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There are only three things of importance to successful learning: 

motivation, motivation, and motivation.      (Ball, 1995, p.5)
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1. Introduction

   “I don’t like (learning) English!” is what EFL teachers in Japanese 

secondary schools1 often hear from their students. Even faced with such harsh 

words, they still encourage their students to keep learning English, sometimes, in 

vain.

The greatest concern that many EFL practitioners in Japan have faced in

recent years is how to motivate their students to learn English. For the three years

in which the author worked as an EFL teacher at a public secondary school, she 

found it extremely difficult to make her students realize the necessity of learning 

English and keep them motivated to learn it. She was frequently asked by her 

students, “Why do I have to learn it? I don’t like (learning) English!” She was 

unable to provide a good answer to the question at that time. And still now, after 

leaving the secondary school for her post-graduate study, she is struggling to find 

a good answer.

In her three-year teaching experience, the author noticed that not only she 

but also many other EFL teachers had spent a lot of time thinking about how they 

could motivate their students to learn English. She also found that teachers had 

consciously or unconsciously discussed the issue on various occasions. One of the 

teachers who had worked with the author said in a casual conversation with her;

We bear responsibility for motivating our students. Because they 

have just started learning English and must keep on learning it until 

they are at the university level. They will have to study English 

during many years to come even, like it or not. There is no way to 
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avoid it. So we bear full responsibility for motivating our students to 

study English intensely at this early stage of learning…

(Translation mine)

While many practitioners are, as described above, constantly thinking about

their students’ level of motivation, some researchers (e.g., Koizumi & Matsuo, 

1993; Nakata, 2001) have observed that the level of students’ motivation declines 

gradually during the course of the three years in secondary school. Despite the 

tireless efforts made by the practitioners, we thus can say that the necessity of 

finding effective ways to motivate students to learn English has not diminished at 

all in Japan. It has remained the same. Furthermore, as Cheng and Dörnyei (2007, 

p.154) argue, empirical data concerning the ways to motivate EFL students are 

scarce. Much more data should therefore be provided so that we can have a solid 

foundation on which our teaching practice can stand.

In the following chapters, the efforts made by the author to provide the 

much-needed empirical data concerning how to motivate Japanese secondary 

school students to learn English are to be reported. Before getting down to the 

empirical studies, however, a literature review is in order. In the next chapter, the 

author will thus review some 130 studies on language learning motivation and 

formulate the research questions to be treated in the ensuing chapters.
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Note

1. Generally speaking, secondary schools include both upper and lower secondary 

schools. In this dissertation, however, the author would like to limit this term to 

include lower secondary (i.e., junior high) schools only.

4

2. Literature Review

Researchers and teachers believe that “motivation” has a great influence on 

how much learners like learning languages, how well they perform in various

activities, how high their proficiency/achievement levels may become, and how 

long they can keep learning languages (e.g., Dörnyei, 2006; Oxford & Shearin, 

1994). In a sense, motivation is a major factor for success in language learning 

(e.g., Dörnyei, 2001c; Gardner & Lambert, 1972). Over the course of many 

decades, an enormous amount of research on motivation in language learning has 

been conducted and extensive knowledge has been accumulated. In this chapter, in 

order to determine what remains to be investigated in future research, the author 

reviews major studies on language learning motivation, considering its theories, 

nature, research methodologies, and recent trends.

2.1 Review on Major Motivation Theories

During the past few decades, many theories concerning motivation have

been proposed. Until the beginning of the 1990s, these theories aimed to clarify

the construct of motivation. Table 2-1 shows a summary of the major theories and 

models that have been proposed to identify the construct of motivation in the field

of psychology, while Table 2-2 shows those in the L2 field (for the detailed 

reviews, see Dörnyei, 2001a, 2001c; Oxford & Shearin, 1994).



5

Table 2-1. Major Language Learning Motivation Theories in Psychology
Author (s)

(Year)
Theory/
Model Principles Construct of motivation

Atkinson 
(1964)

Expectancy 
Value Theory

- Engagement in 
achievement-oriented behavior is 
a function not only of the 
motivation for success but also of 
the probability of success 
(expectancy) and the incentive 
value of success

- Learners are positively motivated 
when they meet with success and 
appreciate the value of goals.   

-Expectancy of success 
in a task

-The value the 
individual attaches to 
success

Bandura 
(1977, 1997)

Self-Efficacy 
Theory

- Learners’ perceived efficacy will 
influence their performance and 
determine their choice of the 
activities.

-Previous performance
-Vicarious learning
-Verbal encouragement 
by others

-One’s psychological 
reactions

Deci & Ryan 
(1985)

Self- 
Determination 

Theory

- Learners’motives can be placed 
on a continuum between 
self-determined (intrinsic) and 
controlled (extrinsic) forms of 
motivation. 

- People are motivated more by
their own will (intrinsic) than by 
something that they are forced to 
do (extrinsic). 

-Intrinsic motivation
-Extrinsic motivation, 

which is divided into 
three levels: a) 
external regulation; b) 
introjected regulation; 
and c) identified 
regulation )

Locke &
Latham 
(1990)

Goal Setting 
Theory

- Performance is closely related to 
an individual’s accepted goals.

- Concerning goals, a) goal-setting 
and performance are related; b)
goals affect task performance;
and c) specific goals produce 
higher performance levels, etc.

-Goal-settings

6

Table 2-2. Major Language Learning Motivation Theories in L2  

Author (s)
(Year)

Theory/ 
Model Principles Construct of motivation

Dörnyei 
(1990)

“No name 
assigned”

- There are few 
opportunities for EFL 
learners to meet the target 
language community. 
Therefore, in EFL 
situations, they are 
integratively rather than
instrumentally motivated. 

-Instrumental 
motivation

-Integrative motivation 
-Need for achievement 
-Attribution of past 

failure 

Gardner &
Lambert 
(1972) 

Socio-
Educational 
Model

- L2 speakers and the L2 
affect learners’ desire to
learn the language. 

-Integrative motivation
-Instrumental motivation

Gardner 
(1985)

-Reasons for learning
-Desire to attain a

learning goal
-Attitude toward 

learning situation
-Motivational intensity  

Many of the L2 motivation studies have been strongly affected by the 

Gardner and Lambert’s theory (1972), which was formulated from a social

psychological perspective (Figure 2-1). Gardner, along with his associates,

focused on motivation (reasons for language learning) among English-speaking 

students in a Canadian ESL context (e.g., Clément & Gardner, 2001; Gardner & 

Lambert, 1972; Gardner & MacIntyre, 1991, 1993; Masgoret & Gardner, 2003; 

Temblay & Gardner, 1995).
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Figure 2-1. Gardner’s socio-educational model in 1985 (cited in Chamber, 1999).

In their study, language learning motivation was divided into two types: a) 

integrative motivation; and b) instrumental motivation. Integrative motivation 

refers to “a desire to learn the L2 in order to have contact with, and perhaps to 

identify with, members from the L2 community” and reflects a genuine interest in 

learning the second language in order to come closer to the other language 

community (Gardner, 2001a, p.5). In contrast, instrumental motivation refers to “a 

desire to learn the L2 to achieve some practical goal, such as job advancement or 

course credit” (Noels, Pelletier, Clément, & Vallerand, 2000). For many years, 

several surveys using this dichotomy were conducted and researchers focused

mainly on “integrative motivation” (e.g., Dörnyei, 1994; Gardner, 1985; Yashima, 

2000; among others). Nakata (2007, p.53) mentioned that the importance of 

integrative motivation in language learning received worldwide attention and 

8

became a primary focus of subsequent research (e.g., Clément, 1980; Giles & 

Byrne, 1982).

Although focusing on integrative motivation had been mainstream in 

language learning motivation research up until  the end of 1980s, several 

problems appeared when the social psychological approach was applied to other 

contexts. Some researchers (e.g., Au, 1988; Oller, 1981) criticized the concept of 

“integrative motivation” as not being applicable to non-bilingual contexts. At the 

beginning of the 1990s, studies on motivation thus shifted their focus to

differences in motivation between second language (SL) and foreign language 

(FL) situation, and paid more attention to instrumental motivation in FL contexts

(e.g., Clément, Dörnyei & Noels, 1994; Dörnyei, 1990; Crookes & Schmidt, 1991; 

Samimy & Tabuse, 1992). For example, Oxford (1996) suggested that EFL is a 

different context from ESL and that instrumental motivation should thus be a main 

focus of research on motivation in that context. In addition, Dörnyei (1990) argued

that as learners in EFL contexts do not have enough experience working in the 

target language community, special attention should be paid to instrumental 

motivation. He also suggested that instrumental goals indeed play a prominent role 

in the learning of English up to an intermediate level. 

These studies have so far discussed which motivation (i.e., integrative/ 

instrumental) has affected learning behavior and which motivation has worked 

effectively to influence language learning achievement or proficiency in each 

cultural context.1 Another influential line of research was introduced to this field

from educational psychology by Deci and Ryan (1985); Noels later applied their 

ideas to L2 learning (Figure 2-2). Deci and Ryan divided motivation into two 

types: “intrinsic” 2 and “extrinsic.” Intrinsic motivation refers to “reasons for L2 
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learning that are derived from one’s inherent pleasure and interest in the activity; 

the activity is undertaken because of the spontaneous satisfaction that is associated 

with it” (Noels, 2001, p.45), while extrinsic motivation refers to “reasons that are 

instrumental to some consequence apart from inherent interest in the activity”

(Noels, 2001, p.46).

Figure 2-2. Orientation subtypes along the self-determination continuum (Ryan &

Deci, 2000). 

Some researchers (e.g., Deci, 1971, 1972; Lepper, Greene, & Nisbett, 1973) found 

that learners decreased their intrinsic interest in a given task if they met some 

extrinsic requirements. On the other hand, there were some studies (e.g., 

Harackiewicz, 1979; Iwawaki, 1996; Ryan, 1982) that did not support the trade-off 

relationship between the two types of motivation. As is the case with the 

integrative and instrumental distinction, they argued that extrinsic and intrinsic 

motivations are different and not related constructs.

These theories have provided us with a lot of information regarding what

10

components language learning motivation includes. However, they focused on the

motivational construct among adult learners. Some researchers have argued that 

among younger learners, these factors of motivation might not be distinguishable3

(e.g., Hayamizu, 1997; Koizumi & Matsuo, 1993; Olshtain, Shohamy, Kemp, & 

Chatow, 1990; Sugita & Takeuchi, 2008). Empirical data on the motivational 

construct among young learners, however, are still scarce and thus need to be 

accumulated in future studies. 

In this sense, the previous studies did not concentrate on how the teachers 

could apply these theories to their actual instructional settings and also never 

explicitly addressed classroom implications. Admitting this inadequacy at around

the end of the 1990s, many researchers (e.g., Chambers, 1999; Dörnyei, 2001c; 

Dörnyei & Csizér, 1998) began to shift their focus from, “the construct of 

motivation,” to, “the way to enhance the motivation in the language classroom.”

2.2 Three Characteristics of Motivation

As was explained above, many theories and models were developed until the 

end of the 1990s. In them, researchers often referred to the following three 

characteristics of motivation: 1) it is a multi-faceted concept; 2) it is inconstant; 

and 3) it is unobservable. When it comes to motivation research, these three 

characteristics need to be kept in the researchers’ minds. The author thus explains 

these characteristics one by one.
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1) Motivation is a multi-faceted concept (e.g., Dörnyei, 2001c; Gardner, 1985; 

Nakata, Kimura, & Yashima, 2003).

The term of “motivation” includes: 1) why do people decide to 

do something?; 2) how long are they willing to sustain the 

activity?; 3) how hard are they going to pursue it? 

(Dörnyei, 2001c, p.8)

That the motivation includes three components: 1) motivational 

intensity; 2) desire to learn the language; 3) attitudes towards 

learning the language.

(Gardner, 1985)

Dörnyei mentioned that motivation is best seen as a board of umbrella terms that 

cover a variety of meanings. He also claimed that motivation is an abstract, 

hypothetical concept that we use to explain why people think and behave as they 

do. Boekaerts (1995, p.2) also described motivation as a blanket term that refers to 

a variety of cognitions and affects (e.g., self-efficacy, expectancy). Thus, it is 

responsible for all researchers to define “what motivation is” in their research.    

2) Motivation is inconstant (e.g., Dörnyei, 2001c; Nakata, et al, 2003).

     

Motivation is not a relatively constant state but rather more 

dynamic entity that changes over time, with the level of effort 

12

invested in the pursuit of a particular goal oscillating between 

regular ups and downs.           (Dörnyei, 2001c, p. 41)

Most of the studies on motivation have touched on the temporal nature of 

motivation. Dörnyei (2001c, p. 195) claimed;

“as the relative absence of longitudinal studies in L2 motivation research 

indicates, few researchers have the necessary resources or choose to 

accept the long waiting period associated with longitudinal designs. On 

the other hand, most scholars would agree that longitudinal studies can 

offer far more meaningful insights into motivational matters than 

cross-sectional ones.”

Researchers therefore should focus on the dynamic (i.e., changing) nature4 of 

motivation in future research.

3) Motivation is unobservable (e.g., Dörnyei, 2001c).

Motivation is an abstract that refers to various mental (i.e., 

internal) processes and states. It is therefore not subject to direct 

observation but must be inferred from some indirect indicator, 

such as the individual’s self-report’s accounts, overt behaviors or 

psychological responses. (Dörnyei, 2001c, p. 185)
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Dörnyei (2001c, p. 207) also claimed that, “while no one would deny that 

self-report instruments are vulnerable to extraneous influences, we must recognize

that there is no better alternative of measuring the unobservable construct of 

motivation.”

These three characteristics are so important that, when it comes to research

on motivation, every researcher needs to keep them in mind.

2.3 Methodological Issues in Language Learning Motivation Research

Researchers conducted not only theoretical studies but also empirical studies

on motivation research. Regarding empirical research, various methodologies have

been introduced to collect data. Nakata (2006) explained the methodologies used 

in language learning motivation research from four perspectives:1) cross-sectional 

quantitative studies; 2) longitudinal quantitative studies; 3) cross-sectional 

qualitative studies; and 4) longitudinal qualitative studies. Cross-sectional studies 

typically sample the participants’ thoughts, behaviors, or emotional stances at one 

particular point in time, while longitudinal studies observe the participants for an 

extended period in order to detect changes and patterns of development over time. 

Based on these distinctions, the author categorizes the empirical studies published 

in major journals (including treatises) and explains the details of methodologies in 

Table 2-3.

Among the four categories described above, “cross-sectional quantitative 

studies” have been the most frequently employed for language learning motivation

research. A questionnaire with a Likert scale has so far been one main instrument

used in this category, and “factor analysis” has been the most often-used method 

of analysis.
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Dörnyei (2001c) mentioned that factor analysis has been the key technique

in motivation research since the pioneering work of Gardner and Lambert (1959) 

was conducted. In order to uncover the latent structure that underlies large data 

sets, it reduces the number of variables submitted to the analysis to a few values 

that will contain most of the information found in the original variables (Hatch & 

Lazaraton, 1991). However, most of these studies have explained only temporary 

dimensions of motivation. Recently, some researchers (Dörnyei, 2001c; Nakata, 

2003, 2007) pointed out the lack of change-oriented perspectives in the previous 

motivation literature. To illustrate the changes in motivation, the importance of 

longitudinal research using a qualitative approach has thus been emphasized.

Major techniques for data collection in this type of study are interviews, 

open-ended questionnaires, observations, and so forth. However, these techniques 

require an investment of time and energy before any meaningful results can be 

obtained (Dörnyei, 2001c). Empirical studies using a longitudinal qualitative 

approach are therefore still scarce. In connection, Dörnyei (2001c) mentioned that 

the combination of qualitative and quantitative approaches might be a particularly

fruitful direction for future motivation research.

2.4 An Emerging Trend in Motivation Research in L2

2.4.1 Criticisms against Existing Theories

As was mentioned in section 2.1, during the past few decades, many theories 

on motivation have been rendered, and empirical studies have been conducted.

These theories and studies have so far discussed the construct of motivation and 

the question of which component of the construct might affect EFL/ESL English 

proficiency/achievement. Some researchers, however, criticized these studies as 
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follows:  

When teachers say that students are motivated, they are not 

usually concerned with the students’ reason for studying (i.e., 

motivation orientation), but that the students do study, or at 

least are engaged in teacher-desired behavior in the classroom 

and possibly outside of it. (Crookes & Schmidt, 1991, p. 480)

From a practicing teachers’ point of view, the most pressing 

question related to motivation is not what motivation is but 

rather how it can be increased.   (Dörnyei, 2001b, p. 51 )

                

Although famous constructs of integrative and instrumental 

motivation are useful in understanding the language learners’

positioning of the target language in their social world, they do 

not answer the language practitioners’ questions such as “How 

can teachers motivate their students to learn and continue to 

learn the target language?”

(Namura, Ikeda, & Yashima, 2007, p. 170)

As is shown in the quotations above, we can see that two important issues, how to 

motivate language learners and how to maintain their high motivation, have not 

been fully investigated in the L2 field. Studies concerning motivation thus contain 

a gap between theory and practice. Taking this gap seriously, the subsequent 

research focus has been gradually changed from being “for research purposes” to
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being “for pedagogical purposes.”

