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Abstract

The purpose of this work is to explore the motivation of young Indonesians to learn
English over the first two years of formal study in a provincial junior high school. The
national education system has always struggled to produce competent users of the
language, yet the country’s need for such graduates is never greater than at the
beginning of the 21* century as it responds to the social, economic and political
challenges of globalization. Meanwhile motivation has always been recognised as an
important factor in language learning success, but recent work has stressed its
complexity and changeability over time and in particular contexts, encouraging the

possibility of new discoveries in this academically unexplored territory.

Defining motivation as a dynamic constellation of contextually sensitive cognitions
and affects stimulating individuals to learn, the study adopted a mixed method strategy,
using questionnaires at beginning and end of the 20-month research period to track
motivational trends across the whole school year group (n = 195) and developing in-
depth portraits of 12 individuals through interview and classroom observation at three
points. The eight school English teachers were also interviewed at the beginning.

Results showed a very high level of motivation to learn English, reflected in much
autonomous learning of the language outside of school. Although there was evidence
of dissatisfaction with aspects of school English lessons, this motivation was largely
sustained throughout the period under study and appeared to contribute to significant
gains in competence in the language among some learners. It is argued that this
motivation derives its strength from identification processes, nurtured and developed
through social interaction at home and in the community, which encouraged many
young Indonesians in this context to view English as integral to their future lives. The
study strongly suggests that understanding differences in the way learners identify with
the language is an important direction for future research into L2 motivation in general.
Understanding how schools and teachers promote or challenge pupils’ L2 identities

could lead to improvements in language pedagogy.
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“A sense of participation in determining the content of life”

Definition of happiness in Csikszentmihalyi, M. (2002). Flow. London: Rider.

“One day he will be married. He will acquire not just a fob watch but a
junior partner, and perhaps an articled clerk, and after that a wife, young
children, and a house to whose purchase he has brought all his
conveyancing skills. He already imagines himself discussing, over
luncheon, the Sale of Goods Act 1893 with the senior partners of other
Birmingham practices. They listen respectfully to his summary of how the
Act is being interpreted, and cry ‘Good old George!’ when he reaches for the
bill. He is not sure exactly how you get to there from here: whether you
acquire a wife and then a house, or a house and then a wife. But he

imagines it all happening, by some as yet unrevealed process.”

Julian Bames (2005) Arthur & George London: Vintage Books.

‘T always wonder whether some of us teachers are creating

cultural upheavals by encouraging learners to ask questions, and
express their opinion. In the east, somehow the younger generation is

considered 'rude' if they question anything being taught (and a lot of
teachers feel very threatened if they are asked questions!). But I
also see the younger generation takes to learner autonomy as fish to

water!’

Zakia Sarwar, SPELT, Pakistan, AUTO-L discussion list, 31.10.06



CHAPTER 1

INTRODUCTION

In this brief introduction I first describe the personal, professional and academic

motivation for choosing the topic of this doctoral study, then present an outline of its

siructure.

1.1 Personal motivation

Psychology was not considered a proper subject for study at the school I attended so
although I went through a phase during adolescence of wanting to be a psychologist,
that was one community of practice which I had no hope of joining. My first serious
encounter with the topic was during my PGCE (History) course when an essay on
motivation gave me a rare sense of ‘flow’ (Csikszentmihalyi, 1997) and restored some

of my self-worth (Covington, 1992) that had been lost while struggling in the
classroom. The major psychological theories which featured in the essay, such as
Maslow’s (1954) Hierarchy of Needs and Festinger’s (1957) Theory of Cognitive

Dissonance, stayed with me over the years and occasionally helped me make sense of

my own and others’ motivations.

1.2 Professional motivation

When I next had the opportunity to study motivation, on an MA in Linguistics for ELT
ten years later, I did not regard it as an urgent topic. My students in Indonesia were on
British Council ‘pre-departure’ courses for studying at UK universities, and all had a
very high level of instrumental motivation to master English for Academic Purposes
and get the required IELTS score. My professional concerns were more with providing

the right classroom conditions for language acquisition. In Bulgaria during the early
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1990s motivation was again not a major professional issue, since the sudden opening
up of the country to the west unleashed a phenomenal nationwide urge to leamn
English, and for teachers and teacher trainers the serious issues seemed to lie in how to

satisfy (rather than stimulate) this desire through efficient classroom techniques and

materials.

Only when I went back to Indonesia in the late 1990s did motivation return to my
professional consciousness. Working in the state university of the province of Jambi, |
found myself teaching students who professed a very high level of motivation to learn
English, yet showed little evidence of achievement after 6 or more years of formal
study. Our own university language centre figures indicated that about 75% of
university entrants were of ‘elementary’ level or below — and these were presumably

among the stronger graduates of high school. Many of these same students were so

motivated that they would come to my house asking for private lessons; others would
intercept me on campus to ask what the best method was for learning English. High

desire and low fulfilment meant there was a great deal of frustration about, and from a

professional point-of-view a considerable waste of human resources.

At the same time, it was evident that a small number of students, apparently from
similar backgrounds and with the same educational opportunities, had succeeded in
gaining some mastery in English. Approximately 5% of the university intake were able
to score over 500 on the paper-based TOEFL test, indicating a proficiency level of
‘upper intermediate’. If it was possible to discover what enabled these few individuals
to transcend the contextual constraints, it might be possible to help the vast majority

who failed to do so, and who presumably carried the burden of their failure with them

throughout their working lives.

1.3 Academic motiifation

In 2000, I had the chance to return to Jambi to investigate this issue from an academic
viewpoint. I undertook a small-scale study into the English-learning experiences of
some first year undergraduates, with the aim of discovering what learning opportunities

existed in this provincial developing country English as a foreign language (EFL)
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context, and why some were more able or willing to take advantage of them. I generated
the data through retrospective interviews with a selected sample of 16 students,
including some high-achieving students and others more representative of the majority
undergraduate population. The findings, reported in Lamb (2002), confirmed that the
circumstances of foreign language learning in provincial Indonesia were indeed
challenging, and suggested that the rare instances of success came in spite of, rather than
due to, the services of state educational institutions. It argued for the importance of
individual attributes such as aptitude, high motivation, a willingness and ability to study
English autonomously, and good use of learning strategies for exploiting what learning
opportuntties exist, without being able to say which might be more important than
others, or why or how these attributes may have arisen in some individuals rather than
the others. It did note that several of the low achievers described negative learning
experiences early in their school careers. The firmest conclusion was that larger-scale,
probably longitudinal research was necessary to pursue this topic. I had found a project

for my doctorate.

The decision to focus on motivation, among all the possible learner attributes which

were implicated in second/foreign language (L2) success, was probably due to a
lingering personal curiosity about why in this case motivation did not lead to
achievement. After all, I never felt motivated to study French at school and yet had still
managed to gain an ‘O’ level; here were millions of Indonesian teenagers with a deep
motivation to study English, and yet without any meaningful competence. What
exactly was going on at junior high school that could apparently nullify the benefits of
this powerful motivation for most, if not all, pupils? This is the ‘real world’ problem at

the heart of this study, and I return to it in the conclusion to consider how far the

question has been answered.

1.4 Organization of the study

The study begins (Chapter 2) with a brief description of the Indonesian education
system as it responds to the needs of national development in an era of globalization.
One of its biggest challenges is the ever-expanding role of English in global society

and economy, and the chapter finishes with a closer look at the condition of English
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language education in Indonesia at the dawn of the 21* century. Chapter 3 reviews the
current state of our knowledge about motivation to learn. Given the volume of
academic literature on the topic, this review will not be a comprehensive survey but
will focus on developments in L2 motivation theory, only branching out into general

educational motivation when it can offer something particularly relevant to the context

of the study.

Drawing on my understanding of the Indonesian setting and motivation theory, Chapter
4 sets out the specific purposes of the study. The three research questions are presented
and explained with reference to a working definition of the concept of motivation.

Chapter 5 then discusses the approach taken to answering these questions, and describes
the research methodology in some detail, including the nature of the school chosen as

the research site, the sample of pupils selected for study, a timeline of the field work and

a full description of each instrument for data generation.

The next three chapters present an analysis of the data set against the research
questions, beginning with the initial findings at the start of the 20-month research
period (Chapter 6), continuing with an analysis of how the pupils’ motivation to learn
English had apparently changed by the end of the period (Chapter 7), and then looking
at the internal and external factors associated with these changes (Chapter 8). Chapter
0 then returns to the literature on L2 motivation to see how some important
contemporary theories can help interpret the findings and offer more nuanced answers
to the research questions. Chapter 10 summarizes these answers and, notwithstanding
flaws in design and implementation, argues for the study’s contribution to knowledge

and contemporary L2 motivation theory. It also proposes further research into what

remains a highly significant topic for many millions of potential English-users in

Indonesia and elsewhere.



CHAPTER 2

THE INDONESIAN CONTEXT

This 1s an 1nvestigation into the motivation of a specific group of young people,
learning a particular language in a unique institutional, social and geographical setting
at one historical moment (2002-4). A broad description of this setting is therefore as
essential as the description of the intellectual context for the study which follows in
Chapter 3. In this chapter I briefly describe the Indonesian system of education and
some observable trends within it. I then discuss the position of English in Indonesian
society and in the education system, with a particular focus on junior high schools,
drawing on my own experience of life and work in the country, on press and official

reports, and where available, on academic sources.

2.1 National system of education

School education in Indonesia follows a 6-3-3 pattern, of which the first six years of
primary school (SD) and three years of junior high school (SMP) are compulsory,
while the final three years of senior high school (SMU) are optional. The majority of
children attend state schools under the control of the Ministry of National Education,
though private schools are common and in some areas (especially in Java) outnumber

state institutions; the cost and quality of the two types of school are often similar and
they both follow the national curriculum. About 10% of children attend Islamic schools
with a distinct curriculum, either Madrassah (day schools) or Pesantren (boarding
schools) which come under the aegis of the Ministry of Religious Affairs. In the final
year of each school students take a national examination (EBTANAS or UAN), and
their performance can be instrumental in determining their next institution (there is

often a residence criterion too for local schools). An outline of the system is presented

in Figure 1.
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Figure 1 Overview of the Indonesian Education System.

Schools are a highly visible part of Indonesian society, partly because of the high birth
rate and the huge numbers of children who can be seen travelling to and from school

each day in their vividly coloured uniforms — mauve for primary school, navy for
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junior high and light blue for senior high. As reflected in the children’s apparel, the

education system is uniformly stratified and tightly controlled by the government. The
national curriculum is ultimately based on the state ideology of Pancasila and its five
overarching principles of Belief in one God, Humanity, Unity, Democracy and Social

Justice; it is formulated in Jakarta and applied to all non-religious schools across the

archipelago. School architecture is of a uniform design, usually one- or two-storey
buildings based around a quadrangle containing a flagpole, which is the focal point of
school assembly each day. This area explodes with noise and activity at break times,

and more often than not presents a fair impression of a happy vibrant community.

With a very poor and limited infrastructure left behind by the Dutch colonial rulers in
the 1940s, education has always been viewed as an important element in Indonesia’s

national development, and the World Bank described its early growth as “one of the
most successful cases of large-scale school system expansion on record” (cited in The
British Council, 2003: §1). However, in recent decades investment in education has
lagged far behind those of its south-east Asian neighbours. At the turn of the century,
UNESCO figures (UNESCO, 2005) show that only 9% of total government
expenditure was spent on education, the second lowest figure for all Asian nations and
considerably less than Malaysia (25%) and Thailand (31%). According to The Jakarta
Post newspaper (Suparno, 2005), this had fallen to 6.5% in 2004, despite consistent

government pledges to raise it to over 20%. The economic crises of recent years have

put further pressure on government education budgets.

Given this low level of investment, many of the problems identified in Beeby’s (1979)

report on the state of Indonesian education in the 1970s — high drop-out rates in rural
areas, lack of textbooks and other resources, uninspired school management and poor
quality of teaching — persist to the present day. A survey of education (Coleman et al.,
2004) in the Sumatran province of Riau conducted in 2003-4 found all these problems
to be common, amidst some hopeful signs of change. Even a Minister for Education
admitted in 1999 that “an overloaded curriculum, uninteresting teaching methods, and
passive learning process have contributed to shape an education system 1n need of total
reform” (Juwono, cited in The British Council, 2000: §1). The next section describes

key aspects of the system 1n more detail.



