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Abstract

This study investigated the strength of 88 Taiwanesiversity students’ English
learning motivation and what motivational factanfiience the level of motivation in
this particular context. The complex, contextuatl @ynamic nature of motivation
and different motivational factors were examinea aimixed methods approach and
various analyses. Four data collection instrumesgie applied in the study, namely a
main questionnaire, a short weekly guestionnairesemi-structure interview and
classroom observation. Additionally, the researctotronly collected data at different
time points, but also compared the data betweenatwevement groups: high and

low achievers.

According to the results, the dynamic interactiaighe nine motivational factors
identified in this study would impact the level wiotivation. When the participants
had a positive English learning experience and drigavels of Cultural diversity,

Interest, Travel orientation and the Ideal L2 sé¢ffey tended to have stronger
motivation. However, when the learners possessglehilevels of Ethnocentrism,
Fear of assimilation, English anxiety and the Ought2 self, these factors could

have both facilitating and debilitating effectstbeir motivation.

The findings also indicated that the participangewgenerally moderately motivated
to learn English. Nevertheless, the strength oir thtivation decreased over time
and they might not regard themselves as workingldrathan their classmates, not
greatly look forward to taking their English courmed not consider that the English
course was interesting enough to motivate thenedol In particular, low achievers
tended to have lower motivation. The implicationfs the findings are that (1)

students’ motivation is influenced by different mational factors and (2) motivation



would be improved through English courses that m&kelish learning more
enjoyable, relevant and important for the learrard that help them to believe that

they are able to learn it well.
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Chapter 1: Introduction

1.1 Introduction

In this chapter, an introduction to the thesisl Wwé given, organised into four
sections as follows:

(1) Background to the research

(2) The significance and problem of researching matvat

(3) The aim of the research and the research questions

(4) An overview of each of the chapters
Firstly, the background to the research explaiZsviay the author is interested in the
topic of English learning motivation, (b) the impmoice of socio-dynamic
perspectives, and (c) the background informationutiihe role of English and
English teaching and learning in Taiwan. It progid#getails of both the author’s
personal research interest and the analysis afuhrent situation of English use and
education in Taiwan from a socio-dynamic perspectiecondly, a statement of the
significance of the study area and the problemesgarching motivation will reveal
why research into motivation is necessary; additiignthe issue of how to make
English learning motivation researchable will beganted. Issues such as the need
for and difficulty of researching this domain wié carefully discussed in this second
section. Thirdly, in order to better understand amebstigate the topic of English
learning motivation, the particular research ainll Wwe determined and research
qguestions will be generated from an examinatiorthef research background and

problems. Lastly, the structure of the study waél ibustrated in this final part of the



chapter. A clear picture of each of the chapters W@ given as an introductory

overview of this thesis.

1.2 Background of the research

This section outlines why the author is interestetesearching English learning
motivation in the Taiwanese university context framsocio-dynamic perspective.
Thus, (1) the author’s research interest, (2) thportance of researching English
learning motivation from socio-dynamic perspectjvasd (3) the role of English and
English education in the Taiwanese context will fmesented in the following

paragraphs as the background to this thesis.

1.2.1 Personal research interest

As both an English learner and teacher, the aultlasr not only confronted
various English learning difficulties in person kalso via her teaching experience;
she has a direct understanding of how English &arfeel and what they may face
while learning. All the difficulties and obstaclesy differ from person to person, but
many learners experience unpleasant or frustraitogtions from poor performance
or learning stress. Under these circumstancesuéagggstudents need encouragement
and have to learn techniques to overcome suchebarrin language education,
motivation plays an important role in encouragimgrhers to keep learning, to
increase their interest in learning, and to seékieft learning strategies and suitable
learning methods (Dérnyei & Ushioda, 2011). Motigatserves as “the initial engine
to generate learning and later functions as an ioggdriving force that helps to

sustain” the long journey of language learning (@h& Doérnyei, 2007, p. 153); and

2



it is also widely recognised as a crucial factoattinfluences learning success
(Ushioda, 2013). Hence, in order to better undedstaow exactly English learning

motivation benefits English learning and teachihgs thesis is, therefore, planned to
examine English learning motivation in detalil.

Furthermore, the author is particularly intereste@xamining English learning
motivation in a Taiwanese university context foe fiollowing three reasons. Firstly,
the English curriculum at university is the finakial English education for learners
so it is a critical stage. It is a good opportunity provide a better learning
environment and suitable learning content for sttglsince there is more freedom in
teaching and learning at the university level coragato the former levels of
education. English learning motivation may, therefofacilitate learning to a
tremendous extent if it is nurtured effectivelyc8&edly, the author aims to work in a
Taiwanese university in the future. Thus, it iseedil to acquire related knowledge in
the field for better teaching and research qualityirdly, although English learning
motivation is a popular research area, it is alwhgipful to add more empirical
models to not only cross-examine the realm of naditin but also offer elements for
researchers to compare with existing theories amdies, which may also possibly
result in raising new concepts and questions afirsglpreviously identified problems

in the field.

1.2.2 Socio-dynamic perspectives

As the author is interested in researching Engdléslrning motivation in the
Taiwanese university context, it is vital to undensl the current research trend in the
field of language learning motivation. Currentlyamy researchers situate their

motivation research within socio-dynamic perspediwhich have become a research



trend (Dornyei & Ushioda, 2011; Lasagabaster, D&i&ierra, 2014). Theories such
as ‘A person-in-context relational view of motivati (Ushioda, 2009) and ‘The L2
motivational Self System’ (Ddrnyei, 2005) have besidely applied. (See also
Sections 2.3.10 and 2.3.11.) From socio-dynamispastives, three aspects can be
identified as important (DOrnyei & Ushioda, 2011):

- The complexity of the interrelationship of mational factors

- The integration of motivation and the social teot

- The rise of Global English

Firstly, while learning a language, learners’ mation is not a simple linear
cause-effect relation but rather, it involves caoiogikd interrelationships between
different motivational factors. Thus, several qies should be taken into account
since each level of factors will interact with tb#hers and consequently shape and
form motivation differently. For example, (a) Wheiill the research be conducted?
Will it focus on a particular setting and on creestional or longitudinal research? (b)
Where will the research be conducted? The socigkesbd and cultural background are
influential. (c) Who will be the target in the reseh? The findings will noticeably
vary depending on different participants. (d) How different motivational factors
interact with each other and motivate learnersetrn? (e) To what extent does
motivation influence and to what extent is motigatiaffected by language learning
outcomes?

Secondly, “contemporary approaches in mainstreativational psychology are
shaped by situating perspectives that aim to iateghe notions of self and context in
a dynamic and holistic way, and to explore how waiton develops and emerges
through the complex interactions between self aowltext” (Dornyei & Ushioda,
2011, p. 70). In other words, the identity of leemnin a certain socio-cultural context

should be carefully investigated while researching.
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Thirdly, nowadays, English has become a languaigje & global spread used
both by English as L1 speakers and as a linguzdr@dornyei & Ushioda, 2011; Lai,
2013; Lamb, 2004; Lanvers, 2017); it is not an eside language owned by
English-speaking communities but is also sharedotiyer non-native speakers in
order to communicate between people from differargas across linguistic and
cultural boundaries (Jenkins, 2003; McKay, 2003pns§zquently, English learning
motivation is changing as Global English is risirkgpr instance, the concept of
integrativeness may start to lose its meaning (P&ir& Ushioda, 2011). For many
learners, in other words, they learn English natabee they would like to integrate
into English native communities or become similar English-speaking people
(integrative motivation). (See Section 2.3.2 forrendetails of integrativeness.) They
may (a) just enjoy learning English and be inter@sh the language and its culture
and speakers. After all, learning and appreciaéiignguage is one thing, becoming
similar to and feeling strongly linked with the dat language community is another
thing. It is even possible to arouse the fear ainagation or ethnocentrism when
people heavily connect themselves with their owentdy or style of living. They
might then also lack integrative orientation torte#éhe language because they are
proud of their own identity and lifestyle; they rhigdesire to reduce possible change
inevitably more or less caused by learning the dagg and its culture. Or, on the
other hand, they may (b) refer to English as arcatilonal skill or a tool to use to
communicate with foreigners or to have access tegi@ading international culture
incorporating business, technological innovatianmsumer values, democracy, world
travel, and the multifarious icons of fashion, ¢$@ord music” (Lamb, 2004, p. 3) and
so on. They are motivated to learn English becafsthese benefits other than
integrative orientation. All in all, the three aspeof complexity, social context, and

Global English, which are important within sociondynic perspectives, make
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motivation research significant and diverse.

1.2.3 Taiwan and English

As part of the author’s research interest andstgeificance of socio-dynamic
perspectives previously reviewed, ‘context’ is igrmged as one of the core issues and
main concerns. The following paragraphs will therefscrutinise the situation of
English use, teaching and learning in Taiwan. Issuneluding identity, norms and
values, and English education which impact Taiwarpe=ople’s English learning will
also be discussed in depth.

Under the influence of globalisation, English iswed as a key access tool for
entering the global market and connecting with Wwld; many Asian countries
therefore include English as a required subje@ducation in order to engage in this
increasingly globalised economy (Tsui & Tollefs@®07). Taiwan is no exception.
English is learned as a foreign language (EFL)daiwan. In order to raise Taiwan’s
international competitiveness in the global worlde Taiwanese government has
become aware of the need for English competence, tlaerefore (a) English is
officially assigned as a required subject from edatary school level to university
and (b) the magnitude of English learning has tstengly promoted nationwide. To
broaden Taiwanese international horizons and teerdhe English ability and
international competitiveness of the Taiwanese |@gdbe government has created
several policies, invested a tremendous amount ahey) and encouraged
international interactions between Taiwan and tlogldv(e.g. exchange programmes
and travel abroad) (Ministry of Education Taiwar08). In addition to national
policies and school education, good English abitya plus or a must for numerous

companies in Taiwan. They utilise English testschswas the General English



Proficiency Test (GEPT) or the Test of English faternational Communication
(TOEIC), as a gatekeeper to employ workers (Seiggri2012). According to a
survey conducted by ETS Taiwan (2015), 93.2% ofgames in Taiwan take English
ability seriously, particularly English communicati skills, and 64.8% of the
companies set a required standard of English peoity when employing people. As
a result, people want to master English; the gawent emphasises English learning;
students have to learn it at school; employees t@delarn it in order to gain more
opportunities to find a job, and so on; overalhe'tpossession of English ability has
been emphasised in almost every walk of life iwBa” (Chen & Hsieh, 2011, p. 71),
and learning English has become a popular>{i& g7’ (national campaign or
country-wide movement) for decades (Chen, 2014;, 2005). In short, strong
English proficiency is highly valued in Taiwan.

The importance of English has been crucially recsey in Taiwan. However,
there are three issues that potentially and cHyiaapinge on English learning,

namely identity, norms and values, and English atiow.

1.2.3.1 Identity

The first issue is identity. Identity can be definas “how a person understands
his or her relationship to the world, how that tielaship is structured across time and
space, and how the person understands possibiidgrethe future” (Norton, 2012,
p.45); or it can be simply referred to as “our seabwho we are and our relationship
to the world” (Kanno, 2003, p. 3). In Taiwan, margiwanese people have a strong
sense of identity not only because they are Tais@ameit also for a political reason.
From 1945, Kuomintang (KMT) which established thepRblic of China (ROC) and
Communist Party of China (CPC), two political pesti fought each other in order to

obtain the legitimate right to rule the areas ahbbaiwan and China. This is referred



to as the ‘Chinese Civil War’, and it lasted uri$l49. The CPC won in the end and
formed the People’s Republic of China (PRC, knowirChina), while KMT retreated
from mainland China to Taiwan and governed Taiwaithout officially signing any
peace treaty to date, the two parties have competleed the legitimate government of
Taiwan and China. Taiwan has had its own governrsieice then. Nevertheless, the
CPC has governed China up to the present and diéwieSaiwan is an independent
country. Since the United Nations switched its gggtoon from Taipei, Taiwan, to
Beijing, China, in 1972, China has gained a highegrnational status and insisted
that Taiwan is part of China in their Constitutiand in the minds of the citizens.
Other countries, in order to interact with Chinghei politically, economically, or
socially, need to acknowledge this stance or ‘fathe Taiwanese government,
therefore, cannot interact with other countrieam@dependent country most of time,
even though Taiwanese people have their own pneisaael government, own culture,
own writing system, own passport, etc. For exampéwan has been denied the
opportunity to become a member of the United Natiand has diplomatic relations
with only a few countries. At the same time, thigcdl title and flag of Taiwan is not
allowed to be used at many international eventscamapetitions, such as the World
Trade Organisation and the Olympic Games, and Tasa officers and athletes
represent ‘Chinese Taipei’ (the capital of Taiwas)a region, but not Taiwan as a
country. Because of this political status, Taiwangkentity has become a focus for
both the Taiwanese government and Taiwanese pety; are all aware of its
importance (Hsu, 2009).

According to Figure 1 on the next page, findingsrf the survey conducted by
Chou (2016) from the Election Study Center, NCCle percentage of Taiwanese
people who consider themselves as Taiwanese hashsed from 17.6% in 1992 to

58.2% in 2016, which reflects the growing notioriTaiwanese identity.
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Figure 1. Changes in the Taiwanese/Chinese identigf Taiwanese as tracked in
surveys by the Election Study Center, NCCU (1992~26.12)

However, taking figures in 2016 as an example, 30f%eople thought they were
Chinese and 34.3% of people regarded themselvesthsTaiwanese and Chinese, so
there are still some citizens who connect themselwih a Chinese identity.
Nevertheless, how to define ‘Chinese’ could be [@oiatic and could influence how
these results are interpreted. ‘Chinese’ can bmelkfas citizens of China or people
who belong to the ethnic group of Chinese and sBGaieese culture and values since
they have the same ancestors. It is unfortunatettigasurvey does not provide a
definition of Chinese, but it is possible that resgents might be using the latter
ethnic definition, given that Chou (2016) foundttbaly 1.7% of people wished for
the unification of Taiwan and China. Hence, thepvebd little desire to become

citizens of China. Figure 1, therefore, impliestardier sense of Taiwanese identity,



with 92.5% of people viewing themselves as Taiwarnas2016 compared with 64%
of people in 1992.

With respect to the relationship between idendityl language learning, it has
been suggested that learning a second or forergguége could challenge language
learners’ identity (Lamb & Budiyanto, 2013) becaymople may struggle to forge
new identities and engage in “new ways of exprgsaimd negotiating their identities
through new words and in new worlds. The extentlicch they are comfortable with
developing these new identities and expanding tkemse of self may connect
profoundly with their motivation for language lesrg’ (van Lier, 2007, as cited in
Ushioda, 2013, p. 10). Sometimes people’s L1 andcultural identity might be
replaced by an L2 and L2 cultural identity, whishai ‘subtractive’ change, (Lambert,
1975). For instance, some Taiwanese people’s betad/have become Westernised
since learning English and its culture (Gao, Chedfao, & Zhou, 2005).
Alternatively, sometimes learners’ L1 and L1 cuudentity remain and L2 and L2
cultural identity are acquired in addition. For ex#e, they might change the tone of
their voice when speaking L2 in order to be likerive speakers (Ohara, 2001) or
present different characteristics when speakingthemolanguage (Federer, 2012).
Many Taiwanese people even have both a Chinese aathan English name; they
are used at different times, in different situasioand for different occasions (Gao et
al., 2005). This is an ‘additive’ change (Lambé&fy5).

On the other hand, sometimes people’s identityetgaes little change or limited
expansion because it may not be necessary to laasense of connectedness with the
global community and [...] desire to project a glolakntity” (Sung, 2014, p. 53) or
because they “clash with their current sense &f gttega, 2009, p. 245) and choose
to maintain their original self. For instance, soha@vanese learners’ ‘true self’ is not

engaged much and their identity is not influencedexpanded significantly while

10



learning English for the following reasons. Ondha reasons is that they use English
as a lingua franca or because they do not neeatégrate into English communities
and view English as a subject or skill to learrtead of as a communicative tool for
daily use (Lamb & Budiyanto, 2013). After all, coarpd to English-speaking
countries or English as a second language (ESLpnstthere seems to be few
chances for people to actually use English in dégyin Taiwan (Chen, 2014; Wu &
Wu, 2008); “there just isn't enough English inpatthe environment, there probably
aren’t enough opportunities for interaction withglish speakers, there usually aren’t
enough strong role models” (Leong & Sabouri, 201.210). Even if various English
authentic materials are easy to access on thenetferV, or in the theatre, such as
dramas, songs, and movies, translation and subatie mostly provided to attract a
wider audience. Besides this, although there ha @olitical tension between
Taiwan and China, there have been more and moiledvaconomic and social
interactions between the two, in areas such asetréidvel, arts, music, and
educational exchange programmes, etc. Instead d&inmaextra efforts to learn
English, Chinese, the mother tongue, is enoughrdieroto communicate or being a
medium for their own purposes. As a result, wheapfee do not consider English
ability to be a necessary skill or do not feel tseiwes to be English speakers, they
may be challenged to change or expand their ideRé@ople’s need and motivation to
learn English is then reduced. The other reastimais some people may have a sense
of ethnocentrism or a fear of assimilation whilarleng English and its culture.
Under the circumstances, these people may refuskaioge or expand their identity
in order to maintain their Taiwanese identity ooiavthe potential fear associated
with assimilation. Thus, their strong sense ofaradl identity may also decrease their
English learning motivation.

Hence, when Taiwanese learners regard English sigllaor when they feel
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disconnected from English-speaking countries, timeedsions of their motivation
change; that is, they may gradually gain strongrumsental or goal-oriented
motivation yet little resonance of integrativene3ee also Section 1.2.2 for more
discussion about the rise of Global English and thweindling meaning of
integrativeness.) In these circumstances, the sein$aiwanese identity, on the one
hand, may help to boost people’s English learningtivation for gaining more
international competitiveness and opportunities imderact with foreigners as
Taiwanese people or citizens of a ‘country’. On thieer hand, it may decrease the
possibility of identity change or expansion to naate them to learn English because
of a lower level of necessity or a stronger serfseational identity. Although the
value of English and English learning is recognjssad although learners’ general
motivation may still remain high, when they haveestpriorities to meet and since
English is not often used in their daily life, th&nglish learning may move out of

their focus of attention.

1.2.3.2 Norms and values

The second issue is norms and values. Confuciarsdearned by Taiwanese
people at school and it influences people’ thougimd behaviours to a large extent
(Biggs, 1996; Chen & Huang, 2016; Chen, Warden, i), 2005; Smith, 1991); it
has further formed the socio-cultural values andnsoand shaped the way in which
Taiwanese students learn English (Wen & Clemer@320The following four norms
and values are foremost within Confucianism anav@aese culture: (1) collectivism,
(2) face, self-image, and self-esteem protecti®pti{e value of a low profile, and (4)
respect for teachers (Flowerdew & Miller, 1995; Kilittlewood, 1997; Peng, 2014;
Wen & Clement, 2003; Woodrow, 2006).

(1) Collectivism In Taiwan, “people purportedly emphasise mordectivistic
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values, which prioritises the harmony and structafeinterpersonal and group

relationships, along with interdependent self-caratin which one’s sense of self is
construed as connected with others and the broadetext” (Noels, Chaffee,

Michalyk, & EcEown, 2014, p. 134). This is, thenefp believed to make people
“inclined to endorse solidarity and social belomgiass” (Peng, 2014, p. 31). To
understand a Taiwanese person completely, peophtoeconsider the self in relation
to the other party and the society (Sun, 1991).ddride circumstances, individual
success reflects not only on the person but alstamrlies and clans. For example,
Taiwanese families provide resources to enabledi@nl to be prepared for exams
since achievement is part of family success ang tieve expectations for their

children’s success (Chen, 2017; Chen, Warden, &ngGh2005). Students should
“work hard in school in order one day to glorifyeticlan” (Leung, 1994, p. 390).

English competence is, therefore, also demandethimylies and they will expect

their children to master it. Thus, often, in thginaing, it is not students themselves
who choose to learn English; rather, it is paremtelders who encourage or compel
them to learn it (Chen & Sheu, 2005). Then laterwamen students are aware of the
expectations both from themselves and familiesy thiay learn English under a

higher level of pressure.

(2) Face, self-image, and self-esteem protectiwh (3) the value of a low profile
saving face, maintaining a good self-image, pratgctelf-esteem, and keeping a low
profile are emphasised in Taiwan (Jones, 2004; P201yl); they are the manners and
philosophy of living. These values are concernetth Wie significance of sustaining a
positive image or possessing dignity and modesticlwipeople present in public
situations or to the public. People tend to careuaktheir behaviour and the
impression they create with others. Hence, studemd to fear making mistakes,

showing incompetence, receiving negative commeats,being ridiculed while
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learning English, especially when they need to compate orally with others,

express opinions, or answer questions in Englighe(@, 1998; Ho, 1998; Lee &
Wang, 2015; Tsai & Chang, 2013; Warden & Lin, 200®peaking English or poor
English performance could be a challenge, a disodmbr even a nightmare for
learners, which may arouse anxiety, unwillingnessammunicate or perform, or
hinder progress. It is typical that students “seideolunteer to answer the simplest
guestions even though they know the answer” (Tign#@&L5, p. 1305) in order to

reduce the possible threats from losing face arimgi positive images; consequently,
often, the whole class will respond with silenceeaiicence.

(4) Respect for teacherfaiwanese students show respect for teacherseded

to and address their teachers by their family nand title as ‘Teacher A or
‘Professor B’. Instructors normally have high hrerdcal power in class. As a result,
sometimes raising questions or doubts in order darch for truth and being
themselves in class is difficult or rare for leas@\oels et al., 2014). Students are
used to following what teachers tell them. Tead®ntred teaching and learning is
mainstream in many districts in Taiwan (Cheng, 20K0ng, 2013; Tsai & Chang,
2013). There is also limited meaningful interactimiween instructors and learners in
very large classes because of pressures of tinfmimr the need to make progress
within an exam-led system. These factors, in tbave an influence on both teachers’
style and content of instruction (e.g. teacherdgeh@approach) (Chu, 2003; Tsai &
Chang, 2013) and students’ willingness to learn amethods of learning (e.g.
“learning through memorization, imitation, and régen” (Peng, 2014, p. 30)
without critical thinking).

On the other hand, these norms and values havwenbegchange nowadays.
Taiwanese people, especially the younger generatiaiose in urban areas, have

been influenced by or made aware of globalisation great extent. For many of them,
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their identity has been reformed, revised, or edpdnto take on a bi-cultural or
multi-cultural perspective, and they, thereforeersdo behave differently in class and
in life (e.g. being more individualistic, activer, self-centred) (Arnett, 2002; Lamb &
Budiyanto, 2013; Lu & Yang, 2006), though thesenges do not necessarily relate to

English learning motivation.

1.2.3.3 English education

The third issue is English education. In Taiwanglish is designed as a required
subject from elementary school level up to unitgrivel, and it is learned in an
English as a foreign language (EFL) context (CeaiOwens, 2013; Timina, 2015;
Wu & Wu, 2008). That is, English is not used inlga@onversations but as a subject
or a skill to learn. In addition, exam-oriented de@iag and learning is common in
Taiwan (Li, 2012; Timina, 2015; Wu, 2012). This calso reflect that academic
excellence is highly valued by students and theinifies and the whole society, as
discussed in Section 1.2.3.2. Chern (2002) alsotpaut why students’ motivation to
learn English has “remained at the level sufficiaither to fulfill the course
requirements or to pass the entrance examinatotisetnext level of schooling” (p.
97). At university, it may be hard for educators deange the characteristics of
teaching and learning styles immediately, but ttieyry their best to help students to
learn English and be competitive, and to follow gloegernment’s policy and fulfill the
need for communicative ability. For example, evsough students major in different
subjects, they still need to take English courses General English and English for
Specific Academic Purposes) for at least one y&laang (2006) also asserted that, in
order to raise competitiveness on the internatistede and increase understanding of
and respect for different cultures, universitiegstl, therefore, be supported and

encouraged to offer opportunities for students riteract with foreign countries,
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including via international conferences, sister ogdf, student exchanges, doing
research abroad, and so on. Universities placengshasis on English education,
which takes the form of language centres, devetppiedia sources, running various
English courses for different purposes, and emplpyforeign teachers to form a
connection between Taiwan and the world. Exposarélifferent cultures can be
facilitated through English courses and interactigth other countries.

However, when universities endeavour to beneéitrtstudents’ English learning,
whether learners are motivated to learn or notseswebate. The issues of English
learning motivation are challenges and may be emited by students’ previous
experiences at high school. Table 1 compares tledsicational phases and the

possible goals and influences acting on learners.

Table 1: Comparisons between Taiwanese high schoahd university language
learning conditions

Senior high school students University students

Identity Similar subjects taken by all Major inange of subjects
Likely family Stronger Weaker
influence
Likely goals To enter a good university Graduatonl further personal
career plans
English learning - 30 to 45 students - 30 to 45 students
- 4 classes per week - Min. 2 classes per week
- More tests - Fewer tests

- More teacher-centred More communicative
- Same objectives with little Different curricula and more
oral training oral training
- Important main subject Learning English may not be
students’ priority

For Taiwanese students, moving from senior higloskcto university brings a change
in identity and with it, most likely, a change tmetr lifestyles, goals, environment for
and manner of learning English, which may also hawamportant effect on their
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English learning motivation. University educatonsdalearners may need to face
reality and take these language learning conditiots consideration as follows.