2.4.2 Motivation Research for Pedagogical Purposes

As was discussed in the previous sections, many studies that were previously 

conducted aimed at elucidating what motivation is. The motivational constructs

obtained from these studies were investigated in terms of cross-cultural 

perspectives, ESL/EFL contextual differences, and so forth. These studies were, 

however, criticized for the absence of practitioners’ points of view. Thus, studies 

have recently begun to be conducted to investigate motivational constructs that 

have a direct relevance to actual classroom teaching/learning. In Table 2-4, the 

motivational constructs that are relevant to language classroom are summarized. 

In the table, Dörnyei and Ottó’s model (1998) is a good example of the 

educational approach, as it specifically focuses on motivation from a classroom 

perspective (Figure 2-3). This model is called the “process-model” and, in this 

model, motivation is perceived as a dynamic process.9

Dörnyei and Ottó divided motivation changes into three main phases. The 

first phase is called the preactional phase and deals with motivation concerning 

the process of choosing a course of action (i.e., learning) to be carried out. In the 

second phase (the actional phase), motivation that occurs in the certain period 

where learners are confronted with tasks they have to complete is explained. The 

third phase (the postactional phase) concerns motivation along with critical 

retrospection after an action has been completed or terminated (Dörnyei, 2001c).
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Figure 2-3. “Process-model” proposed by Dörnyei and Ottó (1998, p. 48).

28

Each phase has several different motivational influences, which include the 

energy sources or motivational driving forces that underline and fuel the

behavioral process (Figure 2-4). These influences encompass many aspects of 

motivational teaching practice for language teachers (i.e., motivational strategy). 

Motivational influences in actional phase especially seem to be important for 

practical settings because they affect motivation for “ongoing learning.” Namura 

et al. (2007) mentioned that the quality of the learning experience, sense of 

autonomy, and teachers’ influence (instruction style, performance appraisal, task 

presentation, and feedback) are most relevant during this phase. A better 

understanding of these motivational influences in this phase thus makes 

motivation research more teacher-friendly. In fact, ESL/EFL practitioners await 

the outcome of this line of research, which might provide clear implications on

how to (help) motivate students in classroom settings.

2.4.3 Studies on Motivational Strategies 

In the previous section, the author summarized the studies investigating the 

motivational constructs that were relevant to language classrooms. Based on these 

studies, some researchers attempted to develop instructional methods (e.g., 

motivational teaching practice: Dörnyei, 2001a) for teachers to motivate their 

students.
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As is shown in Table 2-5, a handful of studies (e.g., Chambers,1999; 

Dörnyei, 2001a; Dörnyei & Csizér, 1998) have focused on teachers’ techniques for 

motivating language learners and keeping them motivated (i.e., motivational 

strategies) in motivational teaching practice.

Among them, one of the most influential studies based on empirical data is 

the research conducted by Dörnyei and Csizér (1998). They identified ten 

motivational strategies for language teachers, the so-called “Ten Commandments 

of Motivation.” The ten strategies were selected based on a questionnaire 

involving a total of 200 English teachers at various schools in Hungary, an EFL 

environment. Furthermore, Dörnyei (2001a) reported a total of 102 motivational 

strategies11 based on the process model (Figure 2-5). These motivational strategies 

were then divided into the following four phases:

a) Creating basic motivational conditions by establishing a 

good teacher-student relationship, a pleasant and 

supportive classroom atmosphere,12 and a cohesive learner 

group with appropriate group norms.

b) Generating initial motivation by enhancing the learners’

language-related values and attitudes, the learners’

expectation of success, and the learners’ goal-orientedness.
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c) Maintaining and protecting motivation by making 

learning stimulating and enjoyable, presenting tasks in a 

motivating way, protecting the learners’ self-esteem and 

increasing their self-confidence. 

d) Encouraging positive retrospective self-evaluation by 

promoting motivational attributions, providing 

motivational feedback, and increasing learners’ satisfaction.                     

(Dörnyei, 2001a)

These motivational strategies seem to include motivational influences that 

can come into play both inside and outside the classroom. They are also not 

limited to teachers’ techniques; others, such as parents and peers, can also use 

them. Indeed, when the 102 motivational strategies were presented in 2001, the 

definition of motivational strategies (Dörnyei, 2001a, p.28) was written in vague 

language, as is shown below: 

Techniques that promote the individual’s goal-related behavior. 

(…) motivational strategies refer to those motivational 

influences that are consciously exerted to achieve some 

systematic and enduring positive effects.
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Figure 2-5. Motivational teaching practice proposed by Dörnyei (2001a, p. 29).
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In the most recent research (Guilloteaux & Dörnyei, 2008, p. 57), however,

motivational strategies are more specifically defined as follows:

a) instructional interventions applied by the teacher to elicit 

and stimulate students’ sense of motivation; and

b) self-regulating strategies that are used purposefully by 

individual students to manage their own levels of 

motivation. 

As described above, only a handful of studies have focused on the use of 

motivational strategies. Researchers thus have yet to describe the details of 

motivational strategy use. Moreover, little research has been conducted to answer 

a crucial question: Are these motivational strategies actually effective in language 

classrooms?13 We thus need to conduct various types of research that examine the 

effect of motivational strategies.

As was explained above, some researchers (e.g., Dörnyei, 2001c; Nakata, 

2003) have maintained that motivation is dynamic and thus changes over time. 

Learners tend to demonstrate a fluctuating level of commitment even within a 

single lesson, and the fluctuation in their motivation over a longer period can be 

dramatic (Dörnyei, 2003). In order to understand this fluctuation, researchers need 

to adopt process-oriented approaches that take into account the “ups and downs” 

of motivation over time (Dörnyei, 2006).

One more thing that should be mentioned is that most of the recent studies 

attempting to examine motivational strategies focused on data obtained only from 
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one side of the classroom (i.e., from either teachers or students). To depict these 

strategies’ effectiveness, surveys including both teachers’ and students’ viewpoints 

are indispensable. To the best of the author’s knowledge, only one study so far

(Guilloteaux & Dörnyei, 2008) has aimed at reporting the effectiveness of 

motivational strategies from both teachers’ and students’ perspectives. These 

researchers conducted a classroom survey in 40 classroom contexts focusing on 27 

teachers and more than 1,300 students in South Korea. In their study, significant 

positive correlations were found between the teachers’ motivational strategies and 

the students’ motivation. The study, however, looked at the teachers’ motivational 

teaching practices as a whole without focusing on an individual strategy. More 

empirical data on each motivational strategy is thus needed to describe the 

effectiveness of motivational strategies in the actual school context. In this vein,

Dörnyei (2001a, p. 30) also pointed out that differences amongst the students, such 

as their culture, age, proficiency level, and relationship to the target language may 

render some strategies completely useless/meaningless. Therefore, it is important

to collect data from specified students situated in a context upon which the 

researchers really want to focus.

2.5 What Could be Investigated in the Japanese EFL Context?

Learners in Japan have few opportunities to communicate in English with 

native speakers of English in their daily lives, and they therefore hardly use the 

language for communicative purposes outside the classroom. Nakata (2007) thus 

argued that the concept of integrative and instrumental motivations is not 

necessarily applicable to the Japanese context. Actually, several original factors 

were found to explain the Japanese learners’ motivation, such as “international 
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orientation” (Nakata, 2007) and “intercultural friendship orientation” (Yashima, 

2000). These studies have already provided us with sufficient knowledge of the 

original motivational construct among Japanese EFL learners. However, as is the 

case with other countries, there has been little research concerning the question of

how to motivate language learners. (Takeuchi, 2004).

In Japan, English has just begun to be taught at elementary schools (MEXT, 

2008a, 2008b).14 English classes in Japanese elementary schools mostly consist of 

fun activities. On the other hand, English classes at secondary schools in Japan 

often force students to study. There has developed a huge gap between English 

learning in elementary schools and in secondary schools. Accordingly, most 

Japanese secondary school students are initially motivated to learn English, but 

their level of motivation gradually declines during the course of the three years.15

In other words, many students in secondary schools tend to become “demotivated” 

toward learning English in the context to which they are exposed. It is, therefore, 

extremely important to investigate motivational strategies for secondary school 

students of EFL (MEXT, 2008a, 2008b).

In addition, some researchers (Takeuchi, 2007; Warden & Lin, 2000; among 

others) claimed that the class time for English was so limited that many students 

could hardly acquire an ability in English from the classroom alone. Takeuchi 

(2007) pointed out that a strong factor for success in foreign language learning at 

secondary schools in Japan is the students’ learning outside the classroom. With 

regard to learning outside the classroom, however, not only are teachers’

motivational strategies expected to affect students’ leaning but other motivational 

influences (e.g., peers, parents, materials, assignments) are also expected to have 

an effect. To explore better ways to motivate EFL students, therefore, we also need 
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to examine in detail what motivational influences affect motivation for EFL 

learning outside the classroom.

2.6 Summary

In this chapter, the author reviewed major studies on language learning 

motivation in terms of its theories, nature, methodologies, and recent trends. The 

review provides us with four directions for future research. First, in future studies, 

paying attention to the three characteristics of motivation (i.e., it is multi-faceted,

inconstant, and unobservable) is indispensible. Second, the future studies on 

motivation should employ longitudinal qualitative approaches. Third, researchers 

are recommended to shift their focus from a “for researchers” perspective to a “for 

practitioners” one. Fourth, since research concerning “how to motivate language 

learners” is still scarce, especially in the Japanese EFL context, motivational 

strategy and influences can be important topics for future motivation research in 

Japan.
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Notes

1. See Gardner (1985) for an example of investigating the relationship between 

motivation and achievement.

2. Vallerand (1997) has explained three types of intrinsic motivation: a) to learn 

(for the pleasure and satisfaction of understanding something new); b) towards 

achievement (for the satisfaction of surpassing oneself); and c) to experience 

stimulation (to experience pleasant feelings and satisfaction). See Vallerand, 

Blais, Briere, and Pelletier (1989), as well as Vallerand, Pelletier, Blais, Briere, 

Senecal, and Valliires (1992, 1993), for further information. 

3. Kimura, Nakata, and Okumura (2001) pointed out that 1) among secondary 

school students, it is difficult to divide language learning motivation into 

distinct types, such as integrative-instrumental motivation or intrinsic-extrinsic 

motivation, and that therefore, 2) there seem to be some areas where these types 

overlap.

4. See Koizumi and Matsuo (1993), and Nakata (2003) for examples of 

investigating the dynamic features of motivation.

5. Structural Equation Modeling (SEM) usually consists of two parts: the 

measurement model and the structural model (Tremblay, 2001). It is a relatively 

recent procedure that allows researchers to test cause-effect relationships based 

on correlational data (Dörnyei, 2001c). See Dörnyei, Csizér, and Nemeth (2006), 

Gardner, Tremblay, and Masgoret (1997), Laine (1995), and Temblay and 

Gardner (1995) for examples of the use of SEM.  

6. Willingness to communicate (WTC) was originally developed in the L1 context 

by McCroskey (1992) and his associates. Maclintyre and Charos (1996) first 

applied the WTC concopet to L2 communication. See MacIntyre, Clément,
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Dörnyei, and Noels (1998) for an example of the study on the WTC Model.  

7. ‘Repeated cross-sectional studies’ refers to the ways of obtaining information 

about change by administering repeated questionnaire surveys to different 

samples of respondents (Dörnyei, 2007b). 

8. The grounded theory approach (Strauss & Corbin, 1990) is often employed to

code self-reported data. The coding procedure is divided into three steps: open 

coding, axial coding, and selective coding. See Dörnyei (2007b) for more 

information on the grounded theory approach, and see Konishi (2007) and

Nakata (2003) for examples employing the grounded theory approach in SLA

research.

9. Dörnyei (2006) pointed out that when motivation is examined in relation to 

specific learner behaviors and classroom processes, there is a need to 

investigate the daily ups-and downs of motivation to learn, that is, the ongoing 

changes in motivation over time. 

10. The ARCS model, which had been developed by Keller (1983), was adapted by 

Crookes and Schmidt to make their motivational system more educational. In 

this model, there are four components: interest, relevance, expectancy, and 

satisfaction. The model was originally developed for use in designing CAI 

programs. See Keller (1987, 2004) for more detailed information on the ARCS 

model. Also, see Namura et al. (2007) and Newby (1991) for an application of 

the model to an actual classroom context.

11. These 102 strategies were obtained from the synthesis of Dörnyei’s previous

research and other theories concerning motivational teaching practice. In other 

words, not all strategies were based on empirical data. 

12. Concerning how to create a motivating classroom environment, see Dörnyei
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(2007a), Dörnyei and Malderez (1999), Dörnyei and Murohey (2003), Ehrman 

and Dörnyei (1998), and Senior (1997, 2002).

13. Dörnyei (2001a) mentioned that not every strategy works in every context, and 

that its effectiveness could be affected by culture, age, proficiency level, or 

one’s relationship to the target language.

14. The Ministry of Education, Culture, Sports, Science and Technology (MEXT)

establishes curriculum standards as the “Course of Study” for elementary, 

junior high, and senior high schools. All public schools have to follow the

guidelines explained in the Course of Study (MEXT, 2008a, 2008b).

15. Concerning how motivation loses its intensity in a school context, see

Chambers (1999), Gardner, Masgoret, Tennant, and Mihic (2004), and 

Williams, Burden, and Lanvers (2002).  
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3. Research Design 

In the Japanese EFL context, many studies have been conducted to answer 

the question of what is the construct of motivation among the Japanese EFL 

learners. However, research concerning “how to motivate language learners” is 

still scarce. Also, studies aiming at secondary school students of EFL are limited

not only in Japan but also all over the world. The way to enhance secondary school

students’ motivation both inside and outside the Japanese EFL classroom context, 

therefore, becomes the main theme of this dissertation.

In order to conduct an in-depth investigation of how to motivate secondary 

school students “in” and “outside” the classroom in the Japanese EFL context, the 

author decided to divide the present dissertation into three phases: 1) how to 

motivate students toward EFL learning inside the classroom; 2) how to motivate 

students toward EFL learning outside the classroom; and 3) how much average 

Japanese EFL teachers know about ways to motivate their students.

In the first phase, two studies were conducted to examine the ways to 

motivate EFL students inside the classroom. Since the main influence on the 

students’ motivation inside the classroom is considered to be teachers (e.g., 

Chambers, 1999; Dörnyei, 2001a), the author focused on the teachers’

motivational strategies during class. In the first two studies (Studies 1 and 2), the 

teachers’ motivational strategies were examined in terms of their perceived 

necessity, actual use, effectiveness, and relationship with students’ English 

proficiency levels.

In the second phase, two studies (Studies 3 and 4) were conducted to 

investigate ways to motivate secondary school students to learn English outside 

the classroom. For the outside-the-classroom context, however, teachers were not 
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the only influence considered; other factors such as parents, assignments, learning 

environments, materials, and so forth were expected to have a great influence on

the students’ motivation. These factors, together with the teachers’ influence, are 

called “motivational influences,” as explained in the process-model proposed by 

Dörnyei & Ottó (1998). To explore better ways to motivate Japanese EFL students 

to learn outside the classroom, therefore, the author examined what kind of 

motivational influences affected students’ motivation for EFL learning outside the 

classroom. Since motivation is an inconstant variable in the process-model (e.g., 

Dörnyei, 2001c; Dörnyei & Ottó, 1998; Shoaib & Dörnyei, 2005), the author 

examined motivational influences and reactions to them in terms of their dynamics, 

perceived effectiveness, and relationship with the students’ English proficiency

levels.

In the last phase, a study was conducted to confirm whether the findings and 

implications obtained from the four preceding studies were actually shared by the 

ordinary EFL teachers at secondary schools. The study also intended to ascertain 

the discrepancy, if any, between the teachers’ knowledge and the realities found in 

Studies 1, 2, 3, and 4.

As was elaborated on in the literature review, the use of a longitudinal 

approach has been called for in motivational studies. The author thus employed the

approach in two studies out of five (Studies 2 and 3). In addition, many of the 

empirical studies in the relevant area have so far focused on the data obtained only 

from one side (i.e., either teachers’ or students’) of the parties concerned. The 

author accordingly attempted to collect well-balanced data from both sides in this 

dissertation. Moreover, the data collected through quantitative methods were 

supplemented by the qualitative data as much as possible to achieve triangulation 
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in the data collection, as recommended by many researchers (Dörnyei, 2001c,

2007b; Nunan, 1992). The following figure (Figure 3-1) is a graphical summary of 

the studies reported in this dissertation.
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4. Study 1

4.1 Purposes

The first study investigates the teachers’ perception of motivational 

strategies in terms of the necessity for classroom instruction. The differences in 

teachers’ perception according to their teaching experience, the grades they have 

taught, and their gender are also examined.

4.2 Definition of Motivational Strategies

In a recent study (Guilloteaux & Dörnyei, 2008, p. 57), motivational 

strategies are defined as follows: 

a) instructional interventions applied by the teacher to elicit 

and stimulate students’ motivation; and

b) self-regulating strategies that are used purposefully by 

individual students to manage the level of their own 

motivation. 

In this study, the author focuses only on teachers’ motivational teaching 

techniques, i.e., the former type of motivational strategies. 
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4.3 Method 

4.3.1 Participants

The participants of this study were 124 EFL teachers from 57 Japanese 

secondary schools in cities located in the western part of Japan (Tables 4-1 and 4-2

for the details). Their teaching experience varied from one year to 38 years (Table 

4-3). 