2.1.1 Facilities

Despite the pleasant and cheerful countenance of most schools, many structures are in
a poor state of repair. Classrooms are usually clean but spartan, with rows of fixed

wooden desks receding in pairs from the blackboard to the back of the room. The only
form of cooling system in most classrooms 1s the open windows, though this makes the
pupils vulnerable to noise and other distractions from the school quadrangle or the
world outside. Walls are usually bare but for photos of the president and vice-
president, a set of classroom ‘rules’ or absence list, and perhaps a map or poster of a
national hero. The Riau survey (Coleman et al., 2004) found that few schools in that
province had a functioning library and even fewer had a science laboratory or provided
any computers for pupil use, while outside the major cities there is a severe shortage of

textbooks.

2.1.2 Curriculum

The curriculum is set by the national government and disseminated to schools mainly
through the 1ssue of new textbooks. It has been regularly revised to reflect the changing
priorities of national development, most recently in 1994, when more emphasis was
given to science and technology, and in 2004 when a ‘competency-based curriculum’
was introduced in all subjects. The rationale for the new curriculum was “to support
the creation of an educated populace whose life was peaceful, open and democratic and
who could also compete openly in the global era and so improve the condition of all
Indonesian citizens” (Siskandar, 2003: §1). However, the Riau survey (2004) found

that, on the eve of its introduction, very few schools had seen a copy of the new

curriculum, nor had any training been offered for implementation.

In the final year of each school, the national examination system plays a large role in
determining the content of lessons. As mentioned above, the EBTANAS and UAN are
high stakes tests which certify pupils’ successful completion of a level and in areas
where there is a choice (e.g. towns and cities) enable them to gain entry to a preferred
school at the next level. As the tests are almost all multiple choice in format, lessons
become dominated by knowledge accumulation and intensive practice in test-taking

using mass-produced test practice booklets.



2.1.3 Staff

Teachers’ welfare is poor and as the Riau survey (Coleman et al., 2004) argues, “many
of the problems facing the education system in Riau - and in other parts of Indonesia —
stem from this fact” (p. 73). Low salaries inevitably deter ambitious and talented
graduates from entering the profession. Beeby (1979) noted that the quality of teachers
was declining throughout the 1970s, with fewer “strong personalities and youths who
exhibit analytic and independent thinking” (p. 84). Despite the authoritarian nature of
the system, individual teachers have had considerable freedom in their classrooms with
few formal checks on their performance, and the majority who already have civil

service status have few incentives to improve. As Bjork points out, during the Suharto

years:

...heither the MOEC [ministry] nor the schools communicated to
educators the idea that their pedagogical skills required attention.
Teachers were rarely observed in classrooms and their instructional

abilities were not evaluated.
(Bjork, 2002: 256)

Some professional development opportunities, such as diploma upgrading, have been
made available but they tend to be optional and restricted to urban areas (Coleman et
al., 2004). In any case most teachers have to work elsewhere to earn a good living,
which inevitably restricts their ability to take on professional development and also
compromises their commitment to any one school. While there is variability in staff
quality and qualifications in all education systems, the contrast between the
intrinsically motivated and dedicated teachers and those who are coasting towards their

state-pensioned retirement 1s perhaps starker in Indonesia than elsewhere.

2.1.4 Classroom methodology

According to Law no. 20 of 2003 on the national education system (cited in Coleman
et al., 2004: 29), education is an opportunity for all learners to develop a range of
personal, social and intellectual skills while playing an active role themselves. The Act

states that education is to be carried out “through example, by arousing desire [to
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learn], and by developing the creativity of participants in the learning process™'. In

fact, the Riau survey team described the typical lesson thus:

The teacher reads aloud from a book, or dictates the content of a book,
or writes on the blackboard (often copying onto the board what is in the
book) or extemporises at length on a particular topic. The roles of
pupils in lessons of this type are equally uniform. Their core task is
simply to listen to the teacher. Very often they will also be expected to
write down what the teacher is saying.... In addition to the core tasks of
listening and writing, there will often be choral chanting by pupils and -
a closely related phenomenon — pupils in chorus will complete the ends

of sentences uttered by the teacher. Occasionally an individual child
will be summoned to the blackboard to carry out a simple task.... No

Interaction between pupils is encouraged.
(Coleman et al., 2004: 93-4)

Of course the report also gives examples of talented teachers using different methods
in their classrooms which have more chance of meeting the national aims of ‘arousing
desire’ and ‘developing creativity’ in learners. It is also true that there is more variety
in teaching methods in the early grades of primary school. But the pervasiveness of this
scenario can perhaps be judged by its similarity to that described in Beeby in the
1970s. Then too lessons were characterized by teacher talk, occasional questions and
answers, and much listening and note-taking on the part of pupils. “A bare two of the
105 teachers were recorded as clearly putting forward their own opinions on some
aspect of a lesson,” Beeby (1979) writes; “in only three classes were students called on
to make any sustained intellectual efforts of their own” (p. 78). As Beeby himself
points out (ibid.: 79), teaching methods which encourage students to question, weigh
opposing views and seek out new issues to explore would create problems for teachers

whose own knowledge may not extend far beyond the content of their textbook and

who lack experience of any other way of learning.

2.1.5 Control & competition

For much of the post-colonial era, Indonesian education has been strictly controlled by
the government. Not only has the curriculum been handed down from Jakarta but also

the design of school uniforms, the decoration of classrooms, the publication of

textbooks and many other aspects of day-to-day life in both state and private schools.

' Translation of Chapter 111, Article 4, Clauses 4-5 (ibid.: 30)
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Schools were viewed by the government as a major weapon in the struggle to forge

national unity (Schwarz, 2000).

In recent years, however, in line with democratization on the political scene, there have
been moves to devolve power to local authority level and to roll out a programme of
school-based management. A first step in the loosening of control over the curriculum
was the 1994 reform which introduced an element (up to 20%) of local content.
However, as Bjork (2004) reports, in most provinces the changes were very superficial,
because “the role of the autonomous educator in a decentralized system required
investments of time and effort that many teachers were either unprepared for or
uninterested in making” (p. 253). Similarly, many district authorities have shown
timidity in regulating schools in their area after so many years of implementing orders
from Jakarta. According to Yusuf (2002), the school-based management programme is
also running into problems, partly because so many headteachers lack the skills, as

well as the budget, to take advantage of their new powers.

Nevertheless, since the demise of the Suharto regime 1n 1998 central government

control has been loosening and the system 1s beginning to diversify. A free press has
unleashed a wave of articles and comments over recent years criticizing the state of
national education (e.g. Idrus, 2000; Radianto, Setiawan, & Abidiou, 2000;
Widiastono, 2006), and there 1s evidence throughout the country of parents and other
stakeholders becoming more involved in the running of their local schools (Werf,
Creemers & Guldemond, 2001). Headteachers with initiative can and do innovate, for
example by seeking new forms of income, by marketing the school and imposing
entrance qualifications, by introducing ability streaming and new extra-curricular
activites. As the Riau survey reports (2004: 134), greater freedom is leading to greater
competition within and between schools. National and international academic
competitions (e.g. the ‘Physics Olympiad’) have become extremely popular, with
schools desperate for accolades to boost their image in the community. As winners and

losers emerge, the Riau report warns of increasing social divisiveness.

Despite the many problems facing the Indonesian education system, it is worth
repeating that most objective visitors would describe Indonesian schools as happy

places. One does not see queues of parents outside the headteacher’s office demanding
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higher standards of care for their child; one does see, almost universally, joyful

children. Whatever their shortcomings by global comparison, or even in terms of

meeting explicit national educational goals, they appear to be satisfying certain social

needs. Coleman (1996) uses Street’s (1984) distinction between an autonomous and an
ideological view of literacy to argue that all systems of education should be judged on
their own terms and not by reference to the aims and functions of other national
systems. In an Indonesian case-study, Coleman (1996) shows that the events occurring
within a local university lecture hall are barely comprehensible when interpreted
according to the norms of a western university class, yet they provide satisfying
experiences for the participants in their own cultural context, and an effective training
for their future role as government civil servants by “inculcating a highly developed
sense of status and an awareness of the proprieties required for the maintenance of a
stable society” (p. 78). It is likely that the uniform pedagogic practices of schools,
described above, also evolved to serve various social goals (which may or may not be

relevant to contemporary Indonesian society).

It 1s also important to remember that state schools are not the only possible site for
education. Ambitious parents with means may choose to send their children to elite
private schools, or provide private tutoring, or supply them with books and computers
so that they can learn at home. Even for many families of average income the line
between state and private systems 1s becoming blurred, as state schools increasingly
charge parents for many of their costs (e.g. textbooks, extra-curricular activities,
supplementary payments to teachers) and private schools in many areas (notably Java)

are barely more expensive than — or educationally superior to — local state schools.

2.2 English in Indonesia

2.2.1 English in Indonesian society

Multilingualism is common in Indonesia and the majority of the population are
bilingual from the early years in a regional mother tongue and the national language
Bahasa Indonesia. Of the over 700 regional languages, Javanese is by far the most

common with approximately 75 million native-speakers, concentrated on the island of
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Java itself (Gordon, 2005); most of the other languages are also spoken in a certain
geographical area and by members of a particular ethnic group, such as Bahasa Jambi

in Jambi. Though almost all the languages of western Indonesia belong to the Malay

language family, most are not mutually intelligible, and therefore the need arose for a
unifying national language after Independence. Bahasa Indonesia has been propagated
with great success, such that it is now spoken either as a mother tongue or as a second
language by around 70% of the population (1bid.). Many urban Indonesians also have
some oral competence in other languages spoken in their region — for example in
Jambi, the main languages of north Sumatra (Batak) and western Sumatra

(Minangkabau) are also widely spoken — while Arabic is used for religious purposes.

It 1s into this linguistic melting pot that English was thrown shortly after national
independence in 1945 when it was granted “first foreign language status’, an act which
was also an explicit rejection of the two former colonial languages, Dutch and
Japanese. Indeed, the fact that it did not carry any imperial overtones for Indonesians
helped give the language a simple prestige and popularity, unlike in neighbouring
Malaysia for example where official and popular relations with English have been
more complicated and linked to post-colonial politics (Spolsky, 2003). On the other
hand, compared to Malaysia or the Philippines there was no solid basis of achievement
in English in the Independence era, and although it was established as a compulsory
subject in the secondary school curriculum for many decades, usage and exposure to
the language was very much an urban preserve and proficiency was limited to a small
highly-educated elite. Lamb (2002), for example, describes the frustrations of
provincial university students in 2000 who felt that they had had little hope of

successfully acquiring the language when they were in junior high school during the

carly 1990s.

Recently the forces of globalization have given new momentum to the spread of
English — it has become essential “cultural capital for an information-driven global
world” (Gee, Allen & Clinton, 2001: 176). Economic liberalization and the expansion
of trade throughout the Asta-Pacific region have urgently increased the need for

English in several sectors of the Indonesian economy, notably financial services and

travel. Lamb and Coleman (forthcoming) report:



14

The evolving labour market puts a high value on proficiency in English,
as seen in the English language job advertisements in the national

broadsheets as well as the language qualifications demanded by much
less prestigious posts advertised in local newspapers. As in most other

Southeast Asian countries (Nunan, 2003), English has assumed a gate-
keeping role in diverse work environments. Meanwhile, even in remote

areas of the country, television broadcasts the language into the home
and music on the radio fills the airwaves with its tones. New products
are increasingly labelled and promoted in English, and computers for
work or play are expanding the range of valued English literacy skills.
As 1ts economic and cultural stock rises, the language flows into new
areas of the education system — into the entrance requirements of
prestigious universities, for example, and into primary schools in towns
across the country. |

(Lamb and Coleman, forthcoming)

As an example of the prestige of English, and how it is increasingly used to help sell
products, Lamb and Coleman (ibid.) note how novels aimed at the teenage market are
often given titles in English even though they are written in Bahasa Indonesia, such as

Jakarta Undercover, Me vs High Heels and Eiffel, I'm in Love.

