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Introduction

The process of learning a second/foreign language (SL/FL), unlike the first language
acquisition which is said to be acquired alike by all people, reveals great individual
variability among learners when it comes to their ultimate success in mastering the
language. Research conducted within second language acquisition (hereafter SLA) has
shown that there are a variety of factors which influence the process of learning a FL.
These non-linguistic factors known as individual difference variables (IDs) that are present
among learners cause them to attain different levels of L2 proficiency, even though the
circumstances in which they learn the target language are almost identical (Van Daele
2005: 92) Moreover, the fact that IDs are considered to be consistent predictors of success
in SLA, yielding multiple correlations with language attainment in instructed settings
within the range of .50 and above (Dörnyei 2005: 42), makes them even more appealing for
investigation.
The ID variables which affect learning outcomes can be variously classified. The
most common classification comprises three main groups: cognitive, affective and
personality variables. The first category is related to mental information processing
including aptitude, which will be described in a further part of the paper, as well as
intelligence. Among the most commonly studied affective variables, one may find
motivation and attitudes. As far as personality factors are concerned, they may be classified
as belonging to the affective group (Lee 2001) or as being one of the social variables
(Brown et al. 1973). However, because of their individuality it seems reasonable to
distinguish a separate group of personality variables, on top of which is the introversionextraversion (from now on intro-extra) dimension and further: anxiety, self-esteem, risktaking, tolerance of ambiguity empathy and many others. The belief that the ID variables of
personality in general, and the intro-extra dimension in particular, contribute significantly
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to learners’ proficiency in English as a foreign language (EFL) is held by numerous
researchers including Kiany (1998); Dewaele and Furnham (1999); Van Daele (2005) or
Berry (2007).
In 1970s it was hypothesized by some applied linguists (Naiman et al. 1978; Skehan
1989; Brown 2000) that extraverts in comparison with introverts are better language
learners since they create more opportunities to practice the language by taking advantage
of the input they are provided with and produce more output. It is commonly believed that
extraversion has been regarded as a preferable and helpful trait for language learning. In
applied linguistic research, as is pointed out by Skehan (1989: 101) “the desirable end of
the extraversion-introversion continuum has been taken to be extraversion.” Thus, in view
of this, it can be concluded that extraverts being higher input and output generators,
linguistically more active both inside and outside the classroom, ought to be capable of
learning a FL more rapidly than their introverted counterparts.
Many psychologists including Eysenck et al. (1981, 1985); Cook (2002); Kiany
(1998); Matthews and Deary (1998) are of the contrary opinion, namely, that extraversion1
is rather a drawback when it comes to learning a language, the assumption based on a
strong biological foundation. This is because, according to the Eysenck’s theory of
personality, extraverts have lower level of cortical arousal, and at the same time become
more easily inhibited which causes them to be more susceptible to mental distraction.
Besides, they have a limited long-term memory, as opposed to introverts who benefit from
possessing a wider long-term memory span (Eysenck et al. 1981: 40). These biologically
determined diversities cause both groups to have different behavioral tendencies. Eysenck
and Eysenck (1985) have also observed that it is introverts who achieve superior academic
attainment on written tests in comparison with extraverts, thereby suggesting that the
former are better language learners.
Bearing these two standpoints in mind, one can observe that there is a clear
contradiction between the applied linguists’ and psychologists’ predictions concerning the
effects of the intro-extra tendencies on general learning. Owing to the fact that the few
studies undertaken have not produced consistent results, which would confirm one view or
the other, the aim of this paper is to investigate these two standpoints in greater detail. In
particular, the present research will try to demonstrate how the level of introversion and

1

This paper will maintain the spelling of extraversion and extravert generally used in psychological literature.
When quoting other sources, the spelling used by a particular author will be adopted.

9

extraversion present in the individual affects learners’ scores on oral and written
proficiency tests. Moreover, an attempt will be made to define the personality and cognitive
profiles of the good language learner (GLL) on the basis of the various personality traits
and abilities which constitute the level of FL aptitude.
The following are the research questions posed in this study:
(1) Is there a relationship between the adult learners’ personality traits and their potential
for learning a FL?
(2) What is the relationship between the intro-extra tendencies of the Polish adult learners
of English and their performance on proficiency tests?
(2a) Do extraverted adult learners achieve better results on tests of oral proficiency?
(2b) Do introverted adult learners perform better on the English written tests of
proficiency?
(3) Is language aptitude a good predictor of the FL learners’ success on proficiency tests?
(4) What are the personality and cognitive profiles of the successful and the unsuccessful
language learner?
The scores obtained from the personality questionnaire along with the results from a
language aptitude test formed the independent variables, while the results from English
proficiency tests formed the dependent variable in the present study.
This MA dissertation comprises four chapters. The first chapter presents theoretical
foundations of the study of personality, including definitions, approaches and various
theories. Then, a review of the previous research on the personality variables of
introversion and extraversion and SL/FL proficiency will be presented. The chapter will
end with the rationale for the present study together with hypotheses. In the second
methodological chapter consideration will be given to the current research. In particular, a
detailed description of the participants, the instruments for both independent and the
dependent variables along with the whole procedure of administering the tools will be
provided. Besides, the chapter includes descriptions of the data analysis of the present
study. The whole third chapter will be devoted to a tabular presentation of the results of the
current research. This will be followed by the fourth chapter which includes a discussion of
the major findings in relation to the research questions and hypotheses. Then, pedagogical
and methodological implications of the personality and cognitive factors for FL teaching, as
well as the limitations of the study will be discussed. The thesis will end with the
conclusions and recommendations for further study.
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Chapter 1: Review of the literature

The aim of this chapter is to provide theoretical foundations of the current study. First, an
attempt will be made to define the notion of personality traits. Then, different approaches to
the study on personality will be outlined. To give a complete picture of personality
development, a diachronic perspective in presenting some of the most significant theories
of personality will be adopted. This will lead to the most influential theory of personality
proposed by Eysenck. Then, an explanation of genetic and biological bases of personality
will be provided. In a further part of this chapter consideration will be given to the introextra dimension and its influence on learners’ behaviour. Then, a few studies which
attempted to characterize the GLL’ profile will be presented. This will be followed by a
description of the nature of FL aptitude. The literature review will present the intro-extra
dimension with relation to language learning. In particular, the most significant studies on
the personality variables and oral as well as written skills will be shown. Finally, the
chapter will end with the rationale for the present study and hypotheses formulated by the
author of the paper

1.1. Defining the concept of personality traits
Personality, which is considered the most unique aspect of human individuality, constitutes
a core area of study for psychology. When looking at the etymology of this term, it
transpires that the word ‘personality’ itself derives from the Latin word ‘persona,’ which
means ‘mask’ (Chamorro-Premuzic 2007: 14). Thus, the study of personality can be
regarded as the study of ‘masks’ that people wear. This very broad and complex notion of
human personality has been interpreted in a variety of ways by different researchers.
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Gordon Allport, the author of the concept of personality, defined it in his book
“Personality-A psychological interpretation” published in 1937, as a dynamic organization,
within the person, of psychophysical systems that create the person’s idiosyncratic patterns
of behavior, thoughts and feelings (as cited in Allport 1961: 11). A similar portrait of
personality emerges from Leontiev (1981), who regarded personality as something that “ is
not simply a cluster of mental qualities, or tokens, but rather their unique and unrepeatable
combination characteristic of each individual” (1981: 10). Psychological definitions of
personality differ from lay definitions in that they put emphasis on the existence of
characteristic individual differences within a person. The major assumption underlying this
concept, is that “personality makes a person’s behaviour different from the behavior other
people would manifest in comparable situations” (Hampson 1988: 2). In other words, the
individual differences that exist in people’s behaviours make them respond to the same
situation differently.
Personality is said to consist of some internal factors or elements known as
‘personality traits’. Before going into more details about the basic constituents of
personality, a distinction between two terms ‘trait’ and ‘type’ should be made, since there
is a substantial difference between those concepts. A trait can be defined as “a dimension of
personality used to categorize people according to the degree to which they manifest a
particular characteristic” (Maltby et al. 2010: 157). A personality type, on the other hand,
refers to a category a particular person may belong to if he or she shares the characteristics
of the group. Thus, a type theory is inclined to categorize people into sharply divided
groups, whereas trait theory classifies the extent to which a person is more towards one trait
or the other (Eysenck and Eysenck 1985: 26). The former involves a bimodal distribution,
which indicates that a person is either a member of the type or not, whereas the latter would
show a normal distribution, which implies that a person can possess a particular type to
varying degrees.
The idea of personality traits has its long history dating back to Aristotle. At that
time people tried to distinguish moral behaviour from immoral, using a variety of
adjectives. These basic characteristics created concepts later defined as ‘traits’. Commonly
used in personality psychology, the broad term of traits refers to specific “characteristics
used to assess and explain behaviour” (Hampson 1988: 3). In general, traits can be
characterized by two distinctive features such as stability and consistency. These two
features make them different from more transitory states like emotions or moods. It is true
to say that people’s behaviour may vary from occasion to occasion, however, as is pointed
12

out by Matthews and Deary (1998: 3), “there is a core of consistency which defines the
individual’s ‘true nature’.” Apart from the fact that personality traits are relatively stable
over time, it is widely believed that traits have a direct influence on behaviour. The general
principle is, that there is a causal relationship between personality traits and behavior, the
former initiating and guiding the latter. Thus, what personality researchers try to do is make
inferences about person’s ‘internal properties’ on the basis of their overt behaviours
(Matthews and Deary 1998: 4).
The concept of personality traits has been under attack due to the apparent
inconsistency of traits. Block and Bennett (1955) put forward an argument called
‘traitology’ which implies that individual’s behavior varies from situation to situation. (as
cited in Mischel and Mischel 1973: 19). What it implies is that a person is inclined to
behave differently depending on the context, the people he speaks with or the place. In
view of this, one may conclude that there are no general and consistent forms of conduct
which would guarantee consistency of behavior and stability of personality. Thorndike
(1903) went even further, since he had abandoned the whole idea of traits, claiming that
there are only “independent and specific stimulus-response bonds of habits” (as quoted in
Eysenck et al. 1981: 3).
In order to defend the notion of traits, Eysenck et al. (1981) presented quite a few
research findings which give credibility to those ‘fundamental units of personality.’ First of
all, there is a clear evidence that personality traits are biologically determined, an argument
which will be developed in greater details in section 1.4.1. Secondly, traits can be identified
by means of correlational studies including factor analysis. The consequence of this fact is
that personality traits are not only theoretical concepts, but are tangible constructs
measureable by means of specially designed instruments. Another strong argument in
favour of the scientific viability of the concept of a trait is the one offered by Matthews and
Deary (1998: 57) which states that traits show “a high level of cross-cultural replicability.”
The fact that traits are stable across different countries makes them more reliable
constructs. In view of the above arguments, there is no denying of the existence of
personality traits as well as the fact that they are worth investigating.
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1.2. Different approaches to the study of personality

Theorists in the field of personality have faced a problem of developing a general
theory of personality trait, one that all personologists would be willing to accept and to
agree on. In view of this, a brief review of most common approaches to the study of
personality that have emerged will be presented in this section.
It is true to say that there is a plethora of personality theories that have been put
forward over the last centuries. Among those, Mischel and Mischel (1973: 24)
distinguished four main traditions along with their authors: the humanistic approach
(Rogers), the psychodynamic approach (Freud), the cognitive-behavioural approach
(Bandura) and the trait approach (Allport). Each tradition, within which various schools of
thought can be distinguished, made unique contributions to different aspects of the study of
psychology. This is only to be understood as approach, because different focus, different
theoretical perspectives and different methodologies employed highlighted and explained
the psychological reality of human behaviour in a different way (Berry 2007: 59).
However, in view of the fact that only the trait theories of personality involve empirical
studies which give rise to formulating testable hypotheses, this approach will be the focus
of the present paper.
The trait approach to personality was proposed and developed by Gordon Allport,
the prominent figure in personality psychology that has been already mentioned. This
tradition is predominantly focused on differences between individuals. In general, it
attempts to establish a linkage between features of the body and personality. Within this
approach theorists in the field of personality together with psychologists investigate
personality by observing behaviour and developing formal theories which would account
for their observations. Apart from attempting to find the basic structure of personality, the
trait approach theorists try to produce reliable ways of measuring these individual
personality characteristics (Maltby et al. 2010: 174).
Within the trait approach, Allport distinguished two different ways of dealing with
the notion of personality. One of the approaches to personality, which has a rather nonscientific2, literary nature, known as ‘idiographic approach’ suggests that ”all aspects of
personality are fundamentally unique and idiosyncratic to each individual, so that no

2

Non-scientific theory as opposed to scientific, is the one that is untestable, thus it cannot be falsified.
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generalized theoretical statements are possible” (Maltby et al. 2010: 8). In view of the fact
that every individual is unique, it seems not possible to describe two different people using
the same concepts. On the contrary, Matthews and Deary (1998) present an alternative,
more scientific ‘nomothetic approach’ which assumes that it is possible to arrive at general
hypotheses concerning stable individual differences through the scientific methods. This
involves grouping individuals possessing similar clusters of traits, into types on the basis of
self-report such as personality questionnaires (1998: 6). The latter, inter-individual
approach, which has been employed by most traits theorists to identify personality variables
that occur consistently across groups of people, will be the major methodological tenet of
the research reported in the current thesis.

1.3. Historical development of personality theories
This section will present an overview of the most prominent theorists, who went down to
history as significant contributors to the present-day theory of personality. Moreover, the
manifold influences of various theories which attempt to identify different traits and
organize them into broad personality dimensions will be illustrated.
The origins of personality theory trace back to ancient Greece, where four
temperaments, namely melancholic, choleric, phlegmatic and sanguine derive from. The
temperamental theory created by the two outstanding Greeks Hippocrates and Galen was
later popularized by the great German philosopher and scientist Immanuel Kant. His
contribution to the model was that he added ‘feeling’ and ‘activity’ in order to underline
the psychological nature of the four humoural temperaments. A further study, conducted
by the psychologist Wilhelm Wundt, who was the first to describe four temperamental
types in terms of two continuous dimensions; the first involved his observation concerning
cholerics and sanguinics, who shared the characteristics of being changeable, whereas
phlegmatics and melanholics were defined as unchangeable. The second dimensionemotionality, defined also as neurotism, was formed by the two emotional temperaments,
i.e. the choleric and the melancholic, as opposed to the other two, the sanguinics and the
phlegmatics which were considered to be unemotional, stable (Eysenck et al. 1981: 7).
Little progress was made in terms of classifying personality traits from the time of
the Ancient Greeks to the middle of the nineteenth century. The turning point in personality
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study is equated with the fundamental work of the Dutch philosopher and psychologist G.
Heymans. Eysenck et al. (1981: 9) call him “the father of experimental personality
research,” because Heymans, not wanting to rely exclusively on every-day observations,
was the first to conduct a number of truly experimental studies to measure individual
differences in behaviour. Besides, it was Heymans who suggested the use of correlational
methods and worked out methods of grouping such correlations, thus created the very basis
for factor analysis.
Carl Jung is another psychoanalyst, who deserves to be mentioned as a prominent
contributor to the present-day theory of personality. He made a presupposition, which later
turned out to be true, that introversion and extraversion had a physiological foundation.
Furthermore, as is pointed out by Laney (2002: 27), Jung in his theory surmised that “we
are born with a temperament endowment that locates us somewhere on a continuum
between very introverted and very extraverted.” In view of this, one would conclude that
Jung has greatly contributed to the study in personality research. However, Eysenck et al.
(1981: 9) mention others who had arrived at such conclusions prior to Jung. Among those
were the Viennese physician Gross or already mentioned Heymans. Nevertheless, Jung is
known as the precursor of the notion of three bi-polar types, namely extraversionintroversion, sensing-intuiting, and thinking-feeling. Besides, his theory of psychological
types formed the basis of a popular personality measuring device, the ‘Myers-Briggs Type
Indicator’ (MBTI).3
The real advances in the trait approach were possible thanks to Reymond Cattell,
who was the precursor of the statistical technique of multiple factor analysis (see Chapter 2
section 2.5.2). By means of this technique, he identified closely related terms and removed
synonymous adjectives, thereby reducing the long list of personality traits to just 16 key
personality dimensions. His model comprised sixteen bipolar factors, among which were
intelligence and social attitudes (Berry 2007: 60). Cattell believed that these 16 traits are
the source of all human personality. He is also the author of one of the most widely used
personality assessment tool known as the Sixteen Personality Factor Questionnaire (16PF)
which has been revised and improved a couple of times since the time it had been first used
(Hampson 1988: 58).
Critics of the Cattell’s model claimed that his 16 trait paradigm ought to be
submitted to a further reduction process with the help of factor analysis, by dint of which

3

For a description of this instrument refer to Brown (2000) or Moody (1988).
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the number of traits would be further reduced. This gave rise to the emergence in the first
half of the 20th century, of a new theory which consisted of only five factors. Not
surprisingly the novel paradigm was named the Five Factor Theory. It took several decades
to develop this multi-trait theory by different authors, among whom were Goldberg,
McCrae and Costa. This model represents five core traits that interact to form human
personality. The Big Five model consists of: (1) Extraversion, (2) Agreeableness, (3)
Conscientiousness, (4) Neuroticism, and (5) Openness to Experience (De Raad 2000).
These five factors were said to “account for the variance in all psychometric factor analytic
studies of personality” (Berry 2007: 61). In order to operationalize the Big Five taxonomy
two instruments for measuring it have been devised, among which there is the NEO
Personality Inventory (NEO-PI).

