack of information TCs have on their students.
Voluntary vs Obligatory

As perthe previous subsectich A0 a4SSYa GKIFG addzZRSydaQ NE
O2yySOUGSR G2 GKS ylidz2NE 2F &aiddzRSyiaQ SyNRtY
obligatory condition as explored in the quantitative side of this study. Thiglerne could
have been embeddedith the previous one, since it can be understood as part of the reasons
why students enrolled. It was however, considered separate due to the importance of
whether students take the course influenced by their corporations or not when it comes to
enrolment, and the data extracted from questionnaires. Considering the gathered data on
these interviews, some studenmtorkers do the course on voluntary basis [Ext.44], yet, it

seems to be a certainty, by the way tutors addressed this issue during the interviews,

workers are also obliged take part on this training. In fact, they claim that those who are
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obliged to take the course stop as soon as tleeganisatiors do not make them enrol, and
that a number of students enrol because of the influence from tbgaerations they work
for [Ext.4548]. As stated above, some of the statements in this theme might overlap with

those on the above theme or others, as it is the case all through this qualitative section.

Ext 44. “Voluntary”. (Santi — 57)

Ext. 45 “Is obligatory, very well, | do it because it is obligatory, but | am going to avoid doing
it again”. (Raquel — LT1)

Ext. 46 “That's the type of student who | think is doing the course because the company is
making him/her. That he/she is not interested at all, and if he/she can s/he will slack
off”. (Raquel — LT1)

Ext. 47 “There is a huge difference between those students who you can tell they do the
course because they are being obligated and those who really want to do it”. (Marta
-LT72)

Ext. 48 [In answer to the follow up question from the above statement of how do they know

that students are doing the courses on obligatory basis] “Many times, they tell you
themselves. That they do the course because the company makes them, but that
they really don’t want to do it”. (Marta — LT2)

Extracts 4448

TCs staff interviews show that the F NB | ¢ NE 2F &addzRSydaqQ
voluntary and obligatory conditions [Ext-44]; however, they do not know who falls under
which category, nor take any sort of action toward ensuring that workers take these courses
of theirown freewil. Thistryat I 6§ Sa Ay | f1 01 2F dzy RSNEGIl yRA
motivations to do the course, and whether they find themselves in a position where they
cannot decline training. This information would help TCs and teaching staff recognise
& (G dzR S ¥niiéns) nekds,(and motivations, leading to a better understanding of how to
support the student body. Additionally, learners doing the course on obligatory basis, are
likely to abandon the training once they are not obliged anymore, therefore, placimg #te

high risk of discontinuing.

204



Ext. 49 “Many times, it is done voluntarily — students are asked, and they decide to do it or
not, and in some other cases, the client simply sets the dynamics”. (Lara—TMD1)

Ext. 50 “Those are the people we have to convince of the advantages of online training vs
f2f”. (James —R1)

Ext. 51 “The percentage of students who executes it, well, | don’t know, but easily 60%
completes it. And even more... So, we should be... Well, that they finish it
voluntarily”. (James — R1)

Extracts 451

Contrary to the above extracts, HRDs claims that these training courses are not
YFEYRFG2NE WO9EGPpHBD LG A& Of-b4) vSRdenfskid (G K S
participate, but they do not make theenrol. This idea connects directly with the comments
already highlighted from a student when this learner state that courses are also taken to
GONRGY y28S8 LIS2LX S |G 62NJ ¢ W9E(GDooBI O2yazt
WAy Tt dzSy GieReurse] Bowelidr, th difference between influenced and obliged

remains unclear.

Ext. 52 “Students have a choice... well, of seeing what the course is like first hand, and to
decide if they want to enrol or not”. (Sara — HRD1)

Ext. 53 “The courses are never obligatory. We suggest and look for the means, but at the end
students get to decide”. (Dani — HRD2)

Ext. 54 “we suggest to students what to study sometimes because perhaps it might help
them at work, but then, if a student doesn’t get used to the course, to the method or
whatever, what we cannot do is to force him/her, because then, that person will
surely not want to do it”. (Dani — HRD2)

Extracts 5254
According to results, students indeed seem to enrol both under voluntary and
mandatory conditions, including the category in betwee®! A y ¥ { dzSc¢ entpRy@es a Ay

influence their workers to participate on these courses [ExBBh

Ext. 55 “The truth is that they don’t force you to, but it is not well looked upon if you don’t
want to do the courses. Then they come with a course, for example, now | did one,
which they offered us on first aid. And | did it, and it was horrible, | didn’t like it at all.
Even worse than the English course. A mess. And you do them to have your boss on
your side”. (Nelly — S5)

Ext. 56 “I didn’t choose, my company did. (...). They made me do English”. (Manu — S3)

Extracts 556
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In their statements, HRDs, show conflicted ideas. On the one hand, they state that
they suggest to students to take these courses; and on the other hand, they claim that the
courses are never obligatory, and that students always have a choice Hag{.5this also
O2y 4N} ada ¢A0GK ¢/ aQ adFFF FyR Gdzi2aNRa adal aé
a0GdzZRSyiaQ NBaLRyaSao

In conclusion, there are students who enrol on voluntary and on obligatory basis as
agreed by quantitative and qualitative data. Wimegteds to be considered more in depth, are
the implications of this obligatory nature toward student (dis)continuation, since all students
interviewed who were obliged to enrol discontinued after one year, suggesting that those
students who do not have a ofte in their participation, are a risgroup. Moreover, further
SELX 2N} A2y 62dxf R 065 NBIJdZANBR & (G2 K2g &iddzR
to what extent this suggestion is in fact an obligation or else. Data reveals that when stQdents
decision to enrol is influenced by the corporations they work for, these students are at risk of
RAAO2YyGAYydzZ A2y a4 AYRAOFGSR o6& (dzi2NBEX | yR
4.2.2Section Two: IfCourse
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This incourse section presents different factors réel& R (i 2
ORA&VO2YylAydzS GKIFIG NBEIFGS G2 GKS
Expectations and Satisfaction

¢tKAAd GKSYS SELX 2NBa aiddRSyidaqQ aldra¥th OGA:
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students were given uting the recruitment process, their learning expectations, and the
AYLI OG 2F GKS 206ftA3F02NR K2dz2NBRQ &adGdzRSyida KI
complete the training.
Overall Course Satisfaction

/| 2dzNBS &l GAaTEFOGA2Y dsds; wiiBsERhofd@sshaking théir( dzR S y
0K2dzZaKGa yR 2LAYA2Yya 2y aidzRRSyd al aGAaAaftrkOlaAz
showing both satisfaction with certain aspects of the course, and dissatisfaction with others.
Nonetheless, there are sersd commonalities.

According to studentJ: NI A OA LI yiaQ NBalLkyasSax G GKS

somewhat pleased [Ext.E58]. Meaning that students, initially, like the course.