High school students usually live with their paseso family influences may be
significant. They have four English classes perkn@bout 200 minutes) and aim to
enter good universities. The exam-led teaching leaadhing which is common in
Taiwan leads teachers to focus their teaching tigecand students’ learning targets
on what will be tested in the University Entranceaf; learners might even be
unwilling to learn if teachers deliver lessons séeme irrelevant to exams (Chang,
2006; Kung, 2013). Thus, there is little oral tragnbecause this skill is not tested in
the exam. What is more, in addition to monthly egamstudents also have mock
university entrance exams and several tests daeimy time in order to ensure that
they can gain high marks. Chen further affirms g8tatlents are likely to fail in exams
because

the difficulty of the exam papers is always abowest students’ current English

proficiency. Social comparisons of exam marks agdl rgrading criteria may

render them performance oriented to outscore atiugients rather than focus on
acquiring new knowledge and skills. When meetinmeeated failure in exams,
students can succumb to low self-perceptions, wkieverely undermine the

maintenance of executive motivation. (2017, p. 73)

So, they may just give up learning English.

University students often live in dorms at univigrawith other peers so the
family influence may have less impact on them tbarsenior high school students.
Peer influence may be greater instead. They majadifferent subjects and have
dissimilar future careers to pursue. Moreover, géhermore freedom and flexibility
for university instructors to teach English, conguhto teachers who teach English at

other levels. That is, teachers can arrange their gyllabus, adjust their teaching
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objectives, and adopt or write their own teachirganals for the classes so that they
are suitable for students’ need (Chern, 2010; R86y). By contrast, in senior high
schools, the main teaching goals and materialshastly and formally dictated by the
government and the school. Undergraduates alsorhave opportunities to negotiate
learning content and express their opinions abloemt Furthermore, most English
classes, especially General English, cater foeudfit levels of English proficiency;
some universities even divide students accordirgpth the language level and major
(Liu, 2008). This should enable teachers to tailtwiat and how they teach to their
students’ needs. There are fewer class hours atsl & university (normally only
mid-term and final exams) and students do not haveompete with others by
gaining high marks in the University Entrance Exavhijch may cause less pressure.
Nevertheless, as discussed in the beginning p&eciion 1.2.3, students still need to
pass GEPT in order to graduate, and they may alsiceato pass TOEIC to gain more
future job opportunities. As a result, universigatchers tend to follow a more
communicative approach to enable students to hawe wral practice because not
only (a) do they have more freedom to teach any went to really raise learners’
English ability, not just testing skills, but al@w) in reality, the speaking skill is tested
in GEPT and TOEIC, and both exams place an emplmasiexamining learners’
communication ability.

Under these circumstances, English learning cbelé problem and difficulty
for many Taiwanese learners in higher education tdutheir previous high school
learning experiences and what they are experieratingiversity. University students
may confront (a) a lack of supportive environmeh), low learning motivation, (c)
low achievement, and (d) high learning anxiety ¢ptee from the environment, the
self, and others) (Liu, 2012; Yang, 2012) in anm»@iented and teacher-centred

teaching and learning context. The following paaaius will discuss these factors in
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detail.

(a) A lack of supportive environmentaiwanese university students usually

spend fewer hours taking English courses at uniyecompared to the hours at
senior high school (Chang, 2006). English classesalso sometimes reported to be
filled with many students in one class (Chen, WardeChang, 2005; Lin & Warden,
1998), sometimes more than 40 students. This &ylito create fewer opportunities
for students to practise their English, especitigir oral skills; teachers may not
have sufficient time to take care of every learedher.

(b) Low learning motivationTaiwanese university students are required te tak

English courses for at least one year. They cansmto take extra courses according
to their needs throughout the four years. NonesiselEnglish learning may not be a
priority for many of those non-English majors. Thesay have negative previous
English learning experiences or results at higloschOr, they may rather want to
have more personal time for their professionaldfedf study and to explore a new
social life. Some may also be unable to imaging thay will use English in the
future or in their careers. Neither are their iitesd expanded or changed much (e.g.
integrativeness) while learning English. (See dismn about identity in Section
1.2.3.1.) They may feel less stressed becausevef fedlasses and tests (Huang, 2012)
and merely learn English because they do not wahetfailed by teachers at the end
of the term or because they need to pass GEPTder o graduate. Since exam-led
teaching and learning is a common phenomenon iwalaiand since success from
excellent performance would bring honour to botle thdividual and families,
academic excellence is strongly valued as it igectiway of providing evidence of
success. Most teachers may, therefore, feel thiemapy objective is to help students
to gain high marks in the exam, which influencesrtteaching styles and the content

of lessons (Chang, 2006). Students, at the sanmes tilmy become passive learners

19



who aim to master taking tests instead of improvigigglish (Kung, 2013). It is
suggested that “it may be hard for people outsfd@is social milieu to imagine how
students would try to get away from studying atfiret chance that tests are not an
immediate threat upon them” (Huang, 2012, p. 648nd¢, since English learning is
not that urgent for many non-English majors who &ee from the University
Entrance Exam and who have other interests acadbynand personally, university
English courses can be ignored or viewed as cldsseslaxing or respite (Liu, 2003),
which reflects students’ low English learning mation.

(c) Low achievementChien and Hsu (2011) conducted a survey of Tagsan

undergraduate learners and their professors, frdnthwit emerged that limited
vocabulary is the primary problem for students; rpsppeaking and writing abilities
are listed as other main problems. This may beusscaf exam-oriented teaching and
learning, focusing on gaining high marks, in whathhdents experience that they have
had many weekly tests but have not experiencedthieat real ability has improved
(Chen, 2010; Li, 2012). Furthermore, it has evernbealiscovered that many
Taiwanese university students’ English proficierspelow that of senior high school
students (Chang, 2006). For instance, accordiriglt®'s (TOEIC, Taiwan) survey in
2016, Taiwanese senior high school students’ aeefddEIC score was about 562
while that of university students was about 505.thWiower English learning
motivation, some undergraduates may think that yish few more steps they will be
free from English learning as long as they passd¢heired English courses (Chang,
2006). GEPT still seems far away for them, exceptfburth-year students. As a
result, their English competence is often not imprg but declining. Several
companies are also dissatisfied with the Englisbfigency of graduates they are
potentially going to employ; Taiwanese undergraesiaaverage TOEIC score was

about 505 in 2016, while based on ETS’s (TOEICwa&ai) investigation in 2015, the
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standard required by different industries in Taiviamormally higher, namely 522.2
for the manufacturing industry, 564.7 for the seevindustry, and 652.5 for the
financial industry. In order to help low achieverbo may also be less motivated,
teachers may confront three problems. The firshésunsupportive environment as
discussed earlier. Thus, the real practice timestiodents is limited and the instructor
may not be able to take care of every individuald8nts may, therefore, have the
perception that formal education at universityas @nough for achieving success and
turn to private language institutions because peiv@ntres offer learning in a small
class and opportunities to be taught by native lsgrege.g. adding more exposure to
authentic speaking and listening input) (TiangddQ=). They may further overlook
English classes at university, which possibly letada vicious cycle of poor learning
and lower motivation. Another issue is that teasheeed to know how to raise
students’ low English learning motivation and imggatheir past negative learning
experiences or poor performance. When learnere“gjvtrying to self-perceive as a
legitimate user of English (as a global languageyy will he/she be willing to invest
in English learning, [...] not to mention using Emstlito negotiate their identity as a
valued member of the international community” (Zfe2014, p. 37). The final
problem is that teachers may “struggle to integcat@municative language teaching
with the form-focused instruction needed to enahlelents to pass exams” (Ushioda,
2013, p. 11). They may feel they need to appeatudents’ academic involvement
and raise their motivation by exam-led teachinggaiand relevant goals, or so-called
‘immediate threats’; the importance of tests igréfiore, again to be emphasised,
which seems to produce an endless vicious cyclarglu2012).

(d) High learning anxiety Anxiety is “the subjective feeling of tension,

apprehension, nervousness and worry associatedanitarousal of the autonomic

nervous system” (Horwitz, Horwitz, & Cope, 1986, J25). In language learning,
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language anxiety occurs as “the apprehension expesd when a situation requires
the use of a second language with which the indadids not fully proficient”
(Gardner & Maclintyre, 1993, p. 5). Skipping classesot completing homework are
common examples to avoid situations that arouseegnXHorwitz et al., 1986).
Moreover, anxiety can be divided into two kindsacifitating’ (helpful) and
‘debilitating’ (harmful) (Kleinmann, 1977; Oxford1999). For instance, “some
concern about a test is a plus (facilitating) whit® much anxiety can produce
negative results (debilitating)” (Chastain, 1975,160). In other words, anxiety can
lead to both positive and negative learning eftetiisterms of language learning
anxiety, it could be caused by factors such as exdwmen competition, lack of
confidence, a communicative approach (e.g. anxatysed by oral communication in
English), negative learning experience, fear of atigg evaluation, and so on
(Horwitz et al., 1986; Macintyre, 1999; Tahernezh&khjat, & Kargar, 2014;
Woodrow, 2006). For example, national English mieficy has been viewed as an
index of competitiveness in Taiwan (Tsai & Chan@l2). In order to graduate and to
enter the world of work, Taiwanese university studeare under pressure to pass
national or international exams (e.g. GEPT and TQHEb show their advantages or
gualifications (Chang, 2006; Tseng, 2015; Ushi@4,3). Likewise, in order to speak
English or give presentations in English in clagsidents may need to step out of
their comfort zone, and this may also provoke tlagixiety (Cheng, 2005; Huang,
2008). They may lack confidence in their Englishligh be afraid of making
grammatical errors, or even be concerned that tReiglish, in areas such as
pronunciation and accent, is below a native-likendard (Lee & Wang, 2015; Ortega,
2009). Tang (2011) also reports that Taiwanese rgnalduates may feel stressed
because they are afraid that their English comgetaa much lower than their

classmates, so that they are unwilling to choos&&ourses to learn more. Learners,
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therefore, face different degrees of pressure apdreence dissimilar anxiety, which
can further impact on their learning and lead taows outcomes. For instance, if
anxiety is viewed as having a debilitating functistudents may be unwilling to learn;
once they lack confidence or worry about their cetapce and they try to avoid
learning, then they may be unable to improve tipeirformance. In other words,
negative anxiety could result in students’ low féag motivation and worsening

language performance (Macintyre, 1999; Tsai, 200&ydrow, 2006).

1.3 The significance and problem of researching mivation

Three important features reflect how significaeseaarching English learning
motivation is. They are: (1) if the factors infl@mg motivation are uncovered, it
could further help both learners and educatorsudneg teachers, policy makers, and
related professionals, to learn or instruct langsagore efficiently and effectively; (2)
when more and more researchers and readers arereedcabout motivation, more
and more investigation and discussion will then demerated; and (3) as better
understanding of motivation is gained, it can cbote to future research and other
fields of study.

Nevertheless, while conducting motivation reseasalhorthwhile and rewarding,
it is, at the same time, difficult and demandingopwHto make English learning
motivation researchable and reduce research pogjudre huge challenges for
researchers. Because of the complexity of Engéaming motivation, there are three
main concerns as follows: (a) “Motivation is abstrand not directly observable”; (b)
“motivation is a multidimensional construct”; and) (‘motivation is inconstant and

dynamic” (Ddrnyei & Ushioda, 2011, p. 197).
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Firstly, motivation is considered to be “an abstreerm that refers to various
mental (i.e. internal) processes and states. Ithesefore not subject to direct
observation but must be inferred from some indineditcator, such as the individual’s
self-reported accounts, overt behaviours, or phygical responses (e.g. change of
blood pressure)” (Dérnyei & Ushioda, 2011, p. 19n).other words, measures of
motivation are not objective but rather, inevitatdybjective. Thus, how to identify
and interpret research findings, while minimisindpjectivity, is extremely difficult.
For instance, when a survey of English learningivation is carried out, it needs to
be made clear to participants that their answeftksnei affect their scores on the
English courses they are taking, to prevent theomfrgiving falsely positive
responses. Taking another example, the investmgadio motivation may involve
feedback about participants’ past learning expegsnlf researchers can ask similar
guestions at different times, their past learniegdback can then be double-checked,
which would prevent mistakes in the research ooogras a result of inaccurate
memories.

Secondly, “motivation is a multifaceted concepttibannot be represented by
means of simple measures (e.g. the results of aj@mstionnaire items)” (Dornyei &
Ushioda, 2011, p. 197). Multiple theories and wasianethods can be applied in
researching motivation. Different methodologies énaheir own advantages and
shortcomings; the findings are therefore diversg ianomplete, which could merely
reveal some elements of motivation. This factoo &lstter reflects the significance of
the more theoretical and empirical studies.

Thirdly, language learning motivation is not abd&acondition (Ilgoudin, 2013);
instead, it “changes dynamically over time as altesf personal progress as well as
multi-level interactions with environmental factoasd other individual difference

variables” (Doérnyei & Ushioda, 2011, p. 198). Asresult, data will be richer if
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gathered at more than one point in time. For irgaR5 studies in the Taiwanese
university context were chosen to be reviewed is thesis (more details in Section
2.4). Most of them (23 out of 25) involved a singlelf-reported method, with 22
including questionnaire surveys and one being tmirew investigation. In addition,
these studies did not pay much attention to thenisistent and dynamic nature of
English learning motivation. Only four of them werencerned with motivational
changes at different times. Therefore, approach®s;h as cross-sectional,
longitudinal, or mixed methods research, are suggdes provide dissimilar and more

fruitful findings. (See Chapter 3 for more discassabout research methodology.)

1.4 The aim of the research and the research questis

This thesis aims to examine English learning naiton in the Taiwanese
university context from a socio-cultural perspeetiihe problems of researching
motivation stated in Section 1.3 are intended tarb@mised as far as possible by
taking a mixed methods approach, including theaisequestionnaire, interview, and
observation. The dynamic nature of motivation &io be carefully examined by (a)
collecting data at different times from the samsdip@ants and by (b) comparing the
findings both quantitatively and qualitatively owegne. Recommendations regarding
how language learners’ motivation can be best msed, maintained, and increased
will be made at the end of the thesis.

After reviewing the background, significance, girdblem of the study, firstly,
the author wishes to investigate Taiwanese uniyersiudents’ English learning
motivation and the motivational factors that forhe tmotivation. Then the author

hypothesises that learners’ motivation would chaoger time. Thus, how and why

25



motivation changes are other primary concerns.rlaiein order to understand more
dimensions of motivation, students’ learning bebaxs in class and comparisons
between high and low achievers will also be scregith in detail. Last but not least,
since motivation is extremely complex and believad involve multi-level
interactions, the author plans to inspect the au®ons between different
motivational factors respectively. All in all, thesearch questions are therefore
established as follows.
Research question 1: English learning motivation
(a) What is the strength of Taiwanese universitydents’ motivation to learn
English?
(b) Does the strength of their motivation changerdime?
(c) Does the strength of their motivation diffetween high and low achievers?
Research question 2: English learning motivatidaetiors
(a) What factors influence the strength of Taiwanesiversity students’ English
learning motivation?
(b) Does the strength of these factors changetovef?
(c) Does the strength of these factors differ betwieigh and low achievers?
(d) What is the relationship between these factamsl English learning

motivation?

1.5 An overview of each of the chapters

This thesis is composed of six chapters. Chapter gives the background
information to the research in detail, includinge thvriter’s research interest,

socio-dynamic perspectives, and Taiwanese idemtdgmns and values, and English
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education. It also presents the significance armblpm of researching English
learning motivation and the aim of the current gtadd its research questions.

Chapter two reviews related literature on Englesdrning motivation. It firstly
defines language learning motivation. Then it rexsig¢he development of language
learning motivation research and ten theoreticahgigms, including (1) Gardner’s
theory, (2) Crookes and Schmidt’s theory, (3) sdficacy theory, (4) attribution
theory, (5) goal theory, (6) self-determinationdhg (7) Three-level framework of L2
motivation, (8) focus on time, (9) a person-in-etrelational view of motivation,
and (10) vision and the L2 self. Finally, it reviewhe 25 empirical studies on English
learning motivation in the Taiwanese university tecm

Chapter three elaborates the research methodotgpyied to the thesis,
involving the research design, participants, redearocedure, instruments used for
data collection, and ethical issues.

Chapter four explains how the data were analysetbmonstrates the details of
the procedures for the data analysis of the quesdioe, interview, and classroom
observation.

Chapter five reports the findings of the empiricegults from both quantitative
and qualitative data. The findings fall into tweas: English learning motivation and
the motivational factors which affect the strengtiienglish learning motivation.

Chapter six discusses the results in relatiorhéoresearch questions. It offers
in-depth discussion of the findings in the lighttb& Taiwanese university context, a
socio-dynamic perspective, and related theoretisad empirical studies. It also
identifies limitations and proposes implicationgl auggestions for the present study

and future research. Finally, the thesis ends ewtrall conclusions.
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Chapter 2: Literature Review

2.1 Introduction

This chapter reviews literature related to theenirstudy. The review is divided
into three parts; one relates to definitions ofjlaage learning motivation, another to
the discussion of language learning motivation tiesoapplied to the present study,
and the third to the review of empirical studieSawanese university contexts. This
chapter, therefore, not only gives an overview ephcof language learning
motivation, but also provides knowledge of the upd®ing theories applied by other
researchers and used in this thesis. Under thensgtances, the aim of this chapter is
to demonstrate (1) how language leaning motivagotefined, (2) what theories are
the cornerstones of the thesis, and (3) the crossymation and comparisons between

previous empirical studies in a similar context.

2.2 Defining language learning motivation

Motivation can be defined as “the choices peopheras to what experiences or
goals they will approach or avoid, and the degreeftort they will exert in that
respect” (Keller, 1983, p. 389) or “the extent thieh you make choices about (a) a
goal to pursue and (b) the effort you will devaiehe pursuit” (Brown, 1994, p. 34).
Motivation could also be a situation indicatingttirdoen a person is motivated, he/she
is moved to do something (Ryan & Deci, 2000). D&ngnd Ushioda (2011)

summarised that motivation is considered to be argss responsible for (1) the
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reason: why people choose to do something, (2péngeverance: how long they are
willing to sustain their efforts to achieve the Qaand (3) the aspiration: how hard
they will try to realise the intention or achieve tambition.

In language education, language learning motinaisoa factor that critically
influences students’ learning willingness, processl results; it is also widely related
to learning success or failure (Dornyei, 2014). tTl&| one’s language learning
motivation would have influence on one’s learnirggess and outcome, and one’s
learning experience and performance would also @inpa one’s language learning
motivation. In addition, as language learning mation functions, learners’ cognition,
emotion, and context (the sociopolitical setup lué tearners’ environment) would
also interact with each other (Dornyei, 2014). Ehesmplicated interactions between
motivation, mind, and identity would, thereforesu#t in a change of motivation and
lead to differential language learning and achiexamIn other words, “levels and
intensity of motivation rise and fall over time” & & Dodrnyei, 2013, p. 90).
Because of the complex and multi-dimensional irttgvas between the learner and
language, learning and teaching, past experiendeaehievement, and identity and
social context, motivation is inconstant and dyraas all these factors change and
interact (Dornyei & Ushioda, 2011). (See also Sectl.3.) For instance, one male
learner has been generally motivated to learn Enghowever, during this class, he is
anxious about giving a presentation; the topichef fecture is uninteresting to him
and he even got an unsatisfactory mark in thetésstt as such, he is faced with such
pressure and failure that he does not want to wevbimself in learning and, therefore,
that day, his motivation decreases. For anothempilegy a female learner has not been
motivated to learn English for a long time, but sieets a new teacher who helps her
to build up her learning confidence and raise hetivation so that her English ability

subsequently improves. In short, language learningptivation involves
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multi-dimensional interactions; this dynamic natvesulting in different strength of
motivation would lead to dissimilar learning outcesn

In addition, language learning motivation is naoflyoa key factor playing an
important role in learning and teaching; certairuadional benefits can also be
gained through research into language learningwvaiidn, including the following
three aspects. First, helping learners motivatentiedves to improve their language
learning in multiple ways, different times, and ieas settings. Second, benefiting
educators to know (a) how to help their studentsaise and maintain language
learning motivation, (b) how to make learning matiuag in the classroom setting,
and (c) how to design useful curriculums and pefido contribute to a better learning
environment. Third, enhancing both the quantity gaodlity of motivation research
by adding more empirical models and theoreticatudision and by encouraging more

researchers to explore this field.

2.3 Reviewing theories of language learning motivain

The previous chapter and Section 2.2 provided soef@itions regarding
language learning motivation and its dynamic naftom socio-dynamic perspectives.
In this section, since the strength of languagenlag motivation keeps changing
caused by multiple interactions along with the istpaf globalisation, there are two
aspects of theoretical research expected to bewed. (1) The history of how
language learning motivation research has changddeaen diverse as time goes by
and (2) several important underpinning motivatibedries generated in past decades

will be discussed in the following parts.
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2.3.1 Development of language learning motivatioresearch

The history of research on language learning matitm can be traced back to

the 1960s. These decades could be sorted intalfstimct phases as follows:

(1) The social psychological period (1959-1990)

- characterised by the work of Robert Gardner as@ssociates in Canada

(2) The cognitive-situated period (during the 1990s

- characterised by work drawing on cognitive thesiin educational psychology

(3) The process-oriented period (the turn of theuy)

- characterised by a focus on motivational change

(4) The socio-dynamic period (current)
- characterised by a concern with dynamic systemdscantextual interactions.

(Ushioda & Ddornyei, 2012, p. 396)

Language learning motivation research originatesnftwo Canadian social
psychologists, Robert Gardner and Wallace Lambd@itey emphasised the
importance of social and psychological dimensicms;ording to which language
learners were expected not only to learn knowleafgbe target language but also to
identify with the target community and adopt trepeech styles and behaviours. Two
critical orientations were proposed by Gardner aathbert (1972): (a) integrative
orientation “reflecting a sincere and personal rege in the people and culture
represented by the other group” and (b) instrunteoteentation “reflecting the
practical value and advantages of learning a neguage” (p. 132). Gardner and his

associates produced a series of empirical modealsframtful studies. (See Section
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2.3.2 for more details.)

By the late 1980s and early 1990s, language legrmiotivation research was
broadened by numerous researchers by taking thewfo two areas into
consideration: the need to combine cognitive tlesofe.g. self-efficacy, intrinsic and
extrinsic motivation, and attributions) and sitagtithe analysis in specific learning
settings (e.g. the language classroom). (See ®e2tth3, 2.3.4, 2.3.5, 2.3.6, 2.3.7,
and 2.3.8 for more details.) Researchers focusdtonindividuals’ thoughts, beliefs,
and emotions transform into actual learning ac{@arnyei, 1998).

In the process-oriented period, researchers igdrithe conceptual distinction
between motivation to engage in L2 learning (choreasons, goals, decisions) and
motivation during engagement (how one feels, behaaed responds during the
process of learning)” (Ushioda & Dérnyei, 20123p7). For example, one of the best
known and most representative process models wasyBidand Otté’s three-phase
process model (1998), including ‘pre-actional’,ttanal’, and ‘post-actional’ phases.
They defined their concept of motivation as a “@&xwhereby a certain amount of
instigation force arises, initiates action, andsgs as long as no other force comes
into play to weaken it and thereby terminate agtmmuntil the planned outcome has
been reached” (Dérnyei, 1998, p. 118) (See Se&idr® for more details.) However,
there were two main shortcomings commented by #searcher himself later
(Dérnyei & Ushioda, 2011). One was that it assurtined the beginning and the end
of a learning process could be clearly defined,cwhwas nonetheless problematic.
The other was that it assumed that the learninggsis rather isolated without other
interference. Consequently, researchers startedotsider more and argued that
motivational models were not simply linear modefscause-effect relationships;
additionally, they should take account of the dyitacomplexity of language learning,

including research themes of context, past expegiefuture orientation, and change
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over time. Language learning motivation has, tleeef shifted from the
process-oriented period to the socio-dynamic pediaihg the last decade. There has
been a rapid and world-wide expansion of researthlanguage learning motivation,
with an accompanying range of themes considered tfee self and identity, context,

vision, and the dynamic nature: more details ini6e@.3.10 and 2.3.11).

2.3.2 Gardner’s theory of L2 motivation

As mentioned in the history of motivation researohthe previous section,
Robert Gardner and his colleagues and associateSaimada are not only the
representative researchers in the social psycleabgieriod but also the important
core of researchers whose theories have becomgstoke in the field of language
learning motivation. According to their researctaf@er, 1985; Gardner & Lambert,
1972), language learning motivation functioned et ‘motivation’ and
‘orientation’. Based on their Canadian model inEarglish as second language (ESL)
context from a social psychological angle, ‘motieat could be generally divided
into three components: (1) motivational intengi®y, desire to learn the language, and
(3) attitudes towards learning the language; ‘dagon’ was composed of two
components: (i) integrative orientation, which veasmicerned with a positive attitude
toward a target country, interest in the targeglege, and a desire to interact or even
become similar to valued members of the target comity) and (ii) instrumental
orientation, which is relevant to goal achievemenagmatic gains in L2 proficiency,
such as passing an English exam or taking a chtarget a better job.