To service the rapidly growing demand for the language there has emerged a private
sector English language ‘industry’ — as the British Council GETIS report of 2000 (The
British Council, 2000: §9) stated, “the current demand for English language teaching in
the country appears staggering as indicated by continued increases in ELT courses
enrolment and the number of new private language schools”. The quality and cost of
such schools is highly variable and at the lower end is beyond any official regulation;

at the upper end, a number of corporate providers are competing to gain market share.

2.2.2 English in the educational system

One of the main reasons why the private sector 1s flourishing is because state education
is struggling to cope with this surging demand for English language instruction.
Officially, English is introduced into the national curriculum as a compulsory subject
from the first year of junior high school, when pupils are 11-12 years old. In most state
schools 1t is taught twice a week 1n two ‘double lessons’ of 45 minutes each, making a
total of 3 hours’ instruction per week. This increases to 4.5 hours per week 1n senior
high school. Unofficially, English is also taught increasingly for one or two hours a

week at primary school level, though it is not part of the national curriculum and lesson
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content will depend on the teacher and his or her textbook. Whether a primary school
teaches English often depends on the willingness or ability of parents to pay, and on
whether English teachers are available. It may not therefore be taught for consecutive
years, and the teacher will almost certainly have had no training in young learner

language teaching methodology.

As mentioned in section 2.1.2 above, a competency-based curriculum was introduced
in 2004 and 1s currently being disseminated to schools. The previous curriculum, in
place during the period of this research, had been introduced in 1994 and was centred
on the development of language skills, with an emphasis on reading. Themes or topics
were also specified, and these almost always formed the basis of organization of the

textbooks used by teachers in school (e.g. Soegeng, Mulyono, & Widodo, 2002). The

level of proficiency targeted for school leavers in the new curriculum is roughly
equivalent to the Council of Europe ‘Vantage’ level (or Cambridge FCE exam, cf.
University of Cambridge, 2007; Departmen Pendidikan Nasional, 2004) though it is
generally acknowledged that this is achieved by only a tiny minority of students
nationally (e.g. see Widiastono, 2006).

In Indonesia, as in other Asia-Pacific countries (see Nunan, 2003), there is often a large
gap between government declarations and classroom realities. To begin with, all
national exams, including the final school-leaving exam at the end of senior high
school, are paper-based tests using a multiple choice format. As discussed above
(section 2.1.2), much teaching in the year preceding these exams is devoted to exam
preparation, and, while learners develop some proficiency in test-taking strategies,

their productive language skills stagnate (Widiastono, 2006). Teachers® own English is
often limited; as Nunan (2003) concludes of the countries in his survey (which did not
include Indonesia), “the English language proficiency of many teachers is not
sufficient to provide learners with the rich input needed for successful foreign language
acquisition” (p. 607). Indonesian teachers have even less exposure to the language and

fewer opportunities to use their English in real-life communication than teachers in

many neighbouring countries.

Academic analyses of English language educational practices in Indonesian schools are

hard to come by, though Sadtono, Handayani and O’Reilly (1996) offer a useful
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picture of English teaching in Junior High Schools in the mid-1990s. Their description
of teaching methods is not dissimilar from the routine methodology described in
section 2.1.4 above, with much teacher explanation, brief question and answer phases,

occasional choral chanting, and pupils predominantly listening, copying or doing

exercises; “to sum up,” Sadtono et al. write (ibid.: part 07.A), “it was clear that a lot of
teaching was going on, but it was generally unclear how much learning was resulting”.
Lesson content was almost exclusively determined by the textbook, with occasional
use of student workbooks (LKS - Lembaran Kerja Siswa) which provided
supplementary exercises. Sadtono et al. (1996) also describe the classroom
environment as often “drab” and “noisy” (part 07.1), with regular class sizes of 45 or
more, often with widely differing ability, causing serious classroom management
problems for many teachers. Finally, their analysis of students’ skill levels found large
discrepancies between the curriculum specification and actual competencies, especially
in speaking and writing, though schools in cities tended to have far higher standards

than town or rural schools.

The survey of Sadtono et al. also illustrates another feature of language education

which Nunan (2003) found to be common throughout the Asia-Pacific region: the
growing role of the private sector in meeting the language demands of the urban
middle-class. In Nunan’s study “informants reported that the only children who stood a
chance of learning English were those whose parents could afford to send them to
private, after-school language classes” (p. 606). Likewise, Sadtono et al. (1996) report
that around 30% of the students polled were attending, or had attended, private English
classes, and that “success in English was widely attributed (even by the SMP teachers)
to having attended such classes” (part D.5). A related development is the emergence of
‘National Plus’ schools, which charge additional fees for providing English-medium
teaching 1n certain subjects and which, according to the Rector of one of the country’s
leading teacher training institutions, are “a sign of the inability of the local scholastic
system to keep up with an ever changing world” (Lubis, 2005); by late 2005, there
were reported to be over 100 schools claiming this status, including the Junior High

School which i1s the site for this research (Gunawan, 2005).
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2.3 Summary

This chapter has provided an overview of features of Indonesian education and society
which have relevance for this study. It has presented an education system which had
neither the colonial legacy nor the levels of long-term funding required to meet
national aspirations for social and economic development, though it did appear to serve
the cause of political unification and stability during the Suharto years from the late

1960s to the 1990s. A more honest appraisal of its deficiencies has been forthcoming in
the post-Suharto era, with comcomitant reforms in the way it is funded and controlled.
Current trends towards decentralization and privatization are leading to a much more
diverse system of education likely to lead to greater differentiation of processes and
outcomes. English language education, recognised officially and popularly as a key
element in modernizing the country yet still characterized by very traditional practices

in most schools, 1s in some ways in the vanguard of change with a vibrant private
sector emerging 1n response to popular demands for improved provision, and the

language 1tself permeates new areas of society each year. This is the broad context in

which the young adolescents of my study began their own study of English in their

junior high school.

The chapter has also indicated the paucity of academic work on English education in
Indonesia which has reached the international domain. One of the goals of this study
must be to correct this situation. Fortunately it is able to benefit from the vast store of
literature on motivation to learn produced in other parts of the world, described in the

next chapter.
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CHAPTER 3

LITERATURE REVIEW

3.1 Introduction

Reviewing the literature for a research study can be compared to climbing a mountain
in order to get a clearer view of the terrain. Realistically, it 1s not a one-off climb but a
repeated exercise of scaling different peaks, first to set the destination and then to
check on progress and perhaps realign the direction of travel. For the motivation
researcher, an Everest of scholarship offers magnificent vistas but also daunting

challenges. After a brief glimpse from the summit of motivational science, this chapter
stays mainly in the foothills, focussing on the sub-region of L2 motivation and only

venturing higher into the area of motivation to learn (or ‘academic motivation’ as it 1s

sometimes termed) when a trail has already been laid, or where a new path is visible.

My aim is first to present a brief chronology of the developing field of foreign
language learning motivation, and then to describe in more detail areas of
contemporary knowledge which appear particularly relevant to the topic and purpose
of this investigation. In so doing I hope to present a broad theoretical framework for
the study which will inform the research questions (Chapter 4) and research

methodology (Chapter 5), while at the same time identifying those specific areas of

knowledge to which it might make a contribution.

3.2 Historical approaches to motivation to learn

For much of the 20" century, motivation was not a distinct field of study in its own
right but an ill-defined aspect of the emerging scientific discipline of psychology.
In their authoritative survey of motivation in education, Pintrich and Schunk (2002)

point out that many early explanations of human behaviour were ‘mechanistic’ in that
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people were perceived as machine-like, acting on the principles of laws of nature.
Behaviourist explanations, for example, saw humans as acting in predictable ways in
response to stimuli (Skinner, 1953) and they became popular with educationalists
because Skinner’s concepts of conditioning and reinforcement seemed to offer parents
and teachers practical means of motivating pupils to behave 1n ways likely to promote
learning. Other early ‘mechanistic’ theories were those centred on the concept of

‘drive’ — an internal force that pushes humans to act to satisfy primary needs while
secondary needs (e.g. money or education) may be sought after because they satisty

primary needs better (Hull, 1943). Indeed, another characteristic of these early theories
was that motivations were often unconscious, or at least beyond conscious control.
Freud (1966), for example, conceived of motivation as psychical energy which forced
people into certain behaviours to reduce their needs, though it could also be repressed

and result in less rational and erratic behaviours.

In the second half of the 20" century, the ‘cognitive revolution’ in psychology

transformed our views of motivation; instead of being manipulated by inner forces
beyond their control, humans were seen as essentially rational creatures guided by their
own thoughts and beliefs about the world and their place in it. However, while
cognitive theorists agree that mental processes are key to understanding motivation,
“they disagree about which processes are important” (Pintrich & Schunk, 2002: 20),
and debate about the relative significance of values, perceptions of competence,

interests, goals, affects, choices, or attributions provides the substance of contemporary

motivation studies.

Another central tension in motivation theory is between what Pintrich and Schunk
(ibid.) call ‘organismic’ and ‘contextual’ theories. Many theories share ‘organismic’
and ‘contextual’ elements, but have a tendency towards one model rather than the
other. Organismic theories, following Piaget, explain motivation by reference mainly
to individual development factors; early examples were the humanistic theories of
Abraham Maslow (1954) and Carl Rogers (1969) which emphasised the need for
people to develop their full potential, though many popular contemporary cognitive
concepts such as attributions (Weiner, 1992) and goal orientations (Dweck, 1999),
relating to inner dispositions which influence the way the individual interacts with their

environment, are also part of essentially ‘organismic’ theories. Towards the end of the
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century, ‘contextual’ theories became more influential. These, following Vygotsky,
“accept underlying organismic patterns of change but [contend] that environmental
conditions play a greater role in such change” (Pintrich & Schunk, 2002: 48). Social
cognitive theories (e.g. Bandura, 1986) which emphasise the way individuals acquire
their knowledge, strategies, beliefs and so on through observing and interacting with
others, fall into this category and have generated an ongoing interest in how the social
and cultural context ‘affords’ or constrains motivation (Pintrich, 2003). Radical socio-
constructivist perspectives represent even ‘stronger’ versions of the situated view of
motivation and “reject the notion that motivation can be distinguished from cognition,
or that any aspect of human behaviour can be considered a property of the individual,

as distinct from the larger sociocultural context” (Hickey, 1997: 178).

3.3 Social-psychological views of L2 motivation

In Dérnyet’s (2001a) view the field of L2 motivation was essentially founded by the

work of Gardner and Lambert in Canada in the late 1950s. The way that language was
implicated in the complex relations between Anglophone and Francophone

communities at the time convinced them that language learning was fundamentally

different from learning any other subject on the school curriculum:

In the acquisition of a second language, the student is faced with the
task of not simply learning new information (vocabulary, grammar,
pronunciation etc.) which is part of his own culture but rather of

acquiring symbolic elements of a different ethnolinguistic community.
(Gardner, 1979: 193).

This view is now shared by succeeding generations of second language acquisition
(SLA) researchers, as reflected in Claire Kramsch’s words in a conference plenary

address:

It 1s clear that learning another language is not like learning math or
word processing; especially 1n adolescence, it is likely to involve not
only the linguistic and cognitive capacities of the learner as an
individual, but her social, historical, emotional, cultural, moral sense

of self as a subject.
(Kramsch, 2001: 12)



21

Because the sense of self is challenged in this way, Gardner argues that the learner’s

attitudes towards the L2 and its speakers is likely to affect their chances of success in

acquiring the L2.
OTHER
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Figure 2 Basic model of the role of aptitude and motivation in second language learning
(Gardner, 2001c: 5).