Ext. 57 “The English courses are ok”. (Lorena —S1)

Ext. 58 “I would say that my experience is positive”. (Manu —S3)
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Extracts 548

However, there seems to be a change in perspective the longer they stay enrolled. For
some students the course was initially exciting, since it was new in many regatth as
the MOD. After the initial stages, they experienced a progressive declirffeein gositive
perception of the training received [Ext B8], leading tad (i dzR 8efisich ©® discontinue
the course. They claimed that the course becomes monotone and repetitive, and that the
initial enthusiasm is lost [Ext.632]. In sum, past that itial stage where students are initially

enthusiastic, their experience changes into slightly more negative.

Ext. 59 “The first course is the novelty, and you start with excitement, and you say: the
speaking is great, and | don't have to spend ‘too much time’, and | will end up with a
certificate, which, ok, at least will be useful at work”. (Pili — S4)

Ext. 60 “The first course very well because of that initial excitement”. (Pili — S4)

Ext. 61 “The first year, it was like when they sell sweets in the school yard. ‘Do it, take it, it is
super interesting’... The first year everyone enrolled. We were 50... Well, we aren't
50, we are 30, but 27 of us were doing the course”. (Pili — 54)

Ext. 62 “These courses initially are OK, what happens, is that, | think, or at least in my case,
that you start doing them the first year but then it becomes a bit thick”. (Santi — 57)

Extracts 5%2

Ly O2yOfdzaiAzys Al aSSvya GKIFd addzRSydaqQ
positive to negative as the course progresses. &l explained thaamongst othersthis
change happens due to the repetitive nature of the course content, leading to the course
being undesirable.
Expectations and the Recruitment Process

2 KSy Al O2YS8Sa G2 addzRSyiaQ Shtlpasbitier 2y a
courses, there seems to be a different opinion amongst stakeholders. Perceptions of those
directly involved in theteaching and learningprocess are in disagreement with what
recruiters and HRDs think. Tutors are more critical, whereas H&IBaowledge certain
limitations.

One of the beliefs from those not directly involved in teaching and learningrocess
(LCs, recruiters, HRDs, TMDs) is that students have the necessary information at their disposal
before deciding upon enrolment [Ext.@3l], since the recruiter presents the courses initially
to HRDs, and later to students [Ext66]. Thus, fromhe perspective of those not involved

in recruitment, students have what they need to make an informed decision, and to set
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realistic expectations for the course outcomes. They claim that students have details as to
how much they should progress per weeggarding the evaluations, and the time required

on the DLP [Ext.64].

Ext. 63 “We start talking about the courses before they hire the service, we explain clearly
what are the difficulties they might encounter based on our experience”. (James —
R1)

Ext. 64 “Students know how much they should have completed and how much they have

actually done, | mean, for example, in week 5 | need to have done 20% or the
program, but | only have 10%”. (James — R1)

Ext. 65 “We ask someone from the company who is going to provide the training to come to
our own company to present the course”. (Sara— HRD1)

Ext. 66 “The first time | present it to Human resources, but | do like presenting it to students
after too. And we do so”. (James — R1)

Extracts 6366

The information students gained during the presentation of the courses varies
amongst students. Some received information about the tools at their disposal in the BLP an
the PSs [Ext.67]; others about the logistic side of the courses, such as the amount of hours to

invest in the platform, student support, or the teaching and learning approach [Ext.68].

Ext. 67 “It was simply the presentation of a platform where we could see some videos, and
how to operate with it. | don’t remember them... | mean, it was a simple training,
basic”. (Deb —56)

Ext. 68 “They told us that it was going to be two hours per week, but not at all. Then, that
the tutors would always be chasing after us, and that it would be something pretty
individualised”. (Nelly — S5)

Extracts 6768

Despite these perceptions from stakeholders whormoeinvolved in the teaching and
learning process regarding studefitsformation on the courses before they enrol, they also
acknowledge certain limitations. For example, they state that students will not learn English

to the claimed standard at each lely particularly students on higher levels [Ext.69].

Ext. 69 “They can learn up to a certain level obviously. They won’t be perfect and have a C2
level, right?” (James — R1)

Extract 69
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Students show awareness of that shortcoming, becoming a source of discontent
[Ext.70]. This indicates that in the recruitment process, when TCs present the courses, they
tell potential stugent-participants that they will achieve the corresponding level they enrol in
according to the platform, which then, appears not to be the case [BExtITOsuggesting that

students are not fully informed on what these courses can do for them.

Ext. 70 “A girl came to show us how it [the DLP] worked, and she told us that when we
completed it, we would end up with the B1 level, and then | did the B1 with you and
it had nothing to do with it”. (Nelly — S5)

Ext. 71 “The only thing | remember is the comment that the girl made, a little brown hair girl,
who said that at the end you accomplish the B1 level, then, | was very happy. Yes,
yes, yes, B1, B1 and then nothing”. (Nelly — S5)

Extracts70-71

These statements show that information held by course providers is not the same as
that presented to potential studenparticipants. As the course progresses and students
perceive a difference between what they were told, and what they experiemig Jéads to
a discontent between the information obtained in the recruitment process and what students
perceive later on the courses. Information initially shared with students creates expectations
that at the end of the course are not met [Ext.70], toialh some stakeholders such as LCs

admit to [Ext.72].

Ext. 72 “Students do not know very well what they are getting themselves into”. (Maria —
LC2)

Extract 2

Students show this disconnect in many aspects of the course besides the attainment
of a specific level. For instance, a student was unhappy with the overall teaching and learning
approach,as it was not what she initially expected [Ext.73]. Similarly, the hours they were
told during the recruitment process, and the hours the course required on weekly basis
differed [Ext.74]. Another aspect had to do with the content, as a student claitmsvi® been
told at the start that it would be individualised and adapted to their needs, however, she did

not think this was the case [Ext.75].
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Ext. 73 “The first thing they told us that in the end wasn't true is that with the platform we
were going to learn many things, a lot of vocabulary, and that everything was very
intuitive. A language? Intuitive? No! Not much”. (Pili — 54)

Ext. 74 “It truly takes me too much time, much more than they initially told us. Those 2-3
hours per week that they said we would spend on the course, it is truly more time
you need. At least if you want to do it properly!” (Lorena —S1)

Ext. 75 “That it would be something pretty individualised (...). They also told us that we
would be to adapt the content to what we wanted to learn depending on our
responsibilities at work. And, | repeat that that depends on the tutor, and on the
person who you have as your teacher. Some would and some wouldn't”. (Pili — S4)

Extracts 7375

Students claim to have lived a different experience to that presented in the
recruitment phaseSome participants claim to not receive a presentation at all [Ext.76]; some
receiving an overview of what the DLP entailed [Ext.67]; and others receiving information that
did not correspond with what they perceived happened during the courses regardidgrgtu
support, content or time required for course completion [Ext7&. The commonality seems
G2 0SS (KI{d addzRSydaQ LISNOSLIWGAz2ya 2F (KS NBON

stage generated, leading to an increase in student dissatisfafxin/7#79].