1.4. Eysenck’s theory of personality

The theory that the Big Five model is most frequently compared with is the one proposed
by Hans Eysenck, a German psychologist well-known for his experimental studies on the
nature of personality. Initially, Eysenck was of the opinion that personality can be
adequately described by two factors such as extraversion-introversion and neuroticismstability. However, more recently, as a result of a series of factor analytic studies, he
proposed the third dimension, namely psychoticism-normality (Hampson 1988: 47). His
scientific model of personality, commonly known as the PEN model (the acronym stands
for Psychoticism, Extraversion, Neuroticism) consists of a number of subtraits which have
been classified as belonging to the three universal dimensions. As is explained by
Matthews and Deary (1998: 25):
1. Psychoticism (P) involves people who are predisposed to be: aggressive, cold,
egocentric, impersonal, impulsive, anti-social, unsympathetic, manipulative,
creative.
2. Extraversion (E) is ascribed to people who tend to be: sociable, active, assertive,
irresponsible, dominant, risk-taking, sensation-seeking, expressive, venturesome.
3. Neuroticism (N) involves individuals who are inclined to be: anxious, depressed,
guilt feelings, low-self-esteem, tense, moody, irrational, shy, emotional.
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Owing to the fact that Eysenck was an advocate of a dimensional aspect of personality, as
opposed to the already mentioned typological approach, a person is not classified as
possessing only one of the three dimensions. What he proposed is that an individual is
likely to show some degree of each of these superfactors on the continuum (Eysenck et al.
1981). That is why, the three universal factors ought to be interpreted as a set of bi-polar
dimensions, including extraversion-introversion, neuroticism-stability and psychoticismnormality.
Eysenck saw his modern theory of personality as “intimately connected with the
ancient conceptualization” (Eysenck et al. 1981: 7). As is pointed out by Berry (2007: 59),
the ancient models can be considered to be “the forerunners of the modern extraversionneuroticism dimensional system.” In particular, Eysenck compared his dimensions to the
four temperaments of ancient medicine, where choleric (impetuous and impulsive) and
sanguine (optimistic, easily excited) temperaments were equated with extraversion,
whereas melancholic (inclined to reflection or anxiety) and phlegmatic (unflappable and
slow to take action) temperaments were classified as belonging to introversion (Hall et al.
2004). The Figure below presents the Eysenckian model of personality which integrates the
previous personality models of Hippocrates, Galen, Kant, Wundt, Cattell and Jung.

Figure 1. The modern model of personality according to Eysenck
(adapted from Eysenck and Wilson1976:17).

Eysenck’s Three Factor model is said to be comprehensive in description because it
provides a four-level ‘hierarchical taxonomy of personality,’ and makes a clear distinction
between those levels (see Appendix 1). At the lowest level, individual observable
behaviours known as specific responses can be found. The third level consists of a number
of different habitual responses, the ways individuals tend to behave in a particular
situation. These habitual responses which may characterize certain traits make up the next
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level of traits personality. These are characteristics inferred from observable behaviour like
sociability, activity, reflection and many others. Finally, at the top of the hierarchy, at the
so-called ‘type level,’4 one may find the already mentioned three superfactors of
Psychoticism, Extraversion, and Neuroticism referred also as ‘higher-order factors’ which
are characterized by the fact that they are stable and independent of one another (Hampson
1988: 52).
Eysenck’s personality dimensions appear to be of great importance to the
personality research mainly because he included different approaches to his study on
personality among which were: experimental, correlational, physiological and genetic
approach (Revelle and Oehlberg 2007:1). Furthermore, Eysenck et al. (1981) claimed that
the superfactors of extraversion, neuroticism, and psychoticism are universal dimensions,
which means that these personality traits emerge in many different nations and cultures
other than Western countries. In fact, such universality has been tested in different crosscultural studies, among which is the one of McCrae and Terracciano (2005). The
researchers conducted a large-scale study, which involved adult participants from fifty
countries. Their comparisons of individuals within cultures confirmed the universality of
personality traits (2005: 559).
There seems to be a reasonable degree of congruence between The Big Five
paradigm and the PEN model (see page 16). Despite the fact that “studies based explicitly
on the Big Five and Eysenck traits confirm stability” (Matthews and Dreary 1998: 53),
when a closer scrutiny is given to them, the latter appears to be more reliable. This is
because of the fact that PEN combines both descriptive/taxonomic and causal/biological
aspects of personality in one theory (Jang 2001: 1). By providing causal explanations in
addition to the description of personality, the PEN model provides more credible evidence
which purely descriptive models lack. Besides, Eysenck himself maintained the superiority
of his PEN model over the ‘Big Five’ by calling it ‘The Even Bigger Three’ taxonomy on
the grounds that the superfactors of the PEN model are “traits that are very stable across
time and situation” (Van Daele 2005: 95). The same cannot be said about the Five-Factor
model which seems to mix up higher-level superfactors like extraversion and neuroticism
with lower-level factors of agreeableness and conscientiousness, which are susceptible to
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Eysenck refers to the top of the hierarchy as the ‘type’ level but in fact extraversion, neuroticism and
psychoticism are dimensions, not types, since everyone may possess all three to varying degrees (Hampson
1988: 52).
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change across time and situation. The words of Maltby et al. (2010: 170) seem to constitute
a good summary of Eysenck’s work because “[h]e moved beyond many personality trait
researchers in that he tried to provide not merely a description of personality structure but
also an explanation of what caused differences in personality, with his genetic studies and
his biological theory.”

1.5. The biological and genetic bases of personality
Along with the descriptive theory of personality taxonomy, Eysenck proposed a causal
explanation of personality based on psychophysiological, and other biological mechanisms
which are responsible for the dimensions. Giving ‘physical reality’ to the three dimensions,
he made them testable by scientific experiments (Hampson 1988: 53). In particular,
Eysenck is the author of two theories involving the process of cortical arousal and reactive
inhibition which were to “account for individual differences in extraversion and
neuroticism” (Eysenck et al. 1981: 38). The psychophysiological structures of extraversion
and neuroticism are said to explain most of the observed differences between introverts,
extraverts, neurotics, and stable individuals. Owing to the fact that the physiological basis
of neuroticism has not found enough support due to poor research, whereas physiological
basis of psychoticism has not been proposed yet (Hampson1988: 54), from now on the
main focus of this paper will be on the intro-extra dimension.
In view of the theory proposed by Eysenck, the intro-extra dimension is related to
the activity of a particular part of the brain, the already mentioned cortical arousal, which is
located in the ascending reticular activating system (ARAS).5 The ARAS activity, which is
the main cause of different behaviours, is said to be higher for introverts than extraverts.
The former having higher levels of cortical arousal are sensitive to be further aroused, so
they avoid stimuli. Extraverts who are under-aroused seek arousal stimuli, thus manifest
outgoing, impulsive and social behaviour. A converse situation appears when it comes to
the process of reactive inhibition, which refers to the capacity of the brain to slow down,
because inhibition is caused more slowly in introverts, is weaker and lasts shorter, as
opposed to extraverts for whom inhibition is generated quickly, is relatively strong and

5

The ARAS is located in the brain stem reticular formation, the central gray core of the brain stem (Eysenck
et al. 1981:39).
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lasts a longer period of time (Eysenck 1967). What it implies is that extraverts being
mentally more inhibited are more prone to mental distraction and as a result of this they
have lower ability to concentrate. The Eysenck’s biological theory of personality found
support among different studies including those of Fischer et al. (1997) or Johnson et al.
(1999).
The phenomena of cortical arousal and reactive inhibition have been related to
memory span, which is believed to play a major role in learning. It is said that introverts
possess a wider long-term memory (LTM) span, while extraverts have a wider short-term
memory (STM). A similar theory which confirms the one proposed by Eysenck is a
principle pertaining to cortical arousal and memory known as ‘Action Decrement Theory,’
which was proposed by Walker (1958):
High arousal produces an active memory trace of longer duration; this in turn leads to
enhanced consolidation and long term memory. However, during the time that the process
of consolidation is continuing, there is a transient inhibition (...) which protects the active
memory trace from disruption. As a consequence, although high arousal is beneficial for
long term retention, it impairs short term retention for periods of time up to several minutes
after learning (Walker 1958, as quoted in Kiany1998: 115).

In view of this it should be expected that it will take much longer for introverts than for
extraverts to retrieve information from LTM. One possible reason for this, according to
Eysenck et al. (1981: 204), is the over-arousal of introverts, which affects also their parallel
processing. This may have some implications for learning, because while extraverts think
and talk simultaneously, introverts need time to think and do not speak with spontaneity
unless it is a familiar topic. On the other hand, thanks to better LTM introverts should be
able to code information more efficiently, thus they may have an advantage over extraverts
in learning new material.
Eysenck’s arousal theory concerning the link between intro-extra and cognitive
processes can be supported by the studies of Johnson et al.(1999) who investigated the
differences between introverts and extraverts in relation to the brain. What was innovative
about their research was the use of the positron emission tomography (PET)6 by means of
which they were able to obtain more precise results. What Johnson and her colleagues have
found out is basically that introverts are associated with increased cerebral blood flow
(CBF) to their brains in comparison with extraverts (Johnson et al. 1999: 252). More blood
flow in frontal lobes indicates more activity and internal stimulation, which causes the area
6

PET is a technique which allows researchers to explore the relation between activity in brain regions and
various cognitive states (Johnson 1999: 256).
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to become more sensitive. This finding lends support to the hypothesis that introverts are
over-aroused, as opposed to extraverts who appear to be under-aroused.
Another interesting observation made by Johnson et al. was that “the introverts’ and
extraverts’ blood travels along different pathways” (Laney 2002: 69). The former’s is much
longer and more complicated in comparison with the latter’s (see Appendix 2). It has been
proved that the introverts’ blood flows to the parts of the brain involved with internal
experiences such as remembering, solving problems and planning. The extraverts’ blood on
the other hand, flows to the areas of the brain where visual, auditory, touch, and taste
sensory processing occurs (Laney 2002: 70). That their blood travels different pathways
cause different neurotransmitters to be involved. The pathway used by extraverts is
activated by dopamine which is identified with movement, attention, alert states and
learning. In contrast, introverts who are very sensitive to dopamine, use entirely different
neurotransmitter, namely acetylcholine, which not surprisingly affects attention and
perceptual learning, but also helps in sustaining a calm, alert feeling and to utilize LTM
(Laney 2002: 71). Discovering what neural pathway, transmitter or hormone is associated
with a particular individual difference may be of particular importance when it comes to
the process of learning a language.
This section has shown that there is a strong biological basis of personality,
however, Matthews and Deary (1998: 106) have noticed that actually there are two broad
contributions to personality differences, more influential genetic effects but also
environmental factors. As for the genetic nature, it is assumed that approximately 70% of
people’s personality depends on the genes (Fischer et al. 1997: 350). This lends support to
the proponents of the traits’ stability discussion that was held in section 1.1, because if
personality traits are caused by genes, which are unchangeable, they have to possess a
considerable level of stability. Thus, it can be said that phenotype, in this case personality,
is caused by genotype that is genes (Maltby et al. 2010: 23). However, as is pointed out by
Rushton (1998: 206), despite Eysenck’s strong theory on heritability, “[h]e never denied
environmental factors of personality development such as the effect of family environment
and individuals.” Therefore, the remaining 30% of personality development can be ascribed
to the environmental factors individuals are exposed to as well as to their experience.

22

1.6. The Eysenck Personality Questionnaire

To account for the taxonomic model of personality, Eysenck devised an instrument by
means of which he could measure his theoretical constructs. As is pointed out by Berry
(2007: 38), in the case of psychological variables that differentiate learners, it is of great
importance to have “an appropriate, reliable and valid instrument to measure the
hypothesized trait.” The one created by Eysenck is not only based on well-established
theory, but work on its reliability and validity has been conducted over a period of fifty
years. Originally, Eysenck tested his measurement tools on psychiatric patients, casualties
of the Second World War from the hospital he used to work in. Until now, the Eysenckian
instrument has been adapted to 35 languages, including Polish, and is widely used all over
the world. More importantly, the factors from the Eysenck’s questionnaire have turned out
to be strongly replicable across all 35 countries (Furnham et al. 2008: 213).
The Eysenck Personality Questionnaire (EPQ) has evolved through four different
versions. As is stated by the author himself (Eysenck and Eysenck 1975), the EPQ “is a
development of various earlier personality questionnaires; it differs from the latest of these
(the EPI or the Eysenck Personality Inventory) by including an additional scale and
hopefully by having made certain improvements in the other scales” (as quoted in Furnham
et al. 2008: 206). Generally speaking, the EPQ is a self-report instrument designed for
measuring the three personality superfactors of introversion-extraversion, neuroticism and
psychoticism. When it comes to the intro-extra dimension, it can be broken down into at
least seven-component characteristics including: activity, sociability, risk-taking,
impulsiveness, expressiveness, reflectiveness and responsibility. Each of the sub-factors is
represented by 30 questions, which gives over 200 questions altogether. In this pen-andpaper instrument a testee is required to answer the questions by choosing one of the
options: ‘yes,’ ‘no’ or ‘no opinion’ (Eysenck and Wilson 1976).
Eysenck modestly defined his questionnaire as “a list of questions relating to
personal behaviour, preferences, reactions, attitudes and opinions” (Eysenck and Wilson
1976: 8). However, other researches such as Costa and McCrae (1986) acknowledged that
the introduction of the EPQ and its antecedents was ‘a great boon to psychology.’ By
constructing his instruments, “Eysenck presented tools which were both convenient and
psychometrically sophisticated operationalizations of his model of personality” (as quoted
in Berry 2007: 64). The view that the EPQ is reliable and valid, one of the most commonly
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researched psychological instrument, has been supported by different researchers (Wilson
1990; Dewaele and Furnham 1999; Berry 2007). For reasons mentioned above, the EPQ is
the instrument chosen for the measurement of personality in the present study.

1.7. Introversion versus extraversion - social and behavioural differences

Bearing in mind the biological basis of the intro-extra dimension, it now seems reasonable
to investigate these two constructs of introversion and extraversion from different
perspectives. As is stated by Wilson (1977), “introversion-extraversion is a truly
psychological concept, slotting in between phenomena at the biological and social levels
and providing an explanatory link between them” (Wilson 1977: 213, as quoted in Cook
2002: 232).
The historical overview of the personality theories that have been presented, shows
the relevance of the intro-extra dimension which together with neuroticism-stability
constitutes a fundamental part of any personality taxonomy (Wilt and Revelle 2008: 3).
Interestingly, most of the contemporary trait theories not only include the intro-extra
dimension, but also have very similar conceptualizations of the construct. Since this makes
the ID factors more reliable in comparison with the others, it ought to be frequently studied
by the researchers in the field of personality. This view is somehow confirmed by the fact
that “no single pair of traits of personality has been quite so widely discussed and studied
as that of extroversion and introversion” (De Raad 2000: 88).
The conceptualizations of the introversion and extraversion have been developed
over centuries by different theoreticians in the field of personality research. The earliest
attempt to define the constructs was that of Jung. He proposed that ”[e]xtraversion is the
outward turning of psychic energy toward the external world,” while “[i]ntroversion refers
to the inward flow of psychic energy towards the depths of the psyche.” (Jung 1917, as
cited in De Raad 2000: 88). The former trait involves those who are particularly interested
in people and events in the external world, whereas the latter presents individuals who
show a keen interest in their own psyche and prefer to be on their own. Eysenck and
Eysenck (1985) stated that since the intro-extra dimension is a continuum, the word
extravert refers to an individual who is highly extraverted, while introvert is a person
situated on the other end of the continuum, highly introverted. Those who have the
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characteristics of both types, and at the same time constitute the biggest group, are situated
somewhere in the middle of the continuum and are often referred as ‘ambiverts.’
Eysenck and Eysenck (1975) proposed detailed and accurate descriptions of the
two traits which very precisely capture the major differences between introverts and
extraverts. The general picture of an extraverted person is that of:
The typical extravert is sociable, likes parties, has many friends, needs to have people to talk
to, and does not like reading or studying by himself. He craves excitement, takes chances,
often sticks his neck out, acts on the spur of the moment, and is generally an impulsive
individual. He is fond of practical jokes, always has a ready answer, and generally likes
change; he is carefree, easy-going, optimistic, and likes “to laugh and be merry.” He prefers
to keep moving and doing things, tends to be aggressive and lose his temper quickly;
altogether his feelings are not kept under tight control, and he is not always a reliable
person.

As opposed to the portrait of an introverted person:
The typical introvert is a quiet retiring sort of person, introspective, fond of books rather than
people; he is reserved and distant except to intimate friends. He tends to plan ahead, “looks
before he leaps,” and distrusts the impulse of the moment. He does not like excitement, takes
matters of everyday life with proper seriousness, and likes a well-ordered mode of life. He
keeps his feelings under close control, seldom behaves in an aggressive manner, and does not
lose his temper easily. He is reliable, somewhat pessimistic, and places great value on ethical
standards (Eysenck and Eysenck 1975: 8, as quoted in Daewele and Furnham 1999: 513 ).

Although Eysenck’s picture of the personality traits appears to be unbiased, there is a
generally observable tendency in various environments such as schools, peer groups ,work
places and many others to favour the extraverted behaviour. As is pointed out by Ausubel
(1968), in the classroom situation for instance, “we have succumbed to the cult of the
warm, outgoing, amiable and extraverted personality, and have tended to regard any
deviation from this standard as axiomatically undesirable from a mental hygiene
standpoint” (1968: 412). Besides, psychological studies have indicated that extraverts are
happier people in general because they possess “higher levels of positive effect,” have
higher self-esteem and more optimism in comparison with introverts (Wilt and Revelle
2008: 13).
The personality trait of introversion which is associated with shyness and
unsociability, for some reason, evokes negative connotations. Apart from the already
mentioned Ausubel (1968), the existence of such a situation has been observed by
numerous researchers including Brown et al.(1973); Gardner (1978) or Bush (1982). They
unanimously agreed on the fact that extraversion is seen as a more valued trait in general,
and that the extraverted behavior is appreciated in Western society in particular. The ‘cult
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of extraversion’ common among teachers, has caused introversion to become perceived as
“an undesirable behavior” (Brown et al. 1973: 236). However, Ausubel (1968: 413)
emphasizes the fact that learner’s introversion and extraversion may be “a grossly
misleading index of social adjustment.” What he implies is that the role of introversion and
extraversion is often misinterpreted in language classes. This misconception results from
the fact that teachers are inclined to take their pupils’ behaviour at face value and
categorize them according to the existing stereotypes, which very often turn out to be far
from the truth.
More recent, and at the same time different from the stereotypical, definition of
introverts and extraverts has been presented by Brown (2000), who states that
“[e]xtroversion is the extent to which a person has a deep-seated need to receive ego
enhancement, self-esteem and a sense of wholeness from other people as opposed to
receiving that affirmation within oneself” (Brown 2000: 155f.). What is unique of his
description is that “extraverts are not necessarily loudmouthed and talkative” as it used to
be thought. Brown emphasizes the fact that extraverts have a need to seek for other’s
people attention. Introversion on the other hand, is characterized as “the extent to which a
person derives a sense of wholeness and fulfillment apart from a reflection of this self from
other people.” Furthermore, by saying that “introverts can have an inner strength of
character that extraverts do not have,” he seems to openly favour introversion.
According to Laney (2002: 20ff.), behavioural tendencies of introverts and
extraverts result from using different brain pathways that influence the direction of peoples’
focus, either internally or externally. What she further states is that introverts and extraverts
differ in terms of three distinctive features which can be easily observable in the classroom.
The first difference lies in the way they create and restore energy. While the former need to
look inwards in pursuit of necessary energy to recharge themselves, which derives from the
internal world of ideas, impressions or emotions, the latter are energized by the external
world. This explains why the introverted learners tend to avoid social contact and prefer to
work individually, while extraverts seek company of other students. As has been observed
by Skehan (1989), the sociability dimension of extraversion may be relevant for language
learning.
Another considerable difference between the two personality types pertains to the
approach towards knowledge and experience. In particular, it involves different response to
external stimulation. When extraverts are usually keen on new experience and they do not
mind new tasks introduced in the classroom, their introverted counterparts dislike surprises,
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they prefer to have everything planned in advance, and in order to ensure maximal security,
they need to gain as much knowledge about what they experience as possible. Besides, the
introverted students become easier overwhelmed if they are exposed to many stimuli
simultaneously. That is why, they often isolate themselves from the others in order to limit
the external input.
Thirdly, extraverts are ‘generalist’ who wish to know a little bit about everything.
Since they like ‘breadth’, they are focused on gaining various experiences. Those with
more introverted personality on the other hand, prefer narrow but more ‘in-depth’ focus, so
they try to limit the experiences in order to analyze them more thoroughly. That is why, the
introverted learners show a propensity for reflecting and dwelling on a certain topic. All
this may result in introverts being more studious and knowledgeable students.