Gardner’s motivation theory was set out most fully in his Socio-Educational Model of
Second Language Acquisition (1985), though he continues to update it. The core of the
model is presented in Figure 2. Learners who have an integrative orientation towards
learning the language (i.e. their stated reason for doing it involves taking on some of
the characteristics of the L2 culture or people), as well as favourable attitudes towards
the language community, and a general openness towards other groups in general
(sometimes interpreted as an ‘interest in foreign languages’ e.g. in Masgoret, Bernaus,
& Gardner, 2001) are said to have ‘Integrativeness’. That is, they desire to learn a
language in order to “come closer to the other language community” (Gardner, 2001b:
5). If they also have favourable attitudes to the learning situation, and exhibit
motivated behaviour such as effort, an expressed desire and enjoyment in the process

of learning, then they can be said to be integratively motivated to learn the L2. The
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model also posits ‘other support’ for learners’ motivation, for example an instrumental
orientation towards learning the language i.e.to gain some external benefit such as a

good job or a high grade. It is the dichotomy between integrative and instrumental

motives which has perhaps had most impact on the profession of language teaching

(e.g. Harmer, 2001), though Gardner himself is at pains to stress that the two are not in
opposition; most successful learners will in fact have both orientations. The full Socio-
Educational Model also specifies a number of other individual differences which are
predicted to influence ultimate achievement to varying degrees depending on whether

the language is learned in formal or informal settings; these factors include aptitude,

learning strategies, and confidence/anxiety.

A considerable amount of research effort has been, and is still being, expended on the
question of whether integrative motivation exists in different language learner groups,
and how it can be linked to achievement behaviour and ultimate success with the L2
(Masgoret & Gardner, 2003). In the social-psychological tradition, almost all of this
research has been based on large-scale surveys, often using the Attitude/Motivation
Test Battery (AMTB) or variants, and has generally endorsed the significance of the

concept. In recent papers Gardner proposes only minor changes to his original model
(Gardner 2001c; 2005; Masgoret & Gardner, 1bid.).

Nevertheless, there have been dissenting voices. Even in Canada itself there are those
who contest the precise definition of integrative motivation in particular learning
contexts (e.g. Clément & Kruidenier, 1983; Clément et al., 1994, Belmechri and

Hummel, 1998). Others have suggested that integrative motivation is more important

in ESL settings like Canada than in many EFL contexts around the world, where
learners have limited contact with native-speakers of the L2 or their culture, rarely
reach beyond an intermediate level and where an instrumental orientation may be more
helpful in promoting successful learning (e.g. Dornyei, 1990; Oxford & Shearin, 1994;
Warden & Lin, 2000; Coetzee-Van Rooy, 2006). In Chinese cultural settings, Chen,
Warden and Chang (2005) argue, an integrative orientation may have less value than a
‘required orientation’ to achieve academic success in English for the sake of family,
clan and possibly national prestige. Questions have also been raised about the

relevance of integrative and instrumental orientations with younger language learners

(Nikolov, 1999). As discussed below (sections 3.5 & 3.6) the notion of fixed traits such
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as ‘integrativeness’ inevitably impacting upon learner behaviour and determining long-
term success has been undermined by our growing awareness of micro-contextual and
dynamic aspects of motivation. Others have questioned whether the quantitative

research methods which have underpinned the construct can justly claim to capture the

complexity of motivation either as a precursor to action (for example as an

‘orientation’ or reason) or as a sustainer of action (Spolsky, 2000).

The world itself has changed too since Gardner and Lambert first introduced the notion
of integrative motivation. Their ideas are predicated upon there being clearly
identifiable social groups associated with particular languages, with some contact
between them. One may argue about whether the relative status of the languages

matters (e.g. Clément & Krutidenier, 1983), or how much contact there is between the

groups (e.g. see for example Gardner, 2001c¢); but in the case of English, these

arguments may possibly be redundant. As Warschauer points out, globalization has
brought about “a new society, in which English 1s shared among many groups of non-
native speakers rather than dominated by the British or Americans (2000: 512). In the
minds of learners, English may not be associated with particular geographical or
cultural communities but with a spreading international culture incorporating (inter
alia) business, technological innovation, consumer values, democracy, world travel,
and the multifarious icons of fashion, sport and music. In a study of university students
of English in Jordan, for example, Kaylani (1996) was puzzled to find integrative
motivation among her male students, because she did not expect the average Jordanian
male to 1dentify closely with American or British culture. However, she was able to
explain her results by arguing that “he probably does see himself as a member of an
international English speaking community, disassociated from any particular culture”
(ibid.: 87). Yashima (2002: 57) similarly found that for Japanese university students
“English symbolizes the world around Japan™ and proposed that some learners may
have an ‘international posture’ that motivates them to learn and communicate in the
language more than others. A long-term study of teenage language learning in Hungary
during the 1990s (Dornye1 & Csizér, 2002) also found learners’ attitudes towards
English becoming qualitatively different from attitudes towards other European
languages, reflecting the fact that it was “rapidly losing its national cultural base while

becoming associated with a global culture” (p. 453). Although ‘integrativeness’

remained the single most important component of the Hungarian learners’ motivation,
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Doémyei & Csizér (ibid.: 456) propose that it no longer represents an “actual or
metaphorical, integration into an L2 community [but rather] some more basic

identification process within the individual’s self-concept.”

Gardner and Lambert were not the only researchers to formulate social-psychological
theories of language learning which had implications for motivation. Both Giles and
Byme’s Intergroup Model (1982) and Schumann’s Acculturation Theory (1978)
focussed on the learning of languages by minority groups within a majority language
setting, and building on the work of Tajfel (1974), proposed that individuals’ social
identity — “that part of an individual’s self-concept which derives from his knowledge
of his membership of a social group (or groups) together with the emotional
significance attached to that membership” (ibid.: 69) — and particularly their attitudes

vis-3-vis the majority community language, will affect their readiness to learn that
language. For Giles and Byrne (1982), the key factor was the ‘ethnolinguistic vitality’
of the minority group to which a learner belongs, as well as the ease with which they
could move in and out of the group; that is, if a learner identifies very strongly with
their own ‘in-group’ and they see it as very different and separate from the majornity
group, they are less likely to gain proficiency in the majority language. For Schumann,
“second language acquisition 1s just one aspect of acculturation” (1978: 34) and
therefore how far a learner is prepared to ‘acculturate’ — that 1s, how closely they can
identify with L2 speakers — will partly determine the success of their acquisition. In
turn, the level of acculturation will depend on their social and psychological ‘distance’
from the L2 community, for instance how much daily contact they have with them and

how cohesive their own group is.

Because of their concern with second rather than foreign language learning, and
acquisition in informal settings rather than formal study, neither of these theories has
direct relevance to this study, and in any case both have been subject to strong
criticism (e.g. Spolsky, 1989; Johnson, 1992). However, along with Gardner and
Lambert’s work, they have succeeded in establishing “a general consensus that ethnic
identity can exert a profound influence on L2 learning” (Ellis, 1994: 207) and were
pioneers in attempting to link sociocultural factors to individual cognitions to explain
motivation to learn (Dérnyei, 2005). Their work was extended during the 1990s by

Clément, Noels and other Canadian academics examining how L2 learning motivation
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could be affected by situational variables such as the relationship between majority and
minority groups and how the development of L2 skills could in turn have an effect on
the learner’s original ethnic identity (e.g. Clément & Noels, 1992; Noels & Clément,
1996; Noels, Pon & Clément, 1996). Even in formal educational settings it is now
accepted that “the dynamics of intergroup relations involving the s.ocial groups of
which students and teachers are members play a powerful role in influencing much of

what goes on in the language classroom” (McNamara, 1997: 561).

Clearly, the attitudes of Indonesian learners towards English and English-speaking
cultures are a potentially important element in their motivation to learn the language.
However, given the doubts surrounding validity of the construct of ‘integrativeness’ in
foreign language contexts, in the globalization era, and with younger learners, and the
emergence of other explanatory constructs, using a standard version of the AMTB to
elicit the attitudes and motivation of young Indonesians would not be appropriate; my
investigation needs to allow for the emergence of other locally relevant orientations.

Meanwhile, the notion of ‘identity’ continues to be developed in contemporary

explanations of L2 motivation and is explored further in sections 3.5.2 and 3.7 below.

3.4 Expansion of the L2 motivation field in the 1990s

At around the time the Berlin Wall fell, new horizons also opened up in the field of L2
motivation. Crookes and Schmidt’s (1991) article on ‘reopening the motivation
research agenda’ urged language educators to look beyond the dominant social-
psychological model of motivation and in particular to question whether ‘attitudes’ or

‘goal orientations’ are good predictors of actual learning behaviour:

When teachers say that a student 1s motivated, they are not usually
concerning themselves with the student’s reason for studying, but are
observing that the student does study, or at least engage in teacher-

desired behaviour in the classroom and possibly outside”
(Crookes & Schmidt, 1991: 480)

Motivation researchers, they argue, should similarly concern themselves with
constructs such as interest, relevance, expectancy, and outcomes which more directly

influence whether learners choose to learn a foreign language, make an effort and
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persist over time. Ddrnyei (2005) argues that this and other works ushered in a new
‘cognitive-situated’ period in L2 motivation research, characterized by two trends: the
import of concepts from cognitive theories in mainstream motivation research, and a
“more fine-tuned and situated analysis of motivation as it operates in actual learning
situations (such as language classrooms)” (ibid.: 74) rather than the macro-perspective
offered by the social-psychologists. This latter ‘situated’ aspect has been taken up by
researchers working 1n a Vygotskian sociocultural tradition, leading to radically
different approaches to researching L2 motivation. A further important development
has been the recognition of how motivation changes, inaugurating what Dérnyei has
termed the ‘process-oriented period’ (2005: 83), though the use of the term ‘period’ is
perhaps slightly misleading as both these developments are ongoing. In the following

sections I review some of the main lines of enquiry that emerged from this

‘renaissance’, concentrating on those which have relevance for this study.

3.4.1 Intrinsic motivation, extrinsic motivation and self-dctermination theory

A distinction which has long currency in the field of language teaching (cf. Harmer,
2001; Brown, 2000) is that between intrinsic and extrinsic motivation. Intrinsically
motivated learners are said to study a language because they are genuinely interested in

the subject or enjoy the process of learning; extrinsically motivated learners do it in

order to gain some other kind of benefit distinct from the process of learning. In the
field of pedagogy it is widely understood that intrinsic motivation is the more desirable
and research has repeatedly shown up the benefits of this kind of motivation for

academic success (e.g. Cordova & Lepper, 1996; Lepper, Corpus & Iyengar, 2005).

Indeed for many language instructors, intrinsic motivation is motivation - as Crookes
and Schmidt (1991) put it in their ground-breaking article quoted above, “in general, it
1s probably fair to say that teachers would describe a student as motivated if s/he
becomes productively engaged on learning tasks, and sustains that engagement,

without the need for continual encouragement or direction” (p. 480).

Given the recognition of its importance in the classroom, it is not surprising that
Intrinsic motivation is represented in well-known theoretical models of language
learning motivation, though usually expressed as a composite variable as in ‘attitudes

to the learning situation’ in Gardner’s Socio-Educational Model (1985) or as a cluster
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of possible factors related to course, teacher or group in the ‘learning situation level’ of
Dérnyei’s (1994) L2 motivation framework. It also turns up as a significant factor with

a possible relationship to ultimate achievement in several empirical studies (e.g.
Schmidt, Boraie & Kassabgy 1996; Nikolov, 1999; Ushioda, 2001; Démyei & Csizér,

2002), while its apparent absence among institutional L2 learners has also been noted

as a cause for concern in recent studies of language learning in Asia (Lin &

Detaramani, 1998; Warden & Lin, 2000) and the UK (Chambers, 1998; Williams,
Burden & Lanvers, 2002).

Only recently has intrinsic motivation come to be a main focus in L2 motivation
research. Dornyei and Kormos (2000) examined the affective characteristics of oral

tasks and found that learner motivation — as measured in attitudes to the course in
general and to the specific task — did indeed have an impact on their performance.
Egbert (2003) initiated research into the application of Flow Theory (Csikszentmihalyi
& Nakamura, 1989) to language classrooms, and concluded that intrinsically motivated
learners engaged on a language task may exhibit characteristics of flow, like intense

focus, a sense of enjoyment and a lack of self-consciousness, when certain conditions

are met; and she argues strongly for more research 1nto these conditions and possible

links with language outcomes.