Ext. 76 “l didn’t get a presentation on the course. They simply told me that they had enrolled
me on such course”. (Manu —S3)

Ext. 77 [When referring to what they were told, and her experience:] “The reality is merely a
coincidence”. (Pili—54)

Ext. 78 “Honestly, from what they told us, to what the course really is... | am a bit
disappointed”. (Lorena —51)

Ext. 79 “It is true that they sold us the course by making a lot of noise, and for me it wasn’t
as such”. (Santi — S7)

Extracts 7679

This theme portrays several approaches to recruitment by the same training
providers, and examples of the lack of consistency in what students are told in the recruitment
LINE OSaaz yR o6KI G adi dzR Sekiuis® TCsGtaffsdeli tolbeaivarsS E LIS N
of certain limiting facts or concerns, and students clthoseare not communicated to them.
Similarly, results do not show if HRDs are aware of the issues presented in this section, and

attempts to follow up on this were not fruitful.
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Satisfaction and¥pectations
Satisfaction and expectations cannot be understaathout one another, thus this
GKSYS SELX 2NBa @OASga 2y aidRSyiaQ SELISOGHGAz2
the above. As with other themes, these have several commonalities.
Students were overall pleased with the fact that the course h&fpem improve their
English in some capacity: increase vocabulary, improve fluency, or gain confidence- [Ext.80

81]; however, students also express that they were not able to fulfil their goals [Ext. 82].

Ext. 80 “1 think the course helped me widen my verbal capacity, most of all in terms of
enriching it, because we repeated the format many times and | repeated things, then
we tried to enrichen that. And that is one of the main positives | see”. (Manu —S3)

Ext. 81 “Well, everything helps, every little experience helps. Erm... It has helped with the 4
or 5 words that you learn, it always helps improve fluency to speak, and well, specific
things of... well, any questions that might come up in the moment, that right now |
can’t think of. Like: Hey, how do you say...? Or, how would you tackle this? The
teacher would help me with that”. (Theo —S3)

Ext. 82 “At that time | did learn something, and | fulfilled some of my objectives, but the
truth is that not completely, | insist”. (Deb — S6)

Extracts 8682

In light of this, studensatisfaction appears to have room for improvement [Ext.82
83]. Learners talk about aspects that hindered their satisfaction with the training provided
such as the content, which they claim it was either not of their interest, not interactive, too
general o too easy [Ext.8485]. This leads one student to conclude that the course was not
what she was looking for [Ext.86]. Inevitably, the content is connected to other factors such
a a0dzRSyGaQ fly3dza 3S FoAfAGEZT | yRingdeeS i KSNJ
[Ext.2021], directly affecting the content students receive [Ext.84]. Additionally, learners
claimthatcontentd G dzZRSy i AY G SNI OldAzy Aa ftAYAGSR w9EG®
for a more individualised course where content and suppoe aimed at their needs [Ext.75],

and it is not generic [Ext.85].
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Ext. 83 “Not what | hoped for”. (Lorena — 51)

Ext. 84 “Already knew everything. | knew all the theory. There was nothing new, you know?”
(Nelly —S5)
Ext. 85 “Very general and the platform takes too long. | hoped for it to be a bit more

practical, more interactive”. (Lorena —51)

Ext. 86 “It is what | was looking for on one side, but on the other side it didn't reflect what |
was looking for, so the answer is no”. (Pili — S4)

Extracts 8386

Not only students talk about their dissatisfaction; tutors also talk about what students
share with them in the PSs regarding their satisfaction (or lack thereof) Wwihraining
received.LTs corroborate that students perceive that the topics provided on the DLP are not
of their interest, and do not help them meet their expectations, leading to dissatisfaction
[Ext.87]. Similarly, tutors add that students think of t@ntent as boring, and not of interest
for them [Ext.8839].

Ext. 87 “They want things they can use on their daily lives, at work, in their trips, etc. It is also
true that the grammar in the platform isn’t too strong and... It might not be easy to
practice deeply those topics they really want or need”. (Marta —LT2)

Ext. 88 “That's not what he/she is interested in. Because more than one student has told me:
‘this is super boring’”. (Raquel — LT1)

Ext. 89 “Students, as | was saying before, they want and need other type of topics, other
type of vocabulary. And many do not participate in the conversation when they are
not interested in the topic”. (Marta — LT2)

Extracts 8789
In contrast to these responses from several students, one of them agreed that this
course is what he was looking for [Ext.90], since he gained the necessary practice to attend

meetings, and perform his duties at work [Ext.91].

Ext. 90 “In my case it was what | was looking for”. (Santi — S7)

Ext. 91 “What | needed was to be able to have conversations to be able to go to meetings, to
write emails properly, to understand phone calls, and for those situations you also
need normal conversational English”. (Santi — 57)

Extracts 901
In conclusion, except for one of the participants, all other studganticipants

perceived that their expectations were not met with the training received, especially those
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interaction. However, they also highlight certain positive aspects of the course that helped
them fulfil some of their expectations.
Course Requirements

There are two obligatorgequirements for successful course completion: a number of
hours spent working on the DLP, and passing 75% of the course assessment: the evaluations.
Obligatory hours

This theme could have been fully explored when talking about student satisfaction,
however, due to the relevance and the high volume of answers the answers on this subject,
it was explored separately. The many theme overlsgryeas an example of the complexity
of the issue.

All participants that addressed the number of hours students kadulfil as a
requirement for course completion were in agreement that these hours were unnecessary as
a requirement for successful course completion, being a source of complain from students

[Ext.9293].

Ext. 92 “One of the things they [students] complain about the most is the hours they have to
spend on the platform”. (Maria — LC2)

Ext. 93 “This was one of the main issues as to why students complain”. (Sara— HRD1)

Extracts 9293

¢ dzi 2 NB O2y F A Neor thdindzhb&rybiioBligatory halurs pERL.94, Ext.96].
They talked about what students shared with them, showing their discontent over this
obligation to spend over a specific number of hours on the platform. One of the tutors
believes thatthisisafack) 02 6 NR addzRSyiaQ RA&aO2yGAydzZ GA2
gAOK a0dzRSyGaQ ¢2NJAy3I K2dzNB YR GKSANI £t ATFS
This is supported by the other tutor when she claims that the number of hours in relation to

the audience of these courses is unsustainable [Ext.97].
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Ext. 94 “That the majority [of students], what they tell me is that the connection time is too
long”. (Raquel = LT1)

Ext. 95 “Many of them, because they are to work that number of hours on the platform, they
think, uff... oh my god, | have to be connected again so many hours, and such, and
such”. (Raquel — LT1)

Ext. 96 “There are many hours in the platform”. (Marta — LT2)

Ext. 97 “The large amount of hours that they have to spend on the platform is not
sustainable”. (Marta — LT2)

Extracts 9497

All interviewees that talked about the obligatory hours on the platform agreed that
the number required was high. A high number of hours for a training that students are meant
to be ddng on voluntary basis alongside their jobs, and personal responsibilities. In the
interviews, students confirmed that the obligatory nature of these hours are not of their
liking, and that they influence them toward leaving/staying [Ext.98]. This avefsiotihe
number of mandatory hours, led students to use strategies to cope with this requirement:
students opened the DLP on their devices, and let the hours pass while they did something
else [Ext.99100]. However, this coping mechanism is counterprocctoward learning, and
presents an issue that could be linked to student (dis)satisfaction, since they were aware of

that they were cheating the system.