Furthermore, motivation, as Dornyei (2001) sumneakjsrefers to “a kind of
central mental ‘engine’ or ‘energy-centre’ that suimes effort, want/will (cognition)

and task-enjoyment (affect). [...] The role of orein, then, is to help to arouse
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motivation and direct it towards a set of goals’4p). In other words, motivation is
simply ‘the motivation’ itself, describing the erteof desire, the effort, and the
attitudes, not the motivation which is ‘the reasamsthe drivers’ mentioned in daily
conversation or buried in people’s minds. Insteatentation is used to refer to the
antecedents of motivation, the reasons or the driwhich propel people to learn a
language. The orientations which cause the geperatf language learning
motivation are considerably noteworthy and remato@c of research interest. For
this reason, Gardner’s theory of two orientatioras Hbeen highlighted in much
research in the field and has become the cornerdtanlater research on language
learning motivation.

In the cognitive-situated period, because more itwgntheories of motivation
had been emphasised, Tremblay and Gardner (1996)daveloped their theories

with the cognitive concept which could be summarised depicted as the follows:

Matignal Achievement

Language

Self-efficacy, valence

behaviour

attitudes and goal salience

Figure 2: Tremblay and Gardner’s cognitive motivation model

() ‘Language attitudes’ included integrative otaion, attitudes toward L2 speakers,
interest in foreign languages, attitudes towards k2 course, and instrumental
orientation. (2) The language attitude would affectguage learners’ ‘self-efficacy’,
‘valence’, and ‘goal salience’. Self-efficacy issasiated with attributions subsuming
(a) learners’ belief in their capabilities to actedearning goals and (b) performance

expectancy. (Self-efficacy theory will be detailed Section 2.3.4 and attribution
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theory will be elaborated in Section 2.3.5.) Valenelates to the desire to learn the L2
and attitudes towards the L2. Goal salience referthe specificity of the learner’s
goals and the frequency of goal-setting strategses!” (Dornyei & Ushioda, 2011, p.
49). (3) ‘Motivational behaviour’, comprising attean, motivational intensity, and
persistence, would be influenced by learners’ efitacy, valence, and goal salience.
(4) Finally, motivational behaviour would afterwardmpact on language earning
achievement.

After the 1990s, not only did Gardner and his eisdes present their models and
findings but also more and more studies began twsfoon exploring language
learning motivation in different contexts, espdygi&FL/global contexts, in order to
examine (a) whether motivational factors will diffeom context to context or not
and (b) how and why those differences happen. Atsdime time, researchers were
also trying to create more links between theoried practice in the real language
classroom, as was called for in the seminal artigileCrookes and Schmidt (1991).
(See Section 2.3.3 for more details.) In other wpitthe underpinning concept of
Gardner’s theory has been gradually and widely tedapdded new concepts, and
compared by those who conducted their empiricagstigation in various contexts,
with different countries, ages, genders, identitregjors, educational environments,

socio-cultural backgrounds, etc.

2.3.3 Crookes and Schmidt's theory of L2 motivation

Gardner and his associates’ research has attractacthe amount of attention
over the years; consequently, Crookes and Schri@®1) argued that Gardner’s
theory had been so dominant that other approaclaeks “hot seriously been

considered” (p.501) and “it seems reasonable thativation, as it controls
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engagement in and persistence with the learnink, tsisould also be considered
worthy of renewed scrutiny” (p.480). Thus, thetir identified three aspects which
were also important to learners’ motivation, patiacly in the classroom setting. The
first one was related to how to motivate studeetgarding the lesson before the
teaching formally starts in order to arouse theghbr levels of interest. Second,
varying activities, tasks, and materials were ndddemaintain learners’ motivation.
Third, using cooperative rather than competitiaéng would prevent the following
situation (especially for low achievers). If learmeexperience failure and blame
themselves for it, they are “likely to have a lostimate of their future success in SL
learning, which may in turn lead to low risk-takingw acceptance of ambiguity, and
other behaviours that are probably negatively ¢ated with success in SL learning”
(p. 490). Under the circumstances, low achieverslavdherefore, feel that success is
possible by cooperative learning. However, cooperaearning could not always
work since low achievers might react differentlycls as feeling more anxious about
the distance from others or adopt a passive roldewbarning as one of team
members. High achievers might also encounter patetifficulties, anxiety, burden,
or frustration by pair-work or group-work. The valof cooperative learning would,
therefore, need to be explored through more engpiriesearch and to find effective
methods in order to benefit teaching and learning.

Moreover, Crookes and Schmidt’s (1991) stated thativation concerns the
choices learners make, the experiences and goays abhieve or avoid, and the
degree of effort they make. They proposed four sewspecific motivational
components as factors that influence learners’ wvabén, including ‘interest’,
‘relevance’, ‘expectancy’ and ‘satisfaction’, whid¢tave become distinguished and
applied by many other researchers.

(1) Interest refers to intrinsic motivation and gmeral curiosity about the self and
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learning environment.

(2) Relevance involves how learners feel aboutits&uction and whether the
instruction satisfies their needs, values, or goalsot.

(3) Expectancy is considered as “the perceivedliited of success and is
related to the learner’s self-confidence and siilfacy at a general level”
(Dornyei, 1994, p.277). (See Section 2.3.4 for nuwils.)

(4) Satisfaction means both the extrinsic rewasigh as good marks and
honours, and intrinsic rewards, such as pride asififidfiiment, for the

outcome of a learning activity.

2.3.4 Self-efficacy theory

As previously mentioned, expectancy is one of irtgyd factors that influence
language learning motivation; whether learnersamrelop their sense of expectancy
for success or not would be influential on learniiiggo of most crucial aspects that
affect learners building up their expectancy ineltpidging one’s own abilities and
competence (self-efficacy theory)” and “processipgst experiences (attribution
theory)” (Dornyei, 1998, p. 119). This section tkerefore, going to talk about
self-efficacy theory, and attribution theory wik lelaborated later in Section 2.3.5.

Albert Bandura (1986) developed self-efficacy tyed refers to people’s belief
regarding their capabilities to achieve and congpkettask. The self-efficacy belief
should not be confused with learners’ confidencehiair proficiency; the former
reflects “individual's judgments of how capable yhare of performing specific
activities” and “beliefs about expectations of fetachievement” (Graham, 2007, p.
82), while the latter is related to “self-percepsocof communicative competence and

concomitant low levels of anxiety in using the setdanguage” (Noels, Pon, &
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Clement, 1996, p. 255). Self-efficacy is not thduat competence, abilities, or
learning outcomes either, although they are intliyegelated. Instead, self-efficacy is
“the product of a complex process of self-persuadizat is based on cognitive
processing of diverse sources” (Dornyei & Ushio@@ll, p. 16). For example,
language students’ past learning experiences, piéaple’s feedback and comments,
or the learning environment would be powerful sesrcontributing to self-efficacy.
If a low achieving language learner has been patjtiaffected by such sources and
then has a higher sense of self-efficacy, he/slghtie, therefore, highly motivated
to learn the target language.

Based on Bandura’s theory, people’s decision,raspn, and persistence are
strongly determined by their sense of efficacy. fd$s people believe that they can
produce desired results and forestall detrimemakdoy their actions, they have little
incentive to act or to persevere in the face didalifties” (Bandura, 2001, p. 10). In
other words, if people have a low sense of selt&tfy, they tend to have negative
attitudes and view a difficult task as a threat ahdtacle; then they might, therefore,
lose their faith or give up easily when trying heeve goals or even before starting,
which may lead them to have lower motivation. Oa tlontrary, people with a high
sense of self-efficacy would be motivated and tydhto overcome difficulties with
confidence and expectation, and to sustain thértah the face of possible failure.
For instance, one male student felt anxious andghiothat he would not be able to
master in English no matter what; then he had leli+edficacy that would lead to
lowering down his English learning motivation. lontrast, another learner, while not
necessarily highly proficient at English, beliewadt he would gradually improve and
also imagined he would speak English fluently ia tiear future, so he was motivated

to learn and enjoyed learning English.
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2.3.4 Attribution theory

Attribution theory is of relevance to language teag motivation although it has
not been widely applied to the field. Accordingthe theory, attribution is (1) how
people look for explanations or causes of theicess or failure and (2) how people
interpret their environment as to sustain a pasiself-image (Weiner, 1986). There
are three main categories of attribution, includilegus of control’ (i.e. internal or
external), ‘stability’ (i.e. stable or unstable, ether causes change over time or not),
and ‘controllability’ (i.e. controllable or uncowltable). Students with higher
self-esteem and achievement are likely to attritlued success in learning to internal,
stable, and uncontrollable factors, such as apiktyle they attribute failure to either
internal, unstable, and controllable factors, sasheffort, or external factors such as
task difficulty (stable and controllable) or luckn&table and uncontrollable). For
instance, high achievers tend to attribute theiccess to their confidence and
recognition of ability and effort; failure is codsired to be caused by external factors
(such as bad luck or poor exams) but not theitt fatlerefore, failure does not impact
their self-esteem and perceived ability but sucaegsoves their confidence and
pride. If they did not work hard enough and thisutes in negative performance, they
may also attribute their poor results to lackinfpef not innate intelligence, which
could be likely to motivate them to learn and pisgEcimore next time. On the other
hand, low achievers tend to attribute failure bkt and uncontrollable factors, such
as bad ability or poor teachers, while they attelgauccess to external factors, such as
luck and task difficulty. For example, low achievenight think that no matter how
hard they try, they will fail anyway. These studemtould doubt their ability and
assume learning outcomes are beyond their conlrey; seem not to feel responsible

for their performance and are reluctant to worldrence failure usually happens and
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success is rare and beyond their control.

In addition, attributions are influential in forngrpeople’s expectancy. Graham
(1994) stated that self-questioning and self-réifigc which arouses attributions,
would have impact on learners’ success or failaterlon. For instance, when people
think that effort brings success, they expect Warking harder will lead to achieving
learning goals; then they are likely to hold poestiself-efficacy beliefs, which is
“found to lead to higher levels of achievement, reater willingness to face
challenges, and to exert effort” (Graham, 201113:1). While people tend to fail if
they do nothing and expect nothing since resullisnet change or if they depend on
their luck without working hard or blame their pdearning achievement on others,

such as the difficulty of exams (Weiner, 1992; D@&in2001).

2.3.6 Goal theory

In the area of goal theory, there are three migouses: (1) goal-setting, (2)
goal-orientation, and (3) goal content and mukip}i The latter two theories are
related to the current thesis and they will be esgal in this section.

Goal-orientation theoryAmes (1992) reviewed goal-orientation theory and

asserted that two orientations were relevant toackettings: (i) mastery orientation

and (ii) performance orientation.

e Mmastery orientation, involving the pursuit of ‘ma&st goals’ (also labeled as
‘task-involvement goals’ or ‘learning goals’) withe focus on learning the
content

e performance orientation, involving the pursuit pefformance goals’ (or
‘ego-involvement goals’) with the focus on demoasitg ability, getting

good grades or outdoing other students
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(Dornyei & Ushioda, 2011, p. 21)

Therefore, mastery orientation puts more emphasisaahievement activity and the
learning process. Personal growth and improvementital aims during the learning
process. On the other hand, performance orientati®ns learning as a method in
order to obtain goals and/or public recognition.isltsimilar to Gardner’s (1985)
instrumental orientation.

Goal content and multiplicity thearyAs goal-orientation theory are concerned

more with learners’ academic achievement and pedoce, goal content and
multiplicity theory are strongly related to learsiegoals particularly in the real
language classroom and educational setting. Fompbea Wentzel (2000, 2007)
suggested that students may not be motivated to eéanguage because of learning
pressure, low academic achievement, or compet#s&nin contrast, they may be
motivated to learn in order to acquire knowledgakenfriends, please teachers, avoid
punishments, or follow the school rules. Moreowentzel (2000) accentuated that
goals are “socially derived constructs that carbestudied in isolation of the rules
and conventions of culture and context” (p. 10@y. iAstance, students may desire to
establish a reputation or earn praise for theid haork. So this theory has “drawn
attention to the important role of social and el well-being in motivating
learning [...] the focus on the social context of Igtevelopment reflects the growing
importance of dynamic and socially situated perSpes on motivation” (Dornyei &
Ushioda, 2011, p. 22) More dimensions, such asopatsinteraction, intergroup
relations, socio-cultural values and norms, asatmih process, and ethnic issues,
would, therefore, need to be taken into considanai relation to language learning

motivation.
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2.3.7 Self-determination theory

Another essential and well-known motivation thewsyich is closely related to
Gardner’s theory and which has been applied by messarchers is Deci and Ryan’s
self-determination theory, including two main copiseof ‘intrinsic motivation’ and
‘extrinsic motivation’. While integrativeness amsirumentality have continued to be
recognised and applied widely, they are insufficterexplain the process of language
learning engagement in classroom settings anditepprocess. Self-determination
theory tries to bridge the gap between existinglisgiand the need for classroom
learning analysis; it gains “theoretical prominer&g motivation concepts more
relevant to the analysis of classroom languageniegr and more directly amenable
to pedagogical influence and to internal as welkgternal regulation” (Ushioda &
Doérnyei, 2012, p. 399).

According to Deci and Ryan (1985), “intrinsic mwaiion is in evidence
whenever students’ natural curiosity and interesrgse their learning” (p. 245). It
concerns people who find their learning interestindg then the engagement promotes
their growth (Deci & Ryan, 2000). There are threbtgpes of intrinsic motivation
further distinguished by Vallerand (1997), incluglitto learn’, ‘towards achievement’,
and ‘to experience stimulation’ as follows.

(1) To learn: the individual engages in “an activityr fthe pleasure and
satisfaction of understanding something new, satigfone’s curiosity and
exploring the world” (Dérnyei, Muir, & Ibrahim, 2@ p. 19).

(2) Towards achievement: the individual engages in ‘autivity for the
satisfaction of surpassing oneself, coping withllehges and accomplishing
or creating something” (p. 19).

(3) To experience stimulation: the individual engages“i an activity to
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experience pleasant sensation” (p. 19).

On the other hand, extrinsic motivation containg fdimensions.

(1)

(2)

®3)

(4)

The first one is ‘external regulation’. It involvesxtrinsically motivated
behaviours that are “the ones that the individieafgrms to receive some
extrinsic reward (e.g., good grades) or to avoidigiment” (Deci & Ryan,
1985, p. 275). It is likely to accomplish goal-ovied achievement as
mentioned in Section 2.3.6.

The second one is ‘Introjection’. It is related'self-worth (pride) or threats
of guilt and shame” (Deci & Ryan, 2000, p. 236)isTimvolves the imposed
rules that accepted as norms to follow in ordesdibieve honour or prevent
from feeling guilty (Dornyei, 2009).

The third one is ‘Identification’. It entails thegognition and acceptance
about the underlying value of behaviours, and tihasight further becomes
one part of individuals’ identity. For instance,léarners identify with the
benefits and significance of learning English, tkely make effort to learn
it.

The last one is ‘Integration’. “It not only involseidentifying with the
importance of behaviours but also integrating thdsatifications with other
aspects of the self” (Deci & Ryan, 2000, p. 23&r Example, when the
value of English proficiency is part of individuag®cial norms and culture,
being proficient in English will be evidence thaegple qualify as

well-educated persons.

As a result, both integrative and instrumental rtagons are forms of extrinsic

motivation since they are the purposes and meateata a language. In particular,

intrinsic motivation should not be mixed up withtagrative orientation. The former

emphasises learners’ curiosity, enjoyment, andreste the latter has a strong
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indication of integrativeness (Ortega, 2009). Thatto say, intrinsic motivation

focuses on students’ personal positive feelinghsag enjoyment and satisfaction,
which learning a language can bring about; wheirgagrative orientation implies the
desire to be similar to the target community, whisha form of internalisation of

extrinsic motivation. For instance, a language ettidnay have a low sense of
integrativeness yet derive strongly intrinsic fillfient while learning.

Furthermore, it is suggested that intrinsic mdiora would promote more
spontaneous and self-sustaining learning motivatiean extrinsic motivation did
(Ushioda, 2008). Learners who have strong intrinsativation would “display much
higher levels of involvement in learning, engagenirore efficient and creative
thinking processes, use a wider range of problewirgpstrategies, and interact with
and retain material more effectively” (p. 22). Téfere, the key inspiration and
insight for teachers to raise students’ intrinsmtiration with helpful instruction were
expected to fulfil three necessities, includinge‘theed for autonomy (a feeling of
being able to choose personally meaningful ac#s)ti for competence (a sense of
gaining mastery of a subject area or skill) andridatedness (feeling connected to
and valued by others engaged in the activity)” (ba@017, p. 317). For example, if
learners consider a learning challenge is too dadiffi to conquer and they feel
incompetent to undertake it, they will not develdg sense of autonomy while
learning; their intrinsic interest is, thereforewl during the activity (Ushioda, 2014).
However, this is not to say that the worth of exditc motivation should, therefore, be
overlooked and underestimated. After all, it isogiemendously linked to benefiting
successful learning in the other way, no matteegrdtively or instrumentally.
Extrinsic motivation is valued and powerful butniay unfortunately work more as
short-term benefits. Thus, educators hope to be @blfoster students’ motivation

from within.
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2.3.8 Three-level framework of L2 motivation

Dornyei and his research associates first becanieedn the cognitive-situated
period, and became some of the most prominentneesa in the field from then on.
Doérnyei conceptualised a three-level framework @f motivation system in 1994

which applied most of the theories mentioned indiexious sections (see Table 2-1).

Table 2-1: Dornyei’s three-level framework of L2 maivation (Dornyei, 1994, p.

280)
LEVEL COMPONENTS
Language level Integrative motivational subsystem
Instrumental motivational subsystem
Learner level Need for achievement

Self-confidence
e Language use anxiety
e Perceived L2 competence
e Causal attributions
e Self-efficacy

Learning situation level

Course-specific Interest (in the course) components
motivational Relevance (of the course to one’s needs)
components Expectancy (of success)

Satisfaction (one has in the outcome)

Teacher-specific Affiliative motive (to please the teacher)
motivational Authority type(controlling vs. autonomy-supporting)
components Direct socialisation of motivation

e Modelling

e Task Presentation

e Feedback
Group-specific Goal-orientedness
motivational Norm and reward system
components Group cohesiveness

Classroom goal structure (cooperative,
competitive or individualistic)
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The three distinct levels are “(1) ‘language lev@fitegrative and instrumental
motivational subsystems), (2) ‘learner level’ (vidual motivational characteristics),
and (3) ‘learning situation level’ (situation-sp@cimotives relating to the course and
social learning environment)” (Ushioda & Dornyed 12, p. 399).

Among the three levels, the language level encesgsm multiple components
connected to language learners’ attitudes towardah@ L2 learning, including
integrativeness and instrumentality; the componeritghe learner level include
students’ own characteristics during their langui@gening process, such as the need
for achievement and self-confidence; while thereay situation level is connected to
the real language classroom setting, concerningofacsuch as course design,
teaching, and learning group. Each level has ita pawerful function that affects
learners’ motivation and at the same time, theypakomerely work individually. Each
level could also mutually influence another. Conssdly, the concept of the
complexity and dynamic natures of language learmmgfivation appears to be

demonstrated by the theory.

2.3.9 Focus on time

During the process-oriented period, researcheastest to investigate how
students change their learning motivation from ithigal starting point of learning,
during the course, and after the instruction. Teexlare expected to not only arouse
learners’ interest at the beginning of the clast dlso help them to sustain their
learning motivation. Hence, encouraging motivatilegrning entails more than
sparking an initial interest, such as using intimgsteaching materials (Williams &
Burden, 1997). An exploration of students’ languégggning motivation in different

stages, including an analysis of the vicissitudassagrowth and decline, has been an
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area of interest for researchers working withim@pss-oriented paradigm. Aiming to
explore language learning motivation over time, @i and Otté (1998) developed a
process model of L2 motivation. This model contdhree phases: the ‘pre-actional’
phase, ‘actional’ phase, and ‘post-actional’ phase.

The pre-actional phase “corresponds roughly twitd motivation’ leading to
the selection of the goal or task to be pursuedir@ei & Ushioda, 2011, p. 65). The
actional phase “corresponds to ‘executive motivatibat energises action while it is
being carried out; [...] the individual is committéal action and the emphasis shifts
from deliberation and decision-making to impleméotd (p. 65). The post-actional
phase “involves critical retrospection after théiaat has been completed or possibly
interrupted for a period (e.g. a holiday). The maiacesses during this phase entail
evaluating the accomplished action outcome andecopiiating possible inferences to
be drawn for future actions” (p. 66). For instanoefore a language learner begins a
new period of learning, his/her motivation wouldvdr him/her to set a goal for
making improvement; this is called the pre-actiopladse. Then, when learning the
target language, the learning motivation might ¢gjeain response to the learning
situation, for example, increasing, declining, appey, fading, or even staying the
same, leading to different learning outcomes; skiguence of ‘executive motivational
influences’ occurs during the actional phase. Thases of this ebb and flow of
motivation are “likely to be the quality of the teang experience, sense of autonomy,
social influences (teachers, peers, parents),rolassreward and goal structures, and
knowledge and use of self-regulation strategiesSr{pei & Ushioda, 2011, p. 66).
After learning, the post-actional phase begins;mes evaluate and think in
retrospect about their learning, forming causalilattions to explain the learning
outcomes achieved and meanwhile possibly also paaminfluence on their future

learning strategies, planning, and language legmmativation.
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Nevertheless, two main limitations in this processdel of L2 motivation have
been highlighted as follows (Dérnyei & Otto, 19¥8rnyei & Ushioda, 2011). First,
that it is difficult to draw a certain dividing knbetween the beginning and end of
learning processes; particularly, whether the ptesaal phase can be purely defined
may be problematic. Second, that the phases afifepprocesses might not occur
individually; the three phases could overlap in anplex manner. For instance,
students might also be influenced by the past iegrexperience or engage in other
academic studies. “Several learning processes nhbghtunning simultaneously”
(Doérnyei & Ushioda, 2011, p. 69). Under the circtemses, in order to examine
motivation changing over time, it has been suggestethe later period that this
process model of language learning motivation eeged and revised by taking a
more socio-dynamic perspective. That is, reseasd&ve established new conceptual
theories since this century, such as ‘a persoreirtext relational view of motivation’
(Ushioda, 2009), ‘vision’ (Levin, 2000), and ‘the2 Lmotivational self system’

(Dornyei & Ushioda, 2011). (See Section 2.3.10 2:/3d11 for more details.)

2.3.10 A person-in-context relational view of motiation

In order to research language learning motivationai relational view of
motivation, self and context, Ushioda (2009) depetb her person-in-context
relational view of motivation with a focus on thengplex individuality of real people.
Learners’ cultural and historical backgrounds stiptherefore, be considered within

motivation research. Ushioda stated:

| mean a focus on real persons, rather than ondesias theoretical abstractions;
a focus on the agency of the individual person tsénking, feeling human being,

with an identity, a personality, a unique histondaackground, a person with
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goals, motives and intentions; a focus on the autton between this
self-reflective intentional agent, and the fluiddaoomplex system of social
relations, activities, experiences and multiple noicand macro-contexts in
which the person is embedded, moves, and is intigneart of. My argument is
that we need to take a relational (rather thanalineiew of these multiple
contextual elements, and view motivation as an roggarocess that emerges

through this complex system of interrelations (dslai, 2009, p. 220).

In other words, individual behaviours are shapgdhe living context and the
uniqueness of personality would also shape thedutantext. The interrelationships
between the context and individual have been saamfly emphasised in Ushioda’s
motivation theories, since, from her perspectivee s convinced that “we need to
understand more about who is learning, with whotmene, when, and why” (Ryan &
Dornyei, 2013, p. 91). A language student is exgbtd be viewed as a ‘person’ with
his/her own personal backgrounds instead of a tlagg learner’ without the
recognition of his/her identity. As a language f#ag person learns a language,
his/her behaviours could be influenced substagttajl his/her uniqueness in a certain
context and form both different levels of learnmgtivation and new context as time

goes bhy.

2.3.11 Vision and the L2 self

Martin Luther King gave his ‘Il have a dream’ sgeean 28 August 1963 to
illustrate an encouraging vision of a brighter fetulhe power of ‘vision’ is not only
evidenced by history, but also widely used by pedplcreate a promising vision in
order to imagine a positive future-oriented imagd alan to fulfil it afterwards. In

the field of language learning motivation, visios associated as an imagery that
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ensues behaviour which “involves preliving hoped-fature experiences” (You,
Dornyei, & Csizer, 2016, p. 99). In addition touteg hopes, other emotions, such as
desire, fear or obligation, no matter positive (&igning for something) or negative
(preventing from something), the vision for theuia would render a clear way in
motivating people to do further actions (Dérnye@12; Dornyei & Chan, 2013).
Therefore, many researchers have believed thabrvis “one of the single most
important factors within the domain of languagern@agy: where there is a vision,
there is a way” (Dornyei & Kubanyiova, 2014, p. ¥)sion is, therefore, “to help
students to ‘see’ themselves as potentially conmpdi@ users, to become excited
about the value of knowing a foreign language @irtbwn lives and, subsequently, to
take action” (p. 2). Meanwhile, vision is “one aethighest-order motivational forces,
one that is particularly fitting to explain the pterm, and often lifelong, process of
mastering a second language” (p. 4). In other woedsen if just a mental image,
vision is viewed as an effective factor that has power to motivate learners to
obtain a future goal and realise a plan. In padigwision is not simply to offer a
future goal enabling people to achieve. Rathenviblves a strong ‘sensory element’,
that is a series of actions through which peopledpce a tangible image of a
blueprint for the process of achieving the ‘perdised goal’, and, then, they further
imagine the ‘future experience’ of achieving thegé goal (Dornyei & Kubanyiova,
2014; Levin, 2000; Markus & Ruvolo, 1989). For mrste, an English learner may
have a vision to study abroad. Then he or she dhioylto make a plan of how to
realise it (personalised goal), imagine how thd tda overseas will be (future
experience), such as speaking English in daily, kfied, finally, put the aims into
action.