Other research into intrinsic motivation has been carried out within the framework of
Self-Determination Theory (SDT) (Deci & Ryan, 1985). According to SDT, intrinsic
motivation describes human beings’ natural propensity to show interest in, explore and

master their environment, though this innate capacity is also liable to disruption in

certain circumstances — the theory aims to examine the conditions which sustain or
diminish it. A considerable body of research in domains ranging from education to
sport suggest that three basic human needs must be satisfied for intrinsic motivation to
flourish: people need a sense of autonomy (i.e. that they are doing the activity for
themselves), of competence (i.e. that they are capable of doing it well), and of
relatedness (1.e. that they feel socially secure and are not acting against others’
interests). Noels and her Canadian colleagues have pioneered the application of SDT to
language learning (Noels, 2000; Noels, Pelletier, Clément & Vallerand, 2000). Their

studies have suggested that autonomy-supportive teaching (e.g. where teachers offer

students choice and give regular feedback to students, increasing their sense of
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competence) can make learners feel more intrinsically motivated to study. They have
also found a correlation between intrinsic motivation and integrative motivation,
though argue that they relate to quite distinct motivational ‘substrates’, namely the
immediate learning situation on one hand and intergroup relationships in society at

large on the other (much as in Gardner’s original model (1985) of ‘integrative

motivation’).

In other applications of SDT to explore intrinsic L2 motivation, Hiromori (2003)
suggested that relatedness (i.e. the need for mutually satisfying social relationships
with others) may be particularly important for encouraging intrinsic motivation among
Japanese high school learners of English, while Wu ( 2003) used a quasi-experimental
approach to explore the make-up of Chinese young learners’ intrinsic motivation;
results indicated that both perceived competence and perceived autonomy were
important sources of intrinsic motivation as the theory predicts, and that these could be
increased by various teaching strategies such as providing tasks at the right level of

challenge and offering sensitive support.

Ryan and Deci (2000) make the point that “although intrinsic motivation is clearly an
important type of motivation, most of the activities people do are not, strictly speaking,
intrinsically motivated” (p. 60). By the time of adolescence, social demands mean that
much of our time 1is spent on tasks that are not, at least initially, intrinsically interesting
- we do them nonetheless for some other ‘extrinsic’ reason. The key feature of SDT is

that 1t proposes that these extrinsic reasons can be more or less internalized:

Thought of as a continuum, the concept of internalization describes
how one’s motivation for behaviour can range from amotivation or
unwillingness, to passive compliance, to active personal
commitment. With increasing internalization (and its associated
sense of personal commitment) come greater persistence, more

posittve self-perceptions, and better quality of engagement.
(Ryan & Deci: 60-61)

While Gardner (1985) and many pedagogic EFL texts (e.g. Brown 2000; Harmer 2001)
tended to view instrumental motivation as a unitary construct equating with extrinsic
motivation (be the reward a job, a higher salary, good test results or simply avoidance
of punishment), in SDT a learner’s motivation may fall into one of four categories of

regulation along a continuum (see Figure 3) from ‘integrated’ and ‘identified’ (where
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the external goal has effectively become one’s own and actions are more or less ‘self-
determined’) through ‘introjected’ (where one acts to enhance one’s self-esteem and
gain approval from others) to ‘external regulation’ (where one clearly feels pressured
to act, either to carry out orders or to gain some external reward). In much empirical
research based on SDT, the two former categories are conflated (e.g. Noels, 2000)
while in some studies these two and the last two are conflated to form two overarching
categories of ‘autonomous’ or ‘controlled’ motivation (e.g. Vansteenkiste et al., 2005).
Crucially, SDT assumes that the more internalized the motives for a behaviour, the

more adaptive that behaviour is likely to be and the greater the sense of well-being

experienced by the actor.

TYPE OF Amotivation Extrinsic Intrinsic
MOTIVATION
TYPE OF Non- External Introjected | Identified Integrated | Intrinsic
REGULATION  reoulation
LOCUS OF Impersonal | External Somewhat | Somewhat Internal | Internal
CAUSALITY external internal

‘Controlled’ ‘Autonomous’

M

Figure 3 Self-determination continuum of types of motivation (adapted from Deci & Ryan,
2000: 237)

Ryan and Deci (2000) claim that the existence of these types of extrinsic motivation is
now supported by a large body of empirical studies. Many of these studies used the
Academic Motivation Scale (Vallerand et al., 1992), and Noels and colleagues
confirmed the validity and reliability of this scale in a tertiary foreign language
learning context, finding that “the more internalized the reason for L2 learning, the
more comfortable and persevering students claimed to be” (2000: 76). As mentioned
above, Noels’ studies also indicated that the teacher’s behaviour, especially their style
of communication, could influence the learners’ perceived autonomy and competence
and thus how self-determined their learning behaviour was, which in turn predicted
cfiort. Another recent study by the team (MclIntosh & Noels, 2004) has found that
learner personality variables may have an effect on self-determination too: Canadian
undergraduates with a higher ‘need for cognition’ (that is, a liking for tasks involving
hard thought) tended to be more self-determined language learners who used certain

learning strategies more often.
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Domyei (2001a: 61) endorses the usefulness of SDT in helping to systematize the often
multiple goals that learners may pursue in their L2 studies, as well as in drawing

attention to how the environment (including the teacher) may or may not support the
autonomy and self-regulation of language learners. SDT is not without its critics,

however. Van Lier (1996) criticizes the hard distinction between intrinsic and extrinsic

motivation, arguing that in many deeply motivated learners the two become so
intertwined that they cannot effectively be distinguished. Schwartz (2000) has
questioned whether human beings need the absolute freedom and autonomy which

underlies the theory, suggesting instead that constraints on choice are a natural and

desirable part of the human condition.

Others have questioned whether the theory prioritizes American or western values, as

autonomy and self-direction are less important concerns in eastern, collectivist cultures
where individuals hold an ‘interdependent’ (not an independent) self-concept (Markus

& Kitayama, 1991; Triandis, 1995). In a much-cited piece of research (Iyengar &
Lepper, 1999), Anglo-American children were found to be intrinsically motivated to

engage with tasks when they were given a free choice of task, whereas Asian-
American children were more motivated when a respected elder (e.g. a parent) or a

peer made the choice for them. The authors conclude that “the availability of
individual choice is ... less relevant for people from more socially interdependent
cultures” (p. 364). Working with language learners in Taiwan, d’Ailly (2003) argues
that self-determined learning behaviour was less directly associated with achievement
than was perceived control over the consequences (i.e. a sense that one’s own efforts

can bring reward). Indeed he suggested that autonomy might even have the opposite

effect: “students with a higher sense of autonomy...are more likely to decide not to
study when they cannot find fun and interest in their learning” (ibid.: 94). Similarly he
found little effect for the teacher’s motivating style, as Asian children saw strictness as

reflecting an older person’s love and care for them.

However, Vansteenkiste, Zhou, Lens and Soenens (2005) argue that these critics are
mistaken because they conceive of autonomy as being the opposite of dependence on
other people. In fact, in SDT, “one can willingly accept guidance or support from
without” yet still feel in control of one’s life and actions (ibid.: 471). People with a

more ‘interdependent sense of self* are more likely to take respected others’ views into
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account, but real autonomy depends on whether they come to accept those views as
their own. Their own research with Chinese students of English in the USA bore out
their prediction that “autonomous or volitional study motivation 1s universally
important and should predict better learning and well-being” in all cultures (ibid.: 468).
Chirkov, Kim, Ryan and Kaplan (2003) found further empirical support for the view
that autonomy is distinct from individualism in a study of undergraduate students from

four different cultures; overall they found that “any type of cultural practice can be

engaged in more or less autonomously....with implications for well-being” (ibid.: 105).

This debate is likely to continue — the use of undergraduates in such studies inevitably
limits their generalizability, because they are by definition already successful students

who may self-select for independence of mind and scholarly motivation — and while

intrinsically interesting itself, is not of central concern to this study. For my purposes

the key insight of SDT is that motives for learning English cannot easily be categorized
as intrinsic or extrinsic, but instead may for each individual lie somewhere on a

continuum of ‘internalization’.

3.4.2 Expectancy-value theories

A major strand within mainstream motivational science in the last few decades has
been ‘expectancy-value theories’, in which motivation is conceived “in terms of the
interaction between an individual’s expectancy of success on any given task and the
value that 1s attached to such success” (Williams et al., 2002: 506). The value which
the individual attaches to the goal will be affected by its intrinsic or extrinsic worth,
elements that have been discussed above. The expectancy of success, meanwhile, will
be influenced by factors such as goal orientation, self-confidence and attributions. Goal
orientation is a much-researched concept in general education motivation, with
students who are mastery-oriented being found to do better in their school work than
those who are performance-oriented (Pintrich & Schunk, 2002). However, this work i1s
yet to be replicated in the language learning field. The following section looks at the

other two factors, which have to varying degrees been theoretically and empirically

applied to the learning of languages.
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3.4.2.1 Self-confidence

In general education, different constructs related to an individual’s perception of their
capability have been hypothesized as important elements of motivation, notably self-
efficacy (Bandura, 1993) and self-worth (Covington, 1992). In language learning, it is

‘linguistic self-confidence’ along with its obverse construct of ‘anxiety’ that have been
most often examined. Working within the social-psychological tradition, Clément and
colleagues in Canada (1985, cited in Dérnyei, 2001a) developed a model of second
language acquisition in which linguistic self-confidence, built up through frequent and
pleasant contacts with L2 users, was the most important determinant of effective
learning behaviour. Clément, Démyei and Noels (1994: 441) found that self-

confidence, defined as having low anxiety and high perceptions of one’s competence,
“influences L2 proficiency both directly and indirectly through the students’ attitude

toward and effort expended on learning English” even in contexts such as Hungary

where direct communication with native English speakers was rare.

A related concept is Willingness to Communicate (WTC), developed by MacIntyre and
colleagues (also in Canada) to account for the oft-observed phenomenon where
apparently competent learners are reluctant to speak in the L2 while other learners
seem always ready to communicate using whatever linguistic resources they possess.
Maclntyre, Clément, D6rnyei, and Noels (1998) propose a hierarchy of linguistic and
psychological variables which might contribute to WTC, including self-confidence,

intergroup attitudes, desire to affiliate with others and features of the social situation.

Recently, Wen and Clément (2003) speculated that the concept of WTC may need

adapting in non-western contexts. They suggested that, in addition to the problem of
large classes and lack of opportunities to practise, the reason many Chinese find
learning to speak English much harder than learning to write it or pass written tests 1s
that they have a culturally-based unwillingness to communicate. Interesting as their
paper 1s, the Confucian values which they claim pervade Chinese classrooms are not
necessarily present in other Asian contexts such as Indonesia. For example, the
traditional honouring of the Classics is said to generate great respect for English
grammar, such that Chinese students are “so concerned with correctness that they tend

to hesitate, avoid speaking or withdraw” (ibid.: 23). By contrast, many foreigners
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comment on the willingness of Indonesians to open conversations despite a very

rudimentary knowledge of English grammar.

3.4.2.2 Attribution theory

Expectancy of success in the future may also be affected by the way people explain
their past successes or failures. According to Weiner’s attribution theory (Weiner,
1992), people tend to ‘attribute’ success or failure to certain causes, such as their own
ability, luck, effort, task difficulty, teacher competence and so on. These causes can be

categorized by whether they are internal or external, and by their relative stability. The
theory predicts that these attributions mediate people’s motivation to act in the future —

for example, if they think that a failure to learn 1n the past was due to the incompetence

of the teacher, they may be more likely to learn in the future than if they attributed

their fatlure to their own lack of ability.

Because attributions are important elements in individuals’ thoughts and feelings about

their learning they are likely to emerge in more qualitatively-oriented educational
research. For example, Ushioda (2001) found that the successful university learners of
French in her study tended to attribute good learning outcomes to internal factors such

as the effort they put in, while attributing negative experiences to temporary factors

such as lack of opportunities to practise, just as Weiner’s theory would predict.
Williams and Burden (1999) and Williams, Burden and Al-Bahama (2001) showed

how patterns of attributions may vary over time — school pupils of modern languages
in the UK demonstrated a “growing sense of externality” in their attributions, with the

teacher particularly influential — and may be conditioned by culture — the Arabic

students in their study never mentioned ‘luck’ as a possible explanation for their
learning outcomes and ability was mentioned rarely. Most recently, Graham (2004)
used attribution theory to explore the attitudes and motivation of British school
students of modern languages, uncovered a very low awareness of the possible role of
learning strategies on their achievement, and concluded that teaching approaches
emphasising the importance of strategies could help reverse the decline in numbers

taking advanced language courses.