Table 4-1. Gender of the Participants

Male Female Unknown

37 86 1

N=124 

Table 4-2. Grades the Participants Taught

1st 2nd 3rd Unknown

35 31 37 21

N=124

Table 4-3 Teaching Experience of the Participants

4 years below 5 to 18 years 19 years over Unknown

44 34 38 19

N=124
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4.3.2 Data Collection

A questionnaire was used to obtain the data. The 102 motivational strategies 

described in Dörnyei (2001a) were carefully translated into Japanese, the 

participants’ native language. Some of the items were adapted so that they could 

better fit the Japanese EFL situation. For easier understanding, similar items were 

grouped together, and items that asked two or more things at a time were separated. 

The process of selecting the items was carried out by the author and four English 

teachers in a secondary school. Consequently, a total of 65 motivational strategies 

considered appropriate for secondary school use were selected for the 

questionnaire (See Appendix C). They were then evaluated on a five-point Likert

scale in terms of their necessity in English classes for the participants. A 

Cronbach’s alpha was computed for 65 items, and a satisfactory value of .928 was 

obtained. It was administered to the participants during the period from July to 

September of 2005 with the permission of the local board of education.

4.3.3 Data Analysis

To identify the most and least necessary strategies, respectively, the top and 

bottom strategies were selected based on the mean ± 0.4SD, where there were

large gaps in the average scores.

In this study, conducting factor analysis was not appropriate because the 

number of samples was rather small.1 The differences in perception according to 

the gender, grades, and teaching experience were therefore investigated item-wise.

t-tests2 and Multivariate Analysis of Variance (MANOVA) were employed for the

analysis. 

In order to investigate the influence of teachers’ gender, a total of 30 
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teachers for each gender were randomly chosen to make the sample size even. As 

for the teaching experience, the participants were divided into three groups based 

on the mean ±0.7SD to make them distributed relatively evenly (Table 4-3).

4.4 Results and Discussion

4.4.1 Most and Least Necessary Motivational Strategies

The average score as a whole in terms of necessity in the classroom as 

perceived by the teachers is presented below. 

Table 4-4. Mean and SD

Mean SD

3.86 0.82

                  N=124     

 

The 15 strategies in Table 4-5 were chosen as most necessary for classroom 

instruction, while the 13 motivational strategies shown in Table 4-6 were 

recognized as the least necessary out of 65 strategies.
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As shown in Table 4-5, the mean scores for necessity for the top 15 strategies

were surprisingly high. The author thus maintains that these 15 motivational strategies 

were perceived as very important motivational teaching techniques by the EFL teachers

in the Japanese lower secondary school context. As for the bottom 13 strategies shown 

in Table 4-6, the mean scores were not so low, which means that these motivational 

strategies cannot be considered to be unimportant or unnecessary in “motivational 

teaching practice” (Dörnyei, 2001a, p. 29).  

As explained in Chapter 2, Dörnyei and Csizér 1998 investigated similar 

motivational strategies. They administered a questionnaire to a total of 200 English 

teachers at various schools in Hungary, an EFL environment, and identified ten 

motivational strategies for language teachers (see “Ten Commandments” in Table 2-5

on Page 32). Comparing their Ten Commandments with the top 15 strategies in the 

present study, one can see that two strategies were the same: “create a pleasant and 

supportive atmosphere (for studying English) in the classroom” and “bring in and 

encourage humor in the classroom.” These strategies were thus recognized as very 

important regardless of the environmental difference. The other 13 strategies among the 

top 15 strategies found in this study were not included in ten important strategies in the 

Hungarian context. Moreover, one of the bottom 13 strategies (Table 4-6), “encourage 

your students to select specific, short-term goals for themselves” was found in Dörnyei 

and Csizér’s Ten Commandments. This means that the teachers’ perception regarding a

strategy in Japan was different from that of teachers in Hungary. As Dörnyei (2001a, p. 

s, not every strategy works in every context. The learning context is

very important when we investigate motivational strategies. 
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4.4.2 Effect of Teaching Experience, Grade, and Gender on Teachers’ Perception

The effects of the teachers’ teaching experience and the grades they taught were 

examined using the multivariate analysis of variance (MANOVA).2 As shown in Table 

4-7, the results of MANOVA (Wilks’ lamda) found no significant difference according 

to the two variables.

Table 4-7. Results of MANOVA (Wilks’ lamda)

F DF p

Teaching experience × the 

grades they taught
1.087 260 .319

Teaching experience .958 130 .586

The grades they taught 1.303 130 .148

N=124

Table 4-8 shows the results of t-tests3 that examined the effect of teachers’ gender. In the 

present study, to avoid Type error, the author adopted a Bonferroni’s correction and set 

the critical value at .0007 (.05 divided by the number of items). No significant effect of 

the teachers’ gender was found as a result.
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4.5 Summary

 This study presents the results of a survey aiming at investigating EFL 

teachers’ perception of the necessity of motivational strategies in Japanese

secondary school classrooms. The major findings are summarized as follows:

1) A total of 15 strategies were found to be most necessary, 

while 13 strategies were identified as least necessary for 

motivational teaching practice. These strategies were 

discussed in comparison with those reported by Dörnyei and 

Csizér (1998), and it was found that there were some 

similarities and differences in teachers’ perception between 

the Japanese and Hungarian EFL settings.

2) According to the results of the statistical analyses, no

significant difference in the teachers’ perception was found

according to their teaching experience, the grades they taught,

or their gender.

Based on these results, some implications can be made. First, comparing the 

results of the present study with those reported by Dörnyei and Csizér (1998), the 

author concludes that the differences in the learning environment have a great

influence on teachers’ perception of the necessity of motivational strategy use. 

Specifying the learning context is thus essential for research on motivational 

strategies. 

Secondly, there were no strategies that showed significant differences with 
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respect to the teaching experience, the grades the teachers taught, or their gender.

In a specified context, such as in Japanese secondary schools that teach EFL, the 

effect of these variables on the use of motivational strategies can therefore be 

disregarded.

In this study, the author examined the teachers’ perception of motivational

strategies in terms of the necessity of their use in classroom instruction. To

investigate actual motivational strategy use and its effect on students’ motivation,

as detailed in the following chapter, the author conducted a classroom study using 

the top 15 motivational strategies found in this chapter.
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Notes

1. For factor analysis, it is recommended that one’s sample size be more than five 

times the number of the items in the questionnaire (Matsuo & Nakamura, 2002),

which means at least some 310 participants are needed for the factor analysis in 

this study.

2. The assumptions underlying the procedure (e.g., data normality, homo-

scendasticity) were confirmed before conducting the analysis. See Stevens 

(1986) for the assumptions.

3. The underlying assumptions for t-tests (e.g., data normality, even distribution, 

and equality of variances) were confirmed before running the analysis. See 

Hatch and Lazaraton (1991) for the assumptions.
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5. Study 2

5.1 Introduction

In Study 1, the author selected a total of 15 motivational strategies that were 

considered to be most necessary in the Japanese secondary school EFL setting. In 

this chapter, she attempts to investigate 1) how teachers use these strategies, and 

2) how effectively these strategies work in enhancing students’ motivation.

5.2 Purposes

The purposes of this study are: 1) to describe the teachers’ actual use (in 

terms of frequency) of the 15 motivational strategies in secondary school EFL 

classes, based on data obtained over a two-month period; 2) to examine the 

relationships between the frequency of use for these 15 motivational strategies and 

the strength of students’ motivation (as induced by these strategies); and 3) to 

investigate the differences in these relationships according to students’ proficiency 

levels.

5.3 The 15 motivational strategies

In the previous study, a total of 65 motivational strategies were evaluated by 

124 EFL teachers from 57 lower secondary schools on a five-point Likert-scale in 

terms of their necessity in English classes.1 The use of the top 15 strategies 

selected is to be examined in detail in this chapter. These 15 strategies (Table 5-1)

were chosen as most “necessary,” based on the mean of the Japanese EFL teachers’ 

evaluations + 0.4 SD, where a huge gap between the 15th and 16th strategies was 

found.
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Table 5-1. The 15 Motivational Strategies Selected

Motivational
Strategy # Descriptions

MS-1 Indicate your mental and physical availability for all things 
academic.

MS -2 Apply continuous assessment that relies on measurement tools 
other than paper-and-pencil tests.

MS -3 Provide multiple opportunities for success in the language class.

MS -4 Focus on the motivational flow in your lesson.

MS -5 Regularly include tasks that involve the public display of 
students’ skills.

MS -6 Share your own personal interest in the L2 learning (e.g., in 
learning strategies or target culture) with your students.

MS -7 Vary the learning tasks and other aspects of your teaching as much 
as you can.

MS-8 Help your students accept the fact that they (will) make mistakes 
as part of the learning process.

MS -9 Bring in and encourage humor in the classroom.

MS -10 Tell your students that you need to make efforts to improve your 
English abilities.

MS -11 Keep the class goals achievable.

MS -12 Provide regular feedback about the areas on which your students 
should particularly concentrate.

MS -13 Make assessment completely transparent. 

MS -14 Assess each student’s achievement (improvement) not by 
comparing with other students but by its own virtue.

MS -15 Create a pleasant and supportive atmosphere (for studying 
English) in the classroom.

5.4 Method

5.4.1 Participants

The participants of this study were: 1) five Japanese English teachers from 

the 8th and 9th grades (Tables 5-2 and 5-3) in an ordinary public secondary school

located in the western part of Japan; and 2) their students (190 in total) from nine 

classes (Table 5-3). The author also participated in the data collection as one of the 
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teachers. All the teachers were non-native speakers of English. Four of them were 

female, and one was male. Their teaching experience varied such that they had

between one and 27 years of experience, and the grades they were teaching also 

varied. These differences among the participants, however, were confirmed to 

have almost no influence on the use of strategies in Study 1.

According to Dörnyei (2001a, p.25), whatever forms the motivational 

strategies take, the motivating process is usually a long-term one, building “one 

grain of trust and caring at a time.” The author therefore excluded the data 

obtained for 7th grade because teachers in the 7th grade, which is the initial year in 

Japanese secondary schools, have yet to construct a rapport with their students.

Table 5-2. Details of the Teachers, Classes, and Lessons

Teacher(s) Teaching 
Experience

(years)

Grade Number of
Classes 

Examined

Number of Lessons 
where

Questionnaire
Administered

Teacher A F 4 8 1 5
Teacher B M 1 8 1 5
Teacher C F 14 8 1 5

9 1 4
Teacher D F 1 9 1 5

1 5
9 1 4

1 4
Teacher E F 20 9 1 3
Total 9 40

M: male,  F: female

Table 5-3. Number of Students in the Nine Classes 

Teachers in the 8th grade A B C D D
Number of the 8th graders 20 15 20 20 28
Teachers in the 9th graders D D C E --
Number of the 9th graders 18 22 20 27 --
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5.4.2 A Questionnaire for Teachers

Many researchers (Allwright & Bailey, 1991; Chandron, 1988; Mackey & 

Gass (2005); Nunan, 1992; among others) have noted that one of the most 

common methods of classroom research is observing/recording. It is, however, 

true that most of the 15 motivational strategies shown in Table 2 are unobservable.

In addition, Dörnyei (2001a) mentioned that motivational strategies are

“consciously” exerted to achieve some systematic and enduring positive effect, yet

that this consciousness also cannot be measured through observation. Allwright 

and Bailey (1991, p.4) argued that an obvious alternative to observation is simply 

to give people an opportunity to report their experiences and thoughts. A 

traditional way of obtaining such self-reported data is to conduct surveys, usually 

through interviews or written questionnaires. To obtain data in this way, all the 

teachers in Study 2 were asked to report on the frequency of their strategy use just 

after the class. According to Dörnyei (2001a, p.25), in the classroom context, it is 

rare to find dramatic motivational events that reshape the students’ mindsets from 

one moment to another. Rather, it is typically a series of minor events that might 

eventually culminate in a long-lasting effect. The author, with the consent of the 

teachers, thus decided to administer the questionnaire several times over the 

two-month period from October to December of 2005 (Table 5-2).

None of the teachers, except for the author of this dissertation, were 

informed beforehand of the schedule for the questionnaire’s administration. Before 

data collection, instructions for the questionnaire (Appendix E) were given to all 

of the teachers. In the instructions, they were asked: 1) to confirm the meaning of 

each motivational strategy; and 2) to recognize that a “frequently used” strategy or 

one used in a “large number” of instances does not necessarily mean that “good 
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strategy use” is occurring; this was done in order to avoid overly inflated

self-evaluations on the part of the teachers.

In the questionnaire, the use of each motivational strategy was reported by

the five teachers on a five-point Likert-scale ranging from (4) “used four times in 

this lesson” to (0) “not used in this lesson”. Before the questionnaire was 

administered, some teachers pointed out that there were quite a few cases in which 

one strategy was used over four times in one lesson. They also maintained that it 

was extremely difficult for them to keep a large number of uses (i.e., over four

times) in their minds until the end of a lesson. Based on these suggestions, 

teachers were asked to write (4) even if they used the strategy over four times. 

5.4.3 A Questionnaire for Students

To investigate the strength of students’ motivation as induced by the 15 

motivational strategies, a 15-item questionnaire was administered (Appendix G).

The perceived strength of motivation was evaluated by the students on a 

five-point Likert-scale ranging from (4) “well motivated by the strategy” to (0)

“never motivated by the strategy.” Teachers were requested to finish lessons five 

minutes earlier than usual to administer the questionnaire. The questionnaire was

administered a total of 40 times (three to five times for each class) over the 

two-month period. Teachers were instructed to confirm the meaning of each item 

with their students before administering the questionnaire. To avoid affecting 

students’ responses, teachers were asked not to reveal which strategies they had 

used in each lesson.

To investigate the relationships between teachers’ reported use and students’
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perception, Pearson’s correlation analysis was employed. The analysis was 

performed with SPSS Ver 13.0.

5.5 Results and Discussion

5.5.1 Findings in Frequency Count

Table 5-4 shows the average frequency of each strategy used per lesson. The 

teachers used each strategy on average once per lesson, with the exception of

MSs-2, 6, 8, 13 and 14. The lowest frequency was 0.25 for MS-13, while the 

highest was 1.47 for MS-4. There was no strategy that was never used throughout

any of the 40 lessons.

Table 5-4. Mean and SD of Each Motivational Strategy

Strategy # Mean SD
MS-1 1.32 1.49
MS-2 0.35 0.92
MS-3 1.27 1.08
MS-4 1.47 1.03
MS-5 1.12 1.43
MS-6 0.60 1.03
MS-7 1.15 1.05
MS-8 0.75 1.08
MS-9 1.15 1.05

MS-10 1.02 0.94
MS-11 1.27 0.71
MS-12 1.05 1.01
MS-13 0.25 0.74
MS-14 0.92 1.11
MS-15 1.40 1.17

All Combined 1.00 1.05

Among the 15 strategies, the three shown in Table 5-5 were chosen as 

“frequently used” strategies based on the mean + 0.3SD. Teachers used these three 
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motivational strategies more than once in each lesson.

Table 5-5. Strategies Frequently Used in One Lesson

Motivational 
Strategy # Descriptions

MS-4 (M=1.47) Focus on the motivational flow in your lesson.

MS-15 (M=1.40) Create a pleasant and supportive atmosphere in the 
classroom.

MS-1 (M=1.32) Indicate your mental and physical availability for all things 
academic.

On the other hand, the three strategies shown in Table 5-6 were recognized as “not 

frequently used” in one lesson on the basis of the mean 0.3SD. The least 

frequently used strategy is to “make tests and assessment completely transparent 

(MS-13),” which was used about once out of every four lessons. Infrequent use of 

MS-13 and MS-2 might sound only natural to some readers. However, according

to the regulations set by the Ministry of Education, Culture, Sports, Science and 

Technology (MEXT, 2000), Japanese secondary school teachers have to assess 

their students’ English abilities frequently in various situations.2 Many teachers

thus recognized these two strategies as highly necessary, but the teachers in this 

study did not actually use them frequently.

Table 5-6. Strategies Not Frequently Used in One Lesson

Motivational
Strategy # Descriptions

MS-13 (M=0.25) Make tests and assessment completely transparent.

MS-2 (M=0.35) Apply continuous assessment that relies on measurement 
tools other than paper-and-pencil tests.

MS-6 (M=0.60) Share your own personal interest in the L2 (e.g., in learning 
strategies or target culture) with your students.
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Table 5-7 shows the average number of different strategies (i.e., variety) 

used in one lesson. The teachers used approximately nine different strategies on 

average in one lesson.

Table 5-7. Average Number of Strategies Used in One Lesson

Mean SD

8.72 2.79

The average number of lessons in which one of these 15 strategies was used 

at least once in one class over the two-month period is 23 (Table 5-8). The top four 

“consistently used” strategies are shown in Table 5-9, while Table 5-10 shows the 

bottom three strategies. These top and bottom items were calculated on the basis 

of the mean ± 0.5SD.