Since the vision is utilised to motivate peopleaory out actions for future goals,

how people should execute the power of vision leyrtbelves has becomes a popular
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topic. Over the past decades, “personality psyaylbas increasingly turned to
investigate the active, dynamic nature of the sg#tem — that is, the ‘doing’ side of
personality — by examining how the self regulatehadviour and how various
self-characteristics are related to action” (Dorn§e Kubanyiova, 2014, p. 10).

Markus and Nurius (1986) first introduced the caqoicef ‘possible selves’ as a
dynamic approach of connecting the ‘self’ withinethaction’. Possible selves,
involving ‘images’ and ‘senses’, enable people hink about what they might

become, plan to become, and prevent from becominghe future. It works

effectively only when people perceive their visicas possible and realistic within
their circumstances; in other words, their visioreed to convince them that their
action can really make a difference (Dornyei, 20I3)rnyei (2005) later reviewed
Markus and Nurius’s psychological theory of possibklves and proposed the ‘L2
motivational self system’; he regarded his self plags “a natural progression from
Gardner’s theory” (Dérnyei & Ushioda, 2011, p. 8Bjter a large-scale motivation
survey, with over 13000 participants and over ayé&r time period, conducted in
Hungary, Dornyei observed language learning matwawithin the phenomena of
the worldwide globalisation process and the riseglwbal/world English as an
international language. Drawing on those concebisnyei integrated social context
into his theory of the ‘L2 motivational self systefihe system was divided into three
components: (1) the ideal L2 self, (2) the ought-Poself, and (3) the L2 learning
experience.

First of all, the ‘ideal L2 self’ describes thdrdautions which people “would
ideally like to possess (i.e. it concerns hopegjragons, and wishes)” (Doérnyei,
2014, p. 521). It represents a personal inspiringion of an ideal future
self-imagination as a competent L2 user and anragm to master the target

language (Lamb, 2017; Ryan & Doérnyei, 2013). Faregle, if people are motivated
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to learn a language because they are eager toadectige discrepancy between their
actual selves of the current state and the ideadl2es of the future vision, the ideal
L2 self, therefore, serves as a positive motivaidactor for learning (Dornyei, 2018;
Doérnyei & Ushioda, 2011). In this category, Gardmentegrative orientation and
internalised instrumental orientation (e.g. purguanbetter future career) would be
counted.

Secondly, the ‘ought-to L2’ self depicts the &titions which people “believe
they ought to possess (i.e. it concerns personaooral duties, obligations, and
responsibilities)” (Dornyei, 2014, p. 521). It idves other people’s vision of the
individual, such as family obligation, social nornas reputation, which enables the
person to meet expectations or prevent possibl@tivegconsequences occurring
(Dérnyei, 2018; Lamb, 2017; Magid, 2012). For ims&, if people are motivated to
learn a language in order to meet a standard oeatatoon and avoid undesirable
outcomes or punishments (instrumental orientatibrexdrinsic motivation), these
conditions belong to the motivational factor of theght-to L2 self. The difference
between the instrumentality included in the idedl delf and that contained in the
ought-to L2 self is that the former is the factbrfgromotion focus”, and the latter is

the factor of “prevention focus” (Higgins, 1998hat is:

ideal self-guides have a promotion focus, concenéd hopes, aspirations,
advancements, growth and accomplishments (i.e. oapping a desired
end-state); whereas ought-to self-guides have & epti®on focus, regulating the
absence or presence of negative outcomes, concemgd safety,
responsibilities and obligations (i.e. avoidance ééared end-state)

(Doérnyei & Ushioda, 2011, p. 87).

Dornyei (2014) furthermore asserted that (a) irgegeness and the ideal L2 self
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were positively correlated; (b) the correlationtlé ideal L2 self with a promotion
focus of instrumentality was stronger than withravention focus of instrumentality;
and (c) the correlation between the ought-to LZ seld a prevention focus of
instrumentality was higher than with a promotioous of instrumentality.

Lastly, the ‘L2 learning experience’ concerns exg@ motivational influences,
such as the learning environment, the curriculdma,teacher, the learning group and
the experience of success, which exert an influénceg language learning (Doérnyei,
2018). To be more specific, it relates to learnetstent learning experience in the
immediate environment. In other words, the L2 lesgnexperience represents (a)
“the learners’ attitudes to, and experiences @&,l#arning process, inside and outside
of classrooms” (Lamb, 2017, p. 321), and (b) “thetiwational influence of the
students’ learning environment” (Dornyei, 20145@1). These are closely related to
the learning situational level in Dornyei’'s threms«l framework of L2 motivation
(See previous discussion of ‘three-level framewofkL2 motivation’ in Section
2.3.8). Thus, language learners may be willingetont a language or keep learning it
because of the past learning experience of sucsesh,as that they find out they are
good at learning the language in class or the obrdé the lecture is interesting.
Successful learning histories and the present ilegrconditions are, therefore,
categorised into this component of the L2 learniexperience. Szpunar and
McDermott (2009) also indicated that “the intriggifact that the reason why we can
imagine our future vividly is due to our ability tecollect past occurrences” (cited in
Doérnyei & Kubanyiova, 2014, p. 18). It is like a emtal time travel’ that links a
person from the past, now, and to the future (Dokyri2012). Learners are
encouraged to look back and to imagine and sefithee.

In sum, the L2 motivational self system endeavaeangtilise the power of vision

and suggests that when learners learn a langubaeg,would have three primary

53



sources of motivation, including (1) the ideal L&dfs“the learner’s internal desire to
become an effective L2 user”, (2) the ought-to B, Ssocial pressures coming from
the learner’s environment to master the L2, andi{8)L2 learning experience, “the
actual experience of being engaged in the L2 lagrmprocess” (Dornyei &

Kubanyiova, 2014, p. 22).

2.4 Reviewing studies in a Taiwanese university ctext

After the review of language learning motivatitreadries, this section discusses
25 empirical studies conducted since 2000 on Hmdlsarning motivation in a
Taiwanese university context. (See Table 2-2 feirteummaries on the next page.)
Firstly, the author keyed in the terms ‘Englishri@ag motivation’ and ‘Taiwanese
university students’ on Google Scholar and loc&édrelated studies. Then, these
studies were carefully read through and 25 of thesre chosen because the context
and theme of their research were close to the prélesis. Moreover, most of them
involve a questionnaire survey; 22 out of 25 aramjiative research. The remaining
three studies are two qualitative research andnoired methods research: (a) of the
two qualitative papers one is an interview survag &he other an interview survey
plus classroom observation; (b) one is a mixed ouhpaper containing both
guestionnaire and interview surveys. In the follogviparagraphs, these papers are
categorised into five groups as follows in order review and facilitate the
comparison of the theories applied and the findofgbe studies.

(1) University students in general

(2) Non-English-major participants (low achievers)

(3) English-major participants (high achievers)

54



(4) Comparison between groups

(5) Motivation change over time

In order to explicate the theories and findingshafse 25 papers, first of all, the
author divided them into three groups, accordinghtomain concern of each of the
25 studies: one is seven studies focusing on exagohfferences between groups,
mostly between high and low achievers (Group 49ttzer one is four studies aiming
to investigate motivation change over time (Grolipttse other one is the remaining
14 studies. Secondly, the third group of the reingiri4 studies was further sorted
into three groups, according to the participantsifipiency level: one is English
majors (Group 3); another is non-English majorso(r 2); and the third is the
remaining eight studies without giving the desdoiptof proficiency level (Group 1).

As a result, there emerged five groups in totaréarew and analysis.

Table 2-2: 25 studies on English learning motivatio in a Taiwanese university
context

Study titles listed according to the chronology

Study 1: Existence of integrative motivation in an Asian E$dtting (Warden & Lin, 2000)

Study 2: Conceptualising Taiwanese college students’ Endiiaining motivation (Chang, 2002)

Study 3: An investigation of language learning motivationcang EFL learners at a technology college
in Taiwan — A case study of EFL learners at Fat Eakege (Chang, 2003)

Study 4: Applying the Expectancy-value Theory to foreigndaage learning motivation: A case study
on Takming College students (Chen & Sheu, 2005)

Study 5: An investigation of military school freshmen’s matiional English achievement (Hou, Liou,
& Cheng, 2005)

Study 6: A study of ROCMA freshmen Cadets’ motivation on Estglearning (Chen, 2008)

Study 7: A qualitative study on English learning difficullief Applied Foreign Languages Department
students (Lin, 2008)

Study 8: English learning motivation and needs analysisasecstudy of technological university

students in Taiwan (Tsao, 2008)

Study 9: A study of the relationship among English learngmyironment, learning motivation and

learning strategies of college students (Wu & 2i009)

Study 10: A study of technical college students’ English feag motivation in southern Taiwan (Li &
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Haggard, 2010)

Study 11:The relation of academic self-concept to motivaomong university EFL students (Liu,
2010)

Study 12: A comparison of English learning motivations betwé&mglish-majored and

non-English-majored students (Tsai, Jheng, & H@04,0)

Study 13: A study on students’ learning motivation of EFLTiaiwanese vocational college (Fan, 2012)

Study 14:Investigating the relationship among cognitive té@g styles, motivation and strategy use in

reading English as a foreign language (Tsai, 2012)

Study 15: Promotion of EFL student motivation, confidence aatisfaction via a learning spiral,

peer-scaffolding and CMC (Wu, Marek, & Yen, 2012)

Study 16: A study of English learning motivation of less sessful students (Yue, 2012)

Study 17: The impact of integrating technology and socialezignce in the college foreign language
classroom (Chen, 2013)

Study 18: The motivation of learners of English as a fordmmguage revisited (Lai, 2013)

Study 19: English language learners’ perceptions of motivatichange (Lai & Ting, 2013)

Study 20: The cooperative learning effects on English readimmgprehension and learning motivation

of EFL freshmen (Pan & Wu, 2013)

Study 21: Motivating TVES nursing students: Effects of CLT learner motivation (Chang, 2014)

Study 22: Assessing language anxiety in EFL students witlingrdegrees of motivation (Liu &

Cheng, 2014)

Study 23: Examining university students’ motivation and thriotivational behaviors in English

learning with structural equation modeling (Shel.2)

Study 24:Learning motivation and perfectionism in Englishdaage learning: An analysis of

Taiwanese university students (Chen, Kuo, & Kad,6)0

Study 25: A correlation analysis of Taiwanese university stutd’ motivations and their motivational
behaviors (Sheu, 2016)

The following discussion will focus on what wasufml about motivation and
motivational factors identified and the strengthawfd relationship between them
reported from the previous studies. Many studies u&ert scales with different
number of points; for ease of comparison, the nmeadian point can be taken as the
‘dividing line’ between positive and negative compans, as follows:
6-point Likert scale: Mean/median = 3.5

5-point Likert scale: Mean/median = 3
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4-point Likert scale: Mean/median = 2.5

3-point Likert scale: Mean/median = 2

2.4.1 University students in general

There are eight papers discussing the generadtisituabout English learning

motivation in a Taiwanese university context. ($able 2.3 for their summaries.)

Table 2-3: Eight empirical studies examining univesity students in general

Study Participants Main findings

Study 2 757 Taiwanese Nine motivational factors:
(Chang, engineering (2) Intrinsic motivation
2002) university students (2) Interest in the language, culture and people

who have different (3) Implied value with English

majors from one (4) Requirement

university (5) Desire to integrate into the target community

(6) Technology and knowledge

(7) Need for good performance

(8) Need for study abroad

(9) Future career

Study 4 451 Taiwanese Seven motivational factors with structural equatioodelling:

(Chen &  freshmen from one

Sheu, university Attitudes toward

2005) learning situations

Perceived abili

> Expeutg

N

/lntegrative orientation .| Motivation

Parental

\ 4

encouragement

Valen

A

— ad

Ce

Instrumenta&inbaition

Study 9 913 Taiwanese Five motivational factors:
(Wu & university students (1) Intrinsic motivation

Lin, 2009) who have different (2) Extrinsic motivation

majors from eight  (3) Instrumental orientation (the strongest factor)

different (4) Self-efficacy

universities (5) Locus of control
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Study 13 109 Taiwanese (5-point Likert scale questionnaire: 1 = low)
(Fan, university students Six motivational factors listed from the highestte lowest:
2012) taught by the same (1) Control beliefs about learning (3.66)
teacher fromone  (2) Task value (3.40)
university (3) Extrinsic goal oriented (3.35)
(4) Intrinsic goal oriented (3.32)
(5) Self-efficacy (2.94)

(6) Expectations of success (2.73)

Study 17 315 Taiwanese (5-point Likert scale questionnaire: 1 = low)
(Chen, university students Desire to learn English: 3.36
2013) from one university

Three motivational factors listed from the highesthe lowest:

(1) Learning with technology: 3.66

(2) Technology experience: 3.34

(3) Social experience (social construction, coofpedearning, and

communicative competence / willingness to commugijca.10

Correlations:
(1) and (3) (r = .48, p < .05); desire to learn ligtgand (3) (r = .46, p <.05)

A stepwise multiple regression analysis:

Significant predictor variables of desire to le&myglish: (1) and (3)

Study 23 343 Taiwanese (4-point Likert scale questionnaire: 1 = low)
(Sheu, university students Four motivational factors listed from the highesthe lowest:
2015) from four different (1) Instrumentality (3.24)

universities (2) Integrativeness (3.24)

(3) Extrinsic orientation (2.98)
(4) Intrinsic orientation (2.81)

They were all mutually significantly correlated asetved as significant

predictor variables for each factor. (Structuralaen modelling)

Study 24 371 Taiwanese (4-point Likert scale questionnaire: 1 = low)
(Chen, freshmen from Two motivational factors and four sub-categories:
Kuo, & eight different (2) Intrinsic motivation (2.93)
Kao, universities challenge: 2.85 / enjoyment: 3.02
2016) (2) Extrinsic motivation (2.76)
outward: 2.82 / compensation: 2.69
Study 25 832 Taiwanese (4-point Likert scale questionnaire: 1 = low)
(Sheu, university students Three components of motivational behaviours litech the highest to the
2016) from four different lowest:
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universities (a) Motivation intensity (2.92)
(b) Attitude toward learning English (2.75)
(c) Desire to learn English (2.67)

Eight motivational factors listed from the highesthe lowest:
(1) Interest in foreign language (3.29)

(2) Identified regulation (3.24)

(3) Instrumental orientation (3.24)

(4) Attitude toward English-speaking countries 3.2

(5) Integrative orientation (3.20)

(6) External regulation (3.01)

(7) Intrinsic orientation (2.81)

(8) Introjected regulation (2.69)

A multiple regression analysis:
- Significant predictor variables of (a): (1), (8)), (6) (negative), (7), and (8)
(negative)
- Significant predictor variables of (b): (1), (%) (negative), (7), and (8)
(negative)

- Significant predictor variables of (c): (1), (4%), and (6) (negative), and (7)

Among these studies, all of them identify differembtivational factors among their
participants. Instrumental and integrative oridoted and intrinsic and extrinsic
motivation are the two most common sets of motoradl factors identified by the
researchers. In particular, only Study 17 and S&klpay extra attention to language
leaning motivation itself in addition to motivatian factors. Their participants
reported themselves to be moderately motivateddmlEnglish in general. Different
from Study 17, however, the participants in Study ghow lower strength of
motivation than of motivational factors. That ithaugh these students might have
certain reasons for pursuing better English aeditiaccording to the findings, their
actual motivation level was lower than the strengttmotivational factors since (1)
introjected and external regulations negativelydmted their English learning

motivation and (2) instrumental orientation was abte to significantly predict and
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contribute to motivation. In other words, “studentsrmally tend to try to just get
through and narrowly pass in the exams, and thusatosee the importance of
learning English and are not motivated by its poébenefits” (Sheu, 2016, p. 137).

In addition, as discussed previously, it is argtieat people may feel stressed
when they are facing the potential of developing-aultural identity (Arnett, 2002)
or even multi-cultural identity while learning Eigjl. It is a process of struggling or
enjoying making a choice between (a) maintainingrtioriginal identity rooted in
their local culture and (b) changing or expandingirtidentity into a global identity
that links them to the world. This raises two isstedated to integrative orientation as
follows.

One is that researchers may define integratioferéifitly. Some may only be
interested in investigating integration that iskéd to the change or expansion of
national identity. Others may explore various disiens of integration, such as in
relation to not only identity but also positiveitities towards and interest in a target
language, its culture and community. When differegdearchers pay attention to
different dimensions of integration, they may obtdifferent results. For example,
Researcher A and Researcher B analyse integratam fhe same data set that
includes both identity and the power of language euwlture (e.g. music and media).
The two researchers may arrive at dissimilar caichs depending on whether they
separate out the different facets of integrationair

The other issue is that “the problematic natureintégrativeness has been
amplified by the worldwide globalisation processdaie growing dominance of
Global / World English as an international langua@@ornyei, 2009, p. 24). When
English learners refuse to change or expand thigjinal identity, they will not desire
to integrate themselves into the target communitgl aulture. In contrast, when

English learners change or expand their identibgpwsng a form of integrative
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orientation, then what exactly is “the other laage community’ that the learner
would want to ‘get closer to™” (Gardner, 2001 citedDdornyei, 2009, p. 24)? Plenty
of people from different countries can regard thelwes as owners of English
speakers. Hence, integrative orientation may, thexe play a “rapidly diminishing

role in L2 motivation research during the past decdo the extent that currently few
active motivation researchers include the conaefheir research paradigms” (p. 24).

Although integrative orientation is thought todass power and meaning along
with the rise of Global / World English, interegfim many studies, such as 2, 4, 23
and 25, still identify integrativeness as being@iwational factor. Study 4 and Study
25 also point out that integrative orientation #igantly contributes to motivation.
Researchers may, therefore, need to (1) providelsief how they define integration
and (2) clarify what their target community is (etlge UK or the US) as they refer to
integrativeness in order to make more meaningfuerpretations of students’
motivation to learn English arising from an opermé&s appreciating or “taking on
characteristics of another cultural / linguistiogp” (Gardner, 2005, p.7).

Moreover, some motivational factors are only mdie in a few studies. For
instance, parental / family influence is particlyapecified in Study 4 and Study 19
(which will be referred to in Section 2.4.5). Teology-related learning, such as
technology viewed as a learning goal / content edian/ method, which is another
example of an effective factor contributing to Hslgllearning motivation, is only
identified in Study 2, 17, and 21 (which will be miened in Section 2.4.5).

Finally, an issue of different interpretation @ihd, firstly in Study 25, in which
‘intensity, desire and attitude’ are marked as iwadtonal behaviours’. Nonetheless,
these items are identified by Gardner (1985) asetlsore components of motivation,
which influence learners’ language learning behangorather than being the

behaviours themselves. Secondly in Studies suck,a$, 9, 23, 25 and others
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categorised into other sections, when these rdseardiad coded and named their
motivational factors, integrative and instrumentatientations and extrinsic

motivation were shown to exist at the same timas Tilay cause some confusion in
that there may be overlaps of questionnaire statesriaeing able to be categorised

into both groups.

2.4.2 Non-English-major participants (low achievers

There are four papers discussing the English ilegrnmotivation of
non-English-major university students. (See Tabk f2r their summaries.) These
participants are low achievers, compared to Engfigfors.

Table 2-4: Four empirical studies examining low acilevers

Study Participants Main findings

Study 1 442 Taiwanese Three motivational factors:

(Wwarden  non-English-major (1) Instrumental motivation

& Lin, university students (2) Required motivation
2000) from one university (3) Integrative motivation
Study 6 61 Taiwanese (4-point Likert scale)
(Chen, non-English-major Seven motivational factors listed from the highteshe lowest:
2008) university students (1) Linguistic self-confidence (3.04)
(cadets) from three (2) Direct contact with L2 speakers (3.00)
classes taught by (3) Instrumentality (2.99)
the same teacher (4) Integrativeness (2.94)
(5) Cultural interest (2.89)
(6) Vitality of L2 community (2.81)
(7) Milieu (2.63)
Study 8 576 Taiwanese (5-point Likert scale)
(Tsao, university students 12 motivational factors listed from the highesthe lowest:
2008) from nursing and (1) Study or travel abroad (3.94)

medical technology (2) Follow fashion (3.81)
departments in one (3) Education and social status (3.79)
university (4) Job-related reasons (3.67)

(5) Understand spoken English (3.66)
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(6) Cultural reasons (3.44)

(7) Pursue knowledge (3.41)
(8) Express oneself (3.40)

(9) Interested in English (3.36)
(10) Make foreign friends (3.26)
(11) Exams (3.23)

(12) Required course (3.05)

Study 16
(Yue,
2012)

207 Taiwanese (5-point Likert scale)
university students Nine motivational factors listed from the highestlie lowest:
from one university (1) Instrumental motivation (4.13)
(They are ‘less (2) Self evaluation (3.67)
successful students’(3) Language value (3.35)
who failed the (4) Cultural influence (3.32)
English courses.) (5) Teaching and curriculum value (3.31)
(6) Group value (3.03)
(7) Personality (2.96)
(8) Personal development (2.67)
(9) Interest motivation (2.43)

Low achievers usually perform relatively poorlytheir English proficiency, but this
does not mean that they, therefore, have lowerniagg learning motivation. In these
four studies, for instance, participants showedtpaslevels of motivational factors
generally; the mean scores for the factors weretljnabove average. Nevertheless,
factors motivating learners to learn did differ gm@r by person. The participants
learned English because of different goals andgse&p with various orientations and
intentions. Yet their personal interests in Engbsial its community and culture or in
English learning were comparatively lower than agplishing certain targets via
learning English. In other words, they learned Efgmainly out of a need to fulfil
certain purposes instead of out of a sense of dovenjoyment. It is also indicated in

Study 1 and Study 6 that the learners were motivdte learn English more

instrumentally than integratively.
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2.4.3 English-major participants / higher achievers

There are two papers discussing the English legrnmotivation of
English-major university students. (See Table 2ds their summaries.) The
participants are normally high achievers amonghallanguage learners.

Table 2-5: Two empirical studies examining high adevers

Study Participants Main findings

Study 7 Four Taiwanese (Focus-group interviews and classroom observation)
(Lin, English-major (1) Students felt that instrumentality was lositggdower to motivate them to
2008) university students learn.

from the same class(2) Students felt that exam-led learning may caeggtive effects.

Study 18 267 Taiwanese (4-point Likert scale)

(Lai, English-major Seven motivational factors listed from the highteshe lowest:
2013) students from one (1) Travel (3.20)
university (2) Instrumental (3.17)

(3) Integrative (3.15)

(4) Ideal L2 self (3.03)

(5) Intrinsic (3.03)

(6) Ought-to L2 self (2.50)
(7) External (2.21)

Similar to the previous comment, like those lowiaghrs in Study 1 and Study 6, the
participants in Study 18 also reported themseleebe motivated to learn English
more instrumentally than integratively or intrirelig. Additionally, these participants
had more promotion-oriented factors (e.g. ideal de¥f) than prevention-oriented
factors (e.g. ought-to L2 self). Study 18, howeverthe only research that applied
Doérnyei’s ‘L2 motivational self system’ (2005).

On the other hand, Study 7 exposes two majorcdiffies from motivation
research by an interview survey and classroom whsen. First, unlike findings
from other papers which show instrumental orientatpowerfully working as a

motivational factor, the participants in Study 7peessed that instrumentality was
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gradually losing its power to motivate them to keaFor example, they could be
dissatisfied when they find that better languagkss#to not equate to achieving goals
successfully. Instead, there could be a huge gapelea providing a good curriculum

vitae and obtaining a good job or being competitizmglish is not a practical

language for daily communication in the EFL envimant, either. Second, exam-led
teaching and learning could help to raise exam mdbokit they might also cause
negative effects, such as higher learning stresmlyrfocusing on passing the exam.
These side-effects would lead to circumstances aganotivation decreasing or less
improvement of actual language ability. In otherrd# the students failed to be

motivated instrumentally to have a promising vistdra better future.

2.4.4 Comparison between groups

There are seven papers that compare the Engéishirig motivation of different
groups of university students, including groupsaeein high and low achievers and

between different majors. (See Table 2-6 for tkemmaries.)

Table 2-6: Seven empirical studies examining Enghslearning motivation of
different groups

Study Participants Main findings

Study 3 334 Taiwanese (5-point Likert scale)

(Chang, university students [A] 78 students from Humanities and Social Sciemagors:

2003) who have different Intensity: 3.30
majors from one (1) Intrinsic motivation: 3.28
university (2) Extrinsic motivation: 3.78

[B] 138 students from Business and Management rsajor
Intensity: 3.05
(1) Intrinsic motivation: 2.66

(2) Extrinsic motivation: 3.82

[C] 118 students from Science and Engineering rsajor

Intensity: 2.96
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(1) Intrinsic motivation: 2.63

(2) Extrinsic motivation: 3.66

- Significant differences were found in intensihtrinsic motivation and

extrinsic motivation regarding to all the threefeliént majors.