Ext. 98 [when responding to the question as to whether the obligatory hours would
influence his decision to stay or leave:] “Yes, | believe that if you take out the
obligatory hours, (...) | left all for last minute, and the last week | had to get on it. Oh,
well, | am not sure | have learnt anything with that, because it was a self-intensive
course to be able to finish it, is like saying, we have given it to you, so now you finish
it, right?” (Theo —S3)

Ext. 99 “At the end they gave us a minimum number of hours, (...) What did we all do? We
connected the course at 8 am, and then we turned it off at 6pm when we left. Then
we did 52 hours in 5 days. | mean, for me that's not what the course is meant to be,
because if a 3 year old does it when they don't want to do their homework is ok, but

that people of 45 years old da it, well... | mean, | have felt ridiculous at times”. (Pili —
s4)
Ext. 100 “At the end, some people, amongst who | include myself, and even more so at the

end, we took the course as a telephone survey that you had to do in 10 minutes and
finish”. (Pili — S4)

Extracts 98100
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In conclusion, obligatory hours were not welcomed by any participant. This is due to
the time these hours take students away from other responsibilities, and, because it seems
that a course that students are supposed to be taking willingly, turns intoyaofwaonitoring
their behaviour regarding their professional development.

Evaluations

Evaluations take place on the DLP every three weeks, corresponding to three
lessons/chapters. These are summative, in the written form, and based on the theoretical
content (grammar and vocabulary).

Students can fail two evaluations through the course regardless of other scores, and
they are allowed two attempts per evaluation. These consist of activities such as those
students perform on the platform: fill the gap, firthe right order, or multiple choice. Always
activities that can be automatically corrected by the system without the need for human
NBaz2dz2NOSa (2 221 20SN) a0dzRSyiaQ 62NJ] & ¢ KSNJI
the end, the tutor provides aeport on how the student developed on their PSs, however,
there is no marking criteria to follow, or any other set of guidelines [Ext.101]. The only
evaluations that count toward students progressing onto the next stage are those done every
three weeks a the DLP.

Ext. 101 “At the end of the course the tutor in his/her report provides his/her opinion about
whether the student should pass to the next level or not when it comes to the
speaking part”. (Kiah — LC1)

Extract 101

{GdzZRSy 1aQ 2LAYA2Yya 2y (KAAa aLlSoOd 2F GKS
YySSR (2 OKFIy3dS GKS S@ltdz A2y aeaitsSy o6SOlF dza
gained knowledge. Studesarticipants claim that the diculty of evaluations should be
higher [Ext.102, Ext.104], that it should provide feedback rather than just a score, and that it
aK2dzf R AyOfdzZRS | 6ARSNI @I NRSGE& 2F | OGABAGAS
frustration with the assessment, gpaling to its repetitive nature [Ext.105], similar to the
LISNDSLIiA2Yy 2F GKS 5[tQa O2ydSyde ¢KS {dzi2NE
and validity of the assessment because learners are only assessed in grammar and vocabulary,
with no eaking, writing, or listening components [Ext.106]; therefore, limiting the capacity

of students to show their language skills.
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Ext. 102

“Let's not lie to ourselves, the evaluations on the platform; with all due respect, itis
absurd, because there, you don't see the true level we have”. (Pili —54)

Ext. 103

“If you really think that you can assess what a student knows about English by filling
in gaps, then | think they are good. If we are realistic, and we all know that filling in
gaps doesn’t tell you anything about what you know, then well, | truly think that this
system is a waste of time”. (Lorena —S1)

Ext. 104

“It is too easy. The level is too easy”. (Nelly —S5)

Ext. 105

“Students complain about the evaluations, that they are not worth it, and that they
are more of the same”. (Maria — LC2)

Ext. 106

“This of giving them options and the fact that they can’t do any writings or any other
type of exercise, | think that it might be super boring. And, besides, | think that you
cannot assess what they have learnt with those type of exercises”. (Marta — LT2)

Extracts 102106

A student expressing her frustration highlights that with the evaluation system

allowing two opportunities to complete the same evaluation, students simply copy and paste

the answers the second time around, exposirgRissue. According to this studenhis way

of evaluating is counterproductive, encouraging cheating behaviours [Ext.107]. Because of

this criticism toward the evaluations, students might feel discouraged from taking the course

ASNA2dzaf ez YR FNRY O2 YL} 8ishofdcouisk equite®en

Ext. 107

“The evaluation, and maybe | shouldn't be saying this, you correct it, print it, and
then of course, we can all have a 100% score. [...] When | do an exam for any official
certificate, or even for high school, it doesn't matter, nobody gives me a second
chance to do an exam, unless it is a retake. But if | have to do it again, and for me is
already a retake, and the Human resources person comes to me and tells me: ---, you
have failed the first part of the platform’, maybe then | will get on it”. (Pili —S4)

Extract 107

BH2Y40

It can beestablisled that there is an issue with the design of the evaluations, as they
R2 y20G aSSy G2 NBTfSOG ailddzRSyiGaQ G NHzS
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of the need for automatedaorrections due to the need for courses to be eefective. As

such, this limits options, and does not allow oral or writing skills to be evaluated.

Additionally, one of the students argues for the need of a final exam to assess

aldRSyiaQ RBERBUHAKYIWYKIS SyiANBE O2dNESE
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progression onto the next level [Ext.108]. Students also comment on the importance of a

follow-up, and the opportunity to receive feedback throughout the academic year as opposed
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to just scores fothe evaluations. In essence, they requES{Ext.109110]. They believe that

student progress should be monitored on regular basis to include opportunities for feedback.