1.8. Defining the profile of the good language learner-some empirical findings
Since one of the aims of the present paper is to create the personality and cognitive profiles
of the good and less successful language learners, some previous studies on the good
language learners (GLLs) will be presented.
Defining a number of features which make some of the students more successful
than others in the process of learning a SL/FL, seems to pose a challenge for many teachers
as well as researchers. It is mainly because there is a plethora of ID factors which an
individual may possess and which affect, though to varying degrees, the process of learning
a SL/FL. These different ID variables, which constitute the characteristics of a particular
person taken together have been defined as a learner profile (Johnson 2008: 142). The
attempts to characterize the potential influences on the process of FLL have been made on
the basis of the successful learners. This led to the line of research commonly known as
‘the good language learner’ studies.
This long-term GLL project of empirical investigation hoped to identify the
characteristics that successful language learners share. As a part of the GLL study, Naiman
et al. (1978) proposed a model of the GLL (see Appendix 3). It can be observed that the
model includes many IDs which have a direct influence on the process of learning SL/FL,
among which personality factors and aptitude can be found. The model, in the first place is
to show the importance of the ID factors to the learning outcomes, but it also helps to
notice the multiple relationships among the factors themselves.
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Naiman et al. (1978) in their book ‘The good language learner’ provide a
description of the GLL as “someone who actively involves himself in the language learning
process (…) he also finds ways to overcome obstacles, whether linguistic, affective or
environmental; he monitors his own performance; he studies, practises, and involves
himself in communication” (Naiman et al. 1978: 39). Another researcher Rubin (1975:
45ff.), described the GLL as an individual who is a willing and accurate guesser with a
strong desire to communicate and is not inhibited. Besides, the GLL is prepared to attend to
form and meaning, but also to monitor and practise his speech. In view of this, one may
find some commonalities between descriptions of the GLL and that of an extravert.
While attempting to create a portrait of the GLL, Naiman et al. (1978) among other
things, examined the relationship between certain personality characteristics involving
extraversion and SL learning. Seventy-two Canadian pupils learning French as their L2 in
different schools were engaged in the study. The researchers tried to define subjects’
tendencies towards introversion or extraversion by means of EPI (an earlier version of the
EPQ). However, the results that were obtained did not support their hypothesis that the
GLL need to possess extraverted personality. No correlation was found between the
answers to the questionnaire and their criterion achievement measures in French, namely
listening comprehension and sentence imitation. For the lack of expected results the
researchers questioned the validity of the EPI. Dewaele and Furnham (1999) however, are
of the opinion that Naiman et al. obtained unexpected results mainly due to inadequate
research design and the dependent variable they utilized. According to them, the problem
with Naiman et al. methodological design seems to lie in the fact that they did not
distinguish between oral and written language tests (1999: 522).
There is another, more recent study undertaken by Rysiewicz (2008a), which
attempted to define the profiles of the good and less successful FL learners, based on
different cognitive characteristics of the students. The study involved scores on a specially
adapted language aptitude test (see Chapter 2 section 2.2.) obtained from 137 participants
as well as results from an adapted version of the Key English Test. The researcher used a
statistical procedure of cluster analysis (for a detailed description see Chapter 2 section
2.5.5) by means of which three different ability profiles emerged. The study has shown
that, among other things, the GLLs do not have to possess great memory abilities. What
seems to be essential for learners to succeed in the process of FLL is high development of
analytical language abilities (Rysiewicz 2008a: 97).
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In order to define the GLL many studies have investigated learning strategies
(Rubin 1975; Stern 1975; Naiman et al.1978; Ehrman and Oxford 1990) or learners’
cognitive ability profiles (Skehan 1986; Rysiewicz 2008a). This being the case, the present
study, as has been stated in the Introduction to this paper, will attempt to define the profile
of the good and less successful language learner in relation to personality traits. In
particular, different traits ascribed to the dimensions of introversion and extraversion will
be considered. However, with the aim of forming a broader picture of successful and
unsuccessful learners as well as assuming that there is a relationship between various
cognitive abilities and personality traits, the present author decided to use FL aptitude as
the second independent variable in the current study.

1.9. The nature of FL aptitude

The relevance of the concept of FL aptitude to the SL and FL acquisition research can be
shown by the fact that aptitude has been one of the most frequently studied ID variables. Its
significant contribution to the ongoing research concerning the relationship between IDs
and success in language study has been pointed out by different authors including Skehan
(1989, 1998); Ellis (1994); Robinson (2001); Doughty and Long (2005); Dörnyei (2005).
The researchers unanimously agreed on the fact that aptitude, next to motivation, can be
regarded as the most effective predictor of academic success in SL and FL learning,
yielding correlations within the range of 0.40 and 0.70.
FL aptitude is commonly defined as a special ‘propensity’ or ‘talent’ for learning a
language. In fact, it is a complex construct, which is rather difficult to conceptualize. The
originators of FL aptitude Carroll and Sapon (1959) explained this psychological concept
as an umbrella term for “basic abilities that are essential to facilitate foreign language
learning” (Carroll and Sapon 1959: 14). Another conceptualization of aptitude, the one
proposed by Skehan (1989), underlines the fact that aptitude predicts the rate of progress
an individual is likely to make in learning under optimal conditions of motivation,
opportunity to learn and quality of instruction (1989: 40). This definition does not predict
whether an individual can learn a FL or not. If this is the case, one may conclude that
everybody is capable of learning a SL/FL.
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Aptitude is often mistakenly equated with concepts such as intelligence, ability and
achievements. As various studies have shown (Carroll 1981; Skehan 1998 or Robinson
2001), aptitude and intelligence, in spite of moderately strong correlations between those
variables (around 0.40), still remain different phenomena. There is also a considerable
difference between abilities and aptitude. The former are available now, these are the
learned skills combined with knowledge, whereas the latter refers to certain primary
capabilities which are available prior to learning (Reber 1985, as cited in Rysiewicz 2008b:
570). Finally, the difference between achievement and FL aptitude, as explained by Carroll
(1981: 84), lies in the fact that the achievements are outcomes of a learning process/task,
whereas aptitude is independent of learning.
If aptitude differs from intelligence, ability and achievement it must possess a
number of characteristic features which make it distinguishable. One of such characteristics
is the fact that aptitude is a multidimensional concept that comprises several independent
cognitive abilities. Besides, aptitude is believed to be a person’s inherent capability, which
means that the special ‘talent’ for learning languages is fixed at birth or very early in life.
Carroll (1981) points out that “language aptitude is relatively fixed over long periods of an
individual’s life span, and relatively hard to modify in any significant way” (Carroll 1981:
86). The former feature stability, implies that aptitude does not fluctuate from day to day,
so measured on two different occasions ought to produce similar results. The latter
emphasizes its untrainability, which means that test-takers are very unlikely to be able to
improve their performance on aptitude test through training. Another remarkable feature of
the concept of language aptitude, as pointed out by Skehan (1989: 38), is that it is believed
to be experience-free, which stresses the fact that previous experience, for instance the
knowledge of other languages, has little influence on the score obtained by means of a
language aptitude test.
As has been mentioned above, this inherent concept of aptitude comprises several
independent cognitive abilities. The first component of aptitude called phonetic coding
ability involves the capacity to identify distinct sounds, form associations between those
sounds and the symbols representing them as well as to retain these associations. Another
component of the multidimensional concept of aptitude is grammatical sensitivity, which is
related to the capacity for recognizing the grammatical functions of words within sentences.
The third constituent of aptitude known as inductive language learning involves the ability
to infer or induce the rules governing a set of language materials. The last but not least,
component rote learning ability defined also as associative memory concerns the ability to
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learn associations between sounds and meanings and to retain those associations (Robinson
2001: 324).
Carroll and Sapon’s model for measuring FL aptitude was designed to predict a
student’s likelihood of success in learning a FL. It was measured by a specially devised
instrument called the Modern Language Aptitude Test (MLAT), which constitutes
operationalization of the four abilities FL aptitude consists of. Owing to the fact that the
Polish adaptation of the instrument for measuring FL aptitude has been used in the present
study, a detailed description of the aptitude measuring device can be found in section 2.3.1
of the methodological chapter of this paper.

1.10. Research into personality and language learning

The biological basis of personality discussed in section 1.4.1 has indicated that introverts
and extraverts have certain predispositions, albeit different, which may significantly
contribute to the process of learning a SL/FL. The fact that “different degrees of cortical
arousal and reactive inhibition cause differences in memory span and degree of mental
distraction” (Kiany 1998: 115) may suggest that there must be some link between the
intro-extra dimension and proficiency in language learning. However, as is aptly pointed
out by Dewaele and Furnham (1999: 518) ”[s]tudies on the relation between language and
extraversion are relatively few in number.” Moreover, the fact that they have been
performed by researchers working in different disciplines (involving personality
psychology, educational psychology and applied linguistics) with different methodologies
and hypotheses make them difficult to be replicated (Dewaele and Furnham 1999: 518).
The literature reviewed in the sections to follow is to show different studies on the
relationships between the intro-extra dimension and separately oral and written skills,
because as was suggested by Dewaele and Furnham (1999), a distinction between oral and
written language criteria seems to be crucial. However, it ought to be borne in mind that,
although there is a common consent among researchers as far as the role of personality
factors in predicting FLL success are concerned, not many researchable hypotheses have
been formulated and most of the studies undertaken, for various reasons, have produced
insignificant or equivocal results (Berry 2007: 49). Despite the lack of a clear-cut
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relationship between personality and FLL, some researchers, in particular those who based
their hypotheses on psychological findings, have managed to observe certain regularities.

1.10.1. Personality traits and oral skills

This section focuses on presenting the previous studies which have investigated the
influence of the personality traits on oral performance. As was hypothesized and to some
extent confirmed by Berry (2007: 23), “extreme extraverts and extreme introverts perform
differently on an oral test depending on the degree of extraversion present in the
individual.” Many SLA theorists are of the opinion that extraverts are better language
learners in general, and more proficient than introverts in oral skills in particular (Bush
1982 or Dewaele and Furnham 1999). This assumption stems from the fact that extraverts
possess the characteristics a good interlocutor ought to have, namely, they tend to be more
talkative and show stronger desire to initiate communication (Gill et al. 2004). On the other
hand, Ellis (1994) claims that there is no sound theoretical basis for predicting which
personality variables will be positively or negatively related to which aspects of L2
proficiency. However, in spite of his pessimistic view on personality research, Ellis (1994:
520) has put forward a hypothesis that “extraverts do better in acquiring basic interpersonal
communication skills (BICS).” Given that, one may expect that the degree of extraversion
has an effect on the oral fluency, complexity and accuracy of a FL learner.
One of the strong proponents of extraversion as a factor influencing communicative
speech production were Dewaele and Furnham (1999). Their assumption was that
extraversion may not be a predictor of success in SLL/FLL but it does affect L2/FL speech
production (Dewaele and Furnham 1999: 509). Within their research a formal context of
the oral task was used, because it was assumed that more complexity produces more visible
difference between introversion and extraversion. What the researchers have found out is
that the extraverted participants were much more fluent on verbal test as opposed to
introverts, however the difference was not so much evident when it comes to accuracy.
This is how they explained the extraverts’ superiority on oral performances: “the stress of
the formal situation could cause an excessive degree of arousal in the brain of the
introverts, which would overload their STM and affect efficient incremental processing,
hence a breakdown of fluency” (Dewaele and Furnham 1999: 535). In addition to
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hampering fluency, Cook (2002: 235) pointed out other possible causes of introverts’ worse
performance, such as the higher probability of making semantic errors and limited capacity
of producing utterances of great lengths. In view of this, it may be concluded that the
introverted learners are expected to achieve worse results on oral performance in general,
and on oral fluency in particular.
However, it is not as straightforward as one may think because as is observed by
Van Deale (2005: 97) studies concerned with the effect of extraversion on one or more
dimensions of oral speech production show mixed results. One of the earliest studies which
utilized the EPQ as a measure of personality dimensions was undertaken by Rossier (1975).
His unpublished research involved Spanish speaking high school students in the United
States. The hypothesis which was put forward by Rossier was that certain personality
factors influence SL learner’s ability to become exposed to authentic English language,
thereby influencing their progress in learning the language (Rossier 1975, as cited in Bush
1982: 112). He expected positive relationships between extraversion and four components
of oral proficiency including pronunciation, fluency, oral vocabulary and grammar. What
he found instead was negative non-significant correlations of extraversion and oral
pronunciation and vocabulary as well as very low positive correlations between
extraversion and total oral scores obtained. The replication of his study indicated some
positive correlations between fluency and extraversion. Nevertheless, Rossier’s study was
criticized on the grounds of inappropriate design (Berry 2007: 48).
Another study on extraversion and FL proficiency which produced surprising results
was the one conducted by Bush (1982) who involved a group of adult Japanese learners of
English in Japan. The hypothesis that extraverts would perform better than introverts on a
variety of English SL proficiency tests was not confirmed. Surprisingly, a negative
significant correlation was found between extraversion and one of the subcomponents of
speech, namely pronunciation. Brown (2000) made an attempt to account for this
unexpected results by claiming that introverts being more emphatic learners attach more
significance to the correct articulation of the sounds and imitation of the suprasegmental
aspects of pronunciation (2000: 155). Besides, external factors like different cultural
background of the participants, namely that in Japan more introverted-type behaviour is
expected from the students, might have had a direct influence on to the results.
Extraversion, which is inextricably connected with sociability and communication,
was also investigated in interpersonal interactive situations (Gill et al. 2004). It was
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hypothesized that extraversion together with neuroticism would have a significant effect on
learners’ language production behaviour. That is why 40 university native speakers of
English participated in a dialogue game which involved matching and describing pictures.
The NEO-PI questionnaire was used as an instrument for measuring personality. The
results somehow unexpectedly indicated that “extraversion has no priming effects” (Gill at
el. 2004). The researchers suggested further investigation involving larger experimental
population as well as the use of a different personality measurement.
The role of extraversion on L2 oral proficiency was studied by another researcher
Van Daele (2005), who conducted a longitudinal study on 25 Dutch-speaking adult learners
of English. To produce more reliable results two languages English and French were taken
into account. The degree of extraversion was measured by the EPQ, while an oral retelltask was used

for

measuring oral proficiency. The researcher assumed that the

extraversion personality variable has an influence on the development of oral fluency,
complexity and accuracy of English as a second language. Contrary to the expectations,
extraversion turned out to have “little effect on the oral speech production” (2005: 108). It
was only the lexical complexity component on which extraverts outperformed their
introverted peers. The choice of the dependent variable along with the lack of formal
context, which would display more visible differences between introverts and extraverts,
were blamed for the lack of the expected results.
Most recently, Berry (2007) attempted to investigate how extreme introverts and
extreme extraverts interact with each other both in groups and in homogeneous or
heterogeneous pairs. The EPQ was used to measure students’ personality preferences. What
she observed was that, among other things, introverted learners obtained better scores for
accuracy. Extraverts on the other hand, scored higher on the fluency component. The
differences between these two personality dimensions were most visible when students
worked in heterogeneous pairs (Berry 2007: 95). She concluded the study by saying that
“when an appropriate instrument [the EPQ] is used to assess personality, and when
theoretically sound hypotheses derived from psychological literature are tested, significant
differences can be observed in the responses of extraverts and introverts on particular oral
test tasks” (Berry 2007: 195).
Taking into account the characteristics of the introverted and extraverted learners,
one would expect that it is the former who are more likely to obtain worse results on oral
tests. There are at least three reasons which may account for that. Firstly, studies on the
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physiological basis of personality described in section 3.2 have shown that extraverts
possess superior STM to introverts. Thus, it takes longer for the latter to retrieve
information from LTM, mainly because the path of information transmission of introverts
has been proved to be much longer (see Appendix 1). Besides, extraverts possess more
efficient parallel processing than introverts who find it difficult to process several items of
information simultaneously, as it is in the case of speech. In addition, when over-aroused
introverts are exposed to strong stimuli, they reach their tolerance levels more quickly than
extraverts. In consequence, the former are put at a disadvantage when it comes to coping
with speech production in stressful situations (Cook 2002: 233).
Apart from the physiological conditions, one may say that also social factors, which
to a certain extent result from biology, may account for the extraverts’ superiority in
communication. In particular, it is thanks to sociability, the trait ascribed to extraversion,
which seems to play a significant role in language learning. In EFL situations, introverts
who are inclined to be rather taciturn and not willing to take risks, usually suffer when it
comes to creating opportunities to practice speaking the FL in the environment other than
classroom (Dörnyei 2005: 27).