Study 5 682 Taiwanese (3-point Likert scale)
(Hou, freshmen (cadets) Comparisons between high and low achievers:
Liou, & from seven [A] Two components of motivation:
Cheng, universities (1) Attitude: 2.66 / 2.60
2005) (2) Intensity 2.61 / 2.48 (Significant differenge= 0.014)
[B] Two motivational factors:
(1) Instrumentality: 2.64 / 2.66
(2) Integrativeness: 2.39/ 2.41
Study 10 366 Taiwanese [Level A: low achievers]
(Li & freshmen who have Six motivational factors listed from the highesthe lowest:
Haggard, different majors (1) Passive (extrinsic) motivation
2010) from one university  (2) Supereminence motivation (e.g. dignity of baimgficient in English)
(They are divided (3) Having an interest in foreign cultures
into two groups by (4) Self-efficacy
language ability, (5) Expectancy-value
listed from low to (6) Instrumental motivation
high: ) )
Lovel A 162 [Level C: high achievers]
Six motivational factors listed from the highestie lowest:
Level C: 194)
(1) Having an interest in foreign cultures
(2) Supereminence motivation
(3) Self-efficacy
(4) Passive (extrinsic) motivation
(5) Expectancy-value
(6) Instrumental motivation
Study 11 434 Taiwanese Means of the sums for motivation and its three comemts:
(Liu, freshmen from one (1) Attitudes toward learning
2010) university (They Level 1: 36.97 / Level 2: 37.08
are divided into Level 3:39.52 / Level 4:43.84
four groups by (2) Motivational intensity
language ability, Level 1: 15.58 / Level 2:15.85
listed from low to Level 3: 16.86 / Level 4:28.24
high: (3) Desire to learn
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Level 1: 98 Level 1: 17.32 / Level 2:17.73

Level 2: 113 Level 3: 18.88 [/ Level4:21.51
Level 3: 110 >> QOverall motivation
Level 4: 113) Level 1: 69.87 [/ Level 2: 70.65
Level 3: 75.26 / Level 4:83.59
Study 12 120 Taiwanese Six motivational factors:
(Tsal, university students (1) Student interests: Eng > Non-Eng

Jheng, & from one university (2) Self-development: Eng < Non-Eng

Hong, (60 English majors (3) Social relationship; Eng < Non-Eng
2010) and 60 non-English (4) Career development; Eng > Non-Eng
majors) (5) Society expectation: Eng < Non-Eng

(6) Increasing diversity of life style: Eng < Nomde

Study 14 422 Taiwanese (5-point Likert scale)

(Tsai, university students Four motivational factors:

2012) from one university (1) Intrinsic motivation***
(204 students skilled readers: 3.45 / less-skilled read&rad9
marked as ‘skilled (2) Learning situation (classroom experience)
readers’and 218 skilled readers: 3.09 / less-skilled read2r36
students marked as (3) Integrative motivation*
‘less-skilled skilled readers: 3.67 [/ less-skilled read8r62
readers’) (4) Instrumental motivation***

skilled readers: 3.83 / less-skilled read@rg2
>> QOverall of motivational factors**
skilled readers: 3.50 / less-skilled read8r38

*: Difference is significant at .05 level; **: .O&vel; ***: .001 level

Study 22 150 Taiwanese Means of the sums for the three components of mtdin:
(Liu & freshmen from one (1) Attitude
Cheng, university (They Low: 29.63 / Mid: 38.45 / High: 45.89
2014) are divided into (2) Intensity
three groups: Low: 24.05 / Mid: 31.12 / High: 36.13
Low-motivation: (3) Desire
38 persons, Low: 22.58 / Mid: 33.30 / High: 39.90
Mid-motivation: 74 >> Overall:
persons, and Low: 76.26 / Mid: 102.87 / High: 122.93

High-motivation: _ ) ) )
A stepwise multiple regression analysis:

38 persons.) S ) ) o _ o
Significant predictor variables of motivation: Aexy and Proficiency

All these seven papers utilise a quantitative agnothat involves a questionnaire
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survey. Two among them compare motivation betweferent majors and the other
five compare motivation between learners at difietanguage levels.

First of all, in Study 3, the participants were damtely motivated to learn
English. Humanities and Social Science majors Haal dtrongest intensity and
Science and Engineering majors had the lowestAsmishown in Table 2-6, two main
factors are reported, including intrinsic and exdit orientations. The participants
were both positively motivated by these two oriéintes. Particularly, Humanities and
Social Science majors had higher intrinsic motoatinan Business and Management
majors and Science and Engineering majors did. @nother hand, Business and
Management majors had higher extrinsic motivatimentthe other two groups did.
Significant differences were found between all éhébsee different majors in intensity,
intrinsic motivation and extrinsic motivation. lddition, participants are divided into
English and non-English majors in Study 12. Englishjors are reported as more
active learners who had more personal interests raate connections between
English learning and life fulfilment / career demaient while non-English majors
considered more about practical purposes, suckladeselopment / better outcome
and society expectation, and they were more patsivaers who spent relatively less
time on learning English. Both majors regarded EBhglearning as a benefit and
referred to English as a necessary skill for thabglisation world.

Second, the remaining five papers all divide thpgErticipants into groups with
different levels of proficiency. Study 11 and Stu2l¥ present quite similar results of
English learning motivation. The motivation is camspd by intensity, desire and
attitudes. High achievers had higher mean scoredl tfiese three components than
low achievers did; among them, the scores of dtguwere higher than of intensity
and desire. According to Study 22, anxiety and ipiricy significantly predicted

learners’ motivation. Similarly, high achieversufa in Study 14, are also reported to
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be more motivated to learn English by all means tloav achievers did. However,
motivation reflects similar mean scores for higld &w achievers in Study 5, and it
further indicates no significant relation betweenfigiency and motivation. Except
for motivational intensity, there was a significatitference between high and low
achievers regarding intensity. Lastly, results ¢fd$ 10 reveal the ranking of
motivation of high and low achievers, respectivéisted from the most significant
one to the lowest one. But the two proficiency gioare hard to compare due to lack

of statistical details.

2.4.5 Motivation change over time

There are four papers discussing English learmogvation change over time.
The researchers either conducted surveys at difféanme with the same / similar
instrument or conducted one survey to ask aboutctienge from participants’

memory / opinions. (See Table 2-7 for their sumeg)i

Table 2-7: Four empirical studies examining EnglisHearning motivation change
over time

Study Participants Main findings

Study 15  Aclass of 37 (1) Integrative orientation
(Wu, Taiwanese Time 1: 3.79 / Time 2:3.76 / Time 3: 3.86
Marek, &  university students (2) Instrumental orientation (Significant differersc p = .25/ p =.03)
Yen, from one university Time 1: 3.58 / Time 2:3.68 / Time 3:3.85
2012) (A mixed methods (3) Confidence (Significant differences: p = .0q2+# .04)
study: a 5-point Time 1: 3.06 / Time 2:3.33 / Time 3: 3.47
Likert scale (4) Satisfaction (Significant differences: p = /0d = .41)
guestionnaire Time 1: 2.86 / Time 2:3.03 / Time 3: 3.08

survey conducted
(5) Factors from interview
at three time points
- Fear or anxiousness of making mistakes
and 5 of
o - Lack of motivation / participation, passivesgeand personal laziness
participants were
urth - Self-efficacy variables — self-esteem, wothiegtopportunities to practise,
urther
self-confidence
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interviewed.) - Material preparation and orgatian with peer assistance

- Teacher encouragement

Study 19 20 Taiwanese Factors that make participants’ English learnindivadion change from an
(Lai & university students interview survey:
Ting, from one university (1) Teachers
2013) (An interview (2) External pressure
survey involving (3) Curriculum
interviewing each (4) Family members
participant once) (5) Peers
(6) Exams
(7) Classroom dynamics
(8) Short stays abroad
Study 20 69 Taiwanese [A] Experimental group (with Reciprocal Cooperatlvearning instruction):
(Pan & freshmen fromone (1) Liking - pretest: 18.93 / posttest:83(t = -3.81***)
Wu, 2013) university (They (2) Dedication - pretest: 23.38 / posttest7@QJt = -4.07***)
are divided into (3) Self-efficacy — pretest: 22.20 / posttest434(t = -3.87***)
two groups: (4) Intrinsic  — pretest: 15.05 / posttest6B5(t = -1.19)
Experimental (5) Extrinsic - pretest: 46.63 / posttest183t = -1.52)
group — 40 persons  >> Overall — pretest: 126.18 / posttest: 884t = -3.80***)
and ) ) N o
. [B] Comparison group (with traditional lecture ingttion):
Comparison o
(1) Liking — pretest: 20.14 / posttest:88(t = .42)
group — 29 o
(2) Dedication - pretest: 23.52 / posttest6@3t = -.18)
persons.) )
] ) (3) Self-efficacy — pretest: 22.31 / posttest5BAt = -.42)
(A questionnaire o
(4) Intrinsic  — pretest: 15.14 / posttest:315(t = -39)
survey) o
(5) Extrinsic — pretest: 48.07 / posttest625t = 1.92)
>> QOverall - pretest: 129.17 / posttest: 0Q{t = .76)
** p <.001
Study 21 163 Taiwanese [before Communicative language teaching CLT coarstafter CLT course]
(Chang, university students (5-point Likert scale)
2014) from one university (1) Intrinsic motivation (t = -1.38)

(They are placed at pretest: 3.38 / posttest: 3.31

‘lower-proficiency’ (2) Interest in foreign language, culture and pedpk -2.30%)
level classes based pretest: 3.83 / posttest: 3.73

on the results of (3) Implied value with English (t = -1.47)

their School pretest: 3.64 / posttest: 3.58

Entrance English  (4) Requirement (t = 2.42%)

Placement test.) pretest: 3.47 / posttest: 3.57
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(5) Desire to integrate into the target community ¢1.88)
pretest: 2.66 / posttest: 2.55

(6) Technology and knowledge (t = -.48)
pretest: 3.86 / posttest: 3.84

(7) Need for good performance in English class+{2%)
pretest: 3.45 / posttest: 3.44

(8) Need for study abroad (t = .47)
pretest: 3.76 / posttest: 3.79

(9) Need for future career (t = .04)
pretest: 3.82 / posttest: 3.83

*p<.05

As shown in Table 2-7, researchers of Study 15¢gys220, and Study 21 applied a
guantitative approach to observe motivation chamgertime. They conducted the
survey twice or three times with the same instrusiéo investigate the change. In
Study 15, the participants generally showed pasitimotivation, and all the

motivational factors also increased over time, pkéer integrative orientation where
the mean scores fell from Time 1 to Time 2. Amohgse motivational factors, the
learners had better integrative and instrumenta&ntations than confidence and
satisfaction. Significant differences were found i@ confidence and satisfaction
between Time 1 and Time 2 and (b) in instrument&ntation and confidence
between Time 2 and Time 3. In Study 20, the Expemtal group’s motivational

factors were raised, including all the five factoespectively. Significant differences
were found (a) in the factors of liking, dedicatiand self-efficacy and (b) in the
overall of the motivational factors between pretesid posttest. However, the
Comparison group’s motivational factors showed nmrdess similar levels before
and after the curriculum. Compared with the meamescof the Experimental group,
the Comparison group’s motivational factors merehanged. In Study 21, the
strength of the motivational factors changed oveamanual CLT course. As shown in

Table 2-7, (a) The means for Requirement are ra{g@dhe means for need for study
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abroad and for future career are slightly increa¢edthe means for need for good
performance in class and for technology and knogédeate slightly decreased; and (d)
the means for the remaining motivational factorgluding intrinsic motivation,
interest in the language, culture and people, mdplvalue with English and
integrativeness are dropped. Significant differsneeere found positively in the
factor of requirement and negatively in the faabdrinterest in foreign language,
culture and people before and after the CLT coufsethermore, all the mean scores
for these factors were generally above averageepxdor the means for
integrativeness which were below average. This pimamon resonates with the issue
of the losing of power of integrative orientatidrat people may not desire to change
or expand their identity when they learn Englishhick were discussed in Chapter
one and Section 2.4.1 previously.

Moreover, Study 15 and Study 19 involve an inwinvestigation to scrutinise
motivation change over time. The researchers asked/iewees about their opinions
on their motivational factors in order to seek hthwir motivation changed and the
reasons that drove the change. For instance, iySth, the participants expressed
the change in their self-efficacy relating to, ®xample, asking for the teacher’s
assistance and practising English learning more. drother example, they might
sometimes feel stressed or lazy to learn Englisilewvdometimes they engaged in
learning actively. In Study 19, eight components muarked as factors that make the
participants’ English learning motivation changes;luding (1) teachers, (2) external
pressure, (3) curriculum, (4) family members, (8ers, (6) exams, (7) classroom
dynamics, and (8) short stays abroad. These reasmgm® to be more related to
impacts from significant others and external cauBesh of the studies involve only
interviewing each of their participants once. Thtie findings of the change are

mainly from the participants’ memories of their paResearchers who apply an
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interview research in the future may try to intewitheir participants with similar

guestions at different times in order to gain nferéle results.

2.5 Concluding remarks

As reviewed above, in language education, motivais regarded as a vital
factor that enables learners to learn and leagedsible successful learning outcomes.
Therefore, motivation and the research in its eelatomain benefit not only learners’
learning and teachers’ teaching but also policy emalkand researchers’ future work.
In addition, the history of language learning matign research can be generally
divided into four distinct phases, namely (1) Thecial psychological period
(1959-1990) (e.g. Gardner’s theory of L2 motivatiand Crookes and Schmidt's
theory of L2 motivation), (2) The cognitive-situdtperiod (during the 1990s) (e.g.
Self-efficacy theory, Attribution theory, Goal thgp Self-efficacy theory,
Self-determination theory and Three-level framewofkL2 motivation), (3) The
process-oriented period (the turn of the centugyy.(a focus on motivational change)
and (4) The socio-dynamic period (current) (e.goekson-in-context relational view
of motivation and vision, possible selves and ttie nhotivational self). All these
theories have been carefully reviewed in detaihaly, the chosen 25 empirical
studies of English learning motivation in a Taiws@eauniversity context have been
comprehensively analysed and compared. The commants discussion are
respectively focused on what motivational factorsravidentified and how their
findings are similar or diverse from study to stuéyurthermore, among these 25
studies, there were fewer involving investigatioh tbe relationships between

motivation and motivational factors such as idgntinxiety and the L2 motivational
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self, nor did many of them focus on discovering howtivation changes over time
and how it is identified to be different betweeuws. The current study, therefore,
aims to address these issues in a Taiwanese utyvemntext since these are
important features to be considered in the cursenito-dynamic period of motivation
research. In order to expand on the existing ecglinmesults from the previous
literature, this research, accordingly, hopes tguae insights into the strengths of
motivation and its motivational factors, their dyma nature, differences between
high and low achievers and the complexity of relahips between motivation and

motivational factors.
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Chapter 3: Methodology

3.1 Introduction

As reviewed and discussed earlier in Chapter @deGhapter Two, the research
aims and questions of the present thesis were ls$iath according to the author’s
personal research interest in language learningvatmn, the English learning issues
in a Taiwanese university context and the featut@sh needed to be considered and
explored with more empirical study from a socio-aiync perspective. This chapter,
therefore, will further present how this researdswlanned to be investigated, the
research process, the approaches applied, who atiget tparticipants were, the

instruments used for data collection and ethicales related to the current study.

3.2 Reminder of the research objectives and questis

3.2.1 The objectives of the study

This study aimed to research Taiwanese univestitgents’ English learning
motivation and the factors that motivate them tardefrom a socio-dynamic
perspective. Thus, while the research questiong weveloping, three aspects were
considered to be the main concerns to be paidtatteto, as follows. First of all,
since the target participants of the thesis wenevdi@ese university students, the
issues with which Taiwanese undergraduate leamarerpotentially confronted when
they learn English were expected to be examinece Tdur issues identified

previously in Chapter One included low motivatiémy achievement, high anxiety
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and a lack of supportive environment. Hence, thatiomships between motivation
and the other three dimensions, namely achievenigrglish anxiety and English
learning experience, were planned to be examindakipresent study.

Second, since the research aimed to be conducted & socio-dynamic
perspective, it was vital to adopt “a concern vilte situated complexity of the L2
motivation process and its dynamic interaction vatimultiplicity of internal, social
and contextual factors in our modern and incredgigtpbalised world” (Ddrnyei,
2014, p. 529). To be more specific, three aspemitdde identified as important: (1)
the complexity of the interrelationship of motivatal factors, (2) the integration of
motivation and social context and (3) the rise @@l English (Dornyei & Ushioda,
2011). As a result, the relationships between matibm and motivational factors in
addition to the dynamic nature caused by theirratttons were identified as
important aspects to consider. It has been sugbeabi “studying how change
happen should be a major goal of motivation re$gafturner & Patrick, 2008, p.
123). Meanwhile, an important additional goal wasnivestigate how the notions of
self and identity impact on English learning motiwa because of the importance of
social context and the influence of Global English.

Third, 25 empirical studies in a Taiwanese uniigiontext have been reviewed
earlier in Section 2.4. All of the studies focused examining English learning
motivation and motivational factors in detail andoyded productive findings.
However, few of them additionally discussed moftatin connection with identity,
anxiety or the L2 motivational self. There wereoafewer studies further paying
attention to the relationships between motivatiord anotivational factors, the
dynamic nature of motivation change over time aochgarison between groups. In
order to gain insights into these above facetsexéind on the existing results from

the previous literature, the author intended teaesh all of them comprehensively.
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3.2.2 The research questions

Based on the research aims proposed, the resgaestions were consequently

established as follows:

Research question 1: English learning motivation
(&) What is the strength of Taiwanese universitydshts’ motivation to learn
English?
(b) Does the strength of their motivation changerdime?

(c) Does the strength of their motivation diffetween high and low achievers?

Research question 2: English learning motivatidaetiors
(a) What factors influence the strength of Taiwanesiversity students’ English
learning motivation?
(b) Does the strength of these factors changetovef?
(c) Does the strength of these factors differ betwieigh and low achievers?
(d) What is the relationship between these factamsl English learning

motivation?

The researcher firstly attempted to examine thengths of the participants’
motivation and motivational factors. She then tiedliscover the dynamic nature of
motivation and whether its factors change over ti8tee also aimed to find potential
differences between the high and low achievers, #ed relationships between
motivation and achievement. She finally sought nalgse the interrelationships of

motivational factors and their relationship with timation.
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3.3 The research design and procedures

As mentioned in Section 1.3, three main problenay mrise while researching
English learning motivation. That is, (1) “motivai is abstract and not directly
observable”; (2) “motivation is a multidimensiora@nstruct”; and (3) “motivation is
inconstant and dynamic” (Dérnyei & Ushioda, 2011,187). On the one hand, in
order to minimise the subjectivity of researchingtivation and investigate the
multidimensional complexity, a mixed methods applowas designed to be applied
in this study, including collecting both quantitetiand qualitative data by using two
kinds of questionnaires (i.e. a main questionnairé a short weekly questionnaire),
semi-structured interviews and classroom obsemafsee further discussion about
the mixed methods approach in Section 3.3.1). @mother hand, in order to inspect
the dynamic nature of motivation change over tithege different approaches were
proposed to be applied in this research, inclugdelfretrospective, self-reported and
self-documented approaches (see further discusdiont these three approaches in

Section 3.3.2).

3.3.1 A mixed methods approach

A research investigation can be conducted in edhguantitative or a qualitative
approach. The former involves collecting primamiymerical data and analyzing
them primarily by statistical methods (e.g. a guestaire survey); the latter involves
collecting primarily open-ended, non-numerical data analysing them primarily by
non-statistical methods (e.g. interview or claserambservation surveys) (Dérnyei &
Ushioda, 2011). In consequence, quantitative datalysis can be done using
statistical software and the findings can help eeadio check such aspects as

distribution, statistical significance and validityHowever, quantitative models
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“average out responses across the whole obsenaap gvf participants, and by
working with concepts of averages it is impossitiedo justice to the subjective
variety of an individual life” (p. 204). It does nieave much room for researchers to
discover potential findings either, since quantiatanalysis mostly relies on the
answers given by participants while the instrumguéestions have been already
designed and fixed before being filled in by thetipgants. In other words, “the
general exploratory capacity of quantitative reskeas rather limited” (p. 204). On
the contrary, “qualitative research has traditipnbeen seen as an effective way of
exploring new, uncharted areas” (p. 204). The cempituations of each participant
and reasons behind the motivation change can alsoviestigated. Nevertheless, for
many researchers who are used to a quantitativeagp the qualitative results can
“easily appear unprincipled and ‘fuzzy’, [...] ancethrocessing of qualitative data in
particular, can be rather time-consuming” (p. 205).

Moreover, instead of simply choosing either fronguantitative approach or a
gualitative approach, researchers can also appli bBpproaches, which implies
utilising a mixed methods approach. This approaciolves “the combined use of
gualitative and quantitative methods with the haeoffering the best of both
worlds” (Dornyei & Ushioda, 2011, p. 202). It mayg ladvantageous since both
guantitative and qualitative approaches “share smimalar features and also
compensate for the other’s shortcomings” (Mactktyoels, & Moore, 2010, p.5).
Nonetheless, researchers may, therefore, strug@equiring extensive knowledge of
both approaches and handling the application di bgtes of methodology, which are
inevitably demanding and time-consuming.

As reviewed previously in Section 2.4, most of & empirical studies in a
Taiwanese university context were conducted in anttative approach (i.e.

guestionnaire surveys); only three out of the 2fliss applied a qualitative approach
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(i.e. interviews and / or classroom observationjaamixed methods approach (i.e.
guestionnaire and interview surveys). McEown, Noatsl Chaffee (2014) also
reported that they identified more quantitativeesgsh (55 studies) than qualitative
research (six studies) and mixed methods resed&lst(idies) among a total of 77
empirical papers in the field of L2 learning motiea. Under the circumstances, in
addition to not merely relying on a single set eff-seporting measures, either a
guantitative or a qualitative approach, this curretady endeavoured to investigate
“contextual factors and individual-contextual irgetions” by applying “triangulation

of multiple forms of data from diverse points oéw’ (Ushioda & Dornyei, 2012, p.

402). In other words, in order to explore both theure of individuals in depth

(qualitative investigation) and the distribution @ phenomenon (quantitative
investigation), the researcher decided to adopt imedn methods approach to
researching English learning motivation. Quantatiand qualitative data were
collected respectively using methods including ¢joesaire, observation and

interview surveys (see Sections 3.5 for furthercalsion about each instrument

used).

3.3.2 Approaches to the dynamic nature

Some researchers investigate the change of langeageing motivation by
asking their participants to recall and report theemory of learning histories and
experiences at one point (e.g. Alzayid, 2012; Bués$®alter, 2013; Hsieh, 2009; Lai
& Ting, 2013; Mirua, 2010; Pawlak, 2012; Wu, Maré&k,Yen, 2012), while others
survey the change at different time points withaas durations and frequencies (e.g.
minutely, hourly, daily, weekly, monthly, or yeaylyia same / similar interview or /

and questionnaire questions (e.g. Busse & Wal@t32Campbell & Storch, 2011;
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Chang, 2014; Gardner et al., 2004; Matsumoto, 20li#a & Asano, 2010; Pawlak,
2012; Peter-Szarka, 2012; Rubrecht & Ishikawa, 2088 et al., 2012; Yu, 2010).
Meanwhile, some researchers additionally apply rotlmeethods along with
guestionnaires and interviews for examining thecess of motivation fluctuation in
more detail, such as examining weekly journal est(e.g. Burgh-Hirabe & Feryok,
2013; Matsuda, 2004; Mercer, 2011), adopting akthioud writing task (e.g.
Yanguas, 2011) and conducting classroom observéan Huang, 2011; Komori,
2012; Lamb, 2007; Lin, 2008). The following parggra will analyse these different
methods employed in the studies mentioned abovehwiave been categorised into
three dimensions, namely self-retrospective, sgibrted and self-documented

approaches.

3.3.2.1 Self-retrospective approach

In this category, researchers tend to analyse ymandic nature of language
learning motivation through the descriptions of tigggants’ learning stories and
histories. For example, Alzayid (2012) conducteernview research for investigating
the dynamic nature of Saudi students’ motivationearning English. Seven male
participants who were studying in the U.S. wereitet to participate in a
semi-structured interview. They were asked to tdabalir past learning experiences
and tell stories about their journeys of learnimgish.

Busse and Walter (2013), Hsieh (2009), Lai andyT013), Pawlak (2012) and
Wu et al. (2012) also adopted similar interviewegesh in a self-retrospective
approach. The interviewees in Busse and Walteudystvere 12 German university
students; in Hsieh’s study, the interviewees were Taiwanese master students; in
Lai and Ting’s study, the participants were 20 Tanese university students; in

Pawlak’s study, 11 Polish senior high school leerrparticipated in the interviews;
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and in Wu et al.’s study, the participants were fiiaiwanese undergraduate learners.
Different from the six studies above, Mirua (20Hpplied a questionnaire survey.
196 Japanese university students were asked tio flquestionnaire reflecting their
overall motivational ranking at different phaseg.(junior high school, high school
and university periods), along with drawing theiotmation levels on a chart for the
past seven-year learning period.

Among these seven studies, the sample sizes dbtimer six interview studies
are comparatively small. However, they provide apith retrospective language
learning stories for discussion. In contrast, tagerl quantitative data seems to be
unable to uncover every detail of individuals’ lgag history and the reasons fot why
the change happened, but it offers the genera¢npatf the motivation change and
statistic data for statistical analysis.