Of these two factors, self-confidence is the more relevant to this study since it can play

a role at any stage in the learning process, and may arguably be even more important 1n
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early stages. By contrast, attributions are more likely to come into play later, when
individuals face significant personal challenges in the L2 such as high-stakes exams.

Nevertheless the work of Ushioda (e.g. 2001; 2003) and Williams and Burden (e.g.
1997; 1999) is important for demonstrating the value of a ‘social constructivist’
approach to L2 motivation, in which the uniqueness and complexity of each
individual’s motivational profile are acknowledged, and the range of contextual

influences explored. This approach is described further in the next section.

3.5 Contextual aspects of motivation

As Dornyei (2001a) points out, “Because of the prominent social dimension of second
language acquisition, the study of the broad sociocultural context (the ‘macrocontext’)
of L2 learning has been an important research direction for over two decades” (p. 78).
During the 1990s, however, the social, educational and cultural context of .2
motivation has received more intense attention. Partly this was a response to the urging
of Crookes and Schmidt (1991) to create stronger links between motivation and

learning, and to an interest in contextual influences on learner motivation in general

education (e.g. Volet & Jarveld, 2001), but 1t also reflects a ‘social turn’ (Block, 2003)
in the study of second language acquisition more generally. In the more traditional
cognitive (or ‘mentalist’) perspective, language acquisition is centred in the mind of
individual learners, and the processes of input, interaction and output are the proper

focus of study (Gass, 1997). By contrast, researchers and theorists working from

sociocultural perspectives

...focus not on language as input, but as a resource for participation in
the kinds of activities our everyday lives comprise. Participation in

these activities is both the product and the process of learning.
(Zuengler & Miller, 2006).

In such a perspective, learners need to be regarded as sociohistorically-situated human
beings, and a wide range of social and affective factors are seen as potentially

contributing to language acquisition by mediating participation in relevant activities.

I divide my review of this important area into two sections, though it should be pointed

out that there are many links between these two broad areas of work, as well as subtle
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differences in approach. Firstly I examine the work carried out within socio-
constructivist and sociocultural approaches, then look at what has been termed

‘poststructuralist’ approaches, incorporating situated learning theory and critical

pedagogy.

3.5.1 Sociocultural perspectives on L2 motivation

As Pintrich (2003) points out, there are ‘strong’ and ‘weak’ versions of a contextual
view of learner motivation. In the weak version (called the social ‘influence’ position
by Rogoff (1998)) the context contributes a range of factors which can influence the
construction of motivation, such as classroom tasks, schools, family, peer groups,
community, country, culture, ethnicity and historical context. This is the approach
taken for example in the two volumes edited by Mclnemey et al. (Mclnerney & van
Etten, 2001; Mclnerney, van Etten & Maehr, 2002), where the individual is still the
main unit of analysis, as (s)he has been in traditional motivational research. This notion
1s challenged by the ‘strong’ version (called the ‘situative, socio-cultural perspective’

in Jirveld, 2001), which argues that

...cognitive activity is so context bound that one can never distinguish
between the individual’s cognitive ability, the individual’s affective
state, the context in which activity takes place, and the activity
itself.... Motivation, as an individually represented construct that is

distinguishable from other cognitive activity, becomes meaningless.
(Hickey, 1997: 178)

In this view therefore ‘context’ is not a distinct variable but “in part productive of, and

in part produced by, collective and individual human activity” (Thorne, 2000: 236, cited
in Ushtoda, 2006); and there is no point in trying to describe motivation without
reference to it. However, Hickey concedes that a more ‘moderate’ or compromise
position 1s possible “that recognises the existence and utility of individually represented
cognitive constructs, alongside (and interacting with) distributed cognitions” (ibid.:

178).

In Vygotskyan sociocultural theory, the goal of all learning is independent problem
solving, but this independence is achieved through interaction with others and is

mediated by cultural artefacts (of which language is arguably the most important)
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(Lantolf, 2000). As Zuengler and Miller (2006) point out, the theory is still very much
concerned with cognitive processes but is distinct from traditional cognitive

approaches because “the social dimension of consciousness [i.e. all mental processes]

is primary in time and fact. The individual dimension of consciousness is derivative
and secondary” (Vygotsky, 1979: 30). SLA researchers have focused on various
aspects of the theory, such as how language develops in the ‘zone of proximal
development’ (ZPD) (e.g. Donato & McCormick, 1994; Swain & Lapkin, 1998) and
on the implications of ‘activity theory’ for language learning tasks (e.g. Lantolf, 2001;
Thome, 2000). In the area of L2 learning motivation, Ushioda (2006) argues that
sociocultural theory is a potentially useful framework because, while individuals have

an innate motivation for self-regulation and independent action, the motivation to

control specific situations or aim for certain goals is acquired from other people and 1s

culturally sanctioned 1.e. to a great extent the child learns what to want: “Social-

interactive processes play a crucial role in encouraging the growth of motivation from

within and its ongoing regulation by the learner” (Ushioda, 2003: 90).

Ushioda (2006) concedes that little work has yet been done directly applying
sociocultural theory to language learner motivation. However there have been many
empirical studies which examine contextual factors with an influence on learner
motivation, both in general education and the L2 field, without always being based on
sociocultural theory. Various attempts have been made to categorize these factors and
to hypothesize relationships between them. Gurtner, Monnard and Genoud (2001), for
example, identify four levels of context from the ‘micro-level’ (e.g. school subject, the
lesson tasks), through ‘meso-level’ (e.g. teachers’ attitudes, student perception of
classroom conventions), ‘exo-level’ (e.g. school culture), to the ‘macro-level’ of the
wider cultural context, and familial, community, political, and economic variables. In
the following section I focus on aspects of context for which there is some evidence of
an effect on language learning motivation, and which might be predicted to have
relevance to my own study, combining the findings of studies carried out in both
‘strong’ and ‘weak’ versions of the sociocultural approach (I have already dealt briefly

with the most ‘micro-level’ of all —task motivation — in section 3.4.1).
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3.5.1.1 Parents

Within sociocultural theory, parents play a pivotal mediating role in children’s
learning, and it could be expected that they remain significant influences through the
school years. Indeed, as Choo and Tan (2001: 184) state, “an overwhelming body of

research has established the family and home environment as important factors that

influence the educational outcomes of youth”, and motivation appears to be an
important mediating factor between family background and achievement. In general

terms, higher socioeconomic status tends to correlate with higher academic motivation
(Meece, 1997), though Stipek and Ryan (1997) found that very young children from
advantaged and disadvantaged backgrounds entered preschool with similar high levels
of enthusiasm, suggesting that later motivational deficits may result from negative

learning experiences in school and a lack of parental support. Looking inside the home,

a number of distinct factors have been linked with motivation. Eccles, Wigfield and
Schiefele (1998) list a number of parental beliefs which have been found to correlate

with high academic motivation, including how controlling they are, their academic

expectations for their children and the value they put on school work. Other studies

have highlighted particular influences from mother and father. For example, mothers

with a strong sense of efficacy in their own child-rearing competence have been found
to influence positively their children’s self-regulation, while fathers’ involvement in
their children’s education has been shown to contribute to school success (Pintrich &
Schunk, 2002). Interestingly, Choo and Tan (ibid.) suggest that this effect may be
greater in Asia, where traditionally the father 1s an authonty figure and so the attention
and approval he gives his children’s school work is likely to have more impact on their

academic motivation.

In the area of L2 motivation, Gardner (2001a) recognises family background as one
important ‘external factor’ influencing young people’s ‘integrativeness’. This
relationship was empirically confirmed with Canadian undergraduates by Gardner,
Masgoret and Tremblay (1999), though no direct link to current levels of L2
motivation were found, leading the authors to suggest that “an individual can expend a
considerable amount of effort to please a teacher or a parent without any great desire to
learn the second language” (p. 432) i.e. early parental encouragement may not have
long-term effects. In the UK, Williams, Burden and Lanvers (2002) identified

supportive parents as one of the common features of successful foreign language
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pupils, and a recent report has emphasised the potential negative effects of parental
attitudes on young people’s attitudes towards learning modern languages (CILT,

2005). Parents who themselves spoke a foreign language were more likely to
encourage their children to study a foreign language at school, and vice versa, resulting

in “striking differences between maintained schools in middle-class areas, maintained
grammar schools and independent schools, on the one hand, and state schools in more

disadvantaged, rural or small-town settings on the other” (p. 2). Little, Ridley and

Ushioda (2002) also found parental encouragement (for example, through regular

contacts with L2-speaking friends or relations) to be a factor in motivating some of the

Irish school pupils in their ‘Learmer Autonomy Project’.

3.5.1.2 Peers

The view that parents’ behaviour and attitudes affects their children’s academic

performance has not gone unchallenged. Harris (1998) argues that the long-lasting
effects of parental nurturing has been exaggerated by socialization research, and one of

the formative elements in her thinking was the way in which the children of
immigrants in the USA quickly learned to speak like their peers while their parents
retained a strong foreign accent. Environment and genes play a proportionally greater
role than parents in determining children’s future, according to Harris. While her
diminishment of parental influence is controversial, there is certainly plenty of

evidence to support her view that among environmental influences, peers are

paramount.

Social cognitive theory emphasises the way we learn through modelling ourselves on

others (Bandura, 1986) and comparing ourselves to others (Festinger, 1957). Since they
are the people most similar to ourselves, much of the modelling and comparing we do 1s
in relation to peers and takes place at school. Research confirms that peers have an
influence on the goals that school pupils set themselves (Dweck, 1996). They also affect
pupils’ perceptions of their own competence, and some studies have suggested that this
1s particularly intense at the transition between junior school and middle school, as they
suddenly come into contact with a much expanded social circle; “for many this change
1s a real jolt that serves to diminish their self-efficacy and motivation” (Pintrich &
Schunk, 2002: 384). Another way 1n which peers influence an individual’s motivation is

through friendship. According to Wigfield, Eccles and Rodriguez (1998) “both the
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quantity of children’s friendships with peers and the quality of the friendships are
important” (p. 99). Quality may be particularly important in early adolescence, they
suggest, and Wentzel, Barry and Caldwell (2004) found that having just one good
reciprocated friendship could bring benefits to a learner’s social adjustment and
academic performance in Grade 6. The long-term effects on academic performance are
mediated by what the friend is like, however: “Individuals will adopt the behaviour of

others with whom they identify and with whom they have a strong emotional bond”

(ibid.: 200), and thus those with friends who show interest in school subjects are more

likely to be interested themselves.

Work on peer influence in L2 motivation has tended to focus on the effects of formal
peer groups. Ddrmyei (1994) included a number of group-specific motivational
components in his framework of L.2 motivation, partly on the basis of earlier empirical
findings (e.g. Julkunen, 1989; Clément et al., 1994): these were goal-orientedness, the
norm and reward system, group cohesiveness and classroom goal structures (i.e.
whether it is cooperative, competitive or individualistic). Ushioda (2003) has argued
that language classes are particularly susceptible to negative peer group influences
during adolescence. Evidence from the Learner Autonomy Project leads her to
conclude that “even well-motivated learners may be reluctant to talk in the target
language in class when the majority classroom culture dictates otherwise, for fear of
being singled out as a ‘nerd’ (2003: 94). Williams et al. (2002) also provide evidence

of school boys fearing ridicule in speaking French in class, which is perceived as being

a ‘feminine’ language.