1.10.2. Personality traits and written skills
As can be observed, among the few studies conducted by the theorists in the field of
personality research, the majority have been aimed at finding a linear relationship between
extraversion and different linguistic variables relating to oral performance. There are hardly
any studies in which more consideration would be given to introversion, which in fact,
from the biological point of view, transpires to be of great significance as far as written
skills are concerned. Since this is the case, the present section will be devoted
predominantly to examining the relationship between introversion and written tests of
proficiency.
Contrary to the predictions of applied linguists, the advocates of Eysenck’s theory
are convinced that introverts are better language learners due to the fact that they possess
“more mental concentration and can thus focus more on the task at hand” (Van Daele 2005:
96). Although, as has already been mentioned, it takes longer for the introverted learners to
retrieve information, however possessing LTM gives them the advantage of coding new
material more efficiently. This capability, according to Eysenck (1974), makes them ”the
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prime candidates for successful learning” (as quoted in Eysenck et al. 1981: 211). In view
of this, the hypothesis proposed by Ellis (1994: 520) that “introverted learners will do better
at developing cognitive academic language ability (CALP)” seems to be plausible.
Ehrman and Oxford (1990) have undertaken a study in which they investigated what
strategies are applied by 20 adult language learners with various style preferences. To
define participants’ psychological types, including the intro-extra dimension, the MBTI
instrument was used. The authors’ findings, among other things, indicated “some language
learning advantage for introverts” (1990: 323). When the researchers correlated students’
scores obtained by means of MBTI with the scores on the Strategy Inventory for Language
Learning (SILL), it transpired that there were no correlations found between extraversion
and the dependent variable. In view of this, it was concluded that introversion can be
advantageous in a classroom where concentrated study and focus are required.
Another research in which the correlations between extraversion and scores on
written performance tests transpired to be inversely significant, was the study undertaken
by Carell et al. (1996). A group of EFL students in Indonesia participated in a longitudinal
study, one-semester long course which included a series of EFL language measures like
non-standardised, monthly tests of reading, grammar, vocabulary and writing. The
participants’ personality types were measured by means of the MBTI instrument. The
statistically significant difference between introverts and extraverts indicated that the
former considerably outscored their extraverted peers when it comes to the end-of-course
composite grades (Carrell et al.1996: 94). The authors, surprised by the findings,
recommended further research in this field.
Kiany (1998) in her study investigated the impact of the intro-extra dimension on
academic achievement and L2 proficiency. Forty Iranian, non-English Ph.D. students were
involved in the research. The Iranian version of the EPQ was intended to measure the
participants’ degree of extraversion. Besides, TOEFL and IELTS standardised tests were
used to measure the FL proficiency and the grade point averages (GPAs) for measuring
academic achievements. The results indicated negative but non-significant correlations
between extraversion and scores on the written tests of the instruments mentioned above.
The author concluded that introverts may have an advantage when it comes to written tests.
Introverts when compared with extraverts, who are seen as sociable and outspoken
students, may be perceived as less apt language learners. In fact, as has been shown,
introverts tend to have higher scores on the reading and grammar components of the
standardized English tests. Besides, Dörnyei (2005: 21) is of the opinion that ”their
36

[introverts] better ability to consolidate learning, lower distractibility and better study
habits” may cause them to attain better results than extraverts. Even though there has been
no clear pattern established between introversion and written proficiency so far, the relation
between them appears to be worth investigating, because as has been proved, there is a
strong biological basis in favour of introverts.
It is not clear from the literature review which dimension of personality is more
desirable in relation to language learning. It is due to the fact that the results obtained by
the various studies have been divergent. One reason for that may be the use of different
language proficiency measures because as is stated by Larsen-Freeman and Long (1991:
185), “while all of these [measures] may be valid in their own right, none of them may
provide a global measure of language proficiency.” Besides, each study employed different
personality measurements, including the EPQ, NEO-PI, MBTI. In addition, different
linguistic and psychological hypotheses were formulated. Kezwer (1987), who reviewed
various personality studies drew a conclusion that in order to obtain more consistent results,
researchers have to control for the variety of contributing factors, in view of this more
controlled research has to be undertaken (Kezwer 1987: 55). Since the research involving
personality traits and their influence on SL/ FL learning has been hitherto neglected, and
the few studies have not produced consistent results, research on the effect of the introextra dimension on FL proficiency will be the main focus of the present study.
In view of the literature discussed earlier, where most significant studies on
personality research across the years have been discussed, as well as bearing in mind
physiological, cognitive and social influences of personality traits on language learning, the
following hypotheses derived from the research questions stated in the Introduction to the
present paper, may be developed. Extraverts, who possess greater communication skills, are
more likely to perform better on tests of oral proficiency in terms of fluency, complexity
and accuracy, in a very formal situation, where different oral components such as fluency,
vocabulary, grammar and pronunciation are assessed. Introverts on the other hand, are
more likely to outperform extraverts when it comes to written skills, because it can be
assumed that they handle analytical tasks better. This ought to be seen by means of the
proficiency tests including writing, grammar-lexical and reading components. Since many
studies have not supported the view that extraversion is a ‘desirable trait’ in FL learning,
better language learners might be those students who have more introverted personality and
at the same time possess higher level of aptitude. The present study will attempt to test the
validity of the above hypotheses.
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Summary of Chapter 1
This chapter has discussed the most important theoretical aspects related to personality
such as: psychological definitions, approaches and most significant theories of personality.
A large part of the chapter was devoted to Eysenck, the most prominent personality
researcher and his descriptive and causal theories of personality, along with the EPQ
devised specifically to measure the intro-extra dimension. The personality traits of
introversion and extraversion were described from the social and behavioural perspectives.
Then, an attempt to define the profile of the GLL on the basis of the previous studies was
made. In a further part of the chapter the nature of FL aptitude was discussed. Due to the
dearth of research on the relationship between personality and aptitude, the literature
review was devoted solely to studies on the personality traits of introversion and
extraversion and their impact on SL/FL learners’ proficiency. The chapter ended with the
hypotheses derived from the personality psychology literature.

38

Chapter 2: Methodological considerations

The second chapter of the paper focuses on the methodological considerations of the
present research. The chapter begins with the statement of the aim of the current study, then
a brief characteristics of the participants who participated in the study is presented. This
will be followed by the presentation of the four measurement instruments used to collect
data for the independent as well as the dependent variables of the present study. Then, the
procedure of the instruments’ implementation will be described. The final section of this
chapter presents descriptions of the procedures applied in data analysis.

2.1.

Purpose of the present study

This primary aim of undertaking this hypothesis-driven research conducted in an EFL
environment was first, to check by means of correlations to what extent the intro-extra
tendencies, as measured by the personality questionnaire together with FL aptitude
influence FL learner’s proficiency, and then, to define the personality and cognitive profiles
of the successful and the unsuccessful FL learner.
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2.2.

The participants

The present study involved Polish adult learners of English, all of whom but one were
between 19 and 20 years old. The participants were first-year students from the School of
English (IFA)7 at Adam Mickiewicz University in Poznań (a city in Western Poland).
The subjects of the present research comprised 60 IFA students who participated in
all three data-collection sessions (see section 2.4). As revealed by the bio-data
questionnaire (see section 2.3.4), the participants of the current study represented similar
level of English, which could be described as advanced or C2 using the system of CEF
levels8. All the participants came from different educational backgrounds and had been
learning English as a FL for more than 10 years, prior to their decision to study English
philology. In this respect the subjects were a highly pre-selected group of EFL learners.
This fact may suggest that they possess some propensity for learning languages and that
generally they can be characterized as good language learners.
All the participants attended the full-time programme at IFA, however they came
from five different groups, with three specialities; basic curriculum, teaching programme
and south-African studies. This implies that they attended courses in relation to their
specialities, albeit with a similar number of hours. Nevertheless, all of the students received
the same amount (10 hours a week) and comparable quality of EFL instructions from both
the native speakers of English as well as Polish teachers of English.
The participants chosen for the current study were not assigned randomly to the
groups. The present author selected five from ten already existing groups which covered a
similar programme of study. The reason behind choosing adult students of English for the
current research was twofold. First, adult academic students as opposed to young learners
or members of the general population are more likely to be familiar with the format of data
collection devices such as questionnaires or tests. The other reason was the subjectavailability, namely that the university students were easily accessible and at the same time
willing to participate in the study.

7

IFA -the acronym stands for Instytut Filologii Angielskiej.
CEF is a system which is used to compare language levels for teaching and testing languages. According to
this system, C1 refers to advanced level, whereas C2 defines a proficient user.

8
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2.3.

The instruments

In order to obtain data which would constitute the independent and the dependent variables
for the study, four measurement tools were used:
• Foreign Language Aptitude Test -Test Uzdolnień do Nauki Języków Obcych, in
short TUNJO- Polish adaptation of the Modern Language Aptitude Test.
• Eysenck Personality Questionnaire- Kwestionariusz Osobowości Eysencka- the
Polish adaptation of the EPQ.
• Practical English Examination- Egzamin Praktycznej Znajomości Języka
Angielskiego, in short the PNJA exam.
• Bio-data questionnaire.
An overview of the instruments will be presented in the order in which they were
administered.

2.3.1. Foreign Language Aptitude Test

The classical Carroll’s four-component model of language aptitude which was described in
chapter 1 section 1.7 was operationalised in five specific performance tasks (see Appendix
4) which made up the Modern Language Aptitude Test. Polish adaptation of the test
(TUNJO) followed the original but the author of the adaptation decided to introduce some
changes in the battery.
The adaptation procedure included several stages9. Among the biggest changes
introduced was the removal of ‘Number learning’ task “as it duplicated constructs
measured by other tasks” (Rysiewicz 2008b: 582). The constructs of ‘Spelling clues’ and
‘Words in sentences,’ were recreated using the Polish language, and ‘Phonetic script’ and
‘Paired associates’ were taken across the board with no changes to the tasks’ content. An
additional task operationalising the construct of inductive language learning (missing from
the original MLAT) was included in the Polish adaptation. All in all, the final version of the
instrument consisted of four tasks adapted from the original test and one new task
‘Artificial Language’ created by the author himself (see Table 1 below):

9

For a full description of the process of adaptation of the MLAT refer to Rysiewicz (2008b).
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Table 1. MLAT-TUNJO: correspondence between tasks.
MLAT

TUNJO

Adaptation

Ability tapped

Phonetic Script

Phonetic Alphabet
(Alfabet fonetyczny)
Hidden Words
(Ukryte słowa)
Words in Sentences
(Słowa w zdaniach)
New Words
(Nowe słowa)
Artificial Language
(Sztuczny język)

Transcription

phonemic coding

Paraphrase

phonemic coding + L1

Paraphrase

grammatical sensitivity

Transcription

rote lerning

new task

inductive learning

Spelling Clues
Words in Sentences
Paired Associates
not in MLAT

(Adapted from Rysiewicz 2008b: 583)

As far as TUNJO’s reliability is concerned, first it was estimated using the split-half
method which gave more than satisfactory (0.89) reliability index for the whole battery.
The other method was Cronbach’s alpha which was applied to the five tests of the battery
described below, thus giving reliability index for each test. The reliability index transpired
to be within acceptable level for four tasks (‘Phonetic alphabet’ 0.69, ‘Hidden words’ 0.80,
‘Words in sentences’ 0.66 and ‘New words’ 0.85) except for ‘Artificial language’ (0.41),
the new component of the aptitude test, which was later on improved by its author.
Additionally, the correlations calculated for the battery showed lower correlations between
the TUNJO subtests (ranging from 0.17 to 0.38), and higher between TUNJO subtests and
the TUNJO total score (from 0.41 to 0.80). This indicates the independence of the four
constructs measured by the test.
TUNJO is a pen-and-pencil battery which includes five tests. The approximate time
needed to complete the test is 55 minutes. Each test-taker is provided with a set of sheets
including four tasks as well as the answer sheets which contains a bio-data questionnaire
together with the first recorded task of the TUNJO battery.
The first task, ‘Phonetic alphabet,’ tests the ability to form a link between a sound
and a letter. In the task itself, first the respondents hear a set of short nonsense words and
are to follow their printed phonetic script, which is presented by means of symbols. Then,
they hear one word at time and their task is to choose the appropriate word from the four
printed alternatives. The whole subtest which is recorded includes 30 sets of four words
each and lasts about10 minutes.
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The second task is called ‘Artificial language.’ What is measured by means of this
test is learners’ inductive learning abilities. The task includes a list of lexical items
(including different parts of speech such as verbs, nouns, adjectives and so on) from a
fictitious language together with their Polish equivalents. In addition, a couple of examples
which illustrate the internal mechanism of the language are given. The test-takers are
provided with four options from which they are supposed to choose an appropriate Polish
translation. The testees are given 15 minutes for completing this task.
‘Hidden words’ is the third task of the TUNJO battery. The test measures phonemic
coding ability as well as the participants’ knowledge of the L1 vocabulary. The task looks
like a vocabulary test where subjects choose from five alternatives, the word which is
nearest in meaning to a test word. The test words were subjected to different types of
distortions to their Polish spelling, including vowel removal, phonetic spelling of the
words, orthographical mistakes and capitalization of the letters. The original number of
items which need to be deciphered was reduced from 50 to 30 words.
‘Words in sentences’ which measures grammatical sensitivity is another task whose
construct had to be recreated in Polish. First, the subjects are presented with a key sentence
in which a word or phrase is underlined. In the sentence following the key sentence, four
alternative words or phrases are underlined. Subjects must select the one that performs the
same function as the underlined word in the key sentence. The stimuli sentences were
selected in such a way as to reflect various functions of parts of speech, including: nouns,
verbs, adjectives and so on. The number of key sentences was reduced from 45 to 23. The
purpose of this test is to measure ‘grammatical sensitivity’.
The last test in the TUNJO battery is ‘New words.’ It is supposed to measure the
participants’ rote learning ability. The task comprises three stages: learning, practicing and
testing. First the testees have a total of 1.5 minutes to memorize 24 Kurdish/Polish word
pairs. In the second stage they are asked to practice the words by providing the Polish
equivalents to the given Kurdish words. At this point they are allowed to look at the list of
Kurdish/Polish vocabulary if they do not remember any of the words. In the third stage
their memory is tested by means of a multiple choice test in which the subjects must choose
the correct meaning for each Kurdish word from five Polish alternatives. They are not
allowed to look at the list of the Kurdish/Polish words. All the distractors are selected from
the 24 Polish words included in the original list. This adds to the difficulty of the memory
task.
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2.3.2. The Polish version of the Eysenck Personality Questionnaire

The independent variables of personality were measured by means of the Polish adaptation
of the EPQ. Despite the fact that there was a Polish version of the EPQ adapted by
Brzozowski and Drwal (1995), the author of this paper, used for the purpose of the study
her own adaptation of the EPQ. The reason behind it was twofold. First and foremost, the
Polish instrument for measuring the personality dimensions was accessible only for
qualified psychologists, thus the authors mentioned above did not agree to make it available
to an untrained non-psychologist. Secondly, a more practical reason, the Polish version of
the questionnaire included questions pertaining to all three dimensions (see chapter 1
section 1.4), which made the whole tool virtually impossible to be used during a 45 minuteclass, the length of a typical lesson in Polish schools. Besides, the author of the research did
not want to overload or discourage students with too many questions.
Because of the foregoing reasons a free version of the EPQ was obtained from the
Internet page (www.trans4mind.com/personality/index.html#notes). To make sure that this
was the pioneering Eysenck’s questionnaire, it was compared with the original
questionnaire published by Eysenck in one of his books. It transpired that both tools
included exactly the same questions.
The procedure of adapting the new measurement tool was followed through a
sixteen-step guide10 proposed by Hornowska (2007). First, all the original 210 questions
pertaining to the intro-extra dimension were translated into Polish by the present author.
Then, two changes to the original instrument were made, that is the questions’ reduction
and the scale’s unification. The number of original questions which represented each of the
seven constructs was reduced from 30 to 12 items. Besides, for practical reasons, the
scoring scale of the original Eysenck’s questionnaire which consisted of a separate scale for
five traits of extraversion and two introversion traits was converted into one scale of seven
traits measuring extraversion (see Appendix 5). Then, a proof-reading to screen for any
language as well as content problems was made by three qualified people, MA students of
Polish philology, psychology and pedagogy. This helped the present author to alter the
improper wording and eliminate ambiguity of some of the questions. Then, the final version
of the Polish EPQ (see Appendix 6) was formed.

10

For a detailed description of the adaptation procedure refer to Hornowska (2007).
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Before the questionnaire could be used in the main study it had to be piloted first.
The pilot was carried out on a small sample of five students, studying at the School of
English Adam Mickiewicz University, and the friends of the present author. They were
asked to go through the items and answer them, and then to provide feedback on the aspects
of the tool suggested to them in a check-list. The questionnaire designer was present when
the questionnaire was being completed to eliminate all kinds of ambiguity the subjects
might experience. Besides, the pilot study was undertaken to investigate whether the results
indicating the respondents’ dominant personality trait would be compatible with the
author’s expectations concerning the personality of her close friends. This, together with
favourable opinions on the instrument concerning the clarity of instructions and the overall
layout of the tool led the researcher to believe that the instrument is ready to be used with a
sample of the target group.
One of the ten first-year student groups was selected for the purpose of the pilot
study. First, the researcher needed to obtain the consent of the university professor who had
been asked in advance about the possibility of administering the questionnaire among the
students during his class. On the day of the EPQ administration the group consisted of 15
students, all of whom agreed to complete the questionnaire. The aim of the pilot study
conducted with the target group was to check the wording of the statements, clarity of
formulations as well as elimination of ambiguity. Besides, as a result of the pilot study a
decision was made to randomize the order in which the statements from the seven
constructs of the EPQ appeared in the questionnaire. It was done in order not to influence
the participants’ response to one statement by the response to the one immediately
following or preceding it.
As it was mentioned before, the personality questionnaire comprises 84 questions,
tapping onto seven bipolar constructs including: activity, sociability, risk-taking,
impulsiveness, expressiveness, practicality and irresponsibility. Each construct is
represented by 12 questions. The respondents are not provided with the information which
question pertains to which construct. This self-report questionnaire, like the original EPQ,
is a close-ended instrument in which respondents circle an appropriate number 1, 0 or ½
which correspond to ‘yes’ ‘no’ or ‘no opinion,’ respectively. The approximate time needed
to complete the questionnaire is 15 minutes.
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2.3.3. The Practical English Examination
In order to obtain data on the dependent variable of the study the present author made use
of the results from the end of term exam.
The exam consists of two parts; written and oral, including three testing sessions all
together. The written part of the exam is further divided into two parts: essay writing and
the grammar-vocabulary test. In the former part of the written examination which focuses
predominantly on testing students’ writing skills, the students write first a 90-210 word
expository paragraph on a given topic, and then a 50-80 word summary of a text they are
provided with. The students are given two hours for completing the writing tasks. Two
teachers evaluate the writing assignments on the basis of a set of criteria (see Appendix 7).
In the grammar-vocabulary part of the examination the students may score
maximally 90 points, with passing grade of 60%. The grammar component includes nine
tasks which test grammar, lexis and reading skills through a variety of testing formats, such
as: ‘open cloze,’ ‘word formation,’ ‘collocations,’ ‘multiple choice,’ ‘transformations’
‘gapped sentences,’ ‘error correction,’ ‘sentence correction’ and ‘reading comprehension.’
The grammar-vocabulary test is followed by the third part of the PNJA examination,
namely, an oral interview in which the students are examined by a committee consisting of
four academic teachers on a randomly chosen topic from a list of topics covered in 1 BA
speaking classes. Students’ language abilities are assessed in terms of grammar,
vocabulary, pronunciation and fluency with communicative effectiveness. Each component
may be maximally scored for 10 points, thus the students may obtain 40 points at most.
During the oral interviews students’ performance is evaluated according to three sets of
grading criteria to be found in Appendix 8.
Scores on both oral and written components constitute the final mark of the
examination. All in all, the bottom line the students need to reach in order to pass the
practical English exam is 60% .