Moreover, it is important and worthwhile to knoanfuage students’ learning
experiences for capturing the whole picture of thenge of motivation and the
reasons for the change. Nonetheless, the selfspsotive approach applied in the
above seven studies seems to risk acquiring inclorBrmation due to lies, blurs, or
wrong memories. It may be doubtful whether respatslevould be willing to share
their real feedback or could fully remember theiesgths of motivation in the past
and reasons for any change they experienced. Thay atso report “only those
aspects of their experience which are felt to With the researcher’'s perspective”
and more recent events that “take on a strongenaexe” (Cotton, Strokes & Cotton,
2010, p.465). After all, the self-retrospective adatre collected from sources that

depend on participants’ self-report expressions.

3.3.2.2 Self-reported approach

In this category, researchers investigate the miynaature of language learning
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motivation by conducting qualitative or / and qumtive research, using the same /
similar series of interview or / and questionnajueestions, at different time points
with various durations and frequencies (e.g. miguteourly, daily, weekly, monthly,
or yearly). In other words, unlike the self-retresfive approach in which data are
collected from respondents’ memories, a self-requbepproach involves participants
being asked to report the strength of their pregaotivation or current factors that
motivate them to learn a language at different tpomts. Researchers can, therefore,
compare the results and examine the differencegdeet each survey point.

For instance, Campbell and Storch (2011) and Rhbrand Ishikawa (2012)
conducted semi-structured interviews at differ@met points over a period of time.
The three interviews in the former study, involvihg same eight participants at each
time, took place in week three, seven and ten dRaveek term, while the ten
interviews in the latter paper were carried outobef during and after the one and
only participant’s nine-day trip to the USA. Consgenqtly, the researchers could
compare participants’ feedback from different tipwnts (a self-reported approach)
in addition to examining the dynamic nature frornf-sstrospective stories collected
at each time (a self-retrospective approach).

On the other hand, a quantitative approach waptadan other studies, such as
(1) Busse and Walter’s (2013) two questionnaireresys conducted at different time
points, administered to 59 first-year undergradsaelents; (2) Chang’'s (2014) two
guestionnaire surveys applied before and after wseotaken by 163 university
students; (3) Gardner, Masgoret, Tennant and Mihi{@004) six questionnaire
surveys conducted between September and the foldpwlarch, involving 197
university students; (4) Matsumoto’s (2012) two sfiennaire investigations carried
out before and after a 12-week language coursehimg 140 students; (5) Nitta and

Asano’s (2010) study that involved 164 non-Englisajor freshmen who were asked
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to fill in the same questionnaire at the beginrang end of the academic year plus a
short weekly questionnaire at the end of everysclés) Pawlak’s (2012) study in
which 28 high school students took part over aqgoemf four weeks and were
requested to fill in a motivational grid on a scafel to 7 every five minutes during a
lesson each week; (7) Peter-Szaka’s (2012) resd¢laatrapplied three questionnaire
surveys conducted in his participants’ 5th, 6thd 8th grades; (8) Wu et al.’s (2012)
study of 37 university students’ motivation changeer a term via using a
guestionnaire conducted at three time points; &@)d Y{u's (2010) examination
revealing students’ motivation change before amer afine months via two rounds of
guestionnaire surveys.

The two approaches, self-retrospection and splifte have elements in
common as follows. Firstly, both approaches invatediecting self-report data, no
matter recalling their memories of past experiemmragporting their current opinions,
through questionnaires or interviews. Thus, it @sgible that participants may be
unwilling to tell the truth. Secondly, the samplees in qualitative studies were
smaller than the ones in quantitative studies, ewjilalitative research provided more
details of individuals and their background stariescontrast, quantitative research
gives data for statistical analysis. The statisticadings can display the pattern of
how motivation changes from a certain time to aaotime point and show whether a
significant difference occurs or not. However,aéearchers merely use a quantitative
approach for investigation, they may fail to dihgatientify why the change happens.
For example, the timing chosen for conducting qaesaire surveys can significantly
affect the results. It may be found that the sttlernd participants’ motivation at time
B was higher than at time A. But what if, in reglithe participants’ motivation had
been decreasing, but they then had an exam sladiglytime B, which instrumentally

motivated them to learn (i.e. in order to passekam) to a large extent? Under the
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circumstances, for understanding the underlyingespacquiring more information
from qualitative methods may be needed, such a&svietv surveys as mentioned
earlier, collecting data from learners’ weekly joalr entries (e.g. Burgh-Hirabe &
Feryok, 2013; Matsuda, 2004; Mercer, 2011) or adgp self-documented approach
(e.g. conducting classroom observation), which gl explained later in Section
3.3.2.3.

On the other hand, differences between a selbspéctive approach and a
self-reported approach are that, first of all, seffort can provide relatively more
valid information to some extent because partidipane not recalling their memories
but reporting their thoughts at that particular neotnwhen they are asked to answer
the questions. Furthermore, in longitudinal studpsticipants reply to similar
guestions at least twice so that potential diffeesncan be found by comparing the
sets of data. In other words, in a self-retrospectipproach, participants offer their
past stories and beliefs of how their motivationsveh changed, while, in a
self-reported approach, it is the researchers wiadyse the dynamic nature of change
by examining the data collected at different timengs, which is rather more
objective. Second, self-report may cause somecdiffi for researchers for two
further reasons. One is that it is time-consummgadnduct a survey more than once.
The other is that the same participants need tetagned during the whole research
process. However, it is sometimes difficult to asfei this goal due to the withdrawal
or absence of participants. Some people may dropfaquarticipation during the later
stage of research. For instance, such a situatappdned in Busse and Walter’s
(2013), Peter-Szaka’s (2012) and Yu’'s (2010) rededrence, researchers need to
bear in mind that the numbers of their participamisy turn out to be fewer than

expected in the end.
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3.3.2.3 Self-documented approach

In this category, researchers try to explore thange of language learning
motivation by a more direct way of recording andpecting learners’ learning. For
instance, Yanguas (2011) applied a semi-guideckthioud writing task to analyse
participants’ motivational paths and their dynammature. For other examples,
classroom observation was applied by Huang (20Hajmori (2012), Lamb (2007)
and Lin (2008) to examine students’ motivation dewover time. Huang conducted
classroom observation in week two and week six ofsummer programme
respectively. Komori applied a mixed methods apgho@&ncluding two questionnaire
surveys (before and after two-month classes), ielip interviews and 12 classroom
observations during the two months. Lamb alsosadia mixed methods approach,
including two questionnaire surveys (before andtraftventy-month of learning),
three interviews and two classroom observationsn ldombined classroom
observation with interview surveys for investigatiancluding four group interviews
and five classroom observations.

The five studies above recorded participants’las® learning as thoroughly as
possible, which seemed to reflect their learningaveurs in detail and provide rich
data to show whether participants were motivatedeéon or not. In other words,
observational studies capture behavioural conseggerather than motivation itself
(Dérnyei & Ushioda, 2011; Verschuren, 2003). Tonhare specific, however, “when
observed in a classroom, the learners’ actionsifgigg interest and engagement in
the learning process can be used as evidence ofation” (Igoudin, 2013, p. 194).
Therefore, observations provide an ideal focusrésearchers as the opposite of
interviews and questionnaires and as materialsfudher follow-up investigation
(Lamb, 2007).

As discussed earlier, self-retrospective andreglérted approaches both involve
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collecting self-report data, either in a quantitatapproach or a qualitative approach.
As a result, the sources of data rely on partidgdaanswers, which mostly cannot be
checked by researchers as to whether replies arguth or not. Responses are what
participants attempt to convey, regardless if thase accurate. However, different
from these two approaches, a self-documented agprtzfers an investigator the
opportunity to gather ‘live’ data from naturally aering social situations” (Cohen,
Manion, & Morrison, 2007, p. 260). In other wordse raw data collected were a
document or documentary of what was then happerihg. data will also “be less
influenced by the researcher's own agenda and heill(at least in the raw form)
relatively free from bias” (Cotton et al., 20104@5). This self-documented approach
can, therefore, be a supportive complement in exidio the other two approaches.
Nevertheless, researchers who adopt this selfrdeoted approach may
encounter some problems or obstacles as follows.th@none hand, classroom
observation is relatively difficult to conduct ovarlong period of time. Two main
reasons for this are: (1) the tremendous work lp@dluced by this method of data
collection and analysis and (2) a possible relwsasf participants in being observed
(Cotton et al., 2010). Researchers may also termbmoluct follow-up interviews in
order to understand more about the relationshipsemn participants’ behaviours and
motivation. Under the circumstances, if researckdessre to collect a wealth of data,
it is time-consuming. On the other hand, sinceitivestigation needs participants to
engage in both their learning and the researchyspatticipants may not be able to
take care of both. For instance, learners may hkelthfferently (e.g. being more
active, nervous or shy) when they notice they acended, filmed and observed for a
study. Researchers consequently hope to minimipetantial threat of collecting
‘unnatural’ live data by, for example, meeting papants in advance in order to

allow researchers “not only to develop a more ingstelationship with the learners
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but also ultimately to develop richer and more claxpportraits of individuals”
(Lamb, 2007, p. 761). Participants can also undedsimore about the observation
procedure and be prepared to behave more natwhlgn they are observed later
(Nguyen, McFadden, Tangen & Beutel, 2013). Thuseaechers may need to spend
extra time in addition to the main study, which densidered to be another
time-consuming factor.

In sum, if a self-retrospective approach is likading and examining an
autobiography, then a self-retrospective approachnialysing a photo album or a
diary, and a self-documented approach is explaingption picture or a documentary.
Each approach has its advantages and disadvantagesder to investigate the
dynamic nature of English learning motivation coetmnsively and take advantage
of each method, this present thesis chose to aalbpghese three approaches for
examining different aspects of the change. Theaautherefore, expected to collect
fruitful and manifold data via applying various tingnents, including questionnaires,
interviews and classroom observation (see furtisaudsion about the application of

each instrument in Section 3.5).

3.3.3 The research procedures

This current study planned to apply a mixed meshagproach to researching
English learning motivation among first-year undadyate students in a university in
Taiwan (see Section 3.4 for full details of thetjpgyants). These students were
taking a year-long English course as a required uieodlhe researcher used two
kinds of questionnaires, interviews and classrodomeeovation for investigation. In
addition, the author aimed to adopt three appraatihexamining the dynamic nature

of motivation, including self-retrospective, sedfported and self-documented
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approaches. Hence, the instruments utilised tecotioth quantitative and qualitative
data were designed to be implemented more than. dhaeeover, after the official
upgrade examination of Confirmation of Registratfonthe current PhD study, the
numbers of participants were advised to be expafataghining richer data. All in all,
the research schedule is summarised in Table JFdlaws.

Table 3-1: The research schedule during Septembef24 to January 2015

Actions Research point of time Numbers of participants
The The The
propose revised main
d target target study

Questionnaire survey 1 ~ Week 2 (22-26 Sep) 70 90 88
Observation 1 Week 3 6 12 13
Interview 1 Week 3 — Week 4 6 12 13
Observation 2 Week 14 (15 — 19 Dec) 6 12 13
Questionnaire survey 2 Week 17 (5 — 9 Jan, bef@fe 90 88

the end of the term)
Interview 2 17 — 30 Jan (after the en@ 12 13

of the term)
Short weekly Week 3 to Week 16 6 12 13

guestionnaire surveys

Firstly, the main questionnaire (as shown in Agpei) was administered twice.
The first administration took place in Week 2 (theeek after the university
introduction week) and the other one was condurtedeek 17 (a week before the
final exam and the end of the term). On each oooasi took the participants about
10 to 15 minutes to complete the questionnaire. fElsearcher was there in person
both to monitor participants’ involvement and tosaer any questions related to
filling in the questionnaire. All the data were legted by the researcher herself
without the presence of the instructor of the clage final number of the participants
was 88 in total.

Secondly, the interview investigation was condddtegice (see Appendix B for
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the interview questions). These follow-up interveewere accomplished after the two
main questionnaire surveys and the two rounds afscbom observation. The

interviews lasted around 40 to 75 minutes each, eawh of the interviewees was
interviewed separately and individually. During théerviews, all the conversations

were audio-recorded and notes taken with parti¢gdgermission. In regard to the

interviewees, they were 13 volunteers who werghatsame time, observed in class
and who filled in the short weekly questionnaireaévery weekly English class.

Thirdly, the 13 learners were observed in claginduwo English lessons (100
minutes per lesson) in Week 3 and Week 14 of tha.t&hroughout the classroom
observation, they were filmed (they were facing taenera) and notes taken with
their permission. The researcher was at the batkeotlassroom and did not engage
in any classroom interactions between the teaaherttze whole class of students in
order to minimise any possible interference or tigganfluence.

Lastly, the 13 students were also asked to fith mery simple and short weekly
guestionnaire (around one minute to complete) adtary lesson from Week 3 to
Week 16 of the term (see Appendix C for the shoeekly questionnaire). The
researcher was there to collect the questionndireafirst time, in case of any
problems happening. Afterwards the participants ewasked to hand in the
guestionnaire online for the rest of the surveys.

In order to enable the students to express tleair apinions freely and behave
naturally, it was made clear that the results o thvestigation would remain
confidential and their answers and participationuldtonot influence their course
marks (see more discussion about ethical issu&sation 3.6). Additionally, before
they attended the interviews and classroom obsenjdhey were asked to join either
an informal meet-up or as a group according torthaiingness. These informal

gatherings were held in order to not only enabéerdgsearcher and the participants to
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become familiar with each other but also providehance for the learners to ask
guestions and for the researcher to explain theniiw and classroom observation
procedures once again in addition to the infornmatsheet given to the students
beforehand (Lamb, 2007). They also experienced tlassroom observation would
be conducted in person so that they were more atable to be filmed. That is, these
meetings were, therefore, designed to help thecgaahts to behave naturally and act
normally when they were formally interviewed ancetved later.

Furthermore, all the data collection episodes meatl above were completed in
the participants’ L1. The researchers and the @paints shared the same mother
tongue of Mandarin. It was easier and more comibbetéor both sides using the same
language during the research. However, the cutiesdis needs to be presented in
English, which means that the results of the dalkeated in Mandarin had to be
subsequently translated into English. Translati@n cause some problems in
cross-language research (Behr, 2017; Maneesriwda@ikon, 2004; Squires, 2008;
Temple, 2002; Temple & Young, 2004). The issuesarslation will be discussed in

the following paragraphs.

3.3.4 Translation issues

First of all, an issue of ‘conceptual equivaleno&ly occur during the process of
translation. “When a translator performs a tramstatthey translate not only the
literal meaning of the word, but also how the woedates conceptually in the
context” (Squires, 2008, p. 3). Thus, a translaesires to offer “a technically and
conceptually accurate translated communication obracept spoken by the study’s
participant” (p. 3). In other words, translatiorvatves decisions constantly made by

translators in order to both understand the cultaeanings that the original language
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carries and convey the meanings in another langwelgeh may be difficult to find
exactly the same expression with its original vailuelifferent languages (Simon,
1996; Temple & Young, 2004). Under the circumstant¢eanslators’ credentials and
experiences are critical and important. It is sstgg that translators need to be
equipped with some sociolinguistic language competgDanesi, 1996; Gee, 1990;
Jandt, 2003; Savignon, 1997).

Second, an issue may arise when ‘back translasapplied. Back translation is
a translation technique that has been widely useatder to verify translation (Behr,
2017; Brislin, Lonner, & Throndike, 1973; Maneessivgul & Dixon, 2004; Temple
& Young, 2004). It involves a process in which anglation version (a version in L2)
is translated back into the original source languegrsion (a new version in L1) to
allow comparison between the new version and tlggnad text in the same language
of L1. The goal is, therefore, to “identify discegpries between these two versions
that might be due to errors in the actual transtét(Behr, 2017, p. 573). As a result,
back translation can be a time-consuming procedsadrithe same time, pricey.

For better quality and accuracy, back translatas applied in the present study.
The raw data in Mandarin were initially translateto English by the researcher.
Then, the English version was back translated Mamdarin by a co-translator who
has experience in translation and a backgroundaioknguistics. The researcher and
co-translator finally checked and compared theimaigChinese text with the two

translated versions for verification.

3.4 The participants

3.4.1 Sampling information
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The current research was conducted in a univensigouthern Taiwan, where
the researcher's hometown is. The university coethi about a total of 6500
postgraduate and undergraduate students. It ipatatde university that aims to
nurture students to be competitive in differentdseand industries. In particular, it is
well-known for providing professional education atrdining for teachers-to-be.
Many of their students may incline to be teachemiiferent subjects after graduation.
Therefore, the Department of English, which is marge of the English curricula for
all the students, welcomed my visit and reseansbesEnglish learning motivation is
an important topic for the teachers-to-be, edusatand future curriculum
development. Based on the features and reasong aihe@vuniversity was chosen for
the present study in a way of convenience or oppdst sampling. This sampling “is
the most common non-probability sampling type inre&earch, where an important
criterion of sample selection is the conveniencartid resources of researcher; [...]
participants also have to possess certain key ctesistics that are related to the
purpose of the investigation” (Dérnyei & Csizér120p. 81).

Among all the students of the university, thetfirear undergraduates were the
target group of potential participants for the sesh because of the following reasons.
On the one hand, as discussed earlier in Secti®3.3, they were free from the
college entrance exam and had chosen their magatity. This made them have a
different learning life from their high school exmce in that they could arrange
their learning content more freely; they would meetv people and tended to have
more social life; they might establish new learnguogls; and they would experience a
more communicative teaching approach in their Bhgtilasses. All these changes
might influence their English learning to a largeemt. On the other hand, they were
all asked to take a year-long English course axjaired module in their first year of

study. This compulsory model was the last offi¢alglish course for them. It would,
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therefore, not only be a good and likely a finaporgtunity for teachers to raise
students’ English learning motivation but also dwmiee students’ future lifelong
English learning. In short, the first year is atical stage of English learning and

freshmen are an interesting group for exploration.

3.4.2 Grouping information

Before the main study was conducted, the numbeheifroposed participants
was three classes of 90 first-year university stteleAccording to this goal, with the
assistance and arrangement from both the deparwhéiriglish and instructors who
were willing to offer their help with my researdhyee classes were chosen by their
agreement (see Table 3-2 for the summary of thecjemts).

Table 3-2: The summary of the participants

High Low Class X ClassY ClassZ Total
achievers achievers
All 41 persons 47 persons 29 30 29 88 persons
participants persons persons persons
Individual 6 persons 7 persons 4 5 4 13 persons
cases persons persons persons

Originally, there were 92 students in total eredllin the first-year English
course and they were divided into three classéseabeginning of the term. After two
administrations of the main questionnaire, somdesits had dropped the course and
some had joined in the course. As a consequenaegder to compare the sets of data
from the same participants, the number of the karrwho filled in the main
guestionnaire in both Week 2 and Week 17 turnedmbé 88 persons in total for data
analysis. These 88 participants had at least 1 ydaexperience in learning English.
Among them, there were 28 males and 60 femalestladnean of their ages was

18.32.
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In addition, in order to investigate the relatioips between motivation and
achievement, all the participants were divided it groups, high and low
achievers. The principle of categorisation wasghgicipants’ scores in the English
exam given in the first round of the College Enteixamination. These participants
a had similar average score on the entrance examerfog several subjects) for
entering the university but their English scorefettéd. To enable comparisons by
English proficiency, the students were grouped mgt and low achievers according
to their English scores. If their scores were highan the other 75% of the students
throughout Taiwan who took the same exam, thenwesg grouped into the group of
high achievers, taking care with students at or tieaborderline. As shown in Table
3-2, there were 41 high achievers and 47 low aelng2@among the 88 students for
comparison.

Other variables in addition to achievement, sushsacial background and
gender, were not included in the sampling framewnorthe current thesis. This was
because (1) the time available for the research restsicted, necessitating a sharp
focus on a restricted number of variables; anda@@jitional variables would have
increased the required sample size for the stlstiests to be used. However, these
variables are excellent areas for future research.

Moreover, all the participants were asked to leledr contact information after
the first questionnaire survey if they were agraed intended to participate in the
follow-up research. That meant that they were mgllto be contacted to get involved
in the short weekly questionnaire survey and behéur interviewed twice and
observed in class twice, respectively. Quite a nrema them showed interest in the
subsequent research. In order to strike a statistialance between high and low
achievers and between different classes, the i@smaaimed to choose six high

achievers and seven low achievers from these edusifor qualitative research. That
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is, as presented in Table 3-3, there would be tigb hchievers from each class, two
low achievers from Class X and Class Z respectiaglg three low achievers from
Class Y.

Table 3-3: The summary of the individual cases (wht pseudonyms)

Class X Class Y Class Z Total

High achievers Angel, Betty Eva, Frank* Jenny, Kin 6 persons

Low achievers Carol, Daisy Gina, Hank*, lan*  Lily, Mina 7 persons

* male

Among these volunteers, a total of 13 learnerewetected to be the individual
cases for qualitative analysis in depth. Theseestisdwere chosen because they had
replied to an open-ended questionnaire item as Hat extra reasons they had in
addition to those which have been described eadgarding their motivation to learn
English on the questionnaire. Those volunteers Wwad provided interesting and
unexpected answers were, therefore, picked fohdurinvestigation. The researcher
was interested in their personal thoughts andestdrehind their responses. Although
only three male learners were selected, there wegnally fewer males (31.8%)
than females (68.2%) among the 88 participants.disteibution of the 13 volunteers’
gender was close to the original percentages tesatent (male: 23% and female:

77%).

3.5 The instruments used for data collection

The instruments used for quantitative and qualgatlata collection in the

current study were (1) the main questionnairett{2)short weekly questionnaire, (3)
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classroom observation and (4) the interview. TH®Wong paragraphs will present
how these instruments were constructed, piloteddaveloped for application in the

main study.

3.5.1 The main questionnaire

3.5.1.1 The development of the main questionnaire

Questionnaire surveys have been widely applied dollecting self-report
guantitative data in a great deal of language Iagrmotivation studies. They have
been used to “assess the attitudinal / motivatidisgosition of L2 learners in various
geographical, socio-cultural and institutional @xt$, and to compare the results of
various subpopulations of learners” Dérnyei & Ustap 2011, p. 213). In order to
survey the participants’ English learning motivatia a Taiwanese university context
from a socio-dynamic perspective, Taguchi, Magid &api’'s (2009) questionnaire
for researching English learning motivation was ligopin the current study. The
guestionnaire measures not only integrativeness iastlumentality, traditionally
dominant concepts in the language learning motmatesearch, but also new L2
motivation constructs appearing in the current galginamic period of motivation
research, such as the ideal and ought-to L2 sedwesidentity (Dérnyei, 2010;
Ushioda & Dornyei, 2012). Moreover, issues inclgdiBnglish anxiety, linguistic
self-confidence and parental / family influence evaiso included for exploration.
These issues are the socio-cultural areas thaesi@archer aims to investigate. In the
meantime, the questionnaire survey of Taguchi .e{28l109) has been conducted in
China, so both Chinese and English versions ofjtlestionnaire are available, which
contributes to the convenience of translation el#ter stage of thesis presentation.

The original questionnaire comprised two part$:6(point Likert type questions,
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consisting of 67 items and (2) personal informatiprestions. The questions were
clearly presented and free from ambiguity and deddalrreled statements. The length
of the questionnaire was not too long and the questwvere not difficult in order to
raise the respondents’ willingness to completend ¢he accuracy of self-reporting
(Dornyei, 2010; Krosnick & Presser, 2010). Nexte tmeasure was modified and
rewritten particularly for Taiwanese university dgmts. For example, ‘China’ and
‘Chinese’ were replaced by ‘Taiwan’ and ‘Taiwaneda’ addition, ‘the UK and the
US’ were substituted for ‘English-speaking courdri@ order to clearly point out the
specific countries. This avoids the obscurity doghe influence of Global English
that English speakers may be a worldwide spreadchwivas discussed earlier in
Chapter One and Chapter Two. The ‘target commuifitlylearners to integrate into
or have interest in is, therefore, specified in gioestionnaire. In the end, among the
67 questionnaire questions, there were 14 itenaseetlito English learning motivation
(i.e. intensity, desire and attitudes), and the aiemg 53 items were related to
motivational factors (i.e. ethnocentrism, fear ofsimilation, interest, travel

orientation, English anxiety, the Ideal L2 self @ahd Ought-to L2 self).

3.5.1.2 The pilot study and changes made to the majuestionnaire

Thirty-six Taiwanese university students took parhe pilot study; among these
participants, 33 were from a class of students vilhed in the questionnaire in
Taiwan and the other three were Taiwanese uniyessitdents studying in the UK
who were willing to be further interviewed. Therasva blank space at the end of the
guestionnaire for participants to leave any commentask any questions related to
the questionnaire. The researcher stayed withehmining three students in the UK
when they were completing the questionnaire. Fdtebealidity and quality, they

were asked carefully about their opinions througtiba whole questionnaire and on
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the process of doing the survey.

After piloting the main questionnaire, the datareveanalysed to calculate
Cronbach’sa in SPSS in order to check the reliability of theestionnaire. The
Cronbach’su reliability coefficients is a measure which hetpsexamine the internal
consistency of the questionnaire. If the Cronbachalues are lower than 0.7, it is
suggested that the questionnaire items were lowan the acceptable standard
(Dornyei & Csizér, 2012; Field, 2013). The 14 itemssessing English learning
motivation together had a Cronbachislevel of .79 and the 53 items assessing
motivational factors an alpha of .81. Hence, the@nnguestionnaire had a good
reliability.