There may be cultural differences in the ways that peer groups affect individual learner
motivation, however. Elliot, Hufton and Illushin (2002) contrast the positive effects
found for peer groups on academic motivation in Russian secondary schools with the
“anti-academic peer culture in many American and English secondary schools in which
trying hard was often perceived as an unattractive strategy” (p. 276). In Russia,
successful students were seen as an ‘adornment’ to the class, though they were also
expected to help their peers. In the US and UK, by contrast, anyone who performed
particularly well was in danger of being labelled a ‘nerd’ or a “swot’ (1t was more
problematic to be a nerd as they were seen as rejecting normal adolescent social

activity, while swots just spent excessive time studying). As a result, “in both cultures,
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it was normative for pupils to adopt the role of unwilling learners and to try to
undermine the efforts of teachers to set and maintain the direction and pace of
learning” (ibid.: 277). Likewise, Wen and Clément (2003) argue that group
cohesiveness has a different character in China from the West. In the latter, group

cohesiveness is “based on interpersonal attraction among group members, and
emotional satisfaction provided by participation in the group is emphasised” (ibid.: 26),
whereas in China it comes through satisfaction at achieving goals which could not be
attained outside the group context, and i}lduces a stronger sense of ‘oneness’ which

may help foster a willingness to communicate in the L2. Wen and Clément also point
out that class size is an intervening variable, as very large classes (common in Asian

schools) might undermine the sense of belonging.

3.5.1.3 Teachers

Motivating their learners is generally accepted to be one of the main duties of a

teacher, so it is appropriate that they have often been targeted as a potentially

significant variable in empirical studies of learner motivation. As Pintrich and Schunk

(2002) say, “virtually everything the teacher does has potential motivational impact on

students™ (p. 311).

Research into the motivating powers of language teachers and their methods has
perhaps been restricted by the influence of the Socio-Educational Model (Gardner,
1985), in which motivation was seen as largely a characteristic of the individual

(Crookes & Schmidt, 1991). More recent studies of the experiences of school language
learners, however, have borne out the potentially critical influence of the teacher on

their motivation. Clark and Trafford (1995) identified the teacher-pupil relationship as
the most important variable affecting pupil motivation, while Chambers (1998)
concluded his study of English and German language learners with the comment: “Of
all the factors which may contribute to a pupil’s positive or negative evaluation of a
subject, the teacher comes out on top for all cohorts” (p. 252). In Hungary Nikolov
(1999) found that “the most important motivating factors for children between 6 and 14
years of age included positive attitudes towards the learning context and the teacher

[and] intrinsically motivating activities, tasks and materials” (p. 53). Autobiographical
accounts of language learning also tend to highlight the contribution of the teacher to

the development of significant leamner attitudes. Lin, Wang, Akamatsu and Riazi
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(2002) for example, emphasise the way that certain teachers helped them “appropriate
English and engage in practices that expanded [their] horizons and identities” (p. 301).

This empowering role was perceived as far more influential for these successful Asian

learners (in the 1970s and 1980s) than any particular methodology the teacher had

used. Teachers were also mentioned as significant factors in their long-term learning

by 15 out of the 25 students studied by Shoaib and Dérnyei (2005). Even Gardner

(2005) himself is urging more research into this area: “It seems very reasonable to

hypothesize that some things can motivate the student to attend to a lesson, to learn the
material well, and/or to do well in a language class, and 1t would be extremely
beneficial to conduct research onto these factors” (p. 14) and his own recent research
with Spanish elementary and secondary pupils found significant variation between

different English classes at the end of the semester, “indicating that clearly here the

teacher and the surroundings can have an influence on the students” (ibid.: 15).

Dérnyet (2001a) identifies four separate types of teacher effect. Firstly, their own
personal characteristics may generate or dissipate learners’ ‘affiliative motive’, that is,
how far the learner aspires to do well in order to please the teacher. Not the least of
these characteristics is their own level of motivation: “A teacher who loves the subject
and enjoys the process of thinking is the most convincing argument for the usefulness
of knowledge”, Csikszentmihalyi (1997: 78) reflects, on the basis of his large-scale
research into young people’s learning in the USA. Another generic quality is teacher
efficacy, for, as Tschannen-Moran, Woolfolk Hoy and Hoy (1998) point out, a teacher
who has confidence in his/her own abilities to help students learn is more likely to
convey positive attitudes towards the subject, help students persist when they face
difficulties, and address individual needs. In her longitudinal study of language

learners in Hungary, Nikolov (2001) found “consistency and strictness, knowledge of
the field, patience and being nice” to be teacher characteristics particularly valued by

the pupils.

A second category of effect 1s teacher ‘immediacy’, namely the “perceived physical
and/or psychological closeness between people” (D6myei, 2001a: 36). Research has
found that the more the teacher uses behaviours which bring him/her closer to the

students — for example, using their names, telling jokes, getting to know students’
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home background — the more likely (s)he is to motivate them to learn (Christophel,

1990, cited in Dérnyei, 2001a).

Thirdly, the teacher can more directly motivate students through his socializing
behaviour in class, for example in the way they present tasks (i.e. whether they raise

students’ interest in the activity and their expectation of success), the kind of feedback

they give to students (i.e. whether encouraging or not) and their control and use of
rewards (i.e. whether these reinforce adaptive behaviours and attitudes or not).
However, research theory has so far produced few easy prescriptions for teachers. The
complexity of the issues is well illustrated by the ongoing debate over the value of
giving children rewards, variously seen as essential reinforcement of positive
behaviour (Skinner, 1953), as providing useful information about behavioural
consequences (Bandura, 1986), as potentially suppressing learners’ intrinsic motivation
to study (Ryan & Deci, 1996), and as a valuable motivator if done strategically
(Cameron & Pierce, 2002).

Finally, “it requires little justification that smoothly-running and efficient classroom
procedures enhance the learners’ general well-being and sense of achievement and thus
promote student motivation” (Dornyei, 2001a: 36). However, 1t 1s not just the

efficiency but the style of classroom management which arguably impacts on learner
motivation. In the field of language teaching, Noels (2000) found that the more the
students perceived the teacher to be controlling them, the less they felt they were
autonomous agents in the learning process and the less intrinsically motivated they
were, though the finding of a ‘required motivation’ among Chinese students of English

casts doubt on the universality of the effects of different ‘authority types’ (Chen et al.,
20035) (see section 3.4.1 above).

3.5.1.4 Schools

Schools themselves — their organization and culture — have also been the focus of
research exploring contextual effects on learner motivation, much of it driven by the
need to explain the apparent decline in motivation to learn among many adolescents
(see section 3.6 below). Mainly American motivation researchers have identified a

number of features of typical state middle schools (grades 7-9) which potentially work

against the psychological needs of adolescents and serve to demotivate; these include:
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o Stricter discipline and a lack of choice in what or how to study (particularly
compared to primary school) which clashes with adolescents’ growing need for
autonomy and independence (Eccles et al., 1991). Similarly, the emphasis on
compliance throughout the culture of many schools devalues the role of self-
motivation. As MacLean argues (2003), “if students are not good at spelling,
schools help them to overcome their difficulties. If students are not good at
motivating themselves, schools are not sure what to do” (p. 6).

e Over-use of standardized tests, open publication of results and the encouragement
of competition may foster an ability goal orientation in which learners see success
as doing better than others rather than taking pleasure in mastering new skills and
knowledge (Machr & Midgley, 1991).

‘e More distant student-teacher relationships (with students having as many as 10
difterent teachers where in primary school they had just one or two) mean many
learners do not receive as much positive encouragement or individual care and
support (Midgley, Feldlaufer & Eccles, 1989).

e The general climate of a school - its sense of security, community and purpose -
may also contribute to students’ motivation (Lee, Bryk & Smith, 1993), and this
implicates school management; “Just as teachers ‘download’ their mindsets to
students via their classroom practice, so school managers, at the top of the

‘motivation chain’, ‘download’ their mindsets to staff” (MacLean, 2003: 115).

e Further, Anderman and Maehr (1994: 296) argue the school environment has “an
increasingly powerful effect on student motivation as students get into the higher

grades”, accounting for 21% of the variance in motivation by the time they are in

10" grade.

The character of schools is of course partly determined by aspects of their own context.

Pintrich and Schunk (2002) report research showing that schools need to have “at least
a core group of academically motivated and engaged students” in order to develop a
culture “focused on academic learning and mastery” (p. 370). Schools in
socioeconomically advantaged areas are more likely to have such a core group, and
fewer maladjusted and disruptive pupils, than schools in poorer areas (Meece, 1997).
Similarly, schools which are either racially homogenous, or have good relations
between the different ethnic groups, have also been shown to have positive climates

favourable to the development of pupil motivation (Pintrich & Schunk, 2002).
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3.3.1.5 Culture and society

This brings the discussion round to the wider context of culture and society. We have

already noted how motivational constructs can be influenced in subtle ways by culture

(e.g. sections 3.4.1 & 3.5.1.2). As Pintrich (2003) states:

...the 1ssue is not whether student motivation 1s situated or not, it
clearly is, but the key issue is understanding the role that different
contextual and cultural practices play and how they continually
interact with and are connected to intrapsychological construals,

processes and beliefs.
(Pintrich, 2003: 681)

Questions concerning ethnic or cultural differences in, for instance, attribution patterns
and need for autonomy and choice will be “central for future motivational science

research”, Pintrich continues, though “research designs and measures must be sensitive

to the potentially different meanings and complexity of the constructs...within

different groups or cultures” (p. 681-2).

In fact, as we saw in section 3.3 above, attention to the macro-context of learning has

been a regular feature of work on motivation to learn foreign languages, though this
has tended to be carried out in, and be of most relevance to, societies (like Canada) in
which two or more language communities coexist and in which children learn the
language of the other at school. The establishment of English as the global language
par excellence means that for many EFL learners it is no longer associated with any

clearly 1dentifiable L2 community, and instead is coming to represent the globalized

world of social, economic and technological sophistication which it is itself helping to
create (e.g. Warschauer, 2000; Block & Cameron, 2002; Nunan, 2003). Meanwhile,

forces of globalization are loosening the ties between people and their place of origin;
as several commentators have suggested (e.g. Giddens, 2000; Mathews, 2000; Arnett,
2002) a person’s identity need no longer be rooted in their local culture but could also
be related to some aspect of global culture, could be multiple rather than unitary, and
dynamic rather than fixed. The implications of these changing conditions for EFL
learning motivation have already been touched on in section 3.3 above. For those
working within a poststructuralist perspective, the implications are even more

profound, as the following section relates.
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3.5.2 Poststructuralist perspectives

Poststructuralists view traditional social structures like class, family or job as no longer
providing strong frames of identity; instead, individuals are required to “construct an
‘authentic’ version of themselves, making use of the numerous identity-props which
consumer-society makes available” (Rustin, 2000: 33, cited in Benson & Nunan,

2005). Language, as “the potential medium for the expression of [peoples’] innermost

aspirations, awarenesses and conflicts” (Kramsch, 2006: 99), is intimately involved in
this identity construction, and for Pavlenko (2002) a poststructuralist approach is “an
attempt to investigate and to theorise the role of language in the construction and
reproduction of social relations, and the role of social dynamics in the processes of

additional language learning and use” (p. 282). It thus shares with sociocultural theory

a deep concern for the role of social interaction in human learning, but places emphasis
on dynamic social structures (especially power relations) and their role in personal
identity construction (especially how it constitutes and is constituted by the experience

of learning).

From this perspective, then, language learning involves not just the gaining of
communicative competence through the acquisition of various types of knowledge and
skill but also the adoption, to a certain extent, of a new identity as learners are
socialized into a new community. Personal identity is viewed as dynamic, multiple and

context-dependent. As Norton puts it,

...[e]very time language learners speak, they are not only exchanging
information with their interlocutors; they are also constantly
organizing and reorganizing a sense of who they are and how they
relate to the social world. They are, in other words, engaged in identity

construction and negotiation.
(Norton, 1997: 410)

Success is judged not by the ability to produce target-like forms in various areas of
communicative competence but whether the learner can communicate with other
members of a community and act according to their norms. Although Norton asserts
that her approach represents a clean break from the social-psychological tradition,
McNamara (1997) has pointed out that the defining characteristics of ‘subjectivity’ as

described by Norton, namely the multiple nature of the subject, identity as a site of
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struggle and the way it changes over time, were all present in earlier social identity

theory such as the work of Tajfel (1974) (see section 3.3 above).