2.3.4. Bio-questionnaire
The fourth instrument used in the current study was a bio-data questionnaire (see Appendix
9). The primary purpose of the questionnaire was to garner particular information
concerning the participants with respect to the personality dimension investigated in the
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study, so that it could be possible to interpret meaningfully the results of the present
research.
The bio-data questionnaire is a one-page long measuring tool which consists of 12
straightforward, mostly closed-ended questions which were sent to the 60 participants of
the study. In particular, the questions pertained to the subjects’ educational background,
previous experience with English, their strengths and weaknesses when it comes to learning
languages as well as to their opinions about the PNJA exam (see Chapter 4 section 4.3).
Additionally, the present author wanted to get information whether the results along with
the descriptions of the personality traits students were sent were compatible with how they
perceive their own personality.

2.4.

Procedure

The present study is a cross-sectional type of research which involved a single
administration of the instruments for data collection. The measurement instruments were
administered to the participants in four consecutive stages over a period of one year. The
data coming from the TUNJO battery as well as that obtained by means of the PNJA exam
were made available for the present researcher after the tools’ implementation, whereas the
data from the EPQ was collected by the author of the paper herself.
In first week of October 2008 the 1st year students were administered the aptitude
test (TUNJO) as part of a routine procedure followed by the test’s author whose aim is to
collect data on this dimension from all the students beginning their studies at the School of
English. The TUNJO battery was administered by the author of the test to seven groups of
students during their regular class time. The test took approximately 55 minutes to
complete. All the participants were assured that the results would not be revealed to the
third parties and that they would be given their scores together with its interpretation in a
couple of weeks’ time. After the test they were asked to complete a questionnaire the aim
of which was to assess the difficulty and appropriateness of the battery’s tasks.
The EPQ was administered to the participants by the end of their first year of study
over a period of three weeks. It was done during their regular classes. First, a brief
introduction which explained the purpose of the survey was made, and then the participants
were asked about their agreement to participate in the study. The respondents were not
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given the time limit, however they were asked not to dwell on the questions but rather
choose the first idea that came to their minds. The questionnaire took approximately 15
minutes to complete. Students were ensured that there were no wrong answers as well as
that the nature of their results would remain confidential and that the outcome would be
presented only as overall data in the form of numbers.
The PNJA exam took place at the beginning and in mid-June examination sessions
2009. All three parts of the exam were administered on different days. First, the participants
took the written parts. As for the writing test, all the students gathered in two lecture halls.
Having their individual codes ascribed, learners were supplied with the examination sheets.
The exam was preceded by a 15-minute introduction made by the committee board. Within
the time of 120 minutes the examinees were supposed to write a 90-210 word expository
paragraph and a 50-80 word summary. The grammar-vocabulary part of the exam took
place on the consecutive day. All the participants gathered in the same hall and they were
asked to use their individual codes instead of names. Students were given 90 minutes to
complete the nine tasks. As for the oral part of the exam, the participants took it on
different days and time of the day. Each of the students was interviewed by the examination
board which consisted of four members. One out of ten topics students had covered during
the whole academic year was chosen as a topic for a discussion. While one of the members
asked the learner a number of questions, the others were supposed to write down comments
about the student’s performance. The oral interview lasted approximately 10-15 minutes.
The last instrument that was applied in the current research was the bio-data
questionnaire. It was administered to the participants by email, together with the EPQ
results and how to interpret them (see Appendix 10). The emails were sent in the
consecutive year since the questionnaire included some questions concerning the practical
exam that had taken place by the end of the participants’ first year. In the email students
were instructed to respond to 12 closed-ended questions written in Polish and send them
back to the given email address. The questionnaire consisted of multiple choice questions
and was constructed in such a way that it did not take long to complete.
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2.5.

Data analysis

The first step of the analyses that were undertaken was to transfer the quantitative data
obtained from the TUNJO battery, the EPQ and the PNJA exam to Microsoft Excel
spreadsheets. Then, the participants’ names were coded to conceal their identity.
Data analysis began with estimating the instruments’ internal reliability. Two
methods, namely Cronbach’s alpha and split-half reliability were applied. Then, descriptive
statistics for each measurement tool were calculated in order to analyze the characteristics
of the obtained data. This was followed by the inferential statistics, in which correlation
coefficients were calculated for all the data in order to account for the relationship between
the variables. The final data analysis involved the method of cluster analysis which helped
to answer the research question about the cognitive and personality profiles of the
successful and unsuccessful language learners.

2.5.1. Reliability
Reliability can be defined as “the extent to which a test produces consistent results when
administered under similar conditions” (Hatch and Farhady 1982: 244). There are many
different ways of estimating a tool’s reliability, depending on the type of scale used, kind of
construct measured, study design, number of a tool’s applications and many others. Testretest, parallel tests and internal consistency methods are just few examples. It is the last
group of techniques that will be applied in the present paper. By definition the internal
consistency measures the correlations between different items of one instrument to check
whether several items intended to measure the same construct or ability produce similar
scores (Brown and Rodgers 2002: 241).
One of the most common statistical technique used for estimating internal reliability
is Cronbach’s alpha. This technique was applied to estimate the TUNJO’s reliability by the
author himself and it transpired to be satisfactory (see 2.3.1). However, bearing in mind
that “one previously acceptable coefficient in one context is no guarantee of future
acceptability in another” (Porte 2002: 50), the present author estimated TUNJO’s internal
reliability in the context of the current research. In particular, reliability was calculated for
each subscale of the TUNJO instrument individually, thereby giving a reliability index for
each test (to view the results see Chapter 3 section 3.1).
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Another method for measuring internal reliability that has been used in the present
study is the split-half method. It was applied to the EPQ. Despite the good reliability of the
original instrument designed by Eysenck (see Chapter 1 section 1.6), the Polish version of
the questionnaire needed to have its reliability estimated too. The split-half method
involved dividing the instrument into two similar parts using the odd-even principle;
namely odd numbered items formed one questionnaire, and even numbered items formed
the other.11 The correlation between the two halves gave the reliability for the half of the
questionnaire. In order to obtain the reliability of the whole measurement tool the
Spearman Brown’s prophecy formula was applied (Hatch and Farhady 1982: 2):

k rxx
rxx’ =

1 + (k – 1) rxx

k = factor by which test is lengthened or shortened
rxx = original reliability value
rxx’ = predicted reliability value

The reliability of the third instrument used in the current study, namely the
grammar-vocabulary part of the exam, was estimated by means of the already mentioned
Cronbach’s alpha which was calculated for each of the nine subtests of the grammarvocabulary test (see 3.1.3).

2.5.2. Descriptive statistics

Before the correlations between the variables were estimated, descriptive statistics for each
measurement instrument were calculated (see section 3.2). They included the most
commonly reported indicator of central tendency, namely mean, in other words the
arithmetic average. This was calculated to indicate the typical behaviour of individual
subjects. Then, the indicator of dispersion known as standard deviation, which provides a

11

Note that at first the questionnaire must be put in order according to the seven constructs it is intended to
measure, only then can it be divided into two separate instruments and the scores from each question
correlated.
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sort of average of the differences of all scores from the mean, was calculated (Brown 1993:
69).
Apart from central tendency and dispersion measures, also skewness and kurtosis,
which account for the shape of the scores’ distribution were calculated. As far as the former
is concerned, the values of skewness can be both positive and negative and can range from
- (negatively skewed distribution) through zero (perfectly symmetrical distribution) to +
(positively skewed distribution). The latter is defined as “the degree to which the curve in
the middle of a distribution is steep, or peaked” (Brown 1993: 91). The descriptive statistics
present also the lowest and highest scores obtained from the particular measurement
instruments.

2.5.3.

Factor analysis

Factor analysis is known as “a multivariate (multiple variables) ‘data reduction’ statistical
technique that allows researchers to simplify the correlational relationships between a
number of variables” (Maltby et al. 2010: 660). The analysis was used in the current study
to reduce the number of variables of the grammar-vocabulary and oral part of the exam,
since the correlations between their components transpired to be moderately strong (see
Table 4 page 56). The existence of relatively high correlations between the subcomponents
of the instrument indicates that the tasks measure the same construct or ability.
Factor analysis includes two methods of factor extraction: ‘principal component’
(PC) and ‘principal factor’ (PF). It is the former method that was applied, since the aim of
the present author was to reduce a large body of data to a smaller, manageable portion. The
first step was to determine the number of factors that underlined the data. This decision was
made on the basis of two techniques, first by using eigenvalues, and then by means of
Cattell's 'scree test' which provided the graphical representation of the eigenvalues. This
was followed by the second step, the procedure called rotation of factors, which defined the
variables loading on each of the factor (to view the results see Chapter 3 section 3.3).
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2.5.4. The Pearson correlation coefficient

Correlation coefficient can be defined as an “area of statistics which is concerned with the
study of systematic relationships between two (or more) variables” (Butler 1985: 137). The
Pearson correlation coefficient (symbolized by r) ranges from a perfect positive correlation
of +1, through no correlation with a value of 0 to a perfect negative correlation of -1 and
estimates the degree of relationship between two variables.
This statistical method was applied because the present study met the four
conditions presented by Brown as “the assumptions underlying the Pearson productmoment correlation coefficient” (1993: 136). Firstly, each pair of scores was independent
from the others. Secondly, each set of scores was normally distributed (see section 3.2). In
addition to that, all the data were measured on interval scales. Lastly, the relationship
between the variables could be defined as being linear. In view of this, the results of
correlation coefficients will be presented in Chapter 3.

2.5.5.

Cluster analysis

In order to address the question of forming the personality and cognitive profiles of
successful and unsuccessful language learners, the statistical technique of cluster analysis
was applied. Cluster analysis allows a researcher to identify within the sample studied
subgroups of cases (here: the participants of the study) who possess similar personality and
cognitive characteristics. The method of cluster analysis is not an innovative technique, it
was used for the first time in 1939. However, it has not been widely used by researchers
since it requires ‘massive computation.’ This method as is pointed out by Skehan (1986),
has similar data condensation function as factor analysis (see 2.5.3) but the main difference
between those two lies in the fact that cluster analysis instead of grouping variables into
condensed factors, groups people or cases or observations into clusters displaying similar
characteristics with reference to an investigated set of variables. In particular, cluster
analysis tries “to group the N people into several classes on the basis of their pattern of
scores on the variables" (Skehan 1986: 82). The primary principle of this method is to
minimize differences between cases within a cluster and to maximize variability of the
cases across the clusters. In order to assess the extent to which different clusters constitute
distinct groupings of learners on the dimensions under investigation, an index of
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dissimilarity between clusters known as Euclidean distance can be used (Rysiewicz 2008a:
92).
There are two types of data clustering, hierarchical and non-hierarchical. The former
technique is purely experimental and makes no assumptions when it comes to the nature of
the clustering. It is used when a researcher has no expectations of the clustering groups and
with relatively small data sets. The latter, nonhierarchical clustering method, known also as
the k-means method, produces the exact (k) number of different clusters with minimal
internal and maximal external variability. It is appropriate when the researcher already has
some hypotheses concerning the possible number of clusters. This method is used with
relatively large data sets (Rysiewicz 2008a: 92). In view of this, the present study has
applied both methods of clustering. First, non-hierarchical method helped to extract the
appropriate number of clusters, and then the latter k-means method was used to create
personality and cognitive profiles of the successful and unsuccessful FL learner which can
be found in Chapter 3 section 3.5.

Summary of Chapter 2
This chapter dealt with the methodological considerations of the current research. In
particular, it included detailed descriptions of the participants, the instruments utilized in
the study as well as the procedure of implementing the measurement tools. This was
followed by the explanation of different data analyses that were undertaken in the study in
order to answer the research questions stated in the Introduction to this paper. As for the
analyses, complete descriptions of the internal reliability estimating measures, along with
descriptive statistics, factor analysis, the Pearson correlation coefficients and the
application of cluster analysis were presented.
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Chapter 3: Data presentation

This chapter focuses on the presentation of the data collected in the current research. It
begins with the results of the tools’ internal reliability estimates and the descriptive
statistics including central tendencies, dispersion and normal distribution. This is followed
by the results of factor analysis that was run on particular subcomponents of PNJA. Then,
the results of the correlation analysis run to investigate the relations between the variables
will be presented. Finally, the results of cluster analysis will be shown.

3.1. Reliability coefficients
The aim of estimating the internal reliability was to check whether the three tools used in
the current research are indeed reliable measurements, that is whether the scores obtained
from them are consistent and stable. The internal consistency index that was estimated for
TUNJO, EPQ and PNJA involved different methods, Cronbach’s alpha and the split-half
method, the description of which can be found in Chapter 2.
The results of the reliability coefficients of the TUNJO battery (N=142), the EPQ
(N=66) and the PNJA exam (N=132), respectively, which are tabulated below, transpired to
be within acceptable levels for all three measurement instruments. In particular, the mean
values calculated for the TUNJO’s components and the tasks of the grammar-vocabulary
part of the PNJA exam were 0.71 and 0.72 respectively. As far as the EPQ is concerned, the
comparison of the descriptive statistics for the two halves, including mean, standard
deviation and variance, showed that the participants’ performance was very similar, which
implies a high degree of consistency.
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Table 2. Reliability estimates of TUNJO, EPQ and PNJA12.

TUNJO battery

Cronbach's alpha

Phonetic Alphabet

0.75

Artificial Language

0.71

Hidden Words

0.71

Words in Sentences

0.73

New Words

0.69

EPQ

Split-half reliability
0.91

PNJA exam

Cronbach's alpha
0.73

Open cloze
Word formation

0.70

Collocations

0.74

Multiple choice

0.72

Transformations

0.70

Gapped sentences

0.71

Error correction

0.74

Sentence correction

0.71

Reading comprehension

0.74

3.2. Descriptive statistics
Descriptive statistics, including central tendencies and dispersion of scores indicators, were
calculated for each instrument individually. Table 3 below presents the results of
descriptive statistics for the TUNJO battery, the EPQ and the PNJA exam, respectively.
Table 3. Descriptive statistics.
Variable
PhA
AL
HW
WinS
NW
Total
Act
Soc
Risk

Mean
26.9
10.6
22.1
14.3
16.3
90.3
6.0
7.5
7.1

Min
19
3
9
6
2
60
2.0
1.0
2.5

Max
30
19
29
21
24
117
10.5
11.5
11.0

St. D.
2.38
3.73
3.88
3.21
5.18
11.98
2.07
2.55
1.97

Skewness Kurtosis
-1.25
1.78
0.21
-0.69
-0.63
0.40
-0.35
-0.17
-0.32
-0.70
-0.21
-0.54
N=142
-0.03
-0.52
-0.39
-0.42
-0.04
-0.27

12

All the statisical analyses were carried out by means of a data analysis software system STATISTICA of
StatSoft, Inc (2009), Version 9.
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Imp
Exp
Prac
Irres
Total
OpCl
WdF
Coll
MuCh
Trans
GapS
ErrCo
SCorr
Read
Total

6.3
6.8
3.8
5.7
43.2
5.8
6.1
7.9
5.3
6.7
6.1
6.4
5.0
8.0
57.3

2.0
1.5
0.0
0.5
19.0
3.0
2.0
3.0
0.0
1.0
2.0
2.5
1.0
4.0
36.0

10.0
11.0
9.0
10.0
57.0
9.0
10.0
10.0
10.0
10.0
10.0
9.0
9.0
10.0
80.5

1.97
2.27
2.14
2.06
8.56
1.47
1.86
1.98
1.73
1.69
1.71
1.09
1.52
1.87
8.96

-0.20
-0.16
0.37
-0.30
-0.42
-0.01
-0.19
-0.46
0.09
-0.49
-0.38
-0.41
-0.11
-0.61
-0.03

-0.83
-0.56
-0.26
-0.32
0.10
-0.98
-0.46
-0.87
0.45
-0.02
-0.22
0.48
-0.08
-0.53
-0.20

N=66

N=132

PhA- Phonetic Alphabet, AL- Artificial Language, HW- Hidden Words, WinS- Words in sentences, NWNew Words, Activity, Sociability, Risk-taking, Impulsiveness, Expressiveness, Practicality,
Irresponsibility, OpCl-Open cloze, WdF-Word formation, Coll-Collocations, MuCh-Multiple choice,
Trans-Transformations, GapS-Gapped sentences, ErrCo-Error correction, SCorr-Sentence correction,
Read-Reading comprehension.

The analysis of the descriptive statistics for the TUNJO battery, the EPQ and the
PNJA shows that the distribution of scores of the measurement instruments is close to the
normal distribution because the scores approach the normal, ‘bell-like’ shape curve. This
can be observed on the basis of dispersion statistics (standard deviation) as well as
skewness which in all cases but PhA is close to zero.

3.3.

Factor analysis

The method of factor analysis, a description of which can be found in 2.5.3, was applied in
the present study in order to reduce the large body of data (variables in the PNJA test) to a
smaller manageable set, which could later be used in the clustering procedure of profile
analysis. As the inspection of the PNJA exam correlation matrix revealed (Table 4 below)
the pattern of correlations between some of the test’s tasks suggested some degree of
overlap between the tasks that is from 0.40 to 0.62.
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Table 4. Correlation matrix of the grammar-vocabulary and oral components*, N=132.