Table 5-8. Number of Lessons where Each Strategy was Used

Motivational 
Strategy #

Number of Lessons (out of 40)

MS-1 23
MS-2 8
MS-3 30
MS-4 36
MS-5 20
MS-6 14
MS-7 28
MS-8 17
MS-9 27

MS-10 27
MS-11 38
MS-12 26
MS-13 5
MS-14 20
MS-15 30

Average          23 (SD=9.41)
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The same two strategies (MS-4 and MS-15) were found in both Tables 5-5

and 5-9. These strategies were thus frequently and consistently used in the lessons.

MS-1 appeared only in Table 5-5, which means it was used many times in a

limited number of lessons. Both MS-3 and MS-11 appeared only in Table 5-9,

which means they were used less frequently but were still widely used in many 

lessons. MS-3 was found to be “very important” but “infrequently used” in 

Dörnyei and Csizér (1998). In this study, MS-3 was considered “highly necessary” 

but was not frequently used. It was also found to be consistently used. In Tables 

5-6 and 5-10, the same strategies (MSs-2, 6, 13) were listed. These strategies thus 

were used infrequently and inconsistently in the lessons.

Table 5-9. Top Four “Consistently Used” Motivational Strategies

Motivational
Strategy # Description

MS-11 (M=38) Keep the class goal achievable by re-negotiating if necessary.
MS-4 (M=36) Focus on the motivational flow in your lesson.

MS-15 (M=30) Create a pleasant and supportive atmosphere (for studying 
English) in the classroom.  

MS-3 (M=30) Provide multiple opportunities for success in the language class.

Table 5-10. Bottom Three “Consistently Used” Motivational Strategies

Motivational
Strategy # Description

MS-13 (M=5) Make tests and assessment completely ‘transparent.’

MS-2 (M=8) Apply continuous assessment that also relies on measurement 
tools other than paper-and-pencil tests.

MS-6 (M=14) Share your own personal interest in the L2 (e.g., in learning 
strategies or target culture) with your students.
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5.5.2 Relationships Between Strategy Use and Motivation

This section discusses the relationship between the frequency of use for 

these 15 motivational strategies and the strength of students’ motivation as

induced by them. Pearson’s correlation analyses show that frequency of use for

four out of the 15 motivational strategies were weakly correlated with the 

perceived strength of students’ motivation (Table 5-11) measured by the 

questionnaire for students.

Based on the coefficients,3 effect sizes, and scattergrams, two out of four 

(Table 5-11) were judged to be strongly correlated with the strength of students’

motivation: MS-2 (r=.596, p<.01, r2 =.355) and MS-6 (r=.492, p<.01, r2 =.242). 

The other two showed weak correlations: MS-8 (r=.324, p<.05, r2 =.165) and 

MS-12 (r=.344, p<.05, r2 =.118).

To further investigate these relationships, the author examined the

differences created by students’ English proficiency levels. For this purpose, the 

test scores of the 8th graders (n=103), all of whom had taken an English 

proficiency test (GTEC for Students Core4), were utilized. Based on the mean of 

the proficiency test ± 0.5SD, the top 34 students and bottom 24 students were 

selected for the analysis. The difference between the two groups in terms of

proficiency was confirmed to be significant in a t-test (df = 58, t = 18.7, p<.0001, r

= .93).

Table 5-12 shows the strategy-motivation relationships for the higher 

proficiency group. As is shown in this table, four strategies out of 15 were 

satisfactorily correlated with students’ motivation: MS-2 (r=.719, p<.01, r2 =.517),

MS-5 (r=.559, p<.01, r2 =.312), MS-10 (r=.530, p<.01, r2 =.281), and MS-14

(r=.662, p<.01, r2 =.438).
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The relationships in the lower proficiency group are shown in Table 5-13. In this 

group, five motivational strategies showed a significant correlation with students’ 

motivation: MS-1 (r=.435, p<.05, r2 =.189), MS-2 (r=.591, p<.01, r2 =.349), MS-3

(r=.397, p<.05, r2 =.158), MS-8 (r=.547, p<.01, r2 =.299), and MS-12 (r=.619, p<.01, 

r2 =.383).

Comparing the relationships in the higher proficiency group with those in the 

lower proficiency group, we can see that the two proficiency groups did not exhibit a

similar trend in terms of the relationship examined except with one motivational 

strategy (MS-2). In other words, the students’ perception of effective motivational 

strategies was different depending on their English proficiency levels. Dörnyei (2001a,

p.30) points out that motivational strategies do not always work effectively and argues 

that many factors (e.g., contexts, gender, proficiency) influence their effectiveness.

These results confirm that students’ English proficiency is a factor influencing the 

perceived effectiveness of motivational strategies. 

Another important point is that there were several motivational strategies (MS-4, 

MS-7, MS-9, MS-11, MS-13, and MS-15) that showed no correlation with students’ 

motivation even though they were used frequently. Concerning these motivational 

strategies, we can say that frequent use does not necessarily mean a strategy is

“effective.”
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5.6 Summary 

Study 2, as reported in this chapter, was a study on motivational strategies 

based on the empirical data obtained from both teachers and students in Japanese 

secondary school EFL classes. Its major focuses were: 1) the frequency of 

motivational strategy use; 2) the relationships between the reported frequency of 

teachers’ use of motivational strategies and the perceived strength of students’ 

motivation; and 3) differences in strategy-motivation relationships depending on 

students’ English proficiency levels. As a result, we found that a) teachers used 

motivational strategies in a variety of ways; but that b) only four out of 15 

strategies showed a significant correlation with students’ motivation. We also 

found that c) the effectiveness of some strategies varied according to students’ 

English proficiency levels.

The present research was limited, however, in that it was conducted only in 

one school, although the school is a typical one in the Japanese EFL context.

Further research, therefore, will be needed in other schools.

Another limitation emerges in terms of the data collection method. In this 

study, one method (i.e., self-reporting) was used. Self-reporting, however, has its 

own limitations and might not necessarily provide a full picture of the teachers’ 

use of the motivational strategies. Future studies, therefore, need to adopt 

“triangulation,” using multiple methods in collecting the data.

Lastly, the author would like to point out some pedagogical implications of 

the findings. In this study, some of the strategies showed a significant correlation 

with students’ motivation in terms of their frequency. “Frequent use” is thus 

important when teachers use these types of motivational strategies. Concerning 

other strategies, ones that did not show a significant correlation with students’
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motivation, the idea of “frequent use” is not so important when motivating 

students. Besides, since the effectiveness of motivational strategies differed

according to students’ English proficiency levels, more attention should be paid to 

differences in proficiency levels when teachers attempt to motivate their students. 

In Studies 1 and 2 (Chapters 4 and 5), the author examined the ways to 

motivate students (i.e., motivational strategies) inside the classroom, with a 

particular focus on: 1) teachers’ perception; 2) actual use in the classroom; and 3) 

strategy effectiveness. The findings in the two studies strongly indicate that we 

need to think carefully about the manners in which motivational strategies are 

used in the classroom, so that they will work effectively on students’ motivation.
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Notes

1. The alpha coefficient of the questionnaire used was .928.

2. In the assessment system used at Japanese public schools, teachers must abide 

by the cumulative guidance records established by MEXT. English teachers in 

all public schools thus have to frequently administer many kinds of tests (e.g., 

interview tests, vocabulary quizzes, read-aloud tests) to assess students’

achievement from the criteria listed in the guidance (MEXT, 2000).

3. In L2 motivation studies, the usual strength of the meaningful relationships 

detected is between .30 and .50 (Dörnyei, 2001c, p.224). Concerning the 

strength of correlations, see also Dörnyei (2007b) for more information.   

4. GTEC for Students Test (Core) is an English proficiency test developed by the

Bennesse Corporation for measuring English proficiency at the secondary 

school level in Japan. The alpha coefficient of GTEC for students was 

between .79 and .87.
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6. Study 3

6.1 Introduction

Studies 1 and 2 (Chapters 4 and 5) were conducted with a particular focus on 

the ways to motivate students (i.e., motivational strategies) in EFL learning 

“inside” the classroom. This chapter, in turn, discusses ways to motivate students

in EFL learning “outside” the classroom. As the author explained in Chapter 3, the

motivational strategies are techniques that “teachers” can use “in” the classroom.

For the outside-the-classroom context, not only teachers but also other factors 

such as parents, assignments, learning environments, materials, and so forth were 

expected to have a great influence on students’ motivation. These factors, together

with teachers’ influence, are called “motivational influences,” as is explained in 

the process-model proposed by Dörnyei & Ottó (1998). In this chapter, the effect 

of the motivational influences on EFL learning at the secondary school level is to 

be examined. 

6.2 Purposes 

The purpose of this study is three-fold: 1) to find out what motivational 

influences work effectively on EFL learners’ motivation to learn outside the 

classroom at the secondary school level; 2) to examine how students’ perception of 

these motivational influences changes according to the academic events at school; 

and 3) to investigate the differences in the effect of each motivational influence 

according to the students’ proficiency levels in English.
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6.3 Definition of Motivational influences

In this study, the author defines “motivational influences” as follows based 

on Dörnyei & Ottó (1998):

Motivational influences are the influences that positively affect 

learner’s motivation at the moment learners are confronted 

with English learning outside the classroom (the actional phase 

of the process model). They include all the internal factors (e.g., 

goal-setting, beliefs) as well as the external factors 

surrounding the FL learners (e.g., people surrounding them, 

tasks, and environment.)  

6.4 Participants 

A total of 120 Japanese secondary school students participated in this study. 

They were all 9th grade, seniors, at a public secondary school located in the 

western part of Japan. The 9th graders were chosen as participants because, 

according to their teachers’ observations,1 they were able to report reliable 

information in their journals. To analyze the effect of students’ English proficiency 

on the differences in motivational influences, the top and bottom students (30 for 

each) were also selected based on the results of a proficiency test (i.e., GTEC for 

Student Core). The difference between the two groups in terms of their proficiency 

was confirmed to be significant using a t-test (df = 58, t = -13.132, p<.0001, r

= .87).  
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6.5 Instruments and Procedure 

A journal survey was conducted to gather the data concerning the 

motivational influences and the changes in their effect on students’ motivation 

according to the academic events occurring at school. Dörnyei (2007b, p.107) 

claimed that open-ended questions could provide “far greater richness” than fully 

quantitative data, since open responses could offer graphic examples and 

illustrative quotes and also could lead us to identify issues not previously 

anticipated. However, since the participants in this study were relatively young, a 

semi-open format (Appendix I) was considered to be appropriate for the journal, as 

this would avoid irrelevant responses. The journal entries were registered every 

Friday for six weeks. In the journals, students were asked to write the following 

three points: 1) During the week, what did they study for English outside the 

classroom?; 2) What caused the studying reported in 1)?; and 3) How many hours 

did they spend on studying English for the week? These descriptions were written 

in Japanese, their native language. In addition to the data, the strength of the 

participants’ motivation was self-evaluated on a five-point Likert scale, ranging 

from 1) “having a very negative attitude toward English learning this week” to 5) 

“having a very positive attitude toward English learning this week” in terms of 

both “inside” and “outside” learning. 

The journal survey was conducted with the consent of the students and with 

the permission of their teachers and the principal of the school. Since the 

participants were all in the 9th grade, they would take the entrance examinations

for high schools at the end of the academic year. Therefore, the journal survey was 

conducted during the early months of the year (June to July, 2006) in order to 

avoid an extra burden on the students during the last moments of their preparation 



81

for the entrance examinations. Completing their weekly journal generally required 

15-20 minutes. The author conducted the survey during a period when there were

both normal class activities and several academic events going on that might 

influence their English learning outside the classroom (Table 6-1). 

The students were from 6 classes, and all the teachers were asked to teach 

English using the same procedure and materials to avoid the influence of 

instructional differences. In addition, the students were informed by their teachers 

that any descriptions they wrote in their journals would not affect their final 

grades.   

Table 6-1. Major Academic Events during the Data Collection Period

1st week* 2nd week 3rd week 4th week 5th week 6th week

Academic 
events

Proficiency 
test

Normal 
activities

Mid-term 
examination

Reading-
aloud
test

Normal
activities

Reading-
aloud
test

*each class meets four times per week

6.6 Data Analysis 

To find out the construct of the motivational influences from the data culled 

from the journals, the Grounded Theory Approach (GTA: Straus & Corbin, 1990)

was employed. First, the author browsed through all the descriptions and identified 

those descriptions that were considered to indicate motivational influences 

according to the definition described in section 6.3. The descriptions identified 

were then categorized as the micro-components (i.e., open coding). Each 

micro-component was named by the author based on the content of the description 

in the component. The author next searched for relationships and contrasts among 
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the components (i.e., axial coding). For the final step of GTA, the links among the 

components and core categories were described (i.e., selective coding). To 

illustrate the changes in motivational influences according to the academic events 

at the school, quantitative counts were also conducted by the date when the data 

were collected. To minimize the effects of subjectivity in categorization, a portion 

of the sample (20%)2 was randomly selected and checked by a second coder. The 

inter-rater reliability was 84%.3

6.7 Results 

6.7.1 Categories Obtained from Journal Entries

A total of 1,191 descriptions were obtained from the journals. Through the 

GTA analysis, the author found that these descriptions consisted of 13 

micro-components and that they could be grouped together in the following four 

core categories: 1) motivational influences that were associated with other people 

such as teachers, parents, and (cram school/private) tutors (henceforth, “other 

people”); 2) motivational influences students used to motivate themselves 

(henceforth, “self-motivating strategy”); 3) motivational influence that was 

brought about by the daily tests (e.g., term exams/proficiency tests/ read-aloud 

tests; hence forth, “tests”); and 4) motivational influence brought about by the 

teaching materials (e.g., worksheets, textbooks; henceforth, “materials”). In order 

to better explain the features of the core categories, “other people,” “tests,” and 

“materials” were identified as the “external” factors in the students’ learning, 

while the “self-motivating strategy” was identified as an “internal” factor. Figure 

6-1 illustrates the construct of the motivational influences perceived by the

secondary school students of EFL in this study.
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In Table 6-2, the author provided the quantitative data for each core category 

and micro-component described above (see also Appendixes M and N for a

graphical representation of the results).

Table 6-2. Results of Categorization 

Factor Core-category % Micro-component Number (%)

External 
factors

Tests 32.1 Daily Tests and term exam 404 (32.1)

Other people 48.9

Task or assignment 
presentation 248 (22.8)

Reprimands 10 (0.8)
Assessment 84 (7.3)
Requirements 17 (1.4)
Rewards 51 (4.4)
Instructional style for
learning strategies 8 (0.6)

Instructional style for test 
taking strategies 10 (0.8)

Materials 1.4 Good materials 20 (1.7)

Internal 
factor

Self-motivating 
strategy 13.1

Feelings of obligation and 
pressure 137 (11.6)

Feelings of anxiety caused 
by upcoming entrance 
examinations 

14 (1.2)

Beliefs 32 (2.5)
Sense of 
self-determination/ 
autonomy

108 (9.4)

Others 48 (4.1)
All 1,191 (100)

As for the core categories, “other people” accounted for almost 50% of all the 

descriptions. In this core category, the descriptions relating to teachers at the 

secondary school/cram schools, private tutors, parents, brothers/sisters, and 

friends were found. Among them, however, the descriptions related to the teachers

at the secondary school and at cram schools appeared most. The next major core 

category was “tests,” which accounted for about 32%. These two core-categories 
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accounted for more than 80% of all the motivational influences. As for the micro-

components, the most often observed category, with the exception of “daily tests

and term exam,” was the “task or assignment presentation” category, which 

accounted for about 22% of all the descriptions. The percentage for the

“instructional style for learning strategies” category was the smallest of all and 

amounted to less than 1%.

Table 6-3 shows the summary of the descriptions obtained from the students’ 

self-reported data. 

Table 6-3. Summary of Descriptions in Students’ Self-Reported Data

Core-
category

Micro-
component Typical descriptions

Tests Daily tests and
term exam

1)
2)
3)

4)

I have to take quizzes (reading/ vocabulary).
I have to take term examinations.
I have to take an Eiken examination, popular 
English proficiency test in Japan.
I have to take other proficiency tests.

Other 
people

Task or 
assignment 
presentation

5) Teachers assign me homework (tasks).

Rewards

6)
7)
8)

9)
10)

Teachers praise me. 
Parents and brothers/sisters praise me.
Parents give me gifts (e.g., a raise in 
allowance).
Teachers give me stickers as a reward.
Teachers give me stamps as a reward. 

Assessment

11)
12)
13)

14)

Teachers check what I did.
Teachers say this will be a part of our grade.
I know the criteria by which teachers assess 
me. 
I do not want my grades to go down.

Requirements
15)
16)
17)

Teachers require me to study.
Parents require me to study.
Teachers require me to submit what I did.
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Table 6-3. Summary of Descriptions in Students’ Self-Reported Data (Continued)

Core-
category

Micro-
component Sample descriptions

Other 
people 

(continued)

Reprimands
(Continued)

18)
19)
20)

Teachers get angry if I do not study.
Parents get angry if I do not study.
I am forced to study English after school if I 
do not study.

Instructional 
style for
learning 

strategies

21)
22)

Teachers teach me good learning strategies.
Parents/brothers/sisters teach me good learning 
strategies.

Instructional 
style for

test taking 
strategies

23)

24)

Teachers tell me what will be included in the 
exams.
Teachers teach me test-taking strategies. 