In considering the motivation to learn, the preferred poststructuralist term 1s

‘investment’, signalling “the socially and historically constructed relationship of the
learners to the target language” (Norton, 1997); “When leamners invest in an L2, they
do so anticipating that they will acquire a wider range of symbolic and material
resources, which will in turn enhance their conception of themselves and their desires
for the future” (p. 411). Motivation, by contrast, “connotes some monolithic inner
quality that a learner may summon in varying amounts....and distracts attention from
the multiplicity of social factors that the leamner must address” (McKay & Wong, 1996:

579), especially 1ssues of power relations.

Thus, Norton’s own major work (2000) explores the ways immigrant women in
Canada invested in learning English as an additional language. Although in
conventional terms all the women were highly motivated, she shows how they did not
always take up opportunities to use and learn the language; their actual investment 1n
L2 learning and use was mediated by ongoing identity issues. For example, one woman
resisted learning opportunities because she felt that her ‘symbolic resources’ — that is,
her relatively high level of education and professional skills — were not being
recognised by her Canadian contacts, while another learner’s preoccupation with day-
to-day survival on the economic fringes of society often prevented her from feeling
comfortable speaking the language. Norton draws on Bourdieu’s social theory (e.g.
Bourdieu, 1977; 1991) to explain how individual agency in language learning and use

is constrained by social structures and conditions.

Following Norton’s example, a number of ethnographic researchers have explored
learner investments in other language learning contexts, and have helped complexify
relations between learning and identity further. McKay and Wong’s (1996) in-depth
study of four Chinese immigrant pupils in America showed that even very young
learners have “historically specific needs, desires and negotiations [of identity]” which
determine their investment in learning English, though their concerns were more with
fitting into and balancing the immediate environments of school and home than with

acquiring more symbolic and material resources, in Norton’s terms. For example, the



47

learners tend to be selective in their investments, both in terms of the languages

themselves (some are keen to retain their Chinese 1dentity) and the different language
skills (a learner may invest heavily in learning to speak English while resist learning to
write 1t). Syed (2001) demonstrates how forging an identity, both within mainstream
and ethnic minority communities and as a becoming-adult, was a major contributing
factor in the motivation of heritage language learners in the USA. Skilton-Sylvester
(2002) 1nvestigates the way that the family lives of Cambodian women affected their
participation in an adult ESL class, with even matrimonial relations having the
potential to promote or inhibit progress in the target language by affecting the way the
woman related to the class (for example, if a husband found full-time work his wife
may be forced to stay at home to look after the children). Hawkins (2005), like McKay
and Wong, demonstrates the importance of children’s personal history, resources and
understandings in determining their chances of developing an identity as a good school
learner, pointing out that “high-status social positioning within networks of power” (p.
78) does not necessarily ensure successful adaptation to school life — cultural capital

(Bourdieu, 1991) should be defined differently in the headmaster’s study and the
school playground.

Hawkins (2005) and other recent researchers (e.g. Day, 2002; Toohey, 2000; Morita,
2004) also draw on ‘situated learning theory’ to explain the learning trajectories of
individual second language learners. Classrooms and schools can be seen as
‘communities of practice’, and learning (termed ‘legitimate peripheral participation’)
as the striving to become a full participant within the system of relations of people,
activities and understandings that constitute the community (Lave & Wenger, 1991). In
this view learning does not simply mean acquiring the knowledge and skills of

community members in order to participate in their practices but also constructing an
identity of participation, an ongoing process of becoming a certain person or, equally,
avoiding becoming another type of person. Wider social contexts involve complex,

overlapping communities which are not always well-defined identifiable groups with

established social boundaries — for instance, networks of speakers of particular

languages. Norton and Toohey point out that

...this view shifts attention away from questions about, for example,
the personality traits or learning styles of participants to questions
about how community organization provides positions for
participants’ engagement 1n community practices.... Learners are seen
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to appropriate the utterances of others in particular historical and

cultural practices, situated in particular communities.
(Norton & Toohey, 2001: 312)

In Toohey’s (2000) own study she throws the spotlight on immigrant children’s
struggle for ‘legitimate peripheral participation’ in the learning community of
mainstream school classrooms, showing how individual traits such as motivation or

intelligence are less explanatory of their relative success than the affordances (van

Lier, 1997) thrown up by their environment for access to conversations with more
competent peers, the teacher and other adults, whose words they are gradually able to
appropriate to find their own voice, serving their own needs. The complexity of this
environment means that sometimes pedagogical interventions have paradoxical

outcomes; the provision of extra English as a second language (ESL) support for two

of the children, for example, actually hampers their language development since it
defined them as abnormal and reduced their possibilities for equal participation in

discourse with peers.

The way that learners perceive their actual or aspirant communities of practice 1s likely

to have a significant effect on their motivation to join them. Murphey, Jin and Chi-Li
(2005) express it like this: “As learners want to belong to a community and construct
their identities as members of the group, they invest energy and time into learning how
to be like those members” (p. 85). A vivid and attractive ‘imagined community’
(Anderson, 1991) of L2 users can fuel investment in the effort to learn the L2.
Conversely, in school contexts “if the teacher does not validate these imagined
communities of the learner, students may resist participation in learning” (Norton &
Kamal, 2003). In their study of Japanese learners’ personal histories of language
learning, Murphey et al. (2005) suggest that many learners start out lacking an
‘imagined community’ and therefore saw little use for the English their schools forced
them to learn. They then give evidence of learners forming imagined communities —
both communities of the present (often compared to what they had imagined 1in the
past) and the future — and being either motivated or demotivated to learn by such
visions. They also highlight the way critical incidents, such as meetings with native-
speakers outside the classroom, can stimulate the imagination and become what Shoaib
and D6myei (2005) call ‘motivational transformation episodes’ in their learning

trajectories. Norton and Kamal (2003) explore the imagined communities of Pakistani
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schoolchildren, and found a common vision in which knowledge of English co-exists

with high levels of literacy in the vernacular language and with technological

sophistication, reflecting “the desire of a country in a postcolonial world to engage

with the international community from a position of strength rather than weakness”™ (p.

314). The power of this vision is sufficient to promote their investment in learning the
ex-colonial language. Both these studies implicitly make the point that L2 learners’
imagined communities are not necessarily composed of native-speakers; in fact it 1s
more likely that they are made up of L2-proficient members of their own L1-speaking

ethnic group. Breitborde (1998, cited in Pavlenko, 2002) provides another concrete
example of this phenomenon from Liberia, where the urban Kru population invest
heavily in English not because they identify with any ‘native-speaker’ group but
because the local variety is coming to symbolize their own imagined community of

sophisticated modern Africans.

Kramsch (2006) has recently elaborated on the power of imagination in potentially

motivating language learners, especially in adolescence when identity formation is a

central concern (Erikson, 1968):

Like rap and hip hop, a foreign language can reveal unexpected
meanings, alternative truths that broaden the scope of the sayable and
the imaginable... Seduced by the foreign sounds, rhythms and
meanings, and by the ‘coolness’ of native speakers, many adolescent
learners strive to enter new, exotic worlds where they can be, or at
least pretend to be, someone else, where they too can become ‘cool’

and 1nhabit their bodies in more powerful ways.
(Kramsch, 2006:102)

For such learners, the desire to learn the foreign language represents “an urge to escape
from a state of tedious conformity with one’s present environment to a state of
plenitude and enhanced power” (ibid.: 101). However, for other learners the language
may represent something alien or threatening to their identity, even when they
recognise its possible importance to their future lives; and their investment in the

language may consequently be circumscribed and lead to the retention of a strong L2

accent, for example. Resistance to an L2 is a phenomenon explored extensively by
Canagarajah (1999) in the context of a Sri Lankan university, where students hold
ambivalent attitudes towards English: “even though they vaguely sense the impositions

on their value system, identity and community solidarity, [the] students do not ignore
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the fact that they need the English language and literacy to vie for social status and
economic prospects” (p. 74). This tension 1s reflected in their learning behaviour, for
example in the way they relate the content of their English textbook to the local context
and 1n the constant code-switching between English and the vernacular language.
Although they need the language, Canagarajah argues, successful learning implies

appropriating it and making it expressive of their own multiple, fragmented identities.

The insights generated by theorists and researchers concerning the relationship
between learning motivation and context are of great relevance to this study. Since my
primary purpose 1s to explore the motivation of a particular group of learners (rather
than to test a particular theory), I need a research methodology which is sensitive to the
multifarious contextual factors which could help inspire, shape, strengthen or diminish
L2 motivation. While my focus will be on individuals, it will be important to view their
learning of English not simply as an individual endeavour but as an inherently social
act, involving both the support of significant others (for new junior high school pupils,
these are likely to be parents, peers and teachers) and changing participation in
immediate (e.g. the classroom and school) and more distal (i.e. the wider world of
English-users) communities of practice. The desire to learn is therefore likely to be
bound up with changes in their identity, as in how others see them and how they see
themselves. What is more, the majority of research studies sharing this perspective
have been conducted in ESL settings; my own study will be an opportunity to assess

the value of a poststructuralist approach to learning in an EFL context

3.6 Temporal aspects of motivation

Studies of motivation in the micro-context of classrooms or school inevitably draw
attention to its dynamic character. Ushioda (1996), for instance, uncovered a range of
subtle transformations in the motivation of Irish undergraduates learning French, such
as the fact that “goal-orientation may be more appropriately conceived as a potential
evolving aspect of language learning motivation, rather than a basic defining attribute
as conceptualized in the social-psychological research tradition” (p. 243). Life-history
research also highlights this inherent variability in motivation, as witnessed in the way

Norton’s (2000) subjects’ desire to learn English waxes and wanes in response to the
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demands and opportunities of their new environment. Variability and flux in

individuals’ attitudes towards language learning 1s a feature of diverse EFL contexts

too, as the learners’ stories in Benson and Nunan (2005) show.

For some time educationalists in North America have been charting changes in
motivation in the school years, and as Pintrich (2003) makes clear, the overall direction
i1s downwards: “Over the course of the school years, student motivation on the average
declines or becomes less adaptive, with a large drop as students enter the junior high

school or middle school years” (p. 680). Wigfield, Eccles and Rodriguez (1998)
summarize some of the motivational changes common to school pupils as they move
from elementary school through middle school to high school. In general, they become

less intrinsically motivated to study, either because they are alienated by dull

instructional practices or because they develop new outside interests. Their beliefs
about their own competence become more closely linked to external indicators of

performance, such as their own and peers’ grades. Their expectancy of success

declines, and becomes more accurate. They tend to view intelligence and ability as

something fixed and immutable, rather than within their power to change, with
associated falls in their motivation to improve. There is also increasing consensus that
these changes result from the interaction between developmental processes and
institutional contexts (see section 3.5.1.4 above). At the same time, in-depth qualitative
research studies are emphasising the complexity of the issue. McCallum (2001: 85), for
instance, shows how “students with different goal patterns focussed on different
aspects of the transition” from elementary to middle-school; learners with an ‘ego
orientation’ looked for competition and opportunities for social comparison in their
new school, while those with a ‘work avoidance orientation’ looked to their new
teachers for stimulation. In a similar vein, Gurtner, Monnard and Genoud (2001)
suggest that students’ perceptions of school features, rather than the features

themselves, may be more relevant to changes in their motivation.

SLA theory has been slower to recognise the temporal dimension of motivation.
Although Gardner (1985) stressed that his Socio-Educational Model was a dynamic
one, with a reciprocal relationship between motivation and achievement, the dominant
social-psychological paradigm emphasised the role of attitudes as determinants of

motivation, contributing to a belief that it was a stable variable, relatively impervious
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to instructional practices. Consequently Dérnyei (2001a) wrote, “hardly any research
has been done on analysing the dynamics of L2 motivational change and identifying

typical sequential patterns and developmental aspects” (p. 28).

Empirical studies of L2 motivation at school have produced results which tend to
mirror the trends observed in the general education field. In a study involving over
1,000 thirteen to fifteen-year-olds in the UK and Germany, Chambers (1999) reported

significant decreases in enthusiasm to learn languages particularly among the English

learners of German, while Williams, Burden and Lanvers (2002), investigating the
learning of French among over 200 eleven to thirteen-year-olds, uncovered “a clear
negative trend with age in terms of the students’ integrative orientation, their feelings
about the competence of their teachers, as well as the perceived im<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>