Ext. 108 “For me a final exam is essential, | mean, and then you pass it or not, and if you don't
pass it, then you get on it, or...” (Pili — S4)

Ext. 109 “That there would be a follow up, that for me it isn't the 3 or 4 evaluations we make”.
(Pili —S4)
Ext. 110 “In the case of company training, is that the company has evaluation mechanisms, by

that | mean that the company makes a follow-up to determine if you are doing well. |
mean, | know that online training companies send information to the company you
work for on your progress, and when you are not progressing adequately your
company should make you do it properly”. (Manu —S3)

Extracts 108110

LG Aa Of SFNJ FNRY aiddzRSy i a QuitthiReYvayShéyiaie G K|
evaluated. Stakeholders seem to be aware of this lack of satisfaction; however, they do not
seem to consider exploring other options to correct this [Ext.111], as they do not think that
this aspect of the courses has an impact on Styfli. RA & 02y (AydzZ A2y ©9E
system (software of the platform) is quite rigid, allowing only activities on a specific format
that enables automated corrections. For this part of the course to beefbsttive, a machine

needs to be able to dthe marking.

Ext. 111 “They also complain that... when there are evaluations in the platform, which |
upload manually and program them, sometimes the system can be a bit rigid when it
comes to marking. Then they also complain about that, that if at the end of the
sentence they use a full stop or not, depends on how the answers is programmed
that it would be considered correct or not”. (Kiah — LC1)

Ext. 112 “It might have a negative impact. But | don’t think it would be too relevant when it
comes to continuing on the course or not. At the time they might complain and say,
damn, it is tiring to fail the evaluation because of that, but | don’t think that when it
comes to thinking about the following year they say: ‘Ah, no, | am not going to
continue with the course because the evaluations did not work well’”. (Kiah — LC1)

Extracts 111112

In sum, participantg students and staff alike, are aware of the shortcomings of the
evaluation system in p&e, with students voicingomplains claiming this way of evaluating
does not allow them to show their language skills. Additionally, students claim that the format
of activities is very repetitive, and that they do not get any feedback to help them improve.

They request feedback dra wider variety of assessment, including the opportunity to show
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oral and writing skills. Despite TCs stakeholders discarding the impact of evaluations on
a0dzRSy(iaQ LISNOSLIWGA2ya 2F GKS O2dzZNARS a |y
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significarce toward their satisfaction, results obtained suggest it must be accounted for.
Teaching and Learning

CKA& GKSYS FAYa 4 SELX 2NAY3I LI NLAOALI yi:
teaching and learning tools, and how these have influenced thematd (dis)continuing.
Mode of Delivery

The MOD along with theeaching and learningnethod are amongst the most
RA&40dzaaSR | aLlS0Ga Ay GKS AYyUuSNBASgad hy az2yvys
to encompass both the methodology, and the MOD.sTéan be differentiated within the
context they used the word.

Stakeholders agree that the MOD benefits some students more than others [Ext.113
114], fitting the needs of a number of students [Ext.117]. Tutors focus on the benefits of
online delivery forcertain students, more particularly for those who are shy when it comes to
conversational practice. Since all human interaction on the courses is mediated (via a
computer or a telephone), and does not allow to see the other person, tutors see benefits for
those students who are not comfortable speaking in front of others [Ext1id]. This MOD
helps preventing language anxiety, due the characteristics of the mediated communication,

and the limited amount of studerihstructor, and studenstudent interaction.

Ext. 113 “There will be students who will be very happy from the beginning because the mode
of delivery works for them”. (Kiah — LC1)

Ext. 114 “There were two students in particular who wanted to continue because they said
that for them it was the best [MOD]”. (Dani — HRD2)

Ext. 115 “For some students that might be good, but... because sometimes they prefer to
avoid being shy to not be able to see each other and not to know each other”. (Marta
-1T2)

Ext. 116 “Some others, they might think it is perfect, because that way they bridge the gap”
[referring to the lack of visual contact between speakers on PSs]. (Raquel —LT1)

Ext. 117 “Students like to be able to do things from home and not having to go earlier to the
company to be with a teacher”. (Dani — HRD2)

Extracts 113117
Other stakeholders highlight other benefits of this MOD, such as its flexibility
[Ext.121], particularly when it comes to time [Ext.118 and Ext.120] and place [Ext.119], so
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students can connect from various locations at their preddrtime. This advantage has to be
understood with reservations, since to access the DLP students require an internet
connection, and a device. Similarly, for PSs, students need signal, and battery on their phones,
and PSs can only be rearranged if the stuchotifies their LC 24 hours in advance, meaning
that if the student does not pick up the phone at the time of the PS, that session is not
rearranged. Additionally, one of the recruiters highlights that this MOD is moreeffesitive
[Ext.122],andthah G | f £ 264 RSGIFIAT SR AYTF2NNIGA2Y 2V

Ext. 118 “The system allows that if a student cannot for example do the PSs, those can be
rearranged”. (Lara— TMD1)

Ext. 119 “You can connect anytime from anywhere in the world, or in their house, or at work,
or anywhere”. (Lara —TMD1)

Ext. 120 “You can do it at any time”. (James — R1)

Ext. 121 “Flexibility”. (James — R1)

Ext. 122 “It is cheaper”. (James — R1)

Ext. 123 “You know when students work and when they don’t”. (James — R1)

Extracts 118123

Stakeholders also talked about the downsides of online learning. For instance, the
MOD offered with noF2F contact, or any visual contact through computeediated
interaction is impersonal, and the course audience might not be accustomed to this type of
interaction [Ext.124]. Tutors agree that students might not be used to working online

[Ext.124125], with one of the LCs connecting this to the age of participants [Ext.diglar

to what one of the students added [Ext.127].

Ext. 124

“The fact that you don’t see the face of the other person, or that everything is done
via writing and speaking, that you don’t connect with the face of the person is a bit
cold. (...) Itis a bit like anti-natural, | don’t think we are 100% used to not seeing the
face of the person who is teaching us, or that you are teaching to". (Raquel — LT1)

Ext. 125

“I think that students are not used to this of online learning”. (Marta — LT2)

Ext. 126

“That this generation between 40 and 60 doesn’t... let’s say that they are not as
familiar as the younger generations with technology”. (Maria — LC2)

Ext. 127

“I think that they youth will be more prepared in these type of things than an old man
like myself, who are not as good with technology, let’s say”. (Manu — S$3)

Extracts 124127
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Tutors provide a different side this training when they comment on their daily
struggles with technology in the PSs. In this case, one of them highlights that when it comes
to the connectivity within the PSs, sometimes either themselves or students cannot hear, or
the call gets cut, which generates stress for both the instructor and the student [Ext.128].
Students can be under pressure when they attempt to speak a language thesaaneng,
and these issues add to that stress. Tutors acknowledge what should happen: that
connections work well, and that communication would not be hindered by computer or
phone mediation; however, they speak about the reality of the job [Ext.129], vii¢h t
consequences this brings for students and tutors alike. They comment on the quality of sound
within their calls. An example on how these issues affect students is that they are only entitled
to 15 minutes per week with the tutor on a PS. If the studgéogs not have signal when the
tutor calls, the student misses that PS, resulting in the loss of opportunity for social
interaction. Similarly, if there are connectivity issues when tutors and students talk, such as
poor sound quality, or interruptions, théime lost due to those circumstancds not

recovered, since tutors have to call other students after the corresponding 15 minutes.