Self-
motivating 

strategy

Feelings of 
obligation and 

pressure

25)
26)
27)
28)

I have a feeling of obligation to study English. 
I feel worried that I forget to do homework.
I feel worried that I am a slow learner.   
I feel worried that I cannot improve my 
comprehension skills.

Sense of self-
determination/

autonomy

29)
30)
31)

32)

I think it is natural to preview and review. 
I want to better understand English.
I want to overcome my weak points in studying 
English.
I want to improve my English skills. 

Beliefs
33)
34)

I have my own effective learning strategies.
I know what I am studying now will be useful 
in the future.

Anxiety 
caused by 
upcoming 
entrance 

examinations

35) I am very worried because I have to take high 
school entrance examinations.

Materials Good 
materials

36)

37)

I think that the materials distributed by 
teachers are useful.
I have interesting materials at hand.
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6.7.2 Changes in Students’ Perception of Motivational Influences

Quantitative counts of journal entries according to each academic event 

enabled us to show the clear changes in the students’ perception regarding the 

motivational influences (Figure 6-2). The most striking finding is the trade-off 

relationship between the two core categories: “tests” and “other people.” The 

percentage for “tests” rose just before the term exam and fell down sharply after it, 

while the percentage for “other people” fell until the term exam was over but 

suddenly rose after the exam. In other words, during the period before the term

exam, students were motivated to learn English outside the classroom because of 

the influence of “tests.” On the other hand, after the term exam ended, students 

were motivated to learn English because of the influence of “other people,”

especially that of teachers. 
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Figure 6-2. Changes in the motivational influences according to the academic events.
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6.7.3 Learning Time and Strength of Motivation 

Figure 6-3 shows the change in time devoted to English learning outside the 

classroom. Learning time in Figure 6-3 and “tests” in Figure 6-2 showed the same 

pattern in their changes: The higher the influence of “tests” rose, the longer the 

learning time became, and the lower the influence of “tests” dropped, the shorter 

the learning time became.

Figure 6-3. Change in time for English learning outside the classroom.
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The strength of the students’ motivation for study outside the classroom varied 

more dramatically according to the academic events than did their motivation for

in-class study. The strength of motivation outside the classroom rose before the 

term exam and fell after it. This change was again similar to those observed with

“tests” and “learning time for English learning” in Figures 6-2 and 6-3.

Figure 6-4. Changes in strength of the students’ motivation inside/outside the 

classroom.
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6.7.4 Changes in Motivational Influences According to Proficiency Level

The same trade-off relationship between “tests” and “other people” was 

found in both the higher and lower proficiency groups (see Figure 6-5 and 6-6).

The influences of these two core categories on the higher proficiency group, 

however, varied more dramatically than their influences on the lower proficiency 

group, which means the students in the higher proficiency group were more 

sensitive to the influences of the two core categories.
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Figure 6-5. Changes of motivational influences in the higher proficiency group.
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Figure 6-6. Changes of motivational influences in the lower proficiency group.

6.8 Discussion 

In the present study, a total of 13 micro-components belonging to the four 

core categories were identified as motivational influences. The number of 

descriptions obtained from the journal survey seems to show that the students were 

motivated more by the external factors than by the internal factor. Internal factors

including “sense of self-determination/autonomy” and “beliefs” have long been 

considered to be a very important element of FL/SL learning outside the classroom 

(e.g., Deci & Ryan, 1985; Noels, 2001). The results of the present study, however, 

show that the internal factor in question here has a much smaller influence on 

secondary school students than external factors do.

Although the students wrote a lot about the motivational influences affecting 
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English learning “outside” of the classroom, many of the descriptions obtained 

were related to the teachers’ behavior inside the classroom. This showed that the 

teachers’ performance or instructional style might affect students’ motivation for 

English learning not only “in” class but also “outside” the classroom. Some of the 

influences related to the teachers’ performance in class thus could be utilized as 

“motivational strategies” for outside-the-classroom learning for secondary school 

students. Other external core categories (i.e., materials, tests) are also something

teachers could relate to because they are usually developed or chosen by the 

teachers. 

The internal factor contained several micro-components. According to the 

summary of the students’ self-reported data (see Table 6-3), these 

micro-components were feelings deeply rooted in the students that they could use 

to motivate themselves. This process is called “self-motivating” (Dörnyei, 2001a)

and is considered to be an important strategy for maintaining learners’ motivation

(Ushioda, 2001).

Another finding of this study is that there exists a clear trade-off 

relationship between the two core motivational influences: “tests,” and “other 

people.” This trade-off relationship was found even when the participants were 

divided into two proficiency groups. We therefore can say that secondary school 

students, irrespective of their proficiency levels, were motivated to learn English 

outside the classroom because of “tests” before the term exam and because of 

“other people” after the term exam.4

This study also confirmed that the influence of external factors affecting

students’ motivation changed over time according to the academic events. In 

addition, students in the higher proficiency group seem to be more sensitive to the 
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external motivational influences (i.e., “tests” and “other people”) than those in the 

lower proficiency group. The influence of the internal factor, however, did not 

change so much according to the academic events. Changes in the internal factor 

might take a longer time to become manifest because they are more internally 

rooted in each student.

6.9 Summary 

Although it is true that the data should have been collected more 

longitudinally, this study still provided us with many interesting findings: 1) there 

existed three types of external motivational influences and one internal 

motivational influence on EFL learning outside the classroom; 2) A trade-off 

relationship was found between two external motivational influences (i.e., “tests”

and “other people”); and 3) the same fluctuation pattern was found in both the 

lower and the higher proficiency groups. Also, some of the motivational influences 

found in this study can be utilized (in the classroom) by teachers to motivate 

students to learn English outside the classroom. Although this study was based on 

the data collected only in one secondary school, these findings, if replicated in 

other schools, would be helpful when we consider how to motivate secondary 

school students in the Japanese EFL setting. 
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Notes

1. Before starting the data collection, to confirm whether students could report

reliable information or not, 37 of them were randomly selected and asked to 

write a weekly self-report about a) their English learning and b) the 

motivational influences that caused their learning outside the classroom. Based 

on the data collected, the author confirmed that the 9th grade students had the

ability to report reliable information in the self-report journals.

2.  See Loewen and Philip (2006) for the criterion.

3. The inter-rater coding for identifying the descriptions was not conducted in this 

study. This is because the format we used was very specific and there was no 

room for making mistakes in identifying the descriptions. See Appendix I for 

the format. 

4. “Tests” are also found to be a great motivational influence on EFL learners in 

such studies as Chen et al. (2005).
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7. Study 4

7.1 Introduction

In Study 3 (Chapter 6), the author investigated the motivational influences 

affecting Japanese secondary school students of EFL. In the study, a journal 

survey was employed to collect data regarding motivational influences that

affected students’ motivation to learn English outside the classroom, and four core 

categories and 13 micro-components were obtained (See Table 6-2 in Chapter 6).

To generalize based on the results is difficult, however, since these results were 

obtained from the data qualitatively collected in one secondary school. In the 

present study, thus, the author would like to quantitatively investigate the 

motivational influences with a particular focus on: 1) the construct of motivational 

influences for English learning outside the classroom; and 2) the relationships 

between motivational influences and students’ English proficiency levels.

7.2 Method

7.2.1 Participants

The participants of this study were 1,232 EFL students from seven Japanese 

public secondary schools. They were all 7th to 9th graders. As is shown in Table 

7-1, the distribution of the participants was virtually even among the three grades.

Among these participants, a total of 1,141 students who had provided reliable 

answers in the questionnaires were chosen for this study. 
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Table 7-1. Breakdown of the Participants     

Number of the participants
7th graders 359
8th graders 391
9th graders 391

Total 1,141

7.2.2 Data Collection

Based on the motivational influences found in Study 3, a questionnaire with 

37 items was developed (See Appendix O). The items on the questionnaire related 

to: daily tests and term exam (4 items), task and assignment presentation (1 item), 

rewards (5 items), assessment (4 items), requirements (3 items), reprimands (3 

items), instructional style for learning strategies (2 items), instructional style for

test-taking strategies (2 items), feelings of obligation and pressure (4 items), sense 

of self-determination/autonomy (4 items), beliefs (2 items), anxiety caused by 

upcoming entrance examinations (1 item), and learning materials (2 items).

The questionnaire was administered under the supervision of the 

participants’ English teachers who agreed to cooperate in the study. The 

participants were asked to rate each motivational influence on a five-point Likert 

scale ranging from 1) not motivated at all to 5) well motivated. The questionnaire

was administered in the participants’ native language (i.e., Japanese), so they 

could understand every item completely. The data was collected during the period 

from September 2005 to February 2006. The students were informed beforehand 

by their teachers that the answers given on the questionnaire would not affect their 

grades. A Cronbach’s alpha was computed for the 37 items and a satisfactory value

of .932 was obtained. 
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7.2.3 Statistical Analysis 

To explore the construct of motivational influences among the students, 

factor analysis was conducted. Before the factor analysis, descriptive statistics 

were computed for all the questionnaire items to eliminate skewed items with 

ceiling and floor effects. Items whose score exceeded five when one SD was added 

to its mean were considered to exhibit the ceiling effect, while items whose score 

was under one when one SD was subtracted from its mean were considered to 

exhibit the floor effect (Nakata, 2007, p. 206).

The items exhibiting the ceiling effect were Item 2 (I have to take term 

examinations), Item 33 (I am very worried because I have to take high school 

entrance examinations), and Item 37 (I do not want my grade to go down). On the 

other hand, the items showing the floor effect were Item 7 (Parents and 

brothers/sisters praise me), Item 8 (Parents give me gifts), Item 9 (Teachers give 

me stickers), Item 10 (Teachers give me stamps), and Item 22 (I have to take an 

Eiken examination, a popular English proficiency test in Japan). A total of eight 

skewed items were thus excluded from further analysis. 

After excluding the skewed items, factor analysis was conducted to examine

the construct of motivational influences among Japanese secondary school 

students. The maximum likelihood method1 with promax rotation was employed 

for examining factors with a loading greater than .4 as a criterion2 of salience. 

To investigate the relationship between the factors of motivational 

influences and students’ English proficiency levels, Pearson’s correlation analysis 

and multivariate analysis of variance (MANOVA) were employed on SPSS Ver.

16.
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7.3 Results and Discussion 

7.3.1 Results of the Factor Analysis 

Six factors explaining the construct of motivational influences are presented 

in Table 7-2. These factors accounted for 64.81% of the variance in the 25 items. 

Factor 1 was loaded with seven items, 24, 26, 28, 25, 27, 23, and 18 (in the 

order of factor loading), which are concerned with self-determination and 

autonomy. Three items (24, 26, 25) relate to the strong wish to improve English 

skills, while others (28, 27, 23, 18) involve beliefs and perspectives regarding

being an autonomous learner. This factor can thus be defined as “Sense of 

self-determination/autonomy.”

Factor 2 is mostly defined by the appreciable loading obtained from four 

items (15, 13, 14, 12), which seem to be associated with the influence of other 

people. Among them, two items (13, 12) are concerned with the requirements by 

other people such as teachers, while two items (15, 14) relate to reprimands by 

other people (e.g., teachers and parents). Factor 2 can thus be named 

“Requirements and reprimands by others.” 

Factor 3 obtained loading from Items 26, 27, and 28, all of which are 

concerned with the feeling of pressure. Thus, this factor can be called “Feeling of 

anxiety/pressure.”

Factor 4 is mostly defined by the appreciable loading obtained from the 

three items (36, 11, 31) concerned with assessment by teachers. It is thus 

appropriate to name this component “Assessment by teachers.”
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Table 7-2. Factor Analysis of Items for Motivational Influences (N=1,141) 

Questionnaire items F1 F2 F3 F4 F5 F6
Factor 1. Sense of self-determination and autonomy (alpha .868)
24 I want to better understand English. 0.929 -0.008 -0.008 0.013 -0.029 -0.113

26 I want to improve my English skills. 0.921 -0.005 -0.086 0.032 -0.002 -0.092

28 I know what I am studying now will be 
useful in the future. 0.724 0.006 -0.123 0.102 0.042 -0.008

25 I want to overcome my weak points in 
studying English. 0.634 -0.081 0.228 0.035 -0.027 0.041

27 I have my own effective learning 
strategies. 0.462 0.064 -0.152 -0.100 0.010 0.318

23 I think it is natural to review and preview. 0.414 0.047 0.032 -0.073 -0.008 0.262

18 I have a feeling of obligation to study 
English. 0.402 -0.012 0.215 0.071 0.027 0.073

Factor 2 Requirements and reprimands by others (alpha .833)
15 Parents get angry if I do not study. 0.050 0.858 -0.027 0.014 -0.130 0.016

13 Parents require me to study. -0.002 0.793 0.029 -0.022 -0.026 0.072

14 Teachers get angry if I do not study. -0.032 0.623 0.019 0.090 0.144 -0.051

12 Teachers require me to study. -0.087 0.455 0.032 0.186 0.238 -0.003

Factor 3 Feeling of anxiety/pressure (alpha .832)
20 I feel worried if I am a slow learner. -0.071 0.031 0.921 -0.013 -0.025 0.003

21 I feel worried if I cannot improve my 
comprehension skills. -0.044 0.011 0.921 -0.034 -0.007 -0.038

19 I feel worried if I forget to do homework. 0.234 -0.048 0.470 0.074 0.056 0.063

Factor 4 Assessment by teachers (alpha .806)
36 I know that teachers assess what I did. 0.038 0.037 0.022 0.859 -0.051 -0.044

11 Teachers tell me this will be included in 
the exams. 0.067 0.098 -0.049 0.801 -0.039 -0.067

31 Teachers say this will be a part of our 
grade. -0.085 -0.058 0.010 0.486 0.063 0.383

Factor 5 Assignments and tests (alpha .747)
04 Teachers assign me homework. 0.025 -0.011 0.001 -0.108 0.968 -0.117

05 Teachers check what I did. -0.015 0.126 -0.017 0.017 0.680 0.008

01 I have to take quizzes (reading/
vocabulary). 0.037 -0.127 -0.015 0.104 0.460 0.159

Factor 6 Materials and strategy instruction (alpha .750)
32 Teachers teach me test-taking strategies. -0.076 -0.108 -0.058 0.185 -0.039 0.831

16 Teachers teach me good learning strategies. 0.162 0.058 0.018 -0.107 0.023 0.529

30 I have interesting materials at hand. 0.086 0.080 0.062 -0.046 -0.047 0.480

29 I think that the materials distributed by 
teachers are useful. 0.281 -0.049 0.013 -0.043 0.171 0.404

17 Parents/brothers/sisters teach me good 
learning strategies. 0.145 0.256 0.023 -0.146 -0.092 0.400

Percentage of Variance 31.899 12.483 6.192 5.948 4.312 3.971

Cumulative Percentage of the Total Variance 31.899 44.383 50.575 56.523 60.835 64.805
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As for Factor 5, Items 4 and 5 relate to the influence of assignments given 

by teachers. Item 1 is associated with the influence of daily tests. This 

combination factor can be called “Assignments and tests.”

Finally, Factor 6 received loading from five items. Three of them explain 

strategy instruction by teachers and parents (Items 32, 16, 17), while Items 30 and

29 relate to the influence of learning materials. This factor can thus be defined as 

“Materials and strategy instruction.”

In the previous chapter, the descriptions related to motivational influences

were categorized using a qualitative approach, and a model of their construct was 

produced based on the categorization (See Figure 6-1). The quantitative study 

reported in this chapter produced a similar construct as that reported in the

previous chapter, and confirmed the strength of the model produced in the 

preceding chapter.

7.3.2 Relationships among Motivational Influences and Students’ Proficiency

of English 

The author then investigated the relationships among factors and students’ 

EFL proficiency levels. A total of 163 students who had taken an English 

proficiency test (GTEC for Students Core) were chosen out of all the students 

participating in this study. Table 7-3 shows that two factors of motivational 

influences (“Assignments and tests,” and “Materials and strategy instruction”) 

were strongly correlated with English proficiency (r=.480, r2=.230 and r=.423, 

r2=179 respectively), and others (“Sense of self-determination and autonomy,”

“Requirements and reprimands by others,” “Requirements and reprimands by 

others,” “Assessment by teachers”) were weakly correlated (r=.356~.289, 
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r2=.127~.084).

Table 7-3. Correlations Between Types of Motivational Influence and Students’
Proficiency of English

Sense of self- 
determination 
and autonomy

Requirements 
and 

reprimands 
by others

Feeling of 
anxiety/ 
pressure

Assessment
by 

teachers

Assignments 
and 
tests

Materials 
and 

strategy 
instruction

Proficiency .356** .351** .289** .292** .480** .423**

Note ** p< .01  Coefficients were calculated after converted to Z scores (n=163)

This table shows that all the factors of motivational influences were more or 

less related to the students’ English proficiency levels. In other words, the higher 

students’ proficiency goes, the more positively they perceive the motivational 

influences.

To further analyze the data, the author divided the 163 students into three 

groups (i.e., high, middle, and low) based on the mean ±0.5SD of the proficiency 

test score. She then investigated the differences in the mean score of each factor 

among the three proficiency groups. MANOVA was employed for this analysis.3

As shown in Table 7-4, all four tests in MANOVA (Pillais’ trace, Wilks’ lamda, 

Hotelling Lawley trace, Roy’s Greatest Root) showed significant differences 

between the three proficiency groups. 