Variable OpCl WdF

Coll

MuCh Trans GapS ErrCo SCorr Read

WdF

0.36

Coll

0.16

0.34

MuCh

0.23

0.37

0.16

Trans

0.27

0.43

0.34

0.34

GapS

0.27

0.39

0.24

0.36

ErrCo

0.27

0.19

0.22

0.14

0.25

0.19

SCorr

0.34

0.41

0.10

0.47

0.48

0.32

0.06

Read

0.31

0.22

-0.04

0.24

0.24

0.16

0.20

0.23

Gr-voc
TTL

0.66

0.71

0.50

0.62

0.71

0.66

0.53

0.64

0.41

Grvoc
TTL

Pron Gram Voc

Flu

0.42

Pron

0.31

0.29

0.14

0.15

0.20

0.14

0.15

0.14

0.23

0.34

Gram

0.46

0.33

0.23

0.26

0.36

0.34

0.27

0.23

0.28

0.53

0.62

Voc

0.30

0.39

0.33

0.35

0.41

0.33

0.24

0.17

0.19

0.52

0.54

0.55

Flu
Oral
TTL

0.22

0.27

0.24

0.19

0.25

0.29

0.16

0.16

0.29

0.38

0.44

0.44

0.64

0.39

0.39

0.29

0.29

0.37

0.34

0.25

0.21

0.31

0.54

0.80

0.80

0.83 0.81

*p < 0.0513
OpCl-Open cloze, WdF-Word formation, Coll-Collocations, MuCh-Multiple choice, TransTransformations, GapS-Gapped sentences, ErrCo-Error correction, SCorr-Sentence correction, ReadReading comprehension, Pronunciation, Grammar, Vocabulary and Fluency.

Cluster analysis was run on twelve variables including eight tasks from the written test and
four components of the oral part of the PNJA exam. A decision to treat reading as a
separate skill was made because the reading comprehension task correlated negatively with
some of the grammar-vocabulary tasks and it was hard to classify it to any of the groups.
First, the factor analysis determined the number of factors. Two methods for
selecting an appropriate number of factors were used. The results of the former extraction
method, the so-called principal component analysis is presented in the table below.
Table 5. Extraction of factors, N=132.

Factors
1
2
3

Eigenvalue % of TTL Cumulative Cumulat%
Variance Eigenvalue
4.367
1.492
1.041

36.396
12.436
8.674

4.367
5.860
6.901

36.396
48.832
57.506

13

A critical level of significance for all the correlations measured was 0.05, which implies that the chance the
results are random is only 5%.
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It is generally assumed that eigenvalues above 1 are seen as significant factors. In order to
conform if three-factor solution is appropriate, the other, a graphical method called the
Scree test, was applied (see Appendix 11). Since both methods indicated a three-factor
solution, three independent factors were selected. Table 10 below shows the distribution of
the twelve variables used in factor analysis. The numbers in bold indicate a variablespecific contribution to each factor, the so-called factor loading. It is assumed that all
numbers above the level of 0.40 produce significant results.
The three novel factors extracted from the twelve variables have been labeled as
follows: the oral test (four-component factor), the grammar test (six-component factor) and
the collocation-error correction test (two-component factor), respectively (see Table 6).
Table 6. Varimax rotation of 3-factor solution, N=132.

Variable

Factor 1

Factor 2

Factor 3

WdF
MuCh
Trans
GapS
Scorr
OpCl
Coll
ErrCo
Pron
Gram
Voc
Flu

0.2453
0.1379
0.1646
0.1615
0.0566
0.4231
0.1035
0.1651
0.8521
0.7744
0.7385
0.7095
2.7269
0.2272

0.5962
0.7069
0.6309
0.5704
0.8417
0.5201
0.1389
0.0601
0.0644
0.2505
0.2273
0.1003
2.6150
0.2179

0.3122
0.0246
0.3890
0.3190
-0.1207
0.0674
0.7821
0.6417
-0.0294
0.1451
0.3131
0.2121
1.5587
0.1299

Varian.

Part.

WdF- Word formation, MuCh-Multiple choice, Trans-Transformations, GapS-Gapped sentences,
SCorr-Sentence correction, OpCl-Open cloze Coll-Collocations, ErrCo-Error correction, Pronunciation,
Grammar, Vocabulary and Fluency.

The three factors extracted by means of factor analysis explain altogether 57.5% of
the total PNJA exam’s variance. In view of this, the factors will be used as ‘reduced’
variables in the grouping procedure of cluster analysis (see Chapter 3 section 3.6).
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3.4. Correlation coefficients
In order to answer the research questions that were stated in the Introduction to this paper
the Pearson correlation coefficients were calculated. In particular, first the relationship
between the adults’ personality and their potential for learning will be investigated. Then,
the magnitude of the relationships between personality traits of introversion and
extraversion and oral as well as written proficiency will be presented. The correlation
coefficient will also help to answer the question whether there is a relationship between
aptitude and FL learners proficiency.
The present section includes a tabular presentation of the correlations between all
the fourteen components14 of the PNJA exam, seven personality traits and five FL aptitude
tasks in the form of the correlation matrix as shown in Table 7 below.
Data presentation begins with showing the relationship between personality and
aptitude. It can be observed that statistically significant negative correlations of -0.43 have
been found between the EPQ and the TUNJO battery. Apart from that, there are
relationships between EPQ total and the subtests of the TUNJO battery, namely significant
negative correlations have been found between EPQ total and AL (-0.51) or WinS (-0.30).
Besides, the TUNJO total correlates negatively with all the traits of the EPQ, among the
highest correlations found are those with Soc (-0.44) and Prac (-0.37). AL is the
subcomponent of TUNJO which is most related to the EPQ, since it correlates negatively
with three traits, that is Soc (-0.51), Prac (-0.40) and Imp (-0.32).
Even a cursory look at the results in Table 7 shows that the personality traits
correlate significantly with the results of the PNJA exam only when the scores from the
oral and written parts of the dependent variable are separated. That is why, first the results
of oral and then written tests of proficiency will be presented.
As far as the oral part of the exam is concerned, significant positive correlations of
0.35 have been found between the EPQ total and oral total. In addition to that, as seen from
Table 7 below, the highest moderate positive correlations exist between EPQ total and one
of the oral components, namely Flu (0.40). The same component of the oral exam
correlates positively with personality traits of Exp (0.32), Imp and Risk (0.30).

14

The reason behind using all the components, rather than the 3-factor solution obtained by means of factor
analysis is that the present author did not want to lose any important information that can be found within the
particular subcomponents of the PNJA exam.
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Table 7. Correlation matrix of TUNJO, EPQ, and PNJA, N=60.

In the printed version of the paper, here you can find a correlation matrix of all the
instruments applied in the present study. However, since the table is larger than one page,
you will need to refer to the last pages of the present thesis.
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As far as the written part of the exam is concerned, there are several things to be
noticed with reference to the correlations obtained in the analysis. To begin with,
significant negative correlations of -0.43 have been found between EPQ total and PNJA
written. As the data presented in Table 7 show, among the highest correlations that have
been obtained are those between EPQ total and gram-voc (-0.59) or between the
subcomponents of both instruments.
It ought to be stated that the correlation of -0.59 was achieved when eight out of
nine tasks of the gram-voc test were taken into account, thus excluding the reading
comprehension task. When nine tasks were taken into consideration the correlation between
gram-voc total and EPQ total was -0.56 (see Table 7).
Interestingly, EPQ total correlated negatively with all the tasks of the gram-voc test
but reading. In particular, this involved statistically significant correlations between EPQ
total and Coll (-0.48), Trans (-0.47) or OpCl (-0.36). There are also some moderate
negative correlations between gram-voc and the personality traits of Imp (-0.43), Soc (0.40), Risk (-0.39) and Exp (-0.37). Besides, statistically significant negative correlations
have been found between the personality traits and the particular subtests of the gram-voc,
among the highest are -0.54, -0.46, -0.44 and -0.43 (Irres and Coll, Soc and OpCl, Imp and
WdF, and Risk and Trans, respectively).
As for the last task of the gram-voc test, namely reading, it was treated as a separate
skill, because as evident from Table 7, it correlates negatively with some of the components
of the gram-voc test. Another reason was that the present author wanted to check if there is
any relationship between the personality traits and reading. It turned out that there are very
low positive and negative correlations between reading and the personality traits. However,
significant positive correlations have been found between reading and the oral exam (0.42)
as well as its components such as vocabulary (0.41) and fluency (0.39).
The last ability that was tested by means of the PNJA exam is the writing skill.
However, almost no correlations have been found between this component of the practical
exam and any trait of the EPQ. This can be seen from Table 7, which indicates very low
non-significant positive and negative correlations between those variables. The possible
reason for such correlations will be discussed in Chapter 4 section 4.3. However, writing
shows fairly high correlations with oral total (0.44) and the particular components of the
oral exam such as Gram (0.40).
The scores from the second instrument for measuring the independent variable,
namely the TUNJO battery, were correlated with oral and written parts of PNJA exam.
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However, as shown in Table 7, none of the subtests of TUNJO reached statistical
significance with any of the components of the oral test. In fact, all the correlations between
TUNJO and the oral components, except for NW were negative.
As far as writing skills are concerned, significant positive correlations have been
obtained between the gram-voc test and the TUNJO battery (0.30) as well as between the
subcomponents of both instruments. It can be noticed that the correlations are not high,
albeit still significant. All the numbers in bold show the subcomponents of the instruments
which are positively correlated to one another. In particular, TUNJO total correlates
positively with Coll (0.30) and Trans (0.30), while HW shows positive correlations with
gram-voc total (0.34). Besides, HW correlates positively with MuCh and ErrCo (0.37),
while AL correlates with Coll (0.33) and Trans (0.31).
As far as the relationship between the TUNJO test and the other written skills such
as reading and writing is concerned, as presented in Table 7, no statistically significant
correlations have been found. Although almost all the components of TUNJO correlate
negatively with reading and writing, the whole written part of the PNJA shows low but
positive correlations with the battery.
The interpretation of the results obtained by means of correlation coefficients can be
found in Chapter 4 section 4.1.

3.5. Results of cluster analysis

The statistical method of cluster analysis was applied in order to address the last research
question, namely to define the personality and cognitive profiles of the successful and
unsuccessful language learner.
Before the first method of clustering was applied, all the data, which had been
measured on different scales, required standardization. First, the hierarchical method of
clustering was employed which indicated, in the form of a dendogram, the number of
possibly meaningful groupings of subjects with respect to the variables used. This revealed
a clear, two-cluster grouping of the participants (See Figure 2). Then, the k-means
clustering method as discussed in Chapter 2 section was applied and its results are
presented below.
As can be read from Figure 2 below, the cluster analysis involved seventeen
variables, three variables of the PNJA exam obtained by means of factor analysis (see
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Chapter 3 section 3.2) namely the grammar, Coll-ErrCo and the oral test, seven traits of
extraversion and five aptitude abilities. A clear pattern in the form of two clusters has
emerged, which indicated the appropriateness of the initial, hierarchical clustering. The
Euclidean distance (see Chapter 2 section 2.5.5) between clusters 1 and 2 is 0.87 and the
number of cases allocated to the clusters is 36 and 24 participants, respectively.

Figure 2. Plot of Means for 2-Cluster Solution.
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F1-Grammar, F2-Collocation and Error Correction, F3-Oral interview, Read-reading, Write-writing,
Activity, Sociability, Risk-taking, Impresiveness, Expressiveness, Practicality, Irresponsibility, PhAPhonetic alphabet, AL-Arificial language, HW- Hidden words WinS- Word in sentence, NW-New words.

There are several interesting regularities that can be observed from Figure 2. First,
the variables which contribute most to the difference between the learners are AL, CollErrCorr, WinS, Grammar and Sociability, respectively. The least differentiating variable for
the two clusters are reading, writing, Activity and NW. In particular, learners who scored
poorly on the grammar and Coll-ErrCor components as well as on the TUNJO battery got
more points on the oral part of the exam and the EPQ (see cluster 1). Conversely, those
who obtained relatively better results on the grammar, Coll-ErrCor as well as on the
TUNJO battery, scored worse on the oral test and all traits of the EPQ (see cluster 2).
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The interpretation along with discussion concerning the results of cluster analysis
can be found in the following Chapter section 4.1.4.

Summary of Chapter 3
This chapter included a presentation of the results. First, the data presented the analysis of
the reliability coefficients for the three instruments. Then, the factor analysis extracted
three independent factors from the PNJA exam. This was followed by descriptive statistics
which displayed the basic features of the data in the current study. Then, the results of the
correlation coefficients of all the variables involved in the study were presented. Finally,
the results of cluster analysis were shown.
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Chapter 4: Discussion

This chapter includes a discussion of the research outcomes presented in Chapter 3. First,
on the basis of the results obtained from the correlations and cluster analysis an attempt will
be made to answer the research questions which were stated in the Introduction to the
present paper. Then, a discussion of pedagogical and methodological implications of the
current research will be presented. This will be followed by a short discussion of the
limitations of the present study in connection with the participants, as well as the
instruments used. Finally, the chapter will end with some recommendations for future
study.

4.1.

Answering the research questions

The present paper was aimed at answering four research questions concerning the effect of
the intro-extra dimension and FL aptitude on the proficiency of English as a FL. The results
obtained by means of the correlations and cluster analysis presented in the previous chapter
produced some significant findings which will be discussed in this section.
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4.1.1. Is there a relationship between the adult learners’ personality traits and their
potential for learning a FL?

It is generally believed that people possess, to varying degrees, some potential for learning
a SL/FL which can be measured by means of specially designed instruments, here the
TUNJO battery.
As the results of the correlational analysis presented in Table 7 page 60 have shown,
aptitude and extraversion are negatively related to one another. The negative correlation
implies that more introverted participants possess higher level of aptitude in comparison
with extraverts. It can be attributable to the fact that the TUNJO battery consists of the tests
which measure mostly analytical skills. This finding seems to be compatible with the
psychological theory according to which introverts, who possess ‘more mental
concentration,’ are able to cope with analytical tasks better. It can be attributed to the fact
that less sociable and impulsive, but at the same time more reflective students, as shown in
Table 7, are able to concentrate more on the analytical types of activities such as ‘Artificial
language,’ ‘Words in sentences’ or ‘Hidden words,’ which involve three out of four
aptitude abilities, that is: inductive learning, grammatical sensitivity and phonemic coding
ability, respectively. This seems to confirm the hypothesis proposed by Ellis (1994) that the
introverted learners are better at developing cognitive academic language abilities.
All in all, it can be confirmed that, as revealed by the present study, there is a
statistically significant relationship between the personality trait of introversion and the
special propensity for learning, known as language aptitude, that is present in the adult FL
learners.

4.1.2.

What is the relationship between the intro-extra tendencies of the Polish adult
learners of English and their performance on proficiency tests?

The results of the Pearson correlation analysis revealed some significant relationships
between the personality traits of introversion and extraversion and performance on the EFL
proficiency tests. In particular, statistically significant relationships have been found when
the scores from the oral and written part of the PNJA were correlated separately with the
independent variables of extraversion and FL aptitude. Therefore, first the discussion will
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concern the impact of extraversion on the oral proficiency and then, the role of introversion
in the written skills will be discussed.

4.1.2.1. Do extraverted adult learners achieve better results on tests of oral
proficiency?
The Pearson correlations, as measured between the oral interview and the personality
questionnaire, produced some significant positive correlations. It means that, as was
hypothesized, extraverts performed better on the oral component of the PNJA exam. An
inspection of the values of the correlations presented in Table 7 page 60 shows that,
extraverts were found to be better at all four components of the oral interview in general,
and at fluency and communicative effectiveness as well as the pronunciation component in
particular. This result is fairly consistent with the examinations of the arousal effects on
memory (see Chapter 1 section 1.5) where “low arousal [characteristic for extraverts]
seems to facilitate immediate recall but hinder later recall and high arousal [characteristic
for introverts] hinders immediate but facilitates delayed recall” (Revelle and Oehlberg
2007: 4).
A possible explanation for the fact that extraverts outperformed introverts may
derive from the physiological differences between them. As discussed in Chapter 1 section
1.5, extraverts are said to possess better STM as well as an effortless capacity to process
information simultaneously. In the case of introverts, however, the parallel processing of
information, which plays a crucial role in communication, overloads their working
memory, because the information has a longer way to go till it reaches LTM. This, together
with a lower resistance to stress in formal situations like an exam, may cause greater
problems among introverts with words’ retrieval and articulation. A visible consequence of
this can be a slowdown in the introverts’ speech, more hesitation, a greater inclination for
making pronunciation, but also grammatical and vocabulary mistakes.
In addition to that, extraverts have a psychological advantage over introverts since
they seem to possess most of the features of the GLL described in section 1.9 and they are
believed to be good conversationalists. This may be confirmed by the data presented in
Table 7, which show that higher scores on oral tests were obtained by more sociable and
expressive students who were willing to take risks. In fact, all seven extraverted personality
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traits which correlated positively with the oral test scores seem to have a considerable
influence on oral communication.
The findings of the present study concerning personality types and oral skills are
broadly consistent with the findings obtained by Dewaele and Furnham (1999) or Berry
(2007) which are discussed in more detail in Chapter 1 section 10.1. Most importantly
however, the obtained results seem to confirm one of the hypotheses underlying the present
study, namely that extraversion has a positive effect on the oral speech production of the
Polish adult FL learners.