Finally, the questionnaire was double-checked takensure that it was
understandable and easy to fill in. A few statermemtre re-worded or paraphrased
because the respondents from the pilot study hadrted having confusion or
problems in understanding them. The layout of teens was modified in line with
respondents’ comments, especially for the itemswleae skipped or not answered in
the pilot study. Additionally, an open-ended quastivas added for an exploratory
purpose. That is, there was a blank space for steade leave comments about any
extra reasons that motivated them to learn Engiishaddition to the existing
statements given on the questionnaire. This wagmes for the researcher to find
potential interviewees (see Appendix A for the fingersion of the main

guestionnaire).

3.5.2 The short weekly questionnaire

3.5.2.1 The development of the short weekly questinaire

The short weekly questionnaire shares identicatufes, merits and limitations
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with the main questionnaire. In this study, it wamich shorter than the main

guestionnaire and was created to explore the pattemotivation change in more

detail through more frequent investigation betwdha two main questionnaire

surveys. In particular, this weekly questionnairaswshort and easy to read and
answer; this motivated participants to fill in thhgestionnaire with higher level of

willingness and accuracy.

The short weekly questionnaire comprised two pdft$ 6-point Likert type
guestions, consisting of five items and (2) a blan&a for leaving comments. The
items were clearly presented and free from ambyqand double-barreled statements.
It helped the researcher to understand not onlypirgicipants’ English learning
motivation (i.e. three questions related to Englesdrning intensity, desire to learn
English and attitudes towards learning English) higo their English learning
experience during the term (i.e. two questiongteeldao how they enjoyed the English

class and whether they were satisfied with theirmeng results).

3.5.2.2 The pilot study and changes made to the shweekly questionnaire

The process of piloting the short weekly questarewas similar to the way of
piloting the main questionnaire. Thirty-four Taivesme university students took part in
the pilot study; among these learners, 31 wereassobf learners who filled in the
guestionnaire in Taiwan and the other three wergestts in the UK who were willing
to be further interviewed. There was blank spacthatend of the questionnaire for
participants to leave any comments or ask any pumesstelated to the questionnaire.
The researcher stayed with the three studentseird when they were completing
the questionnaire. For better validity and quatityey were asked in detail about their
opinions throughout the whole questionnaire antherprocess of doing the survey.

After piloting the short weekly questionnaire, thtatements of the items were
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judged easy and clear to understand. The layouttlaadrder of items were also
appropriate. The participants from the pilot stulity not raise any questions and the
three interviewees felt the questionnaire was easlyquick to fill in. In the meantime,
the data were analysed with Cronbachanalysis in SPSS for checking reliability of
the questionnaire. All the question items coulaaiegorised into two groups, namely
English learning motivation and learning experientiee Cronbach’'s values were
0.79 and 0.80, respectively. Thus, the short wegllgstionnaire had a good validity
and reliability, which was appropriate for this dyu(see Appendix C for the final

version of the short weekly questionnaire).

3.5.3 Classroom observation

3.5.3.1 The development of the classroom observatisheet

In order to make the observation process more nisgd, a classroom
observation sheet was generated for keeping rechndisg classroom observation in
class as well as for taking notes while processaimg) coding the observation videos
for further interviews (see Appendix D for the damom observation sheet). The
observation sheet contained three parts, inclubasic information, key variables and
a blank space at the end: (a) The basic informatrea needed to be filled in with the
observation date and name of the target for refere(b) The variables, chosen in
order to reflect students’ motivated behavioursnststed of ‘concentration’ (e.g.
attention and taking notes) and ‘participationg(ezolunteering to answer questions
and being willing to be involved in activities), wh were modified from Turner’s
(1995) and Guilloteaux and Dérnyei’s (2008) stud{e¥ A blank space was provided
to leave comments or notes for reviewing the olsem videos and supplying

elements for subsequent interviews.
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3.5.3.2 The pilot study and changes made to classra observation

In the pilot study, two participants were obseruedlass and interviewed after
classroom observation. During observation, the ovidamera in the front of the
classroom was set to face and focus on the twaestador filming throughout the
whole class. The researcher herself was sittiigeaback of the classroom and taking
notes on the observation sheet. After observatinglip was checked for the quality
of the image and voice and further analysed wighnibtes written previously in class.
The two students were interviewed afterwards raggrthe filming and their in-class
learning motivated behaviours.

After examination, the quality of the video cliyas found to be good and clear,
and the design of the observation sheet was deapm@dpriate to gather the required
data. The two variables of concentration and gpgton on the form seemed to be
valid and have no overlap, which were suitableth& study. Although sometimes,
during observation, it was inevitably difficult take notes and write down every
detail of the two participants’ behaviours, theeaasher could still review the ‘live
data’ later in the videos again to keep comprelvernisiformation and double-check if
written records were accurate. This strengthened itportance of the in-class
filming as a helpful record in addition to the g notes.

Moreover, the participants reflected later thaerethough they fully understood
the observation procedure, they were still a litile distracted or affected by the
filming, but the interference quickly diminisheddanad gone when they got used to it
and then were focused on learning. As a resuledas the participants’ feedback,
the researcher decided to (1) try a dry run of ndiog in the informal meeting up
before conducting the main study and (2) startifigrbefore the class began on the
days of classroom observation. This would helppgasdicipants to get familiar with

the observation procedure as well as be used fitmed in person.
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In terms of the researcher who was observing #Hrécfpants at the back, the
students felt that there was no problem with thewh they even did not pay any extra
attention to the fact of being observed. This keidbm for them to really behave
naturally in class since the researcher stroveettuge as much interference as
possible. After all, although “it is possible thae students’ behaviour was to some
degree influenced by the researchers’ presenceserehtion “required no direct
interaction between the observer and the obser{@akton et al., 2010, p. 470). Even
if the researcher foresaw a possible unavoidabispredictable factor of whether the
participants in the main study would behave asrafijuas possible or not, it is
interesting and valuable to examine insights idfptkeir behaviours, (2) comparing
the behaviours of high and low achievers and (3) wduld show different motivated

behaviours indicating different levels of motivatio

3.5.4 The interview

3.5.4.1 The development of the interview questions

Interview surveys were adopted as a follow-up stigation to the questionnaire
surveys and classroom observation in the curremlysthe interviews were designed
to be semi-structured and were expected to “elicitiepth self-report data on
motivation and motivational experience, with thanscribed data then subjected to
thematic analysis based on predetermined codesaadories” (Ushioda & Dornyei,
2012, p. 402). The content of the interviews waseaies of open-ended and
pre-prepared guiding questions but at the same wmdd not “limit the depth and
breadth of the respondent’s story” (Dérnyei & Ustdap2011, p. 237).

Furthermore, it is important to conduct a retratipe interview using the

materials involving participants’ participation ge.observation clips) or materials
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responded by themselves (e.g. questionnaires fillday the participants) as guiding
guestions for investigating their further reflectiand explanation about what they
really meant and thought (Egbert, 2003; Gass & MgcR000; Lamb 2004; Lyons,

2009). Thus, on the one hand, the interview questigere developed from the main
guestionnaire. These questions not only explorespardents’ past learning

experiences, current motivation and attitudes tde/duture learning but also asked
for their comments on their responses to the magstgpnnaire. On the other hand,
the interview questions were based on the shorkiyesguestionnaire surveys and
classroom observation, such as opinions about theglish learning in class and
comments on their expressions, behaviours and thsugcorded in the videos (see

Appendix B for the interview questions).

3.5.4.2 The pilot study and changes made to the erviews

Based on the content of the interview questiorstinaulated recall protocol was
applied during the interviews. This technique “givearticipants a chance to view
themselves in action as means to help them reuailt thoughts of events as they
occurred” (Nguyen et al., 2013, p.2). Hence, fydtiree students (Group A) who had
participated in the main questionnaire piloting @valso interviewed by the researcher
after the questionnaire survey. The questionnairey had completed were offered as
discussion materials during their interviews. Seltgniwo students (Group B) who
had been observed in the classroom were intervievithdmore questions about their
in-class learning while being observed. The pilptiobservation notes and clips
filmed during the class were given as stimulantsettalling their memories. As a
consequence, a mixed methods approach can notontsibute to collecting diverse
data but also enable a powerful means of validdtimdjngs from different methods;

the different sources of data can also be doubdeletd via further discussion and
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clarification in the interviews (Cotton et al., Z01

In addition, all these five participants were paty asked the guiding questions
but also interviewed for their feedback about teeaiestions and the process of the
interview. Based on the responses from both grofipsarners, it was clear that they
felt comfortable and relaxed during the interviemgadure. They also claimed that
they were satisfied with the questions since (1§ tuestions were clear and
unambiguous as well as not too harsh or sensithe () they were given the
elements to recall and freedom to express theughts. In particular, they thought
the previous informal meetings were useful and fiegaé before the formal
interviews. They could, therefore, be more familgith the procedures of being

interviewed and observed and behave more naturelhe presence of the researcher.

3.6 Ethical issues

First of all, the present research investigatiom;luding the instruments,
information sheets, consent forms and the Ethiggiréval Form were examined and
approved by the Ethics Committee of the InstitufeEducation, University of
Reading. Second, before conducting the pilot andh retudies, including applying
two questionnaires, interviews and classroom olagenv, all the participants and
their teachers and schools involved were givenrmétion sheets and consent forms
explaining (1) the purpose and procedure of thedystand (2) that all their
participation would be treated with complete coefitiality. Third, the participants
were assured that their involvement in the studyldion no way influence their
course grades. If they changed their minds, thejdcalso withdraw from the study at

any time. Fourth, the consent forms were obtaingdhieir agreement and all the

105



original records were kept private. No identifidirsked the participants and their
teachers and schools to the study in any recorgs Rd in all, this study followed

the rules of ethical protocols throughout. (See é&mpx F to Appendix N for the files
of blank ethical documents and see Appendix O lier dpproved Ethical Approval

Form.)

3.7 Concluding remarks

The current study investigated English learningtivadion in a Taiwanese
university context from a socio-dynamic perspectiepaid attention to the issues
that Taiwanese university students would encouwtdte learning English and the
concerns that are emphasised in language learniniyation research in the current
socio-dynamic period. It also aimed to focus onlesipg what has not yet been
studied much in the previous literature in a simdantext. Based on these goals,
Chapter Three presented how the researcher dedetoperies of research questions
and decided and established her research approgarésipants and instruments to
answer the research questions.

Firstly, a mixed methods approach was applieche gresent study, including
collecting both quantitative and qualitative data €xamining the complexity of
motivation. Next, in order to explore the dynamiature of motivation,
self-retrospective, self-reported and self-docume@rapproaches were all adopted,
including using questionnaires, interviews and sHasm observation for data
collection. Finally, the researcher showed the aede procedures as well as
demonstrating how she selected her participantthandshe constructed, piloted and

utilised the instruments to conduct the researadth Bhe strengths and importance
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and potential issues and limitations of the metraqaidied were fully discussed by the
researcher.

In short, in order to achieve the research objestiand answer the research
guestions, how the researcher chose the partici@an the selected methods applied
to conduct the study were all explained in detailthis chapter. In the following

chapter, how the data were analysed and what timyesd will be presented.
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Chapter 4. Data Analysis

4.1 Introduction

Previously, in Chapter Three, all the stages ef dlata collection procedures
were laid out in detail. This chapter will furth@resent how these data were
subsequently analysed. The data analysis procedarebe divided into two aspects:
(a) quantitative analysis of the data collectedanfibhe main questionnaire survey and
weekly questionnaire survey and (2) qualitativelysia of the data collected from the
interview and classroom observation. These aspetlsall be comprehensively

presented in this chapter.

4.2 The gquantitative analysis procedures

4.2.1 Preparation — data input and coding

All the quantitative data collected from the mgurestionnaire and short weekly
guestionnaire surveys were analysed by using SPSBsbftware. The data analysis
procedures were guided by and followed the stepgewrin Andy Field’s (2013)
book, Discovering Statistics Using IBM SPSS Statistitisis quantitative analysis
helped the researcher to produce statistical sesuhich will be reported in Chapter
Five.

Thus, firstly, the data collected from the maindst were all input into the SPSS
software. There were no missing data or outlietséo The input of the data was

double-checked by both the researcher and otheards colleagues. They were PhD
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research students from different universities. Mas checking the accuracy of the
data entry.

Secondly, as discussed earlier in Section 3.5d,6(/ questions on the main
guestionnaire consisted of 14 items related to iEmngkarning motivation and 53
items related to motivational factors that wereidyed to influence the strength of
motivation. First of all, according to Gardner'98b) theory, which was reviewed in
Section 2.3.2, motivation comprises three compaenamely English learning
intensity, Desire to learn English and Attitudewaods learning English. Hence, the
14 items were firstly coded as 14 variables (e&ffort’ and ‘Willingness’) and then
they were classified into the three groups of istigndesire and attitudes (see Table
4-1).

Table 4-1: The structure and reliability analysis & English learning motivation

Components of Variables Cronbach’s
motivation a value
English learning Effort and Hard-work .89
intensity

Desire to learn Anticipation, Willingness, Readiness, Priority .90
English and Plan

Attitudes towards  Atmosphere, Attraction, Liking, Self-efficacy, .92
learning English Confidence, Challenge and Course

In addition, the researcher divided the remairb3gitems into 14 groups and
coded them as another 14 variables (e.g. ‘Linguistierest’, ‘Integrativeness’ and
‘Social approval’). These 14 variables were furtgesuped into seven motivational
factors, consisting of (1) Ethnocentrism, (2) Fe&rassimilation, (3) Interest, (4)
Travel orientation, (5) English anxiety, (6) theedd L2 self and (7) the Ought-to L2
self. The structure of the motivational factorsi&nonstrated in Table 4-2 on the next
page. This categorisation into seven motivatioaeldrs was adapted from Taguchi et
al.’s (2009) questionnaire survey and based on y@irand Ushioda’s (2011) review.
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That is, (a) Integrativeness was grouped into tteall L2 self and (b) the

guestionnaire items showing Instrumentality withp@motion focus (e.g. ‘Future

Career’) were grouped into the Ideal L2 self areladhes with a prevention focus (e.qg.
‘Bad-result prevention’) were categorised into thaght-to L2 self. For example,

learning English in order to gain a better job wasled as Future Career, which
belonged to the motivational factor of the Ideal $&If, while learning English in

order to avoid being failed was coded as Bad-rgselention, which belonged to the
motivational factor of the Ought-to L2 self (seell fdiscussion about the L2

motivation self system in Section 2.3.11).

Table 4-2: The structure and reliability analysis & motivational factors

Motivational factors Variables Cronbach’s
o value

Ethnocentrism Ethnocentrism g7

(4 items)

Fear of assimilation Fear of assimilation .78

(4 items)

Interest Linguistic interest and Socio-cultural interest .90

(9 items)

Travel orientation Travel orientation 71

(2 items)

English anxiety Communication anxiety .87

(6 items)

The Ideal L2 self Academic progress, Future career, Personal .88

(12 items) competence, Role model and Integrativeness

The Ought-to L2 Significant-other effect, Bad-result prevention.91

self and Social approval

(16 items)

Data on other potential contributing factors, sashgender, social background,
English learning time, overseas travelling expergenintercultural encounters, etc,
were not collected in this current research. Thes wartly due to the pragmatic
reason of insufficient time and partly to the liedtnumber of participants. Including
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more factors in the multiple regression analysiuulbchave necessitated a larger
sample size. (See more details of multiple regoesanalysis in Section 5.3.1.3). All

such variables would be interesting for furthedgtin the future.

4.2.2 Normality tests and reliability analysis

In order to conduct further analysis and choosehvanalysis should be applied,
the next step was to check whether the data digimib met the assumption of
normality or not. Thus, the researcher firstly ran Kolmogorov-Smirnov /
Shapiro-Wilk test. If the test is non-significapt¥ 0.5), it means that the distribution
of the sample tends to be normal. Then the reseastto used a P-P plot test. If the
dots are close to the diagonal line, it also ingisathat the sample is likely to be
normally distributed.

From the P-P plot test, all 10 groups of the dtta three components of English
learning motivation and seven motivational fact@es@med to be normally distributed
since the dots of each group looked close to tlee(ee Appendix E). Although a few
groups (Interest and the Ideal L2 self) appeargdifstantly non-normal (p < 0.5)
from the Kolmogorov-Smirnov / Shapiro-Wilk test.etlesearcher decided that the
deviations from normality were within acceptablaits based on the plots of the two
groups. As a result, the researcher subsequeiilisedtparametric statistical tests for
further data analysis, including correlation, mpl&iregression and t-test.

Furthermore, the internal consistency for all @ groups was checked by
calculating Cronbach’a in SPSS. All values were above .70 as shown ineTaHl

and Table 4-2. The results showed that the scalégbod reliability.

4.2.3 Descriptive statistics
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In order to examine the strengths of English Ile@ynmotivation and
motivational factors, the data were analysed bygutating descriptive statistics of
minimum, mean, maximum and standard deviation. &hesre then used to help the
researcher to answer research question 1-(a): ‘Whd#be strength of Taiwanese

university students’ motivation to learn English?’

4.2.4 Correlation analysis

Correlation analysis enables researchers to “exantine relations between
existing variables observed in the sample, [...] awdrelation coefficients are
computed between two variables: a high coefficiadicates a strong relationship,
while negative coefficients suggest an inversetimiahip” (Dérnyei & Ushioda,
2011, p. 217). This analysis cannot show causee#fiedt between two variables but
can show the interrelationship between two vargble

As a consequence, the researcher ran Pearsoredation analysis to identify (1)
the relationship between English learning motivatmd motivational factors and (2)
interrelationships of motivational factors. Thissaered research question 2-(d):
‘What is the relationship between these factors Bndlish learning motivation?’
Moreover, the researcher conducted point-bisenaletation analysis to identify the
relationship between English learning motivatiord aachievement (high and low
achievers), i.e. in order to answer research questi-(c) and 2-(c). At the same time,
since these two research questions compare moinatstrength between high and
low achievers, the data were also analysed widistt-tvhich will be further explained

in Section 4.2.6.

4.2.5 Multiple regression analysis

112



Multiple regression analysis is applied to assebgther a set of predictor
variables can predict and contribute to the outcaaable. Thus, in addition to
correlation analysis, the researcher conductediplailtegression analysis to examine
which motivational factors could predict learndgsiglish learning motivation. In the
current study, the seven motivational factors idiewtin Section 4.2.2 were predictor
variables. These predictors were run in multiplgression analysis with the
expectation that they would predict English leagninotivation. In other words, the
multiple regression models helped the researchdetiermine how motivation can be
explained by motivational factors and the imporeamé each motivational factor
contributing to motivation.

In addition, the researcher also conducted meltipggression analysis to
examine the interrelationships of seven motivatlidaetors. How each factor could
be explained by the other factors was expectedvioigsights into the complexity of
motivational factors predicting different levels aifotivation. For instance, in a
multiple regression model of ‘Interest’, the oth&x motivational factors were
predictor variables. All in all, along with corrétan analysis, multiple regression
analysis was adopted to answer research questi(as @Vhat factors influence the
strength of Taiwanese university students’ Engledrning motivation?” and 2-(d):
‘What is the relationship between these factorsnglish learning motivation?’ The
assumptions for multiple regression models willrbported in Chapter Five along

with the results of these tests.

4.2.6 t-test analysis

The researcher ran (1) paired-samples t-test topace two means of data

collected at Time 1 and Time 2 and (2) independantples t-test to compare two
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means of data from high and low achievers. The éorwas utilised “when there are
two experimental conditions and the same parti¢gsook part in both conditions of
the experiment” (Field, 2013, p. 364). This paiszaples t-test helped the researcher
to answer research questions 1-(b) and 2-(b) exagiwhether the strengths of
motivation and motivational factors would changesrotime. The latter was used
“when there are two experimental conditions and diféerent participants were
assigned to each condition” (p.364). Consequetitig independent-samples t-test
was applied to answer research questions 1-(cRé&)dn finding out whether there
were differences between high and low achievengngths of motivation and
motivational factors.

Hence, firstly, the researcher conducted pairedpses t-test to compare the two
sets of means and identify differences betweerd#te collected at Time 1 and Time
2 from the same participants. This analysis cothéyefore, explore the dynamic
nature of English learning motivation and motivadb factors. Secondly, the
researcher ran independent-samples t-test to cempar two sets of means and
identify differences between the data of these gnaups of high and low achievers
collected at the same time. Thus, this analysisldcaliscover whether their
achievement was influential and related to possgsdiifferent strengths of

motivation and motivational factors.

4.3 The gqualitative analysis procedures

The researcher used the ‘constant comparative aethssociated with
‘grounded theory’ (Glaser & Strauss, 1967), in whieach new piece of data is

compared to others already coded in order to iflestmilarities and differences”
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(Cotton et al., 2010, p. 466). It should be noteokvever, that unlike in grounded
theory, the analysis was guided to a certain extgnthe motivational theories
reviewed in Chapter Two. At the same time, the ymisldid allow for new themes to
emerge that were not necessarily consistent wibetltheories.

Thus, after the data were collected, they wereevesd, coded and grouped into
categories. If any new elements or concepts emetgedg the coding process, they
were compared with the existing codes. Then, theyeveither coded and classified
into the original categories or defined as a neaugr The following sections will

comprehensively present the procedures of quaktanalysis.

4.3.1 Interview data analysis

4.3.1.1 Preparation — data transcription

Firstly, all the 26 interviews were fully and chiéy transcribed by the
researcher. Then secondly, in order to make suee trlinscribing process was
accurately conducted, the transcripts were doueiced by both the researcher and
the other research colleagues for checking accuradsanscription. They were the
same doctoral research students who helped witidateldg the input of the
guantitative data. According to their feedback, titaascripts were mostly consistent
with the interview audios. Only few words were adidance they were skipped while
transcribing. After these accurate transcripts ba€ein generated, finally, a series of

data coding was performed.

4.3.1.2 First-round coding — an initial codebook
First-round coding was designed to code the trgstscand produce an initial
codebook of the interview data. The interview cgdimocess defined each sentence /

paragraph by giving a code or codes to a unitrefdi Therefore, the researcher read
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through every part of the transcripts and codedntlearefully. For instance, “after
negotiating, my roommates (my classmates) anddieduEnglish together”, a line
from one of the transcripts, was delineated asitama coded as ‘Significant-other
effect’ in this study. That is, this interviewee svanfluenced by her peers and
motivated to learn English for this reason. Sintylamany units from this and other
transcripts were also coded as Significant-othieccefA similar process was followed
in producing the remaining codes, such as ‘Seitadfy’ and ‘Linguistic interest’.

The interview transcripts were coded based orettigting codes and grouping
identified in the questionnaire. In other words, éaample, Self-efficacy was further
grouped into ‘Attitudes towards learning Engliswhile Significant-other effect and
Linguistic interest were categorised into ‘the Owgh L2 self’ and ‘Interest’,
respectively (see Section 4.2.1 for the whole gmgistructures of English learning
motivation and motivational factors). If new feasror situations appeared in the
transcripts, they were then coded as new codeslassified into new themes.

One transcript was selected at random. This trgotsgas coded and this coding
was used to construct an initial codebook, compadesvery different code and its
definition and example. This initial codebook couteélp the researcher in four
important aspects. First, it functioned as a guwdd standard for the researcher to
code the remaining interview transcripts. Seconskrved as a database for reviewing
the coding procedure if the codes needed to bdinedeor renamed at the any later
research stage. Third, it provided a complete pectd how the researcher coded the
transcripts for other coders in the later coding ahecking stage. Fourth, it was the
cornerstone for developing a final codebook, whiamefited greatly not only the
research processes for analysing data and repatidgdiscussing findings but also

making the writing up more organised and efficient.
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4.3.1.3 Second-round coding — revising the codebook

Second-round coding aimed to revise the initi@etmok and review the coding
procedure. This initial codebook and the transampich was initially coded in the
first round were sent to be reviewed by anotheeagsher who was a professional
data analyst from a similar research disciplingeAthese texts were reviewed by this
experienced second coder, she discussed with sleaneher how to revise them, and
the researcher updated the initial codebook angedwhe first transcript coding to
reach agreement. Once the new version of the coftedoad coding method had been
established, the researcher then coded five monelomly chosen interview

transcripts with the same coding approach.

4.3.1.4 Third-round coding — inter-coder reliability

Third-round coding endeavoured to double-checkrdiability of the interview
coding. Six interview transcripts and the revisedabook were prepared and sent to
a third trained coder to examine the inter-codéabdity. This third coder was also
an experienced data analyst, but from a differestipline to the researcher. The third
coder was given the revised codebook, six origitmahscripts and one coded
transcript as a reference. The aims of the studythe research questions were also
made clear to her.

Next, the third coder was asked to code the saxstripts and review the
codebook and coded transcript. Inter-coder reltgbénalysis was then conducted,
which “consists of coding and comparing the findingf the coders” (Mouter &
Noordegraaf, 2012, p. 2). Reliability coefficiemtere calculated to check the degree
of how reliable the codes were applied to the datding. Therefore, the researcher
calculated ‘percentage of agreement’ to check thericoder reliability. After the

version of the researcher’s coding was comparetl Wiat of the third coder, the

117



inter-coder reliability was shown to be 82.35%. i8cdission was then held to clarify
coding issues and solve all disagreements in dodezach 100% agreement. At this
time, only minor changes were made after discusdietween the coder and

researcher.

4.3.1.5 Final-round coding — a final codebook

At this final stage, a final codebook was estdiglts The researcher revised the
codebook and the six coded interview transcriptowtingly and applied the latest
codebook to code the remaining 20 interview trapserDuring the coding process, a
few new codes emerged and, therefore, were addid tcodebook. When all the 26
transcripts were coded and checked, the final @ersf codebook was completed.