Table 7-4. Results of MANOVA on Factors

F df p 2

Pillais’ trace 2.97 12.00 0.001 0.01
Wilks’ lamda 3.08 12.00 0.000 0.01
Hotelling Lawley trace 3.18 12.00 0.000 0.11
Roy’s Greatest Root 5.95 6.00 0.000 0.18
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The author then confirmed the significance of each factor using a univariate 

ANOVA. However, since repeated-measures experimentation was employed in the 

present study, to avoid Type 1 error, the author set the critical value at p<.008 

based on .05/6 (the number of the factors). As a result, a significant difference was 

found in each factor (Table 7-5).

Table 7-5. Results of univariate ANOVA on Factors

Factor # SS df MS F p
Factor 1 14.55 2 7.28 12.19 0.000
Factor 2 10.28 2 5.14 8.95 0.000
Factor 3 14.56 2 7.28 6.65 0.002
Factor 4 9.91 2 4.95 7.15 0.001
Factor 5 24.46 2 12.23 15.66 0.000
Factor 6 18.35 2 9.18 14.23 0.000

The Bonferroni test was then administered to all the factors as a post-hoc

test (Table 7-6). The results showed that the mean score of every factor in the 

higher proficiency group was much higher than those of factors belonging to the 

lower proficiency group (p<.005). This means that the students in the higher 

proficiency group were more sensitive to motivational influences. Based on these 

results, we can say that differences in English proficiency levels have an effect on

students’ perception of motivational influences.



103

Table 7-6. Results obtained from the Bonferroni Test

Proficiency 
Difference 

of mean 
score

p

Sense of self-determination 
and autonomy

high middle 0.19 0.856 NS
low 0.86 0.000

middle high -0.19 0.856 NS
low 0.67 0.001

low high -0.86 0.000
middle -0.67 0.001

Requirements and 
reprimands by others

high middle 0.22 0.716 NS
low 0.77 0.000

middle high -0.22 0.716 NS
low 0.55 0.009

low high -0.77 0.000
middle -0.55 0.009

Feeling of anxiety/pressure

high middle 0.21 0.739 NS
low 0.67 0.001

middle high -0.21 0.739 NS
low 0.46 0.041

low high -0.67 0.001
middle -0.46 0.041

Assessment by teachers

high middle 0.21 0.740 NS
low 0.70 0.001

middle high -0.21 0.740 NS
low 0.48 0.029

low high -0.70 0.001
middle -0.48 0.029

Assignments and tests

high middle 0.39 0.079 NS
low 1.00 0.000

middle high -0.39 0.079 NS
low 0.61 0.002

low high -1.00 0.000
middle -0.61 0.002

Materials and strategy 
instruction

high middle 0.18 0.973 NS
low 0.92 0.000

middle high -0.18 0.973 NS
low 0.74 0.000

low high -0.92 0.000
middle -0.74 0.000

Note  NS: non significant 
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7.4 Summary 

This study investigated the motivational influences affecting students’ 

motivation for ongoing learning outside the classroom. Six factors for 

motivational influences were found. In addition, all the factors showed a

significant correlation with students’ English proficiency. Moreover, the 

significant differences in students’ perception of all the motivational influences 

were found between the higher and lower proficiency groups. This means that the 

students in the higher proficiency group were more sensitive to these motivational 

influences than in the lower proficiency group. 

Based on the findings above, the author would like to point out some 

implications for motivational teaching practice. In the EFL situation, where the 

students’ motivation for learning outside the classroom is difficult to enhance,

teachers need to understand the motivational influences affecting their students. 

Although these influences are the factors that affect learning “outside the 

classroom,” some of the factors related to teachers’ actions “in” the classes. This 

means that the teachers’ actions in the classes could positively work on the 

students’ motivation to learn outside the classroom, too. In this connection, the 

findings of this study showed that the students in the lower proficiency group were 

not as sensitive to these motivational influences as those in the higher proficiency

group were. Teachers thus need to utilize the motivational influences more often 

and more intensely when they are confronted with the students in the lower 

proficiency group.
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Notes

1. With maximum-likelihood analysis, the computer program also produces a 

goodness-of-fit index to help appraise the adequacy of the factor structure 

(Dörnyei, 2001c, p. 221). 

2. Gardner (2001b, p. 258) indicates that one should set a factor loading threshold 

at .3 if the sample size is 100 or more, and at .4 or .5 if the sample size is less. 

3. The underlying assumptions for this procedure (e.g., data normality, 

homoscendasticity) were confirmed before running the analysis. See Stevens 

(1986) for the assumptions.
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8. Study 5

8.1 Introduction

In Studies 1 to 4, based on the empirical data obtained from teachers and 

students at secondary schools, the author examines the motivational strategies and 

influences for EFL learning both “inside” and “outside” the classroom. The results

show that there were some similarities and differences between “inside” and 

“outside” the classroom in terms of the effectiveness of these motivators (i.e.,

motivational strategies inside the classroom and motivational influences outside 

the classroom). The major similarity is that the effectiveness of the motivators was

commonly affected by the students’ English proficiency levels (Studies 2, 3, and 4).

On the other hand, the major difference is that the effectiveness of motivational 

strategies inside the classroom depended on the types of motivational strategies

used (Study 2), while the effectiveness of the motivational influences outside the 

classroom depended on the academic events (Study 3). In this chapter, the author 

attempts to: 1) investigate how much Japanese EFL teachers at secondary schools 

intuitively know about these findings; and also 2) discover the discrepancy, if any, 

between the teachers’ knowledge/perception of the motivators and the realities

described so far in this dissertation.

8.2 Participants 

In this study, the author employed a qualitative approach by limiting the 

number of the participants. This is because she needed to gain in-depth 

information about teachers’ knowledge of the motivators. The participants were 

seven teachers in a public secondary school in Japan, which was the same school 

investigated in Studies 2 and 3. Three teachers were male, and the rest were female. 
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They had had different amount of teaching experience and taught at different 

grades. As was found in Study 1, however, these differences showed little 

influence on the ways to motivate their students. The breakdown of the 

participants is shown in Table 8-1.

Table 8-1. Breakdown of the Participants

Teacher Gender Grade(s)
they taught at

Teaching 
Experience

A M 9th over 20 years

B F 7th /8th over 20 years

C M 8th over 10 years

D F 9th over 10 years

E M 7th/8th 1 year

F F 7th 2 years

G F 7th 2 years

The author carefully observed whether these teachers had successfully 

motivated their students for more than nine months. Based on the observation, the 

author confirmed they had motivated their students satisfactorily both inside and 

outside the classroom. Also, the author confirmed that they could report on 

reliable information about the ways to motivate their students. The followings are 

the detailed information of the participants that the author obtained in her 

observations and interviews.
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Teacher A (over 20 years experience)

He had had over 20 years of experience teaching English in several 

secondary schools. He was accustomed to teaching various types of 

students. This was the first year that he taught at the school. He was 

calm and liked to socialize with his students. He always took care of 

slow learners and tried to encourage them to continue learning by 

preparing special materials or by instructing them individually.   

Teacher B (over 20 years experience)

She had over 20 years of experience teaching English in several 

secondary schools. She was accustomed to teaching various types of 

students. This was her fourth year teaching at the school. She was 

always positive toward teaching English, and she always took good 

care of the junior teachers at the school. She was adept at making 

good relationships with her students, and they always had high 

respect for her. She also took the lead in improving other teachers’

instructional skills. 

Teacher C (over 10 years experience)

He had over 10 years of experience teaching English in several 

secondary schools. This was the second year for him to teach at the 

school. He was well-tempered and was not strict with his students. 

Thus, he was always liked by them. He was good at creating a

pleasant atmosphere in the classroom. The main focus of his 

instruction was to help slow learners. After school, he sometimes 
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gathered slow learners and taught them individually. He also set 

goals for them to maintain their learning motivation.  

Teacher D (over 10 years experience)

She had over 10 years of experience teaching English in several

secondary schools. This was the third year for her to teach at the 

school. She was very positive toward various school and academic 

events. She was relatively young compared to the other teachers but 

played a leading role among them. She was good at noticing changes 

in the moods and attitudes of her students since she had been the

classroom teacher of the class for three consecutive years. She thus 

had good relationships with her students.

Teacher E (1 year experience)

This was his first year teaching at a secondary school. He always 

thought about how to better teach English. He also often observed 

other teachers’ classes for the improvement of his teaching skills. He

was thoughtful and somewhat reticent. He thus sometimes found it 

difficult to act as a humorous person in front of his students, but he 

did a fairly good job in motivating them. He was the youngest of the 

teachers.

Teacher F (2 years experience)

She had two years of experience teaching English at the secondary 

schools in Japan. This was her first year teaching at this school. She 
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was humorous by nature, and she always tried to create a good 

atmosphere in her classes. Since she was at the beginning of her 

teaching career, she sometimes had trouble with her students. 

However, she often listened to feedback from senior teachers and 

tried to solve the problems vigorously.   

Teacher G (2 years experience)

She had two years of experience teaching English at the secondary 

schools in Japan. In the school, this was the first year for her to teach. 

She always acted as a sister figure with her students. She cultivated

good relationships with her students. She always tried to support 

unsuccessful students both inside and outside the classroom. She 

constantly thought about improving her teaching techniques and 

often participated in senior teachers’ classes to observe their 

instructional skills. 

As is shown in the descriptions above, the seven teachers were always 

positive toward teaching English and tried to improve their instructional skills. 

Moreover, they were interested in the ways to motivate their students and always 

tried to have good relationships with them. At the teachers’ meetings, they often 

discussed better ways of teaching. The senior teachers sometimes observed the 

junior teachers’ English classes and gave advice on their teaching. All of them 

were fully aware of their teaching patterns and could report on what they had done 

to motivate their students inside and outside the classroom.
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8.3 Method 

To obtain in-depth information about this knowledge concerning the 

motivators, semi-structured interviews1 were conducted. Major questions asked by 

the author were as follows:

1) Do you think that the ways to enhance students’ motivation 

toward EFL learning inside the classroom should be different 

from those toward EFL learning outside the classroom? If yes, 

how do you change the ways in the actual contexts?

2) What do you think exerts influence on students’ motivation

toward EFL learning inside the classroom? 

3) What do you think exerts influence on students’ motivation 

toward EFL learning outside the classroom?

4)  Do you think the ways of enhancing students’ motivation with regard 

to EFL learning should be adjusted according to students’ English 

proficiency, personality, and gender, respectively? If yes, how do 

you change these methods in actual teaching contexts?

The participants were asked to answer each question with examples. The interview 

was conducted on a one-to-one basis in Japanese, the participants’ native language.

Each session took about 20 minutes. The interview survey was conducted during 

the latter months of the academic year (December in 2006 to March in 2007), so 
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that the teachers were better acquainted with their students.2 All the sessions were

recorded with the permission of the participants and transcribed by the author.

8.4 Results and Discussion 

8.4.1 Research Question 1

Table 8-2 shows the summary of the answers to Research Question 1: Do 

you think that the ways to enhance students’ motivation toward EFL learning 

inside the classroom should be different from those toward EFL learning outside 

the classroom? If yes, how do you change the ways in the actual contexts?

Five teachers out of seven said that the ways to enhance students’ motivation 

inside the classroom should be different from those to EFL learning outside the 

classroom.

Table 8-2. Summary of the Answers to Research Question 1

Teacher A B C D E F G %
Yes 71

Note means “Yes” to the question. 

Five teachers described in detail the differences in the ways to enhance  

students’ motivation:
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[Excerpt 1]3

(Concerning the ways to motivate students inside the classroom), I 

encourage them to have positive attitudes toward the relevant 

activities. In class, students learn (English) by following teachers’

advice or by studying with their peers, but they have to study 

English individually outside the classroom. Concerning motivation 

outside the classroom, I thus try to make my students study 

autonomously. (Teacher A)

[Excerpt 2]

There are lots of activities during the English classes. I always 

encourage my students to keep on learning by telling them how the 

activities contribute to the improvement of their English skills. I 

also set the proper goals for them. Inside the classroom, I focus on 

the whole class. To motivate learning outside the classroom, 

however, I should change instructional styles by focusing on each 

individual. For example, I write encouraging comments (on 

notebooks or portfolios) to the individual student in order to make 

him/her willingly focus on his/her learning outside the classroom.        

(Teacher B)

[Excerpt 3]

In English classes, I think it is important for students to enjoy 

learning English and have an interest in English itself. As for ways 

to motivate English learning outside the classroom, I set up various
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academic activities in class, for example, unit quizzes, reading tests,

and so on, so that my students have to study very hard at home. 

(Teacher C)

[Excerpt 4]

In the classes, I focus mainly on the successful learners. I

intentionally give difficult questions to them. I know the successful 

learners can finish their tasks earlier than others, so I prepare more 

difficult tasks for them. As for learning outside the classroom,

instead, I gather slow learners after school and teach them how to 

learn English, so that they will not lose interest in learning English.

(Teacher F)

[Excerpt 5]

We should make all the students focus on a few relevant activities in 

the English classes. That is, they must all focus on the same 

activities selected by the teacher. To increase motivation to learn

outside the classroom, however, teachers should work on their

students individually and make them focus on their own tasks,

which are different from those of others. To teach learning 

strategies is also important, so that students will become more 

autonomous learners… (Teacher G)  
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As was shown in the excerpts above, the teachers focused on the whole class

inside the classroom, while they seem to change their focus from “whole” to 

“individual” outside the classroom.

The interview shows that teachers in this study insisted on the importance of 

teaching learning strategies to their students. Teaching learning strategies can be 

used as an effective motivational strategy inside the classroom, since Study 2 

showed that the frequency of a similar strategy (i.e., MS-6: Share your own 

personal interest in such as learning strategies or target culture with your students)

was significantly correlated with students’ motivation. It was also found in Studies

3 and 4 to be effective for increasing students’ motivation outside the classroom. It

thus seems that some of the teachers in this study noticed the effectiveness of 

teaching learning strategies through their own teaching experience.  

The teachers agreed that methods of enhancing students’ motivation inside 

the classroom should differ from those outside the classroom. However, they

showed a variety of ways of doing so, and no commonalities were found excerpt 

for those described above.

8.4.2 Research Question 2 

Table 8-3 shows the summary of the answers to Research Question 2: What

do you think exerts influence on students’ motivation toward EFL learning inside 

the classroom?
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Table 8-3. Summary of the Answers to Research Question 2

A B C D E F G

Teachers   57%

Friends    71%

Parents        0%

Materials  71%

Self- motivating    29%

Tests   71%

Note   Yes = 

Five out of seven teachers thought that their students were motivated by their 

friends, learning materials, and tests in the classes. As for the influence of 

“friends,” the teachers described as follows: 

[Excerpt 6]

As for the motivation during the classes, help by peers has a

great influence on students’ motivation. (Teacher D)

[Excerpt 7] 

During the classes, I think my students compared themselves 

with their friends and were stimulated by their peers’ efforts. 

(Teacher F)

Teacher

Motivational
factors
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[Excerpt 8]

By listening to peers’ ideas during the classes, students think 

learning English is fun and interesting… (Teacher G)

The teacher in Excerpt 7 seems to think that comparison makes her students 

motivated. However, in Study 2, the strategy of “not comparing” had positive

influence on students’ motivation. So, there seems to exist a discrepancy between 

the teacher’s perception and the reality.  

Concerning the use of learning materials as a motivator in the classes, some 

teachers explained its importance as follows:

[Excerpt 9]

The students’ interests and concerns are quite different 

depending on the learning materials used… (Teacher D)

[Excerpt 10]

Students’ motivation might be increased if the learning 

materials I use are easy to understand… (Teacher G)

Excerpts 9 and 10 show that teachers thought differences in the materials

affect students’ motivation. However, the use of learning materials showed no

correlation with the students’ motivation in Study 2.  
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Teachers seem to recognize the strong influence of tests, as seen in the 

following excerpts: 

[Excerpt 11]

From the students’ point of view, I think tests are important. In

the class, tests are one of the factors in increasing their 

motivation… I think teachers and materials could also be 

stimuli for learning. However, the major factor leading to 

proper goal-settings and high students’ motivation is tests.                 

(Teacher A)  

[Excerpt 12]

“Tests” is also a factor in increasing students’ motivation.

Positive attitudes are formed when they think what they are 

learning will be included in the term-end exams. (Teacher G)

[Excerpt 13]

Getting high scores in tests makes students motivated to learn

English further. (Teacher B) 

Some limitations of tests, however, are pointed out in the interviews, as in excerpts 

14 and 15. They are in line with the finding reported in Study 3 (i.e., a trade-off 

relationship between “other people” and “tests”).
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[Excerpt 14]

I strongly recognized the influence of tests. Students are very

aware of the importance of tests. Tests, however, only have 

“immediate” effects on students’ motivation. (Teacher C)

[Excerpt 15]

During the period before the tests, I think the students’

motivation is increased by the influence of tests. Aside from this 

period, I believe that students are motivated by the materials 

and the relationship with teachers, or how hard the teachers 

are willing to teach… (Teacher E)

Although it is mentioned that the responsibility of motivating the students 

during the classes belongs to the teachers (Dörnyei, 2001a, p. 27), another finding 

is that the teachers in the present study thought themselves to be less influential

than friends, learning materials, and tests in motivating students in the classes. 