Ext. 128 “Connections are good, they are very good, but they are not 100% reliable, the calls
get cut off, sometimes you have problems and you can’t connect, things don’t work,
then all of that generates stress”. (Raquel — LT1)

Ext. 129 “The thing with Skype is sometimes tricky because of the connection, because
sometimes it is good and sometimes it is horrible. Then it is very uncomfortable
because the student doesn’t understand you, but he/she doesn’t tell you, and then
you realize that he/she didn’t understand you, and it is like a vicious cycle which is
somehow difficult to solve”. (Raquel — LT1)

Extracts 128129

In the case of students, their answers with regards to the MOD focused primarily on
their preference fofF2HExt.130131], something also known by stakeholders [Ext.133], and
interestingly,F2Flanguage courses were not offered to students on the acadewsdr the
RIFEdGF gl a 02ttt SOGSR w9EGOMOHBD {(GdzRSylaQ NBI 3
teaching method, thus these will be presented in the next theme coveringethehing and
learningapproach.

Students also see the positive side of thi®D, but with reservations. They highlight
that this methodology is comfortable as it allows participants to work from anywhere, giving

students the freedom to choose when and where to work [Ext.134]. This brings the
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opportunity learn in the most stimulatg environment for students, permitting a high level

of freedom when it comes to where and when [Ext.137]. Despite the requirements already
presented regarding a compatible device, good phone coverage, etc., students are left to plan
and organise where ahwhen to do the course, which might not be beneficial for them since
dGdzReAy3I 9y3IAftAakK |LIWISFEFNAR y2a4 (G2 06S 2yS 27
freedom to work in their own time and in their chosen learning space should not be their
main prority when choosing a course, and that other aspects should take priority to find what
best suits their learning style and lifestyle [Ext.134, and Ext.4d.88pecially since this MOD

appears not to contribute toward student motivation [Ext.135].

Ext. 130 “If it was the last resource, then | would enrol on a course online. But if | could do it
face to face, in my case, | would prefer so”. (Santi—57)

Ext. 131 “There is nothing like face to face”. (Deb — S6)

Ext. 132 “Initially was face to face, which was great, and then for whatever reason it changed
to the online version”. (Santi — S7)

Ext. 133 “We offer face to face training on other subjects, which is what most students
request and prefer”. (Maria — LC2)

Ext. 134 “Online provides you with comfort”. (Deb — S6)

Ext. 135 “Online it motivates less, is like doing homework”. (Theo —S3)

Ext. 136 “I think that online is very difficult”. (Manu —S3)

Ext. 137 “it gives you another freedom, and it allows you to do things from home, or from the
office or from the beach if you want, but it is not about it being comfortable, it is
about learning and about not wasting time, and I think that in this course, | have
wasted time in many things”. (Lorena — S1)

Ext 130137
{G1 1SK2t RSNBA>X ¢6K2 IINB g NB 2F addzRSyiaao
preference forF2RP ¢ KS & (i K A yc|HROsKchoSe tdHiolide Styidéritsuith online
courses because they are less costly, and that when corporations are be#ecially after
the 2008 crisis, they will offeF2Fto their students again [Ext.13B39]. Similarly, HRDs
dzy RSNE Gl YR GKIG aiddzRRSyiaQ ySSRa gSNB y2d YS

they started offeringF2Fcourses once more [Ext.140].
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Ext. 138 “During the last few years there is a tendency to lose students. What we see is that
due to the fact that we have almost past the crisis, what is happening is that they are
investing proportionally and that people are going back to f2f classes”. (Lara — TMD1)

Ext. 139 “In fact, we have data, yet to be confirmed, but it’s ok, that at first glance are quite
obvious, and it is that the online part has fallen, it has decreased, but we have
increased f2f. And, when did it increase? When things were better financially for
companies, then they start again with more f2f courses”. (James —R1)

Ext. 140 “Since we saw that the workers weren’t happy with that course, what we did was to
look for training that would be more suitable for them. And as | tell you, most of
them have gone into face to face”. (Dani — HRD2)

Extracts 138140

In sum, despite students understanding the benefits of online learning, they seem to
have a preference foF2F which, at the time of the data collection was not offered as an
alternative for them to learn English. TCs stakeholders acledged that because the
financial situation of corporations has improved, there has been a shift from hiring online
courses, to a request for mof2F HRDs confirm that this is the case, explaining that students
were displeased with the online experienand they wanted to lear-2F Some of the
reasons why this is the case are presented in the next theme: Teaching Method.

Teaching Method

Theteaching and learningg LILINR | OK O2y i NAo6dziSa G2 GKS
perceptions of the course, and thesatisfaction.

TCs stakeholders talk about the positive aspects they perceive regarding the method.
Particularly, its flexibility in accessing content differently than on a course where the content
and pace iestablisted by teachers [Ext.14142]. In ths case, students can navigate the DLP
on their own, and can skip activities they are not interested in, or go back on activities they
have already done. Additionally, they praise the design and the way content is presented to

students, with clear instruatns on content and structure [Ext.143]; however, they do not

GFrf1 lto2dzi GKS ljdzZhfAGe 2F (GKS 02y GSyid LINROAR

Ext. 141 “[it is] more flexible, you can have an organized planning”. (James — R1)

Ext. 142 “The courses are organized in such a way... or time distributed in a way that you can...
you can distribute in a week the hours that you have to do, the lessons, etc.” (Lara -
TMD1)

Ext. 143 “It is very well designed, the steps they have to take, the content, the grammar...”
(James —R1)
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Extracts 141143

Amongst stakeholders, there are also those who have a different opinion on the
method. They discuss th€D) highlighting that it is in need of innovation [Ext.1245] in
several fronts. For example in the way students see the content and interact with it by means
of activities, that they claim are repetitive and monotone [Ext.144]. Stakkts know that
some students do not like the methodology they offer, or that a number of students struggle
to adapt to theteaching and learningpproach [Ext. 146]. Due to the way these courses are
organised, students and instructors never get to see each other. A tutor states that it is
unusual for students to not see the face of the person teaching, and that tutors are not used
to not seeing tle face of learnerg calling for a different type of computer mediation possibly

including a videaamera [Ext.124].