As shown in the final codebook, there was no neaecregarding English
learning motivation, so the structure of motivatremained the same with the version
constructed from the main questionnaire (see Sedtid.1). That is, English learning
motivation comprised three components of Engliglirieng intensity, Desire to learn
English and Attitudes towards learning English; agthese three components, there
were 14 codes of sub-categories in total (see Télefor the whole structure of
English learning motivation). On the other handréhwere some new codes which
emerged regarding motivational factors. The revigagion is demonstrated in Table
4-3; the new codes and motivational factors aravshio bold with a ** mark. As a
result, there were totally 20 codes as sub-categoand they were further grouped
into nine motivational factors.

Table 4-3: The revised structure of motivational fators

Motivational factors Codes

(1) Ethnocentrism Ethnocentrism

(2) Fear of assimilation Fear of assimilation
(3) Cultural diversity* Cultural diversity*
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(4) Interest Linguistic interest and Socio-culturdéerest

(5) Travel orientation Travel orientation

(6) English anxiety Communication anxiety arifixam and course
anxiety*

(7) The Ideal L2 self Academic progress, FutureegrPersonal

competence, Role model and Integrativeness

(8) The Ought-to L2 self Significant-other effeBgad-result prevention and
Social approval

(9) The L2 learning Environment*, Learning experience*, Test and
experience* learning results* and Mental and physical
conditions*

4.3.2 Classroom observation data analysis

4.3.2.1 Preparation — data transcription

First of all, the legibility of all the observaticsheets and the sound and image
guality of all the clips from the classroom obseivawere carefully examined by the
researcher. Then grids were produced to keep recofdall the participants’
behaviours minute by minute (see Section 4.3.2r2dfscussion about the grids).
When these materials were ready, the following @doces were implemented to

facilitate accurate and reliable data analysis.

4.3.2.2 First-round coding — an initial codebook

First-round coding was designed to code the olasierv videos and produce an
initial codebook of the participants’ classroom d&é@burs. The researcher carefully
watched every part of the clips and observatioretshand cautiously coded the
behaviours. For example, when one of the parti¢gppams yawning during the class,
this behaviour was coded as ‘YA; when he or she w&king notes, this behaviour
was coded as ‘TN’. If one behaviour lasted for mtran one minute, then each

minute was coded separately. For instance, if &paint X slept for 2.5 minutes, then
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each of the three minutes on the grid was codedres ‘FA (falling asleep),

respectively (see Figure 3).

Activity 1: Checking homework

Time 08.13 08.14 08.15

Participant X FA (till 08.15) FA FA

Figure 3: The ‘FA (falling asleep) example

In other words, for this participant, three ins@sof being asleep would be recorded.
Similarly, the remaining codes were created andiegh the same way.

During the coding procedure, a series of obseymatodes was generated. One
of the participants’ clips was randomly selected aaded, and an initial codebook of
codes and their definitions was constructed. Siathe initial codebook for the
interview data, this initial codebook for the clemssn observation could help the
researcher in four important aspects. First, icfiomed as a guide and standard for
the researcher to code the rest of the observalips and notes. Second, it served as
a database for reviewing the coding procedureafdabdes needed to be edited and
changed at the any later research stage. Thiptpitided a complete picture of how
the researcher coded the participants’ behaviaursther coders in the later coding
and checking stage. Fourth, it was the cornerstoneeveloping a final codebook
which benefited greatly not only the research pees for analysing data and
reporting and discussing findings but also makimg tesearcher more well-prepared

and competent to write up the thesis.

4.3.2.3 Second-round coding — revising the codebook
Second-round coding aimed to revise the initimetmok and review the coding
procedure. This initial codebook, coding grids ame participant’s clip which had

been initially coded in the first round were senbé reviewed by the second coder, as
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previously mentioned. After these materials wexgenged by the experienced second
coder and discussed with the researcher as to borevise them, the researcher
updated the initial codebook and revised the @osting to reach agreement. Once the
new version of the codebook and coding processbkad established, the researcher
then coded five more randomly chosen participaoligs with the same coding

method.

4.3.2.4 Third-round coding — inter-coder reliability

Third-round coding endeavoured to double-check¢hiability of the classroom
observation coding. Six participants’ clips wereosén, and the coding grid and
revised codebook were prepared and all sent tahiné trained coder. This third
coder was the same person mentioned in the preinterview data analysis section.
In addition to the given materials, one completed gvas provided as a reference.
The research aims and questions of the study wealaieed again to the third coder.
Next, the third coder was asked to do the samegtiiine reviewed the existing
codebook and completed grid and then coded thelsigrvation videos.

Here, the calculation of percentage of agreemestalso utilised to inspect the
degree of how reliable the codes were applied éodbservation data coding. By
comparing the completed grids from the third caaled the researcher, the inter-coder
reliability reached 90.88%. A meeting was held rafrds to discuss coding issues
and resolve all disagreements in order to achi®ddlagreement. At this time, only
slight changes were made after discussion betwkencoder and the researcher.

Finally, the researcher continued to code the reimgiclips manually.

4.3.2.5 Final-round coding — a final codebook
At this final stage, a final codebook was est&lglts The researcher revised the

codebook and the six coding grids accordingly asetiuthis revised codebook to code
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the remaining classroom observation clips. During toding process, a few new
codes emerged and were then added to the codedadn all the videos were fully

coded and checked by the researcher, the finalovsr®f the codebook and coding
grids were completed.

Furthermore, in order to ensure the validity fdaservation data analysis, the
researcher “tried not to read too much into theasibn” (Cotton et al., 2010, p.470)
while coding and the results of coding were disedswith the participants during
their interviews (see Section 3.5.4.2 for discussibout stimulated recall). Thus, via
“using some form of ‘respondent validation™, thesearch findings were shared with
the participants and “refined in the light of themmments” (Cotton et al., 2010,
p.467).

Lastly, the structure of the participants’ classmobehaviours is summarised in
Table 4-4, where the meaning of abbreviations usatso given.

Table 4-4: The structure of classroom behaviours

Behaviours Codes

Motivated TN: taking notes

behaviors of

concentration

Behaviours of LA: looking around at his / her classmates
lack of SO: smiling to him / herself

concentration ST: starting a conversation and talking to others

RT: responding to others and talking to others

DW: drinking water or eating food

FH*: fixing his / her hair (0.5)

TF*: touching any part of his / her face (e.g. nogs, kcheeks,
rubbing eyes, etc.) or sniffing / sneezing (0.5)

LG* : lifting up his / her glasses (0.5)

DS: doing something else (e.g. turning his / her foe a certain
time, dealing with his / her bag, putting on hieef jacket,
using his / her phone, etc.)

TB*: touching any part of his / her body (0.5)
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TS: thinking about something else or being absanted
YA: yawning
FA: falling asleep

Motivated
behaviours of
participation

FT: following the teacher’s instruction

Gl: getting involved in activities

RE: responding to the teacher

HT: helping the teacher in response to a request

NH: nodding head as positive response to the teache
AT: amused by what the teacher was saying

PO: paying attention to other students’ responses
AQ: asking a question related to the learning aunte
VA: volunteering to answer the teacher’s question

Behaviours of
lack of
participation

NG: not getting involved in activities

NP: not present at certain time

NF: not following the teacher’s instruction (stayinumb or
doing something else)

NO: not paying attention to other students who warswering
teacher’s question

In order to compare the behaviours among the mpaatits, their behaviours were

counted according to the records of coding. Fom®ta, Participant Y had 5 ‘LA

(looking around), 2 ‘FH’ (fixing hair) and 10 ‘DSlfing something else), so Y was

recorded as having a total of 16 instances of ‘Behas of lack of concentration’ (5

+ 2 x 0.5 + 10 = 16). Each FH (fixing hair) episagas counted only as 0.5 of an

instance because it might be partly lack of conegioh and partly the participants’

habit. Likewise, ‘'TF’ (touching face), ‘LG’ (liftig glasses) and ‘TB’ (touching body)

were also counted as an 0.5 instance; these folescare marked imold with a “**" in

Table 4-4.

4.4 Concluding remarks

123



Chapter Four presented the procedures of how dkearcher conducted both
guantitative and qualitative data analyses, oundjiow steps were taken to maximize
their accuracy and reliability. The former analysigolved computing the statistical
analysis, including descriptive statistics, cotiela analysis, multiple regression
analysis and t-test analysis. The latter involvethg a constant comparative method
to construct the codebooks and code and analysdati@e From the initial stage of
preparation to the final stage of establishmenthaf structures for reporting the
results, these were all explained in detail in thspter. All the findings produced

from the analyses mentioned above will be reparigtde next chapter.
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Chapter 5: Results

5.1 Introduction

As elaborated in the previous chapters, the cuttesis addressed two main
research questions, which were investigated vid laptantitative and qualitative
methods. Eighty-eight students participated inrntta@n questionnaire survey. Thirteen
of them took part in the follow-up weekly surveyassroom observation and
interview. In order to explore how the outcomes ndéfer between high and low
achievers, all these participants were allocatedifterent groups for further analysis
(see Tables 5-1 and Table 5-2). In addition, the guestionnaires (long and short
versions) which were applied in the main and weakigveys both contained 6-point
Likert scale questions. The responses to the quesstvere from 1 (low) to 6 (high).
On such a scale, the mean was 3.5, which indidhtgdif the mean was above 3.5,
this value would be considered to be a positivparse.

Table 5-1: Student groupings

High achievers Low achievers Total
All participants 41 persons 47 persons 88 persons
Individual cases 6 persons 7 persons 13 persons

Table 5-2: Individual students (with pseudonyms)

Class X Class Y Class Z
High achievers Angel, Betty Eva, Frank Jenny, Kin
Low achievers Carol, Daisy Gina, Hank, lan Lily, Mina
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This chapter will report how the researcher triedanswer the two research
guestions in detail. The first research questioplaed the participants’ English
learning motivation, as follows.

Research question 1

(a) What is the strength of Taiwanese universitydents’ motivation to learn
English?

(b) Does the strength of their motivation changerdime?

(c) Does the strength of their motivation diffetween high and low achievers?
The concept of English learning motivation was aapfrom Gardner’s (1985) theory
and research. That is, English learning motivaieonomposed of three components,
including ‘English learning intensity’, ‘Desire ttearn English’, and ‘Attitudes
towards learning English’. The findings of reseagetestion 1, therefore, focused on
the strength of each component and how the stremgght change over time and
differ between groups.

The second research question examined the pantisip English learning
motivational factors, as follows.

Research question 2

(a) What factors influence the strength of Taiwanesiversity students’ English
learning motivation?
(b) Does the strength of these factors changetovef?
(c) Does the strength of these factors differ betwieigh and low achievers?
(d) What is the relationship between these factamsl English learning
motivation?
The findings of research question 2, thereforeysed on the factors which affected
the strength of English learning motivation. In etlwords, the aim was to explore

why learners would have certain strengths of mtbtwa The findings of the two
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research questions above will be reported fromdwgles in this chapter; one is the

results of all the 88 participants, and the oteehe results of the 13 individual cases.

5.2 Research question 1: English learning motivatio

This section will show the results of the quatitia data, which were gained
from quantitative analysis, including descriptiveabysis, correlation analysis and
t-test analysis. It will report the results accoglito the structure established in
Chapter Four (see also Table 5-3 below). Thusfitléngs of the participants’ overall
English learning motivation and the strengths «f three components and 14
sub-categories will be elaborated in the followssgtions, respectively.

Table 5-3: The structure of English learning motivaion

Components of Sub-categories

motivation

English learning Effort and Hard-work

intensity

Desire to learn Anticipation, Willingness, Readiness, Priority apldn
English

Attitudes towards  Atmosphere, Attraction, Liking, Self-efficacy, Caaénce,
learning English Challenge and Course

5.2.1 Overall English learning motivation

As shown in Table 5-4, all the participants hadderately positive levels of
English learning motivation (Time 1. Mean = 4.06lafime 2: Mean = 3.75). They
were generally more motivated to learn English ahel 1 than at Time 2; the
difference was significant (see Table 5-5 on the page). Among these participants,
at Time 1, high achievers (Mean = 4.28) had sigarftly greater strength of
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motivation than low achievers (Mean = 3.87) did aathievement was weakly but
significantly related to English learning motivaticAt Time 2, however, there was no
significant difference between high and low achisva English learning motivation.

Achievement also showed no significant relationstiih their motivation.

Table 5-4: Descriptive statistics: English learningnotivation

Statistics Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 1.86 1.14 1.14 1.57 1.43 1.43
Mean 4.28 3.87 4.06 3.92 3.61 3.75
Maximum 5.71 5.36 571 5.50 5.79 5.79
Standard 0.83 0.71 0.79 0.86 0.78 0.83
Deviation

Table 5-5: Change and difference in English learnig motivation

Change from Time 1  Difference between high and low

to Time 2 achievers
English t=4.73"** Time 1: t = 2.54*, r = .26*
learning Time 2:t=1.75,r=.19

motivation

*p <.05; ***: p<.001

5.2.2 English learning intensity

This section will report the results of the papants’ English learning intensity
and its two sub-categories: Effort and Hard-work.

First of all, as presented in Table 5-6, all tlatigipants had a slightly positive
degree of English learning intensity at Time 1 (Mea3.76) and slightly negative
degree of English learning intensity at Time 2 (Mea 3.47). They had stronger
English learning intensity at Time 1 than at TimeHh2 difference was significant (see

Table 5-7).
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Table 5-6: Descriptive statistics: English learningntensity

Statistics Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 2.00 1.50 1.50 1.00 1.00 1.00
Mean 3.93 3.62 3.76 3.71 3.27 3.47
Maximum 6.00 5.50 6.00 6.00 6.00 6.00
Standard 0.95 0.82 0.89 1.04 0.99 1.03
Deviation

Table 5-7: Change and difference in English learnig intensity

Change from Time 1  Difference between high and low

to Time 2 achievers
English t = 3.44*** Time 1:t=1.64,r=.18
learning Time 2: t=2.04*%, r = .22*
intensity

*p <.05; ***: p<.001

Among these participants, at Time 1, there wasigaificant difference between
high and low achievers regarding their English lesg intensity and achievement
also showed no significant relationship with Englisarning intensity. In contrast, at
Time 2, high achievers (Mean = 3.71) had signifisagreater strength of English
learning intensity than did low achievers (Mean.273 and achievement was weakly
but significantly related to English learning insé.

In addition, the participants’ English learningansity was measured by two
items on the main questionnaire, including (i)rigytheir best to learn English, coded
as ‘Effort’ and (ii) working harder in learning Biigh than how their peers did, coded
as ‘Hard-work’. Among these two sub-categories aflish learning intensity, the
mean scores for Effort were higher than the oned¢dfrd-work, both at Time 1 and

Time 2 (see Table 5-8).
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Table 5-8: Descriptive statistics: Effort and Hardwork

Effort Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 1.00 2.00 1.00 1.00 1.00 1.00
Mean 4.22 4.04 4.13 3.90 3.51 3.69
Maximum 6.00 600 6.00 6.00 6.00 6.00
Standard 1.08 1.00 1.04 1.16 1.08 1.13
Deviation
Hard-work Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 2.00 1.00 1.00 1.00 1.00 1.00
Mean 3.63 3.19 3.40 3.51 3.02 3.25
Maximum 6.00 5.00 6.00 6.00 6.00 6.00
Standard 1.07 0.90 1.00 1.08 1.11 1.12
Deviation

All the participants reported themselves to be mglkin effort to learn English
(Time 1. Mean = 4.13 and Time 2: Mean = 3.69). Theade more effort at Time 1
than at Time 2; the difference was significant ($able 5-9). However, they did not
think that they were more hard-working than thezers were in learning English,
since the means were below 3.5 on the 6-point Li&ale (Time 1: Mean = 3.40 and

Time 2: Mean = 3.25); there was also no signifiadifference between Time 1 and

Time 2 in Hard-work.

Table 5-9: Changes and differences in Effort and Hal-work

Changes from Time 1 Differences between high and low

to Time 2 achievers
Effort t = 4.08*** Time 1:t=.80, r =.09
Time 2:t=1.64,r=.17
Hard-work t=1.37 Time 1. t=2.11* r = .22*

Time 2:t=2.10%, r = .22*

*p <.05; ***: p<.001
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Among these participants, there was no significhffierence between high and
low achievers regarding Effort either at Time 1Tane 2. Achievement also showed
no significant relationship with Effort. Conversethere was significant difference
between high and low achievers in Hard-work, bdthTiene 1 and Time 2. High
achievers showed more positive responses and gadrhiean scores for Hard-work
(Time 1: Mean = 3.63 and Time 2: Mean = 3.51) tdahlow achievers (Time 1:
Mean = 3.19 and Time 2: Mean = 3.02). Achievemeas weakly but significantly

related to Hard-work.

5.2.3 Desire to learn English

This section will report the results of the papants’ Desire to learn English and
its five sub-categories: Anticipation, Willingnes&gadiness, Priority and Plan.

As shown in Table 5-10, all the participants hadlightly positive degree of
Desire to learn English (Time 1: Mean = 4.04 anchdi2: Mean = 3.64). They had
stronger desire to learn English at Time 1 thanTiate 2; the difference was
significant (see Table 5-11).

Table 5-10: Descriptive statistics: Desire to learienglish

Statistics Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 1.60 1.00 1.00 1.40 1.00 1.00
Mean 4.25 3.86 4.04 3.81 3.50 3.64
Maximum 6.00 5.80 6.00 5.40 5.80 5.80
Standard 0.96 0.80 0.90 0.94 0.91 0.93
Deviation

Among these participants, at Time 1, high achev@viean = 4.25) had

significantly greater strength of Desire to leammgksh than low achievers (Mean =
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3.86) did and achievement was weakly but signifiyarelated to Desire to learn
English. In contrast, at Time 2, there was no sicgmt difference between high and
low achievers regarding Desire to learn English anHievement also showed no

significant relationship with Desire to learn Esgli

Table 5-11: Change and difference in Desire to learEnglish

Change from Time 1  Difference between high and low

to Time 2 achievers
desire to t = 5.03*** Time 1:t=2.12* r = .22*
learn Time 2:t=1.58,r=.17

English

*p <.05; *** p<.001

Furthermore, the participants’ Desire to learn IBhgwas measured by five

items on the main questionnaire, as follows:

0] looking forward to taking English classes, code@adicipation’,

(i) being willing to spend time on learning Englishgded as ‘Willingness’,

(i)  being ready to learn English, coded as ‘Readiness’,

(iv)  preferring spending time on learning English toriéay other subjects,
coded as ‘Priority’ and

v) being willing to take English courses in the fujwweded as ‘Plan’.

Among these five sub-categories of Desire to |damglish, the mean scores of each
variable for all the participants from the high&sthe lowest at Time 1 and Time 2

are listed as follows:

e Time 1: ‘Plan’ (4.35) > ‘Willingness’ (4.33) > ‘Rdmess’ (4.25) > ‘Priority’
(3.85) > *Anticipation’ (3.42)

e Time 2: ‘Willingness’ (4.02) > ‘Readiness’ (3.80)'Priority’ (3.66) > ‘Plan’
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(3.65) > *Anticipation’ (3.09)

All the participants expressed moderately loweriépation for the English course.
Nevertheless, they reported themselves as tendirfgetwilling to spend time on
learning English (Willingness), being ready to dweit best to learn English
(Readiness), slightly preferring to dedicate tistudy time to learning English than to
learning other subjects (Priority) and having a srately positive tendency to plan to

take an English course in the future (Plan) (sdxela-12).

Table 5-12: Descriptive statistics: Anticipation, Wllingness, Readiness, Priority
and Plan

Anticipation Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 2.00 1.00 1.00 1.00 1.00 1.00
Mean 3.59 3.28 3.42 3.05 3.13 3.09
Maximum 6.00 6.00 6.00 5.00 6.00 6.00
Standard 1.18 1.06 1.12 1.14 1.08 1.10
Deviation
Willingness Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 2.00 1.00 1.00 1.00 1.00 1.00
Mean 451 4.17 4.33 4.17 3.89 4.02
Maximum 6.00 6.00 6.00 6.00 6.00 6.00
Standard 1.10 1.11 1.11 1.07 1.24 1.16
Deviation
Readiness Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 2.00 1.00 1.00 1.00 1.00 1.00
Mean 4.44 4.09 4.25 3.98 3.64 3.80
Maximum 6.00 6.00 6.00 6.00 6.00 6.00
Standard 1.12 1.02 1.08 1.15 1.09 1.13

133



Deviation

Priority Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 1.00 1.00 1.00 2.00 1.00 1.00
Mean 4.17 3.57 3.85 3.98 3.38 3.66
Maximum 6.00 6.00 6.00 6.00 6.00 6.00
Standard 1.20 1.08 1.17 1.15 1.21 1.21
Deviation
Plan Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 2.00 1.00 1.00 1.00 1.00 1.00
Mean 4.56 4.17 4.35 3.88 3.45 3.65
Maximum 6.00 6.00 6.00 6.00 6.00 6.00
Standard 1.38 1.07 1.23 1.23 1.27 1.26
Deviation

The mean scores for these five sub-categories &lbitne participants were all
decreasing from Time 1 to Time 2. Four of them stwvsignificant difference
between Time 1 and Time 2, while only Priority eetied non-significant change (see
Table 5-13). Meanwhile, with respect to whether itieans of each variable differed
between high and low achievers, Priority was adglagnexception in this component
of Desire to learn English. That is, there was igmiBcant difference between high
and low achievers regarding Anticipation, Willingse Readiness and Plan, either at
Time 1 or Time 2. Achievement also showed no sigaiit relationship with each of
these four variables. Nonetheless, there was sgnif difference between high and
low achievers regarding Priority, both at Time 1dafime 2. High achievers had
stronger preference for learning English (Time Xad = 4.17 and Time 2: Mean =
3.98) than did low achievers (Time 1: Mean = 3.5id &ime 2: Mean = 3.38).

Achievement was weakly but significantly relatedPiority.
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Table 5-13: Changes and differences in AnticipationWillingness, Readiness,
Priority and Plan

Changes from Time 1 Differences between high and low

to Time 2 achievers

Anticipation t=2.62* Time 1:t=1.29,r=.14
Time 2:t=-.33,r=-.04

Willingness t=2.55* Time 1:t=1.45,r=.15
Time 2:t=1.12,r=.12

Readiness  t=4.45%* Time 1:t=1.55,r=.17
Time 2:t=1.41,r=.15

Priority t=1.75 Time 1:t = 2.45*% r = .26*
Time 2: t = 2.35*%, r = .25*

Plan t=5.72%** Time 1:t=1.50,r=.16

Time 2:t=1.62,r=.17

*p <.05; ***: p<.001

5.2.4 Attitudes towards learning English

This section will report the results of the papants’ Attitudes towards learning
English and its seven sub-categories: Atmosphetieadion, Liking, Self-efficacy,
Confidence, Challenge and Course.

As presented in Table 5-14, all the participarts moderately positive Attitudes
towards learning English (Time 1: Mean = 4.16 andel2: Mean = 3.91). They had
more positive Attitudes towards learning EnglishTane 1 than at Time 2; the
difference was significant (see Table 5-15). Amtmgse participants, at Time 1, high
achievers (Mean = 4.40) had significantly greateergth of Attitudes towards
learning English than did low achievers (Mean =53.8nd achievement was weakly
but significantly related to Attitudes towards leiig English. In contrast, at Time 2,
there was no significant difference between higd s&ow achievers in Attitudes
towards learning English and achievement also stiome significant relationship
with Attitudes towards learning English.
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Table 5-14: Descriptive statistics: Attitudes towads learning English

Statistics Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 2.00 1.14 1.14 1.86 1.71 1.71
Mean 4.40 3.95 4.16 4.05 3.79 3.91
Maximum 6.00 5.71 6.00 5.71 5.71 5.71
Standard 0.79 0.76 0.80 0.83 0.71 0.78
Deviation

Table 5-15: Change and difference in Attitudes towals learning English

Change from Time 1  Difference between high and low

to Time 2 achievers
attitudes t=3.73** Time 1:t=2.77* r = .29*
towards Time 2:t=1.59, r = .17
learning
English

*p <.05; ***: p<.001

Moreover, the participants’ Attitudes towards feag Englishwas measured by

seven items on the main questionnaire, including

(1) enjoying the classroom atmosphere, coded as ‘Atherep

(i) considering that learning English is interestingged as ‘Attraction’,

(i)  enjoying learning English, coded as ‘Liking’,

(iv)  considering themselves to be able to learn Engh&l, coded as
‘Self-efficacy’,

(v) considering themselves to be confident in speaknglish, coded as
‘Confidence’,

(vi)  considering that learning English is an importahélienge, coded as
‘Challenge’ and

(vii)  considering that the fun of the English classemativating, coded as
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‘Course’.

Among these seven sub-categories of Attitudes tsvégarning English, the mean
scores for each variable for all the participantsnf the highest to the lowest at Time

1 and Time 2 are listed as follows.

e Time 1: ‘Challenge’ (4.64) > ‘Attraction’ = ‘Selffcacy’ (4.34) > ‘Liking’
(4.28) > ‘Confidence’ (4.27) > ‘Atmosphere’ (4.14)Course’ (3.10)

e Time 2: ‘Challenge’ (4.34) > ‘Self-efficacy’ (4.28) ‘Confidence’ (4.16) >
‘Attraction’ (4.07) > ‘Liking’ (