4.1.2.2. Do introverted adult learners perform better on the English written tests of
proficiency?
It has been shown in the previous section that extraverts have some advantage as far as oral
skills are concerned, however, as evident from Table 7, introverts considerably
outperformed their extraverted counterparts when it comes to written skills in general, and
analytical abilities in particular.
Even from a brief inspection of the tabulated data one may notice that all of the
correlations between personality and the grammar-lexical test, excluding reading, were
found to be negative which indicates that introverts can handle analytical tasks better. In
particular, the highest negative correlations existed between the grammar-vocabulary test
and the two primary features of extraversion, namely sociability and impulsiveness. In view
of this, it seems that unsociability and control, along with the personality traits of
carefulness and inhibition are most helpful in coping with analytical tasks.
One factor that may account for the negative relationship between extraversion and
the grammar-vocabulary test of proficiency can be the fact that when introverts have
difficulty with retrieving words while speaking, it is not the case when it comes to written
words since, as is pointed out by Laney (2002), written words “use different pathways in
the brain,” that is why the information “seems to flow fluently for many introverts” (2002:
69).
Another argument in favour of introverts as better language learners is the fact that,
as revealed in the process of reactive inhibition (see Chapter 1 section 1.5), they possess
better ability to concentrate and they are able to code new information more efficiently. In
addition to that, the features of carefulness and reflectiveness help them to deal with ‘tasks
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at hand.’ All this together with better remembering, planning and solving problems’
abilities may come in handy for introverts while analysing some tasks in depth. Those skills
transpired to be particularly useful in dealing with grammatical (transformations) or lexical
(collocations) aspects of the language.
It is highly probable that introverts scored better on the written exam also because
of the fact that ‘tasks at hand’ are believed to be less stressful than face-to-face
confrontations, thereby lowering significantly the introverts’ level of anxiety. It is mainly
because in written tasks learners do not have to act on the spur of the moment and they
have more time to retrieve information from their LTM.
As for reading and writing, which were correlated as separate components of the
exam, the hypothesis that introverts ought to be better readers and writers was not
confirmed. Table 7 shows very low positive or non-existent correlations between the
personality traits of extraversion and these two skills. There are at least two explanations
that may account for such results. First, there is no relationship between the skills of
reading and writing and the personality traits of introversion and extraversion. The other
reason for the lack of the expected results may lie in the fact that the present author had
only the overall results of the writing component, which did not give the full picture of the
writing tasks. Besides, reading comprehension was measured only by means of a short
multiple-choice task (see also limitations of the present study in section 4.3).
All in all, despite the fact that no significant correlations have been found between
reading, writing and the personality traits of introversion and extraversion, the findings of
the grammar-lexical test showed introverts as better language learners. Most importantly,
when taking into consideration the whole written part of the PNJA exam, introverts
transpired to be more proficient learners.

4.1.3. Is language aptitude a good predictor of the FL learners’ success on
proficiency tests ?
FL aptitude has been regarded by many researchers (see Chapter 1 section 1.9) as one of
the best predictors of FL success. In view of this, one would expect significant correlations
between the scores on the TUNJO battery and the dependent variable of the present study,
that is the PNJA exam.
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In fact, The TUNJO test showed very low negative correlations with all four
components of the oral interview. The lack of statistically significant correlations between
aptitude and oral proficiency, as evidenced from Table 7, may be explained by the fact that
FL aptitude seems to test the syntactic and lexical aspects of the language, thus as is stated
by Skehan (1989), aptitude is concerned with ‘linguistic competence.’ In particular, it is
focused on assessing cognitive analytical abilities rather than oral communicative skills.
Although hardly any correlations have been found between aptitude and the oral
part of the practical exam, some degree of positive correlation between the TUNJO test and
certain components of the PNJA exam can be observed. In particular, as shown in Table 7,
near-significant positive correlation have been found between the TUNJO battery and the
grammar-vocabulary test. The highest correlations existed between two components of the
grammar-vocabulary test, namely collocations and transformations. Interestingly, those two
tasks showed also the highest negative correlations with the personality dimension of
extraversion. This corroborates the fact that aptitude, the personality trait of introversion
and the grammar-vocabulary test are related to one another.
As far as reading and writing are concerned, none of the cognitive abilities of
aptitude seem to be related any of the two skills, since the TUNJO battery showed very low
negative correlations with both variables.
All in all, contrary to the common belief, FL aptitude transpired to be a rather poor
predictor of proficiency as measured by the TUNJO battery on the Polish adult FL learners.
Therefore, it can be concluded that the relationship between aptitude and proficiency is
quite weak unless analytical skills pertaining to syntactic and lexical aspects of English are
involved.

4.1.4. What are the personality and cognitive profiles of the successful and the
unsuccessful language learner?
The formation of the personality and cognitive profiles of the good and less successful
language learners, as presented in Chapter 3 section 3.6, was possible thanks to the method
of cluster analysis. The interpretation of the results obtained by means of cluster analysis
can be found in this section.
As can be seen from Figure 2 page 63, there are two distinct clusters that have been
obtained. According to Skehan (1986), what is significant when it comes to the
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interpretation of the obtained groupings is that they need to have “some psychological
reality and importance” established (1986: 51). In fact, the results achieved in the present
paper have produced two meaningful cluster matchings.
The two groups of students who were cluster analysed differ in terms of oral and
written proficiency, personality traits as well as the cognitive abilities which constitute the
level of FL aptitude. In particular, cluster 1 characterizes learners who possess: poor
analytical skills, very good communicative abilities, average reading skills and quite good
writing abilities. Such learners can be defined as extraverts who are moderately active, very
sociable and impulsive but also inclined to take risks. Besides, they are expressive,
practical and rather irresponsible. As far as the cognitive abilities are concerned, they are
rather weak at identifying distinct sounds, very poor at inducing grammatical rules which
govern the language as well recognizing the grammatical functions of words in sentences.
In addition to that, they have a rather poor knowledge of L1 vocabulary and moderate rote
learning ability.
Cluster 2 on the other hand, presents learners who possess very good analytical
skills for dealing with grammar and vocabulary tasks, but at the same time they are rather
weak at oral communicative skills, average on reading and quite poor at writing. They have
more introverted personality with a tendency to physical inactivity, avoidance of social
contact, carefulness in acting and high control of thoughts and feelings. Besides, such
learners appear to be reflective and reliable. As for the cognitive abilities, they are good at
differentiating between sounds, possess high ability to infer grammatical rules, and are able
to properly recognize grammatical functions of words in sentences. Finally, they are good
at L1 vocabulary and possess average memorizing abilities.
Apart from the two learners’ profiles, a few interesting observations can be drawn
from Figure 2. As far as the biggest differences between the participants are concerned, the
most differentiating factors are those related to the analytical abilities, namely collocationerror correction and grammar factors or the components of language aptitude, such as
‘Artificial language’ and ‘Words in sentences,’ which measure inductive learning and
grammatical sensitivity, respectively. Besides, cluster 1 seems to support the assumption
that sociability and impulsivity are the two primary features of extraversion.
One of the easily observable facts in terms of learners’ similarity is that the
participants performed most evenly on reading and writing components, which means that
they differ least on these two language skills. This finding is similar to the results obtained
by means of correlations which also did not produce any significant correlations between
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those two abilities and any of the independent variables (see section 4.1.2.2). Another skill,
rote learning ability, which is measured by the last component of the aptitude test, seems
not to be closely related to the students’ success on proficiency in comparison with the
other tests of FL aptitude. This finding is fairly consistent with that of Skehan (1986) and
Rysiewicz (2008a).
To sum up, the results of cluster analysis showed that a successful language learner
who would possess all the abilities or features desirable for success does not exist. As has
been shown, two important portraits of learners have emerged from the data. The first
cluster presented learners with the extraverted personality who were better at oral
communicative skills, whereas the other showed introverts with higher level of aptitude and
greater analytical skills. In view of this, one may conclude that cluster analysis has not
provided any important insights, that it is simply a restatement of the correlational results.
However, the fact that it produced similar results to correlations in fact may be an
advantage because the stability of the findings obtained by two different methods make
them more reliable.

4.2.

Methodological and pedagogical implications

The findings of the current study presented in the previous chapter, seem to have some
important implications both for language teachers as well as adult FL learners. As is
pointed out by Ellis (1994: 517), “[i]n the eyes of many language teachers, the personality
of their students constitutes a major factor contributing to success or failure in language
learning.” Besides, the study on the GLL conducted by Naiman et al. 1978 revealed that 31
per cent of the student participants believed that extraversion was helpful in acquiring oral
skills. In view of this, it can be said that not only teachers, but also learners notice the
importance of personality dimensions in the language learning process.
As it has been observed by Ausubel (1968), teachers tend to overvalue the
popularity of learners with whom they have satisfactory relationships (1968: 414). This is
true in view of the fact that the extraverted and the introverted students seem to apply
different strategies in the classroom. In particular, when engaged in a discussion, usually
extraverts appear to be excited and eager to participate because they learn by cooperation
with others. The introverted students on the other hand, learn best alone and in general they
do not have a high urge to talk, thus when engaged in classroom discussions, they may be
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perceived as unenthusiastic, unsociable or even less apt learners. In fact, this may present
an inconclusive picture of the students.
All prejudice based on stereotypical portraits of extraverts presented as better
language learners in comparison with introverts seem to be a simple overgeneralization. It
is true to say that communicative abilities are very important in the process of learning a
SL/FL, however, one ought to bear in mind that learners’ proficiency should not be
assessed solely on the basis of oral skills. Less extraverted students need to have a chance
to demonstrate their FL capabilities in tasks they feel more comfortable with. Thus, as is
stated by Brown (2000: 156), “the facilitating or interfering effects of certain language
teaching practices that invoke extraversion need to be carefully considered.” In view of
this, teachers should be careful with methods incorporating drama, humour or role-plays
which require high degree of ‘overt personality exposure.’
On the other hand, in view of the fact that introverts very rarely speak voluntarily in
the classroom, teachers should increase the opportunities for communication especially
among more reticent students. Besides, introverts who do not search for occasions to use
English outside the classroom, would need to become involved in communicative activities
during the class whenever possible. It is profitable because, first, they are exposed to
comprehensible input, and second they have a chance to practice expressing themselves in
a FL. However, in order to make communicative activities successful Naiman et al. (1978)
suggest creating a supportive and non-threatening environment, the one in which learners
are not afraid to lose face if they struggle and make mistakes with the genuine desire to
succeed (1978: ix). Therefore, it can be said that the appropriate classroom conditions and
relatively safe atmosphere may encourage the introverted students to ‘come out of their
shells’ and become more active participants.
The fact that introverts do not participate actively in a classroom is not tantamount
to their lack of knowledge or a standpoint on particular topic. In fact, very often it occurs
that introverts are very knowledgeable about certain topics, which results from the ‘indepth’ approach to learning they apply. The problem seems to lie in the fact that they
hardly any speak voluntarily in public. One possible way of approaching this problem is to
introduce pair or group work. In particular, the collaborative work seems to be more
advantageous since it causes a decrease in the level of students’ anxiety and makes it easier,
especially for introverts, to express their views or opinions. Besides, in this type of
classroom interaction both types of learners become less dependent on the teacher and may
take advantage of peer tutoring.
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Another issue when it comes to oral skills is that introverts very often find it
difficult to speak off the cuff, which is quite a useful skill especially in classroom
discussions that may develop during a lesson. This seems not to be a problem when it
comes to extraverts, risk-takers who have sociable and expressive personality. In view of
this, it would be more profitable to assign the material for the next class discussion in order
to allow the students to prepare for the lesson at home. Thanks to this, introverts who are
not particularly good at ‘extemporization activities,’ would have time to process material
mentally before speaking. Besides, homework assignments may be advantageous also for
more extraverted learners who do not possess a particularly good capacity for efficient
coding of a new material, as it is in the case of introverts, so some additional activities
could prolong the time students spend on learning some lexical items or new aspects of
grammar.
Apart from the consequences for language learning/teaching that result from
different personality traits, there are also a few important practical implications in relation
to cognitive abilities and FL teaching/learning. Since aptitude provides information about
the propensity for learning languages, it can be advantageous for the FLL process at least
from two perspectives. First, it helps teachers to gain knowledge of the learners’ cognitive
profiles. Such information can be valuable because it enables teachers to adjust their
teaching methods to the learners’ needs and perhaps allocate more attention to those
students who require some remedial work. It seems to be important because creating
optimal conditions, by using an appropriate approach may speed up the process of learning
FL of the students with a lower level of aptitude.
The information obtained by means of the language aptitude test may be valuable
not only for teachers but more importantly for learners themselves, since it makes them
realize their strengths and weaknesses when it comes to language learning. On the one
hand, the argument put forward by Doughty and Long, that aptitude is “undemocratic with
respect to learners” (2005: 601) may appear to be true since testing students potential for
learning may cause a feeling of inequality among learners in general, and can be
disheartening for low scorers in particular. On the other hand, students’ awareness of their
strengths and weaknesses is an important element in the process of learning a language,
because then learners may devote more time to working on their weak points or they can
use their strengths simply to compensate for the abilities they are weaker at.
To sum up, this section has shown pedagogical and methodological implications of
the introverted and the extraverted personality as well as students’ different aptitude levels
74

for FL classroom teaching. One thing teachers should be aware of is that personality traits
along with cognitive abilities cannot be altered or modified. Since the former ID factors are
genetically and biologically determined, the latter are fixed very early in peoples’ lives and
are relatively untrainable. In view of this, teachers should not expect students to change
their behaviours. As is pointed out by Moody (1988: 2), it is rather teachers who must
design approaches and adjust their teaching methods so as to take as much advantage of
their students’ idiosyncratic abilities as possible. Therefore, individualizing learners as well
as creating optimal conditions for both personality and cognitive differences seem to be of
utmost importance.

4.3.

Limitations of the present study

The aim of the present study seems to be accomplished since it provides answers to the
questions connected with the relationship between personality traits, aptitude and FL
proficiency. However, the current research is not devoid of limitations which will be
discussed in terms of the participants and the measurement tools used in the study.
Firstly, the present research involved participants who study English as a FL, thus it
constitutes a sample of the academic population which is assumed to possess some
potential for learning languages. In this respect, the obtained results cannot be applicable to
the whole population because the students’ personality might be different from the
personality of the general population.
An additional limitation of the present study in terms of the choice of the subjects
may be a homogeneity of the group when it comes to language proficiency, because a good
command of English seems to be a prerequisite for being accepted as IFA student.
However, this can be argued because all the participants admitted that they had been
accepted only on the basis of the results from the high-school final exams, which are
considered to be relatively easy, and, as the bio-questionnaire revealed, their level of
English varies from intermediate to advanced. Besides, there is certain variability
evidenced by the spread of the TUNJO test and the PNJA exam scores.
Another limitation of the current research when it comes to the participants is that
the present study did not differentiate between the subjects with reference to gender.
Although there has been no agreement reached so far as to the precise way that gender
influences SLL (Pavlenko et al. 2001: 112), Mroczek and Little (2006: 90) claim that
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gender differences cause boys and girls to behave a in different way, stressing at the same
time the superiority of the latter when it comes to learning a SL/FL. The decision not to
divide the subjects according to gender was made because the present study involved
uneven distribution of female and male participants, among whom were 45 women and 15
men participants. Partially, it was caused by the fact that IFA is dominated by female
students, but also that the study was conducted among the already existing groups of
students.
A serious limitation comes from the fact that the personality measuring device used
in the present research, namely the EPQ, for various reasons (see Chapter 2 section 2.3.2),
was adapted by the author of the paper rather than by professional translators or
psychologists. In particular, the process of adaptation involved some interference into the
instrument itself, namely, a unification of the scales as well as the deletion of more than
half of the questions from the original tool which substantially shortened the instrument.
A further limitation of the present study when it comes to the instruments is the use
of the self-report questionnaire as a measuring device, since a large number of researchers
(Bush 1982; Skehan 1989; Larsen-Freeman and Long 1991; Ellis 1994; Hampson and
Colmana 1995, and Matthews and Deary 1998) criticized questionnaires as not reliable
tools on the ground that they do not measure what they are supposed to measure. In
addition to that, a questionnaire may not be objective or it can involve ‘desirability bias’
which means that the respondents are inclined to choose the more acceptable or desirable
answer even if it is not true (Dörnyei 2003: 12).
Another argument that should be discussed is the fact that the intro-extra distinction
and FL aptitude are only two out of a plethora of ID factors which have a direct influence
on SL/FL learning. There are personality traits like emotionality, anxiety, neuroticism and
many others which were beyond the scope of the present research. In view of the fact that
most people have multi-faceted personality, the current research could have controlled for
more variables including motivation or anxiety which, as is suggested by Dewaele and
Furnham (1999: 29) seem to play an important role in terms of testing.
As for the data-collection device which measured the other independent variable,
namely FL aptitude, one may question the format of the TUNJO battery, which consists of
rather decontextualized multiple choice questions. According to Sasaki (1999), this is a
type of exercise in which guessing the answers by test-takers is highly probable. Besides,
there are researchers who criticize the aptitude for the fact that it is predominantly
associated with analytical skills, ignoring the very important communicative aspect of the
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language. As is pointed out by Larsen-Freeman and Long (1991: 169), language
proficiency is something that “goes beyond a knowledge of the grammar and sound
systems”(1991: 169). Thus, what they argue is basically that the ability to communicate is
not explicitly assessed in tests for measuring language aptitude. Furthermore, one of the
ability components, namely associative memory is equated to a mechanical memory, which
plays a relatively small role in learning, as opposed to working memory capacity which
according to Skehan (1989, 1998), is a relevant element in FLL. Finally, there are
researchers who question the existence of the concept of language aptitude, claiming that it
is simply intelligence that accounts for people’s results in learning (Brown 2000).
Harsh criticism has been leveled at the third measurement tool, namely the PNJA
exam, by means of which the dependent variable was obtained. As has been revealed by the
bio-data questionnaire (see Appendix 9), the majority of the participants assessed the exam
as difficult or very difficult, pointing out different parts of it. This finding seems to be
consistent with that of Wysocka and Wight’s (2006), who have observed that almost every
year students protest against the level of difficulty and equality of the exam. However,
Hyltenstam and Pienemann (1985: 223) conclude that “[n]o test could be so long in time or
variety of items as to treat all learners equally validly and reliably.” Besides, the reliability
(section 3.1.) and the descriptive statistics (section 3.2) of the grammar-vocabulary part of
the exam showed a considerable degree of consistency and that the test was neither too
difficult nor too easy.
The component that seems to arouse most controversy is the oral interview. First,
since it was an oral exam it could not have its reliability estimated. In view of this, one may
suggest that there were some external factors like the topic chosen by the examination
board or the time of the day learners took the exam that influenced the scores obtained by
the subjects. Besides, as is pointed out by Berry (2007: 2), apart from the fact that “tests of
oral ability are particularly susceptible to extraneous effects,” most importantly, oral ability
“is almost certainly the most complex to assess accurately.” In order to eliminate the bias
from the oral interview and establish its reliability, it would need to be replicated. In fact, as
revealed by the bio-data questionnaire, the oral part of the exam indeed appears to be
biased, at least according to the students.
Another drawback of the written part of the PNJA exam is the lack of the listening
comprehension task, which could test the possible differences between the learners in terms
of this particular skill. Besides, the exam lacks a separate reading component which could
yield significant results. In fact, as shown in Table 7, this task produced the lowest
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correlations of all the tasks of the grammar-vocabulary test. It might result from the fact
that reading comprehension included only one relatively short task which comprised five
multiple choice questions. When it comes to the writing component, it included two
separate writing assignments (see section 2.3.3), however the present author was given the
results from both tasks altogether. This being the case, the skills of reading and writing,
which did not produce any significant results, along with the listening comprehension task
which was not included in the exam, could not be adequately investigated in the present
study.
Another limitation of the present study concerns the factor analysis that was run
over the eight tasks of the grammar-vocabulary test and the four components of the oral
interview (see section 3.3). This method reduced the data to three factors which were later
on applied in cluster analysis. Since the first two factors showed strong loading of 36.4%
and 12.5% , the third factor accounted only for 8.6% of the total variance. The three factors
taken together explained 57.5% of the total variance of the two PNJA components, which
means that some information had been lost. Moreover, while the first two factors seem to
be extracted logically, the third one, which involved collocation and error correction tasks,
appears to be of dubious reliability, because first it showed a residual value greater than the
critical point, and second these two tasks seem not to test the same thing. Partially, it may
result from the fact that the grammar-lexical test included tasks which tested both aspects
of English, that is grammar and vocabulary, thus it was difficult to classify them to one
group only.
To conclude, the main limitations of the present study that have been already
discussed ought to be taken into account while interpreting and generalizing the results of
the current research, but also they should be considered in the future study.