Ext. 144 “This system of platforms and such is more of the same. | think they need something
more innovative, whether it is... | don’t know, virtual reality, games... | don’t know.
But at the end, exercises in the platform and then a chat is not good enough for
them”. (Marta—LT2)

Ext. 145 “I would even dare to say that they will end up turning into some sort of virtual
reality or something of that sort where they give you a pair of classes and it would be
like having people in front of you”. (James — R1)

Ext. 146 “Not everyone likes the online method, or they don’t get used to it”. (Maria — LC2)

Extracts 144146

When talking about theteaching and learningapproach, only one student had
something positive to say, stating thtite method offered by these courses could be useful
to learn general items workelated. This same student complements this statement by
adding that this method would not be suitable to prepare an official English exam/certificate
[Ext.147]. Amongst othecriticism to the method, there are some commonalities. For
instance, the way content is put into practice, with activities being repetitive, and not offering
much variety in the DLP [Ext.148]. When exploring the DLP, and as explained in the Context
sectim, the variety of activities students can work on is limited because all corrections need
to be automated, therefore, opportunities are limited. Students also request for topics to be
closer to their needs and interests, mimicking rif@ situations [ExtL49], for which, TCs, as
GNI AYyAy3a LINPOARSNRAI g2dz R KIF @S G2 €SIFNYy | 062d

Studying online might also take students some time to adjust and adapt to this student
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centred approach, where students are to playnare active role in their learning [Ext.150

151].

Ext. 147 “I think that it can be a good method to learn languages. Specially, not to prepare for
an official certificate, but to be able to use it on daily basis at work. | think that in that
sense, yes”. (Manu — S3)

Ext. 148 “The activities are always the same, but when | say always, | mean always”. (Pili — S4)

Ext. 149 “They want more practice, because they want things that are like in real life, or at
work, you know?” (Maria — LC2)

Ext. 150 “It requires to work offline, and the truth is that many of us who did the course failed
at this —in reading articles to prepare the sessions”. (Manu — S3)

Ext. 151 “Online training requires dedication”. (James — R1)

Extracts 147151
a. The Digital Learning Platform

To further the presentation of the course, when talking about the course
methodology, it is necessary to explore the features of the DLP. Therefore, Hileeme
FAYa G SELX2NAY3 LINIGAOALI yiaQ LISNDODSLIGIAZYy A
content and design.

One of the main differences observed concerning the DLP is the way students and
stakeholders approach it: stakeholders do it from a desgrstructural perspective, and
students from a teaching materials/content perspective. These two viewpoints are the core
of this subtheme.

The recruiter believes that the DLP is an essential tool, necessary for students, and
that works best in combinatio with something elsee(g., the PSs) [Ext.152]. Language
professionals involved in the courses agree that the platform is necessary for students
training, and that it would be incomplete without it [Ext.1:8334]. Both these agents suggest

that it is bettea when combined with something else [Ext.155].
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Ext. 152 “We think it is a good tool specially combined with something else”. (James — R1)

Ext. 153 “The platform is important, yes, because it provides guidelines”. (Raquel — LT1)

Ext. 154 “The truth is that | think... that the platform is necessary. Because it is necessary for
the majority of students, and this year | have had students who weren't doing the
platform, but | think that it is necessary, since... it gives you that extra gear, of what
I was telling you before, it provides a ‘round learning’ and not only ‘one way’, not
only certain skills”. (Raquel = LT1)

Ext. 155 “The combination is essential”. (Marta — LT2)

Extracts 152155

When referring to combining the platform with something else, the course offers the
feature of the PS4.Ts are said to make a difference in the overall understanding of the course,
since tley add to the platfornt complementing its content; but also, because students will
have different needs for which the platform will not be able to provide, and where human

input is essential [Ext.156].

Ext. 156 “There isn't a perfect system, because each student needs something different, and |
think that that's where tutors come in. When it comes to saying — this person does
not work well with this, then we need to do this other thing. Or, | don't know..., | have
had students to whom speaking in English with them from the very beginning was too
much for them, and then | told them: “ok! | will explain you grammar in Spanish,
don't worry”. And that makes you feel more relaxed”. (Raquel — LT1)

Extract 156
2 A0K NBIFNRa (G2 GKS LI FGF2NNVQa &dNHzOG dzNB
good distribution of the content, and the way it is organised [Ext.157], not so much

commenting on the quality, validity or relatability of content to students.

Ext. 157 “The courses are organized in such a way... or time distributed in a way that you can...
you can distribute in a week the hours that you have to do, the lessons, etc.” (Lara —
TMD1)
Extrect 157

On the other hand, other stakeholders such as the HRDs, talk about their perceptions
of what students do not like regarding the DLP. For example, students seem to complain
about the fact that they have to work alone, with this affecting the amaoafniime they are

able to spend on their training [Ext.158]. Additionally, HRDs convey their feedback from
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students on the course, claiming that they did not think that @Bwas adequate, including

content instructional issues [Ext.159]

Ext. 158 “Students get bored in the platform because they work alone, and that way they get
tired sooner. On the other hand, something more interactive would be needed,
because in the platform the exercises are very repetitive and it gets to a point where
filling in gaps doesn’t “fill’ you. That monotony perhaps diminishes the morale of
students, and then. (Dani — HRD2)

Ext. 159 “The content was not well organized, everything was all over the place”. (Sara -
HRD1)

Extracts 158159

The course content is in fact one of the sources of complaint from students. They
criticise several aspects. For instance, one of this is the way grammar is presented, accessed,
structured, and students even question the quality of the grammar conteainahg that it
is too repetitive from one level to the next [Ext.2863]. As presented in sectidi?2 Research
Context the DLP does not allow accessall the theoretical content together, meaning that
if students were to seek full access of that content, they would have to open each activity
separately, and coppaste it onto a different document. This way of presenting content is

not welcomed by stuents [Ext.164].

Ext. 160 “In the platform that the grammar would be ‘serious’. Although it might mean that
you do less, and that you don’t move on from one level to the next (...). So, although
it might take you a little longer, that it has good grammar”. (Nelly — S5)

Ext. 161 “In all courses the grammar is the same, | mean, those who are a bit smart print the
activities on the first year and that can help them later on, and they won't have to do
anything”. (Pili — S4)

Ext. 162 “I would have liked that. Like the structure of a book”. (Nelly — S5)

Ext. 163 “The units shouldn't be so static, | mean, in the sense that they are either business...
because each year we go adding vocabulary let's say”. (Pili — 54)

Ext. 164 “There isn’t a clear structure, | mean, if | want to see all the materials together, there
isn’t anywhere | could download them”. (Lorena —S1)

Extracts 166164
Tutors, in agreement with students, also see issues with the grammatical content,

however, they do so from a quality perspective, claiming that it is weak and scarce [Ext.165
166].
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Ext. 165 “I think the platform is weak in that sense because, for example, in the grammar
reinforcement in all courses (...) | think that the basic grammar should be a bit more
extensive”. (Raquel — LT1)

Ext. 166 “It is also true that the grammar in the platform isn’t too strong and... It might not be
easy to practice deeply those aspects they really want or need” (Marta — LT2)

Extracts 165.66

Regarding theontent, another aspect students disliked is the fact that there are no

writing-composition activities [Ext.167]. Most of the drills and activities presented to students

involved filling the gaps, or structuring a sentence (sek2 Research Contefdr details on
the type of activities), which permit limited interaction, and become repetitive in time [Ext.