8.4.3 Research Questions 3 

Table 8-4 summarizes the teachers’ responses to Research Question 3: What

do you think exerts influence on students’ motivation toward EFL learning outside 

the classroom? 
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Table 8-4. Summary of the Answers to Research Question 3

Teacher

A B C D E F G

Teachers 43%

Friends 14%

Parents 71%

Materials 0%

Self- motivating 14%

Tests 100%

Note   Yes =    

All the teachers strongly recognized the effectiveness of tests as is seen in 

Excerpts 16 and 17: 

[Excerpt 16]

It’s pitiful but I assume the tests have a great influence on 

students’ motivation for learning English outside the classroom…

we tend to think that we can make our students think English is 

interesting and can make them learn English more autonomously.

But it is just a fantasy (…) Actually, the greatest concern among

the students is how to get high scores on tests. (Teacher A) 

Motivational
factors
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[Excerpt 17]

As for the 9th grade students, they must study very hard for their 

entrance examinations (of high schools). If they can get a high 

score on a test, this will lead to their high motivation… (Teacher D)

As was shown in the descriptions above, the teachers admitted that tests had a

great influence on the students’ motivation outside the classroom. Their perception

is also in line with the findings in Studies 3 and 4. Study 3 showed that students

were motivated by “tests” before the mid-term exam, and Study 4 showed that 

“tests” produced a ceiling effect. 

Study 3 revealed a trade-off relationship between the influence of tests and 

that of teachers: secondary school students were motivated toward learning 

English outside the classroom because of “tests” before the term exam and because 

of “teachers” after the term exam. The finding was shared by the teachers as in the 

following excerpts. 

[Excerpt 18]

When the seasons of tests come, their tests influence could be 

great. However, when the test season finishes, tests might be less 

influential. That’s where we move in (…) (Teacher G)  

[Excerpt 19]

Regardless of the difference in the context (i.e., inside or outside 

the classroom), I think tests have immediate effects. If the students
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cannot get high scores on tests, they get scolded by their parents, 

or they are demotivated by comparing their scores with other 

students’. Thus, the influence of tests could immediately work on 

students’ motivation… but its power is temporally, and does not 

last long … (Teacher C)

The second largest influence that they had expected was parents.4 As is

shown in Table 8-4, five teachers out of seven perceived the influence of the 

parents. On the other hand, only three teachers noted the influence of the teachers. 

This implies that the teachers thought parents were more influential than they 

themselves were in motivating students outside the classroom.

[Excerpt 20]

Parents directly affect students’ motivation. Praise and 

punishment by their parents have influence on their motivation.         

(Teacher C)

[Excerpt 21]

(For learning outside the classroom) the pressure from their 

parents seems to have a great influence…because I often hear that 

my students are always required to study by their parents…

(Teacher E)

According to Study 3, teachers were more influential than other people such as 

parents and siblings. The teachers’ performance or instructional style might affect 
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students’ motivation for EFL learning not only “inside” the class but also 

“outside” the classroom. According to the interviews, however, only a few 

teachers recognized their own influence on students’ learning outside the 

classroom. This clearly indicates a discrepancy between the teachers’

self-perception and the empirical findings.

Some teachers said that their actions might work on students’ motivation

outside the classroom. They seemed to think, however, that teacher assessments

are the only factor working on enhancing students’ motivation.

[Excerpt 22]

(Students study outside the classroom) because the teachers check

what their students did at home. (Teacher E)

[Excerpt 23]

Students often think that creating good notebooks is important 

because they will be evaluated by the teachers. They try very hard

and spend a lot of time on creating good notebooks outside the 

classroom because they have to submit them to their teachers as a 

part of their requirements. (Teacher F)

[Excerpt 24]

Students are regularly given assignments… assignment makes 

them think that they are evaluated by teachers, and that, in turn,

makes them motivated. (Teacher B)
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The excerpts above clearly illustrate that the teachers perceived themselves 

as less influential than parents and tests. Concerning teachers’ actions, they 

reported that the assessment was the only way to motivate their students. As was 

found in Studies 3 and 4, however, there were other influential factors such as 

“reprimands,” “rewards,” and so forth. No sign of applying these influences to 

their instruction was shown in the teachers’ descriptions. This might indicate a 

lack of variation in teachers’ techniques of motivating students to learn outside the 

classroom. 

8.4.4 Research Question 4 

This section summarizes the teachers’ answers to Research Question 4: Do 

you think the ways of enhancing students’ motivation with regard to EFL learning

should be adjusted according to students’ English proficiency, personality, and 

gender, respectively? If yes, how do you change these methods in actual teaching 

contexts? Table 8-5 shows the summary of their answers.  

Table 8-5. Summary of the Answers to Research Question 4

      Teacher
A B C D E F G

Students’
English

proficiency
100%

Students’ 
personalities 57%

Students’
gender 0%

Note   Yes = 

Difference
in students
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No descriptions regarding the influence of students’ gender were obtained 

from the teachers. On the other hand, some of the teachers mentioned that the 

differences in students’ personalities were important when they motivated thier

students:

[Excerpt 25]

There are some students whom I should not treat strictly. I always 

keep on encouraging them and saying, “If you study a little more, 

you can do it.” In another case, I say, “Do it more!” I think I 

should change the approach according to their personalities.

(Teacher B)

[Excerpt 26]

I change the way I motivate students according to their

personalities. To the students who have positive attitudes toward 

learning English and low anxiety, I present many challenges that

can induce their best performance on the activities. (Teacher F)

Some teachers, admitting the influence of students’ personalities, also 

mentioned that students’ personalities might be related to their English proficiency 

levels.
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[Excerpt 27]

There are two types of students. One type is made up of those

students who never give up on the difficult tasks. They never stop 

trying until they complete the tasks. The other is composed of the 

students who easily give up and say, “Tell me the answers.” In the 

lower proficiency group, the latter type of students prevails…         

(Teacher D)

[Excerpt 28]

I should change the way I motivate my students. I help the students 

who are always talking with their friends or concentrating less on

the activity a lot. These symptoms (i.e., talking a lot in the class and 

less concentration) were often seen in the slow learners, the lower 

proficiency group’s students… (Teacher G)

[Excerpt 29]

In secondary schools, differences in students’ personalities were 

often related to their English proficiency levels. (Teacher C)

Table 8-5 shows that all the teachers thought that differences in students’

proficiency levels had an influence on their ways of motivating students. They all 

claimed that they should use different motivational strategies according to the 

students’ proficiency levels:
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[Excerpt 30]

My biggest attention goes to differences in the students’ proficiency 

levels when I motivate students. I usually divide the students into 

two group, that is, the higher proficiency group and the lower 

proficiency group, and treat each group of the students differently.

The students in the higher proficiency group are more motivated. 

(…) For them, I need to give more difficult tasks. They can do the 

tasks on their own (…). For the lower proficiency students, first of 

all, I should make them understand what they must do in the 

English classes (…) it is important that they should know their

grades are always connected with what they do in the class. I think 

they are motivated by understanding how they are constantly 

evaluated by their teachers… (Teacher A)      

[Excerpt 31]

For the students in the higher proficiency group, I make them try 

more difficult things (...) I put more pressure on them and lead 

them to a higher level (…) For example, I know they can easily 

understand the contents of the textbooks, so I introduce a more 

difficult grammar point that has not been introduced in the 

textbooks. Introducing a little difficult task stimulates the students

in the higher proficiency group. As for the students in the lower 

proficiency group, I teach them how to learn English. For example, 

I teach them how to memorize English words (…) and I say to 

them, “You can do this at home.” I provide the students in the 
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lower proficiency group with concrete examples of how to study 

when I walk around the classroom. (Teacher B)  

[Excerpt 32]

I think I should change the way of motivating the students

according to differences in their English proficiency levels and in 

personalities. Since there are not a few students who dislike doing 

different tasks in the classroom, I use the same materials and 

pretend to teach in the same way. However, I actually make the 

students in the lower proficiency group skip difficult tasks…

(Teacher C) 

[Excerpt 33]

The students in the higher proficiency group want to try more 

difficult tasks. They are motivated by trying to do what seems to be 

a more difficult task. Providing tasks that are a little bit difficult 

for them makes them have more willingness to complete the tasks. 

On the other hand, for the students in the lower proficiency group, 

I try to enhance their satisfaction by letting them try what they can 

easily do and encourage them to keep on studying. (Teacher D)  

As was shown in the descriptions above, the teachers fully recognized the 

importance of changing instructional styles according to students’ English

proficiency levels. The teachers, however, have a limited variety of styles when it 

comes to the ways of motivating the students in the higher proficiency group. The 
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results of the studies reported in the preceding chapters showed many types of 

techniques that were effective for the students in the higher proficiency group. For 

instance, as was found in Study 2, “telling your students that you need to make 

efforts to improve your English abilities,” “regularly including tasks that involve 

the public display of students’ skills,” “assessing each student’s achievement not 

by comparing with other students but by its own virtue,” and “applying continuous 

assessment that relies on measurement tools other than paper-and-pencil tests”

were all effective for the students in the higher proficiency group. No sign of 

applying these techniques was found in the interview data. This indicates another

clear discrepancy between teachers’ knowledge and the realities found in the 

empirical studies.

Concerning the ways of motivating the students in the lower proficiency 

group, providing easier tasks was pointed out in Excerpts 33 and 34. Other ways 

such as “telling what they should concentrate on” and “teaching learning 

strategies” were also confirmed in excerpts 30 and 31 respectively. The former

(i.e., telling what they should concentrate on) was found to be significantly related 

to students’ motivation in the lower proficiency group in Study 2. As to the variety, 

again, the range was limited.

Regarding the ways of enhancing students’ motivation toward learning 

outside the classroom, Studies 3 and 4 revealed that the students in the higher 

proficiency group are more sensitive to the teachers’ use of motivational strategies. 

This means that teachers should change the intensity of the motivational strategy

use according to students’ proficiency levels. However, no description about 

changing intensity was found in the interview data.
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8.5 Summary 

In this chapter, the author investigated how much Japanese EFL teachers 

intuitively know about the findings obtained in the studies described in the 

preceding chapters and also ascertained the discrepancies between the teachers’

knowledge or perception and the realities found in the studies.

Only seven teachers, however, participated in this study. We thus need to

exercise some caution in generalizing the findings. With this limitation in mind, 

the author would like to summarize the major findings as follows: 

a) Most of the teachers in this study admitted that they should 

change the ways to enhance students’ motivation inside the 

classroom from those for learning outside the classroom. Each 

teacher, however, has his or her own views on how to adjust his or 

her motivational strategies, and no consensus was reached among 

them;

b) As for the ways to enhance students’ motivation “inside” the 

classroom, the teachers in this study seem to take the influence of 

tests more seriously than they do other motivating factors. 

Although many studies showed several types of teachers’

motivational strategies that were effective for motivating

students, and it is mentioned that the responsibility of motivating

them during the classes belongs to teachers (Dörnyei, 2001a, p. 

27), the teachers in the present study believed that they were less 

influential than tests when it came to motivating students in the 
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classes;

c) As for the ways of increasing students’ motivation “outside” the 

classroom, the teachers in this study were found to perceive 

themselves as less influential than other influences. The lack of 

varieties in teachers’ strategies for motivating students toward 

learning outside the classroom was also found in this study; and

d) The teachers in this study firmly believe the importance of 

changing instructional styles according to students’ English

proficiency levels. The teachers, however, seem to have limited 

ways to do so.  

The present study confirmed that there existed some discrepancies between 

the teachers’ knowledge or perception and the realities found in the studies 

reported in the previous chapters. The results, therefore, emphasize the necessity 

of EFL teacher training concerning the ways of enhancing students’ motivation to 

learn English both inside and outside of the classroom.     
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Notes 

1. In a semi-structured interview, the interviewer has a general idea of where he or 

she wants the interview to go and what should come out of it. The first 

advantage of the semi-structured interview is that the interviewee has a greater 

degree of power and control over the course of the interview. Secondly, it gives 

the interviewer a great deal of flexibility. Finally and most profoundly, this form 

of interview gives one privileged access to other people’s lives. (Nunan, 1992. 

pp. 149-150)   

2. The Japanese academic year starts in April and finishes in March. 

3. All the excerpts shown in this chapter were translated into English by the author. 

Also, the brackets inserted in the excerpts are all the author’s.

4. In Chambers (1999), parents were recognized as one of the important influences 

on younger students’ motivation in the FL context.  
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9. Conclusion 

The five studies reported in the preceding chapters have been concerned 

with the ways of motivating Japanese secondary school students in EFL learning 

“inside” and “outside” the classroom. A particular focus has been placed on the 

following three areas: 1) motivational strategies for EFL learning “inside” the 

classroom in terms of their necessity, actual use, relationship with the degree of 

students’ motivation, and the difference in the relationship according to students’ 

English proficiency levels; 2) motivational influences for EFL learning “outside” 

the classroom in terms of their dynamics, effectiveness, and the relationship with 

students’ English proficiency levels; and 3) the discrepancies between the 

teachers’ knowledge and the realities found in the empirical studies. In this last 

chapter, some limitations of the studies and a summary of major findings, along 

with pedagogical implications, are to be presented to conclude this thesis. 

The author first needs to present some limitations of the five studies 

reported. First, although the author had employed various types of data collection 

procedure to illustrate a whole picture of the ways of motivating secondary school 

students in Japan, the data obtained were mainly based on self-reporting. Some 

other objective data collection methods, such as observation, should have been 

included. Second, the number of the motivational strategies dealt with in the 

studies was limited. In order to depict the whole picture, more motivational 

strategies should have been included. Lastly, the author did not take students’ 

variables other than English proficiency levels into consideration when describing

the effective ways to enhance students’ motivation. Students’ personalities and 

gender difference might have exerted some influence on the results reported. 

With these limitations in mind, the author would like to summarize major 
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findings of this dissertation. First, Study 1, which dealt with teachers’ perception 

toward their motivational strategy use “inside” the classroom, showed that 15 

strategies (out of 65) were found to be the most necessary, while 13 were 

identified to be the least necessary for their students’ EFL learning. Also, based on 

the results from the MANOVA and t-test analyses, the author found that variables 

such as the teachers’ gender, teaching experience, and the grades they taught had 

exerted no significant difference on their strategy use. The above-mentioned 

findings were also discussed in comparison with those reported in Dörnyei and 

Csizér (1998), and some similarities and differences were confirmed between the 

Japanese and the Hungarian EFL settings. 

As for the actual use of motivational strategies in the classroom, which was 

reported on in Study 2, the author found that they were used in a variety of ways in 

terms of frequency. Concerning the relationship with students’ motivation, there 

were only four out of 15 strategies that showed a significant correlation. The 

author also pointed out that the effectiveness of the motivational strategies varied 

according to the level of students’ proficiency in English. Comparing the 

relationships in the higher proficiency group with those in the lower proficiency 

group, we can see that the two groups did not share the similar trend except for 

one motivational strategy use (MS-2).

In Studies 3 and 4, the author examined what kind of motivational 

influences affected students’ motivation for EFL learning “outside” the classroom, 

by employing both qualitative and quantitative approaches. Study 3 qualitatively

showed that a total of 13 micro-components belonging to four core categories were 

identified as motivational influences. Although students wrote a lot about the 

motivational influences affecting their English learning “outside” the classroom, 
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some of these descriptions were related to the teachers’ behavior “inside” the 

classroom, which means that teachers’ behavior has a great influence even on their 

students’ learning “outside” the classroom.

Another finding of Study 3 was that, according to the change of the 

academic events, a clear-cut trade-off relationship emerged between the effect of 

the two core motivational influences: “tests” and “other people” (i.e., teachers).

This trade-off relationship was identified even when the participants were divided 

into two proficiency groups: higher and lower. In addition, students in the higher 

proficiency group seem to be more sensitive to the two external motivational 

influences. The effect of the internal motivational influence did not change as

much, according to the academic events.

Study 4 quantitatively revealed that there were six factors for the 

motivational influences that had affected students’ motivation. It also showed that 

all the factors had shown a significant correlation with students’ English 

proficiency. Moreover, significant differences in students’ perception of 

motivational influences were found between the higher and the lower proficiency 

groups. The results obtained in Study 4 were in line with those found in Study 3. 

In Study 5, the discrepancies between teachers’ knowledge and the realities 

found so far were pointed out. Most of the teachers admitted that they should 

change the ways to enhance students’ motivation “inside” the class from those for 

learning “outside” the classroom. Each teacher, however, had his or her own view 

on how to change the ways, and no consensus was reached among them.

As for the ways to enhance students’ motivation “inside” the classroom, the 

teachers seem to take the influence of tests more seriously than they do other 

motivating factors. Although Study 2 showed various types of teachers’ 
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motivational strategies that were effective for motivating students, and it is 

mentioned that the responsibility of motivating students during the class belongs 

to teachers (Dörnyei, 2001a, p.27), the teachers in the present study believed that 

they were less influential than tests when it came to motivating students. 

As for the ways to increase students’ motivation “outside” the classroom, 

again, the teachers perceived themselves as being less influential than other 

influences. Paucity of the varieties in teachers’ ways to motivate students in EFL 

learning “outside” the classroom was also pointed out in this study. In addition, 

Study 5 showed that the teachers firmly believed the importance of changing 

instructional styles according to students’ English proficiency levels. They, 

however, seem to have limited ways of doing so. These findings are in line with 

those reported in Studies 3 and 4. 