4.4.

Future recommendations

Since the research in personality has been hitherto neglected, future study in this area,
which is said to be ‘ripe for further research,’ is highly recommended. Some ideas for the
possible future research will be outlined in this section.
There are many directions in which the future study could go. One of them is
research involving the age factor, since, as is suggested by Skehan (1989), age seems to
influence the relationships between personality and learning. In particular, “before puberty
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extraversion tends to have a positive relationship with achievement, whereas after puberty
introverts are more successful” (1989: 104). Since the present study confirmed the fact that
introverted adult FL students are better language learners as far as grammar and vocabulary
tests are concerned, but at the same time worse on communicative skills, it can be
investigated whether the above assumption is true in the case of younger learners.
Another study that would involve the age factor could be undertaken in relation to
aptitude, because it is assumed that language aptitude is fixed very early in people’s lives
and does not change throughout their lives. The study could investigate the stability and
untrainability of language aptitude, however this would need to be a longitudinal type of
research. Additionally, the participants could be divided according to gender. Such
research would enable to test the assumption whether one gender has precedence over the
other when it comes to FL language learning.
The second direction for future research may involve study on how the personality
dimensions of introversion and extraversion influence people’s language production. It is
generally observed that extraverts and introverts speak differently. As far as linguistic
features are concerned, extraverts tend to use more colloquial expressions, whereas
introverts try to avoid them. In addition to that, Gill and Oberlander (2005) found some
considerable differences between introverts and extraverts in terms of language used in
written discourse while analyzing the introverts’ and extraverts’ e-mail texts.
Future researchers may apply a different way of measuring personality, because, as
is suggested by Brown et al. (1973), there are inconsistencies within individuals, which
depend on external factors such as situations or other people, that is why a systematic
observation of a person in various situations rather than a single data collection seems to be
more reliable (1973: 242). However, what Wilt and Revelle (2008) have recently proposed
instead of researchers’ observations is an innovative recording device called ‘Big EAR’
which is programmed to record participants for a couple of minutes throughout the day.
One of the many advantages of using such feats of technology is that it produces objective
data in natural environments.
Another recommendation for the future study is the replication of the current
research in order to examine the findings obtained in the present study. However, the future
researchers could involve a larger non-academic sample of the participants in order to
check whether the personality and cognitive factors have significant influence on the whole
population, not only on the academic students. Besides, a division according to gender is
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highly recommended. Finally, it is advisable to use a different dependent variable, which
would test all the components of the language.
To sum up, more studies need to be done in this field in order to better characterize
the interplay of the various factors contributing to the FLL proficiency, among which the
personality and cognitive variables can be found.

Summary of Chapter 4
This chapter has provided answers to the research questions underlying the present paper
which were discussed in relation to the obtained results. Then, some pedagogical and
methodological implications of the personality and cognitive variables for the FL classroom
were discussed. Besides, the chapter provided major limitations of the current research, and
some recommendations for directions of the future study were outlined.
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Conclusion

The primary purpose of the study presented in this dissertation was to examine to what
extent personality traits of introversion and extraversion affect scores on proficiency test of
the Polish adult learners. In addition to that, the current research was to investigate the
relationship between the intro-extra dimension and the propensity for learning a FL as well
as to check whether the concept of FL aptitude is a valid factor on the basis of which
predictions concerning FL success can be made. Finally, the present paper made an attempt
to provide the personality and cognitive profiles of the successful and the unsuccessful FL
learner.
The present study was an attempt to contribute to the area of research which had
been hitherto neglected. As shown in the literature review, there are relatively few studies
which have attempted to relate psychological findings of introversion and extraversion to
FLL proficiency. Most of the studies which in fact investigated a concept derived from
psychology did not take into consideration the psychophysiological structures of the introextra dimension. As a consequence, they produced mostly inconsistent or equivocal results.
Besides, there is a dearth of studies which have tried to relate the personality traits of
introversion and extraversion to the cognitive abilities of language aptitude.
In general, the aim of the present paper has been accomplished because it gave
answers to the research questions underlying the current study. In particular, it has been
confirmed that the intro-extra dimension has a significant influence on the EFL proficiency.
The study has shown that, among other things, extraverts possess greater communicative
abilities which enable them to attain better results in tests of oral proficiency. The
introverted students on the other hand, who possess better ability to concentrate as well as
to consolidate knowledge, transpired to be significantly better at written tests of English
proficiency in general, and at the grammar-lexical part of the PNJA exam in particular.
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Another interesting finding following from the present research is that some
significant relationships between introversion and FL aptitude have been found. In
particular, learners with a tendency towards introversion who scored highly on the
grammar-vocabulary component happened to possess higher level of aptitude. Somewhat
surprisingly, the relationship between the personality and cognitive variables turned out to
be stronger than that between aptitude and the written components of the practical exam. In
view of this, contrary to the common opinion, it must be stated that FL aptitude appears not
to be a particularly good predictor of the FL learners’ proficiency.
The results of cluster analysis which formed the personality and cognitive profiles
of two groups of the FL learners seem to confirm the findings obtained by means of
correlations, namely that extraverts are better learners in terms of oral proficiency, whereas
introverts outperform them when it comes to written, analytical tasks. Moreover, the results
of cluster analysis showed explicitly the fact that more introverted participants who
possessed relatively higher level of aptitude, in the context of the current research,
transpired to be more proficient FL users. This finding may offer a new perspective on the
language learner, since it is at odds with the generally observable tendency among teachers
to equate extraverts with GLLs.
The present paper seems to reject the stereotype that extraversion is a desirable end
of personality when it comes to learning. In view of this, it can be concluded that both
personality traits of introversion and extraversion, albeit fundamentally different, have
influence on the FL proficiency, either positive or negative, depending on which skill is
taken into consideration. This being the case, in order to create optimal conditions for all
students, teachers need to provide more variety of instructions to match students’ individual
needs because not all methods that work for one learner are adequate for others.
All in all, the results of the present study have shown that when appropriate
instruments for measuring the independent variables are applied, and when theoretically
sound hypotheses are tested, significant findings in relation to the intro-extra dimension,
language aptitude and FL proficiency can be observed. It is to be hoped that the future
research will extend the findings concerning the relationships between those variables.
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Appendix 1

(Adapted from Matthews and Deary 1998: 41)

Appendix 2

2

(Adapted from Laney 2002: 74)

Appendix 3

(Adapted from Naiman et al. 1978: 3)
3

Appendix 4

The Modern Language Aptitude Test (MLAT)

The MLAT is a paper-and-pencil test battery, composed of five parts. Its administration takes about 6070 minutes. The standardization of the administration is insured by the use of recorded material that
includes the instructions and the phonetic material for certain parts (Parts 1 and 2). The five constituent
sections are as follows:
1. Number Learning: Subjects hear some numbers in a new language (only numbers 1-4, 10-40 and
100-400), and are provided with some auditory practice to learn them. Then they must translate 15
numbers between 1 and 400 into English.

2. Phonetic Script: First students hear a set of short nonsense words while they follow their printed
phonetic script, which is presented in fairly simple and regular symbols. Then they hear one word
at a time and must choose from four printed alternatives. The whole task includes 30 sets of four
words each.

3. Spelling Clues: This part looks like a vocabulary test in that subjects must choose, from five
alternatives, the word which is nearest in meaning to a test word, thus the results depend on
vocabulary knowledge in one’s first language. A unique feature of the task is that test word is not
spelled normally but phonetically. There ia a total of 50 test words.

E.g., ernst
A. shelter

D. slanted

B. sincere

E. free

E. impatient

4. Words in Sentences: This test measures ‘grammatical sensitivity’. First subjects are presented with a
key sentence in which a word or phrase is underlined. In the sentence (or sentences) following the key
sentence, five alternative words or phrases are underlined. Subjects must select the one that performs
the same function as the underlined word in the key sentence. There are altogether 45 key sentences.
E.g.,

Mary is cutting the APPLE.
My brother John is beating his dog with a big stick
A

B

C

D

E

5. Paired Associates: In this test students have a total of four minutes to memorize 24 Kurdish/English
word pairs. Retention is tested by means of a multiple choice test in which subjects must choose the
proper equivalent for each Kurdish word from five English alternatives. All the distracters are selected

from the 24 English words contained in the original list, which makes the test more difficult.
(Dörnyei 2005: 37)

Appendix 5
a) The original EPQ scale

(Adapted from Eysenck and Wilson1976: 66)

b) The Polish EPQ scale
INTROVERSION

AVERAGE

EXTRAVERSION

INACTIVITY

0
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ACTIVITY

UNSOCIABILITY
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SOCIABILITY

CAREFULNESS
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8
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RISK-TAKING

CONTROL
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IMPULSIVENESS

INHIBITION
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EXPRESSIVENESS

REFLECTIVENESS
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PRACTICALITY

RESPONSIBILITY
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9
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12

IRRESPONSIBILITY

Appendix 6

Kwestionariusz Osobowości Eysencka*
Adaptacja kwestionariusza Eysenck Personality Questionnaire (EPQ)
sporządzonego przez Hansa Eysencka i Glenna Wilsona
Proszę o czytelne wpisanie imienia i nazwiska oraz grupy w wykropkowane miejsca:
…………………………………………………………………..……………

gr. ………………..

Pytania zawarte w kwestionariuszu dotyczą dwóch typów osobowości: introwertycznej i ekstrawertycznej,
mierzonych na podstawie siedmiu cech osobowości takich jak: aktywność, towarzyskość, podejmowanie ryzyka,
impulsywność, ekspresyjność, praktyczność oraz nieodpowiedzialność.

Proszę o udzielenie szczerych odpowiedzi na poniŜsze pytania. Nie ma tu dobrych ani złych odpowiedzi. Do
kaŜdego pytania naleŜy wybrać tylko jedną odpowiedź: tak, nie, bądź nie wiem, zaznaczając w kółko odpowiednio
przyporządkowaną cyfrę.
Przykład:
udzielając odpowiedzi ‘’tak’’ na poniŜsze pytanie naleŜy zakreślić w kółko cyfrę 1.
Lp.
0

Pytanie

Tak

Nie

1

0

Czy lubisz podejmować ryzyko?

Nie
wiem
½

Otrzymane wyniki będą wykorzystane tylko w celu napisania pracy magisterskiej i upowszechniane wyłącznie w
postaci zbiorczych danych.
*********************************************************************************

Lp.
1.
2.
3.
4.
5.
6.
7.
8.

Pytanie
Czy uwaŜasz, Ŝe ludzie postrzegają Cię jako osobę Ŝywą,
energiczną?
Czy lubisz spędzać czas poza domem?
Czy lubisz szybką jazdę samochodem?
Czy przed podjęciem jakiejś waŜnej decyzji zawsze rozwaŜasz
wszystkie za i przeciw?
Czy jesteś wybuchowy/a?
Czy lubisz spędzać czas w samotności na rozmyślaniach?
Czy masz tendencję do bycia osobą nadobowiązkową?
Czy często spieszysz się w jakieś miejsce, nawet jeśli masz jeszcze
sporo czasu?

*Polska adaptacja kwestionariusza: Justyna Machnicka

Tak

Nie

Nie
wiem

1

0

½

1
1

0
0

½
½

0

1

½

1
0
0

0
1
1

½
½
½

1

0

½

e-mail: justyna19_86@o2.pl

Appendix 7

Appendix 8

Appendix 9
ANKIETA

1.Wiek: ……….

Specjalizacja: ......…………………

2.Od ilu lat uczysz się języka angielskiego? :

3-5

6-10

powyŜej 10

3.Jak wyglądała Twoja rekrutacja na IFie?
A)egzamin wstępny
B) wyniki z matury
C) rozmowa wstępna
d) inne………………………………….
4. Jak oceniasz poziom trudności egzaminu/ rozmowy wstępnej na IFĘ ?(nie dotyczy jeśli na poprzednie
pytanie odpowiedziałeś/aś b)
Bardzo łatwy/a

średniej trudności

łatwy/a

raczej trudny/a

bardzo trudny/a?

5. Jak ocenił(a)byś swój poziom znajomości angielskiego przed dostaniem się na IFę? :
intermediate

upper- intermediate

advanced

proficient

6. Jako oceniasz swój poziom angielskiego teraz:
advanced

proficient

inny ................................?

7. Czy egzamin praktyczny PNJA na pierwszym roku (w czerwcu 2009 r.) był dla Ciebie:
bardzo łatwy

łatwy

średniej trudności

raczej trudny

bardzo trudny?

8. Która z części egzaminu sprawiła Ci najwięcej trudności: (nie dotyczy jeśli na poprzednie pytanie
odpowiedziałeś/aś a)
ustna

pisemna

obie ?

9. Który z komponentów ustnej części egzaminu był dla Ciebie najbardziej wymagający: (MoŜesz zaznaczyć
więcej niŜ jedną odpowiedź, podobnie w pytaniach 10 i 11)
wymowa

słownictwo

gramatyka

płynność ?

10. Który bądź które z komponentów pisemnych sprawił/y Ci największą trudność:
gramatyka-słownictwo

czytanie

pisanie ?

11. Które z poniŜszych umiejętności uwaŜasz za swoją mocną stronę:
mówienie

pisanie

czytanie

gramatyka ?

12. Czy wyniki otrzymane na podstawie Kwestionariusza Osobowości Eysencka oraz opisy poszczególnych
cech osobowości pasują do Ciebie?
Zdecydowanie tak

raczej tak

raczej nie

zdecydowanie nie

Appendix 10

An example sheet presenting scores on the EPQ of one of the participants of the present study.

The tables below present your results from the Eysenck Personality Questionnaire which measures two
types of personality: introversion and extraversion. The first table presents your scores on each of the seven
traits of the EPQ, while the second table displays your personality profile.

Results: your dominant personality is: INTROVERSION
Act
Soc
Risk
Imp
Expr
Pract
Irres Total*
2
2.5
2.5
1.5
4.5
1
5
19

*The maximal number of points to score was 84
INTROVERSION

EXTRAVERSION
0

1

2

3

4

5

6

7

8

9

10

11

12

Inactivity
Unsociability
Carefulness
Control
Inhibition
Reflectiveness
Responsibility

Activity
Sociability
Risk-taking
Impulsiveness
Expressiveness
Practicality
Irresponsibility

Depending on the number of points you’ve scored on each of the seven traits presented in the tables above,
now you can read the following descriptions concerning your personality traits.

Activity:
People scoring high15 on this factor are generally active and energetic. They enjoy all kinds of physical
activity including hard work and experience. They tend to wake early and quickly in the morning, move
rapidly from one activity to another, and pursue a wide variety of different interests.
People with low scores on this scale are inclined to be physically inactive, lethargic and easily tired. They
move about the world at a leisurely pace and prefer quiet, restful holidays.
Sociability:
High scorers seek out the company of other people, they like social functions such as parties and dances,
they meet people easily and are generally happy and comfortable in sociable situations.
15

High means more than 6 points

Low scorers, by contrast, prefer to have only a few special friends, enjoy solo activities such as reading,
have difficulty finding things to talk about to other people, and are inclined to withdraw from oppressive
social contacts.
Risk-taking:
High scorers like to live dangerously and seek rewards with little concern for the possible adverse
consequences. Characteristically, they are gamblers who believe that ‘an element of risk adds spice to life.’
Low scorers indicate a preference for familiarity, safety, and security, even if this means sacrificing some
degree of excitement in life.
Impulsiveness:
High scorers are inclined to act on the spur of the moment, make hurried, often premature decisions, and are
usually carefree, changeable and unpredictable.
Low scorers consider matters very carefully before making decision. They are systematic, orderly, cautious,
and plan their life out in advance; they think before they speak, and ‘look before they leap.’
Expressiveness:
High scorers have a tendency to display their emotions outwardly and openly whether sorrow, anger, fear,
love and hate. They tend to be sentimental, sympathetic, volatile and demonstrative.
Low scorers are reserved, even-tempered, cool, detached, and generally controlled as regards the expression
of their thoughts and feelings
Practicality:
High scorers have a practical bent, are interested in doing things rather than thinking about them, and tend
to be impatient with ‘ivory tower’ theorizing.
Low scorers are inclined to be interested in ideas, abstractions, philosophical questions, discussions,
speculations, and knowledge ‘for the sake of knowledge,’ that is they are generally thoughtful and
introspective.
Irresponsibility:
High scorers are inclined to be casual, careless of protocol, late with commitments, unpredictable, and
perhaps socially irresponsible
Low score low on this factor are likely to be conscientious, reliable trustworthy and serious-minded,
possibly even a little bit compulsive.

(Adapted from Eysenck and Wilson 1976)

Appendix 11

Cattell's scree test for number of components to be extracted
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Table 11. Correlation matrix of TUNJO, EPQ and PNJA, N=60

*p < 0.05

PhA- Phonetic alphabet, AL- Artificial language, HW-Hidden words, WinS- Words in sentences, NW- New words, Act-activity, Soc-sociability, Risk-risk taking, Imp-impulsiveness, Expexpressivenes, Prac-practicality, Irres-irresponsibility, Pron-pronunciation, Gram-grammar, Voc-vocabulary, Flu-fluency, OpCl-Open cloze, WdF-Word formation, Coll-Collocations, MuChMultiple choice, Trans-Transformations, GapS-Gapped sentences, ErrCo-Error correction, SCorr-Sentence correction, Gr-voc- eight grammar-vocabulary tasks, Read-reading, Gr-voc TTL- eight
grammar-vocabulary tasks plus reading comprehension, Write-writing.
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