168-170]. As explained, this can be due to athaiies presented in the platform having to be

automatically corrected by the software, leaving less room for variety or innovation, which

seems to cause students dissatisfaction as they get bored of the same activities [Ext2].71

Ext. 167 “There was no writing, no writing at all, and it was all answering the exercises. And
that’s not the way”. (Nelly — S5)

Ext. 168 “The activities are always the same, but when | say always, | mean always”. (Pili — 54)

Ext. 169 “I hoped for it to be a bit more practical, more interactive”. (Lorena —S1)

Ext. 170 “In the platform the exercises are very repetitive”. (Dani — HRD2)

Ext. 171 “Activities are always the same, but when | say always, | mean always”. (Pili — 54)

Ext. 172 “More than one student has told me: ‘this is super boring’”. (Raquel — LT1)

Extracts 167172

Similarly, the topics used through the DLP seem to displease students, being the

primary reason that the topics were not of their interest, not useful for their needs with the

language [Ext.173], and therefore, a reason for discontinuation. Studentstddiave been

told that content would be tailored toward their needs, and that it was not the case [Ext.174].

¢KS FIFO0G GKFG O2yGSyd ¢6Fa NARIAR yR y2i
the LCs, to motivational loss [Ext.175]. Thisastuat was noted by HRDs [Ext.17Z[Cs
[Ext.174176], and tutorswho perceived a change in studesatisfaction over time as the

course progressed, students started disliking the course content andarganisation

[Ext.178].
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Ext.

173

“The content doesn’t have anything to do with something that’s useful for me, and
that’s one of the main reasons why | am discontinuing”. (Lorena — S1)

Ext.

174

“They also told us that we would be able to adapt the content to what we wanted to
learn depending on our responsibilities at work”. (Pili — S4)

Ext.

175

“The content will also be important, obviously, that the student considers that the
content is what he/she needs. If he/she is on a course where he is not learning
anything, then the lack of motivation will be higher”. (Kiah — LC1)

Ext.

176

“The materials in the platform, not everyone seems to like them, because it is true
that they are a bit rigid”. (Maria — LC2)

Ext.

177

“(...) Something else that some workers have mentioned, and it is that they want
things they can apply to real life, and that in the course they did a lot of general
English, or things that they weren’t interested in, you know? They were after
something more specific, more useful to be able to use at work, or in their personal
life, when they travel, etc.” (Dani — HRD2)

Ext.

178

“The problem is that after a month or two, students started complaining mainly
because the content was very vague. Many workers were telling us that they were
doing very general things”. (Sara—HRD1)

Extracts 17378

One LGcknowledged that he was unsure as to how well generic courses work, since

students get predetermined content, not based on their interests [Ext.179], and that a
ydzYo SNJ 2F &adGdzRSyida ¢SNB y24d aladArAafisSRr

time on the PSs, and less on the DLP [Ext.188).who shared their insights from students,

g AGK

also corroborate this. They admit that students tell them that the content of the topics from

GKS 5[t | NB d8&2p &l noHof theib drterésdibxy183They call for content
GKFG NBfFGiSa G2 GKS | dzRASyO0SQa ySSRa

discontinuation [Ext.181].
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Ext. 179 “Students get to us and we provide them with what has been stablished. We try to
adapt to what we can, but these courses are usually generic, and as | said, | am not
sure this works well now”. (Kiah — LC1)

Ext. 180 “The materials in the platform, not everyone seems to like them, because it is true
that they are a bit rigid, and as | said, they want more conversation and less
platform”. (Maria — LC2)

Ext. 181 “If | discuss with the student all the topics in the platform, the student will surely quit.
For sure. Because that's not what he/she is interested in. Because more than one
student has told me: ‘this is super boring’”. (Raquel — LT1)

Ext. 182 “At the beginning | followed the topics one by one, until one student asked me: ‘hey,
do we really have to talk about this? Because it is really boring’”. (Raquel — LT1)

Ext. 183 “I think that the course asks of them too much of something they don’t want or
seek”. (Marta — LT2)

Ext. 184 “l think the platform needs to be adapted for students, and to have more to do with
their interests. (Marta — LT2)

Extracts 179.84

In essence, there is consensus on the fact that the content, structure and accessibility
ofi KS LI FGTF2NY ySSR (2 0S NBO2yaARSNBRX t221A
and needs. The course grammar is also mentioned by most participants in the interviews, who
claim that this aspect is one of the main weaknessesSpéexx Interestingly, those
stakeholders that are not in contact with students (TMD and recruiter) tend to think that the
LI I 0F2NX¥Qa RSaA3aly Aa 3I22RTI FyR OGKFG AG Aa |
itself, or those who are in contact with studentsntkto highlightits shortcomings regarding
its design. The content seems to be general for an audience that has a variety of needs with
the English language. This generalisation will be addressed in the nettiesub, although,
it could have been included as a continuatmfithe results related to content.

b. whyS {Al S CcAda !'tfQ

This theme portrays what all agents involved think about the fact that all students
receive the same training, with very little room for change and adjustment. The DLP comes
with pre-determined content, which as previously discussed, is a source of destoiar
d0dzRSyia w9ElIOMYypB8d ¢KS t{&a IINB YSIyd (2 F2f
LIN OGAOCSQd Ly fA3IKG 2F GKAazXz (GKS 2yteée aoSyll

provided that the tutor agrees to do so, and that TG0t oppose.
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Extract 185

' 4 RSAONAROSR Ay GKS LINBQOA2dza adoiKSYS>
content provided by the DLP [Ext.2&883], establishng that the content is too general, and
not specific enough to tackle different studergshe audience. Students admit that due to
GKS gl & (GKS O2dzNBS A& RSAAIYSRE GKSNB Aa y?2
FAGA FE€Q | LIWNRIFOK O9E(lIDPMycB8T gKSNB GKS Aya
with the content to present ita@ students in a way they might assimilate better [Ext.187]. This
fIrO01 2F LISNE2YIFfAalGA2Y SAGKAY (GKS GNIAyAy3

and in this, all studenparticipants agree.

Extracts 186188

The fact that students thinthat they are wasting their time, connects with the idea
that students were somehow misled in the recruitment process into thinking that they would
be working on topics and preparing conversations that help fulfilling their needs [Ext.189].
That same stuent claims that her tutor did not help her with the type of conversations she
needed in her workplace, suggesting that it is at the discretion of the tutor whether to help
students with this or not (this is further developed when discussing the rappoxidet
aGdzZRSYy G0 YR (dzi2NDOd ¢dzi2NBR FFNBX GFaiSR gAl0K 7
and are encouraged by their TCs to follow those topics. In any case, the lacldigsition
of the tutor to help with different topics generated discemit, and was one of the reasons as

to why this student decided to discontinue [Ext.190].
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