Studies reported in this dissertation revealed several important facts 

concerning the ways of motivating secondary school students in Japan. Based on 

them, the author would like to point out some pedagogical implications for EFL 

teachers in Japanese secondary schools. The implications are presented by 

answering the following three questions: a) how can teachers motivate students in 

their EFL learning “inside” the classroom?; b) how can teachers motivate students 

in their EFL learning “outside” the classroom?; and c) what can motivation 

research offer to better EFL teacher training?
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a) How can teachers motivate students in their EFL learning “inside” 

the classroom?

Some of the motivational strategies showed a significant correlation with 

the students’ motivation in terms of frequency. “Frequent use” is thus 

important when teachers use these motivational strategies. Concerning 

other strategies, which did not show a correlation with the students’ 

motivation, “frequency” does not mean “effective” when it comes to 

motivating students. In addition, more attention should be paid to the 

difference in students’ English proficiency levels when teachers attempt to 

motivate their students, since the effectiveness of a motivational strategy

differs depending on students’ proficiency.

b) How can teachers motivate students in their EFL learning “outside” 

the classroom?

In the EFL situation, where raising students’ motivation is extremely 

difficult, teachers need to know about the motivational influences 

surrounding their students. Although these influences were the factors that 

affect learning “outside” the classroom, some of the influences have a

connection with the teachers’ behavior “inside” the classroom. This means 

that the teachers’ instructional style in the classroom might affect 

students’ motivation for learning English “outside” the classroom, too.

These influences thus could be utilized as motivational strategies by EFL 

teachers. In addition, as the author reported on in Study 3, irrespective of

students’ English proficiency levels, there existed a clear trade-off 

relationship between the two core motivational influences (i.e., tests and 
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teachers) according to the change of the academic events. Thus, when 

teachers utilize these influences as motivational strategies, it is important 

to think about the timing in which they are used. Moreover, the students in 

the lower proficiency group were not as sensitive to the motivational 

influences as were those in the higher proficiency group. Teachers thus 

need to utilize these influences more often and more emphatically when 

they teach students in lower proficiency groups.

c) What can motivational research offer to better EFL teacher training?

Study 5 confirmed that some discrepancies existed between the teachers’ 

knowledge and the realities found in Studies 1, 2, 3, and 4. To fill the gap, 

therefore, the author would like to emphasize the necessity of teacher 

training concerning the ways to enhance students’ motivation. Some 

important research findings that should be taken into consideration in the 

training are: 

1) having teachers realize that they can exert a great influence in

enhancing students’ motivation; 

2) having teachers increase the variety of their techniques to motivate 

students; and 

3) having teachers realize that they should change the types of 

motivators according to a) the change of academic events and 

b) differences in students’ levels of English proficiency.
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During the three years in which the author worked at a secondary school, 

she saw many teachers who had been struggling with motivating students to learn 

English. She also met several teachers who had spent, in vain, a lot of time on 

thinking about how to motivate students in the classroom. The author thus 

sincerely hopes that the findings and implications reported in this dissertation will

help those EFL teachers who truly wish to motivate their students. And, she also 

hopes, someday, many students in Japanese secondary schools will say with smiles

on their faces, “I really like learning English!”
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Appendix A. Original letter requesting cooperation from junior high school 

teachers
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Appendix A. Original letter requesting cooperation from junior high school 

teachers (Continued)
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Appendix B. Translated version of the letter requesting cooperation from junior 

high school teachers

English Education Research Society 

for Junior High School Teachers in YY City.

July, 12, 2005 

Chair    Mr. XX XX 

Vice Chair Mr. XX XX 

Maya Sugita, a graduate student at Kansai University, is now planning to conduct a 

study investigating the ways to motivate junior high school students in English classes 

(Details explained in the next page). We would be very grateful if your society will 

cooperate with her and participate in the research project. 

Thank you very much for your kind assistance. 

Sincerely

Signature

Professor XXXXX

Chair

Graduate School of Foreign Language Education and Research,

Kansai University 
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Appendix B. Translated version of the letter requesting cooperation from junior 

high school teachers (Continued)

 

Details of the planned research 

1. Purpose To investigate the ways to motivate students in English classes

2. Participants Junior high school teachers of English

3. Method Questionnaire with five-point Likert scale 

4. Date On the day of the Society Conference 2005

5. Researcher Maya Sugita, 

a Ph. D. Student at the Graduate School, Kansai University

a part time teacher at XX Junior High School (Principle XXX)

 (Address)XXX XX-XX-XXX

(e-mail)XXXXXX.ne.jp

6. Supervisor Professor Osamu Takeuchi, Ph, D. Graduate School of Foreign 

Language Education and Research, Kansai University

7. Privacy Policy Complete anonymity of the participants is guaranteed. The data 

collected is to be used only for research purposes. The questionnaire will 

be destroyed upon completion of the dissertation.    

8. Report of the results The results will be reported to the parties concerned, including

the Society and X city Board of Education. Upon your request, the 

researcher will hold a meeting where the results are going to be

explained in detail. 

9. Attachment A questionnaire to be used
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Appendix C. Original questionnaire used in Study 1
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Appendix D. Translated version of the questionnaire used in Study 1

A Questionnaire on English Education in Junior High School

                                       Junior High School

Name:                 Gender:  M F 

Teaching Experiences:     Years

The Grade You are Teaching at:   1  2  3  

Track Class if you have:         

Number of the classes you are in charge during a week:     classes

This questionnaire is to investigate the ways to motivate students in English Classes. 
Please indicate the perceived necessity of each motivational strategy on the five-point 
Likert scale presented below. Your complete anonymity will be secured and your 
responses will be used for research purposes only.

[Scale]

Very much necessary        
Necessary             
Neither necessary nor unnecessary 
Not so necessary         
Not necessary at all       

80 100%
60 80%
40 60%
20 40%
0 20%

[Example ] 

Bring in and encourage humor in the classroom              5 4 3  2  1

     *Please draw only one circle for each item.        

                 Bad Example            

*Draw the circle on the number, not between the numbers.

            Bad Example           
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12.

13.

14.

15.

16.

17.

18.

Share your own personal interest in the L2 learning (e.g., in learning 

strategies or target culture) with your students

Show students that you value L2 learning as a meaningful 

experience

Show students that you care about their progress

Indicate your mental and physical availability for all things 

academic

Set a goal which is a bit challenging for your students 

Help your students accept the fact that they (will) make mistakes as 

part of the learning process

Bring in and encourage humor in the classroom

Create a pleasant and supportive atmosphere (for studying English) 

in the classroom

Use ice-breakers at the beginning if a course

Regularly use a small group tasks where students can mix

Use materials other than the textbook

Feedback to the students

Associate your learners with peers (e.g. in group or project work) 

who are enthusiastic about the subject

Highlight and demonstrate aspects of L2 learning that your students 

are likely to enjoy

Include a socio-cultural component in your language class

Quote positive views about language learning made by influential 

public figures

Regularly remind your students that the successful mastery of the 

L2 is instrumental to the accomplishment of the valued goals

Reiterate the role the L2 plays in the world, highlighting its 
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28.

29.

30.

31.

32.

33.

34.

35.

potential usefulness both for themselves and their community

Encourage your students to apply their L2 proficiency in real-life 

situations

Make sure that your students did their preparation/review of the 

lesson 

Make sure that your students receive sufficient assistance

Make sure they know exactly what success in the task involves

Keep the class goals achievable

Use needs analysis techniques to find out about your students’ 

needs, goals and interests, and then build these into your curriculum 

as much as possible

Teach everyday expressions in English (including school life)  

Positively confront the possible erroneous beliefs, expectations, and 

assumptions that learners may have

Raise the learners’ general awareness about the different ways 

languages are learnt  

Vary the learning tasks and other aspects of your teaching as much 

as you can

Focus on the motivational flow in your lesson

Occasionally do the unexpected

Select tasks that yield tangible, finished products

Select tasks which require mental and/or bodily involvement from 

each participant

Create specific roles and personalized assignments for everybody

Encourage your students to select specific, short-term goals for 

themselves

Emphasize goal completion deadlines
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51.
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53.

Monitor students’ progress and make sure that the details of the 

contract are observed by both parties

Provide multiple opportunities for success in the language class

Adjust the difficulty level of tasks to the students’ abilities

Design tests that focus on what learners can rather that cannot do

Include improvement options on tests

Tell your students that you need to make efforts to improve your 

English abilities

Assess each student’s achievement (improvement) not by 

comparing with other students but by its own virtue

Promote competition

Promote cooperation instead of competition

Make assessment completely transparent

Teach students communication strategies to help them overcome 

communication difficulties

Regularly include tasks that involve the public display of students’ 

skills

Avoid face-threatening acts such as humiliating criticism

Avoid putting students in the spotlight unexpectedly

Set up tasks in which teams of learners are asked to work together 

toward the same goal

Take team products and not just individual products into account in 

your assessment

Include a specific ‘group rules’ activity at the beginning of a group’s 

life to establish the norm explicitly

Hand over as much as you can of the various leadership/ teaching 

roles and functions to your students
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Thank you very much for your cooperation

Maya Sugita

Graduate School of Kansai University
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64.

65.

Raise your students’ awareness of the importance of self-motivation

Share with each other strategies that you have found useful in the 

past.

Encourage students to adopt, develop and apply self-motivation 

strategies

Encourage learners to explain their failures by the lack of effort

Encourage learners to explain their failures by the lack of 

appropriate strategies applied

Provide regular feedback about the areas on which your students 

should particularly concentrate

Make sure that even non-material rewards have some kind of lasting 

visual representation

Make sure that students do not get too preoccupied with the 

rewards.

Offer tangible rewards to your students

Make sure that grades also reflect effort and improvement and not 

just objective levels of achievement

Apply continuous assessment that relies on measurement tools other 

than paper-and-pencil tests

Encourage accurate students’ self-assessment by providing various 

self-evaluating tools
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Appendix E. Original questionnaire for assessing teachers’ motivational strategies 

used in Study 2

 

                               

   

           

 

5

 

    

 

[ ]   

 

 

 

 
 

 
 

                               

 

 

                          

 

 

                         

 

4.  4  3.  3  2.  2  1 1  0. 1   



181 
 

 

                         

 

 

                         

 

 

                           

 

 

                          

 

 

                       

 

 

                         

 

 

                       

 

 

                           

 

 

                        

 

 

                      

 

 

                      

 

 

                         

 

 

 

 

   

182 
 

Appendix F. Translated version of the questionnaire for teachers’ motivational 

strategies used in Study 2

Name                        Date  ; Class period

Grade Class number you taught 

Please write down how many times you used the motivational strategies described 

below in the class. Indicate the frequency of each motivational strategy on the five-point 

Likert scale presented below. In addition, write down the detailed use of each 

motivational strategy in the parenthesis below each strategy. Your complete anonymity 

will be secured and your responses will be used only for research purposes.

  

[Scale]

Motivational Strategies 0~4
1 Indicate your mental and physical availability for all things academic.

Write down the details of your strategy use.
(     )

2 Apply continuous assessment that relies on measurement tools other 
than paper-and-pencil tests.

Write down the details of your strategy use.
(     )

3 Provide multiple opportunities for success in the language class.
Write down the details of your strategy use.

(     )
4 Focus on the motivational flow in your lesson.

Write down the details of your strategy use.
(     )

5 Regularly include tasks that involve the public display of students’ 
skills.

Write down the details of your strategy use.
(     )

4. Four times or over  3. Three times 2. Twice 1 Once 0. Not used
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6 Share your own personal interest in the L2 learning (e.g., in learning 
strategies or target culture) with your students.

Write down the details of your strategy use.
(     )

7 Vary the learning tasks and other aspects of your teaching as much as 
you can.

Write down the details of your strategy use.
(     )

8 Help your students accept the fact that they (will) make mistakes as part 
of the learning process.

Write down the details of your strategy use.
(     )

9 Bring in and encourage humor in the classroom.
Write down the details of your strategy use.

(     )
10 Tell your students that you need to make efforts to improve your English

abilities.
Write down the details of your strategy use.

(     )
11 Keep the class goals achievable.

Write down the details of your strategy use.
(     )

12 Provide regular feedback about the areas on which your students should 
particularly concentrate.

Write down the details of your strategy use.
(     )

13 Make assessment completely transparent. 
Write down the details of your strategy use.

(     )
14 Assess each student’s achievement (improvement) not by comparing 

with other students but by its own virtue.
Write down the details of your strategy use.

(     )
15 Create a pleasant and supportive atmosphere (for studying English) in 

the classroom.
Write down the details of your strategy use.

(     )
Thank you for your cooperation.

 

Thank you very much for your cooperation

Maya Sugita

Graduate School of Kansai University

XX Junior High School
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Appendix G. Original questionnaire for assessing students’ motivation used in 

Study 2
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Appendix H. Translated version of the questionnaire for assessing students’

motivation used in Study 2

Grade

Your English Class No

Name                                     

This questionnaire investigates how your motivation was improved in this class. Please 

indicate how you were motivated by the following strategies that your teacher used in 

the class on the five-point scale shown below. Please keep in mind that your teacher did 

not always use all the following strategies in a class. In cases where you think your 

teacher did not use a strategy, please score it as zero. Your responses will not affect your 

grade and your complete anonymity will be secured. 

[Scale]

4. Well motivated       

3. Motivated        

2. Neither motivated nor not motivated

1. Not well motivated      

0. Never motivated     

(80 100%

(60 80%

(40 60%

(20 40%

(0 20%  
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Motivational Strategies 0~4

1 Teacher indicated his/her mental and physical availability for all things 

academic.

2 Teacher applied continuous assessment that also relies on measurement 

tools other than paper –and-pencil tests. 

3 Teacher provided multiple opportunities for success in the language 

class. 

4 Teacher focused on the motivational flow in your class.

5 Teacher included tasks that involve the public display of your skills.

6 Teacher shared his/her own personal interest in the L2 (e.g., in learning 

strategies or target culture) with you.

7 There were varieties of learning tasks in the class.

8 Teacher helped you accept the fact that you will make mistakes as part of 

your learning process.

9 Teacher brought in and encouraged humor in the classroom.

10 Teachers told you that you need to make efforts to improve your English 

abilities.

11 Teacher kept the class goal achievable. 

12 Teacher provided regular feedback about the areas which you should 

particularly concentrate on.

13 Teacher made assessment completely ‘transparent.’ 
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14 Teacher assessed each of your achievement (improvement) not by 

comparing with other students (but by its own virtue).

15 Teacher created a pleasant and supportive atmosphere (for studying 

English) in the classroom.

Thank you for your cooperation.
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Appendix O. Original questionnaire used in Study 4 
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Appendix P. Translated version of the questionnaire used in Study 4 

 

Grade Class Student ID

Name

Gender M F

This is to investigate the motivational influences for English learning outside 
the classroom. There is no “right” answer for each item. Your responses will 
not affect your grade and your complete anonymity will be secured. 

Before answering the questionnaire on the next page, please complete the 
following question first.

Who do you think is the most influential person(s) on your positive 
attitude toward EFL learning outside the classroom

. Teachers at a school
Teachers at a cram school       
Private tutors                      
Parents                        
Brothers/Sisters                 
Friends                         

Please evaluate the following 37 items presented on the next page on the 
five-point Likert scale. 

[scale]
5. Well motivated  
4. Motivated
3. Neither motivated nor not motivated  
2. Not well motivated  
1. Not motivated at all

80 100%
60 80%
40 60%
20 40%
0 20%

[Example ] 

I like speaking English.                5 4 3  2  1

     *Please draw only one circle for each item.       

               Bad Example          

*Draw the circle on the number, not between the numbers.

         Bad Example           
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You are motivated toward learning English outside 
the classroom because

1.

2.

3.

4.

5.

6.

7.

8.

9.

10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

I have to take quizzes (reading/ vocabulary).

I have to take term examinations.

I have to take other proficiency tests.

Teachers assign me homework (tasks).

Teachers check what I did.

Teachers praise me. 

Parents and brothers/sisters praise me.

Parents give me gifts (e.g., a raise in allowance).

Teachers give me stickers as a reward.

Teachers give me stamps as a reward.

Teachers say this will be a part of our grade.

Teachers require me to study.

Parents require me to study.

Teachers get angry if I do not study.

Parents get angry if I do not study.

Teachers teach me good learning strategies.

Parents/brothers/sisters teach me good learning strategies.

I have a feeling of obligation to study English.

I feel worried that I forget to do homework.

I feel worried that I am a slow learner.   

I feel worried that I cannot improve my comprehension skills.

I have to take an Eiken examination, popular English 

proficiency test in Japan.

I think it is natural to preview and review.
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24.

25.

26.

27.

28.

29.

30.

31.

32.

33.

34.

35.

36.

37.

I want to better understand English.

I want to overcome my weak points in studying English.

I want to improve my English skills.

I have my own effective learning strategies.

I know what I am studying now will be useful in the future.

I think that the materials distributed by teachers are useful.

I have interesting materials at hand. 

Teachers tell me what will be included in the exams. 

Teachers teach me test-taking strategies.

I am very worried because I have to take high school 

entrance examinations.

Teachers require me to submit what I did.

I am forced to study English after school if I do not study.

I know the criteria by which teachers assess me.   

I do not want my grades to go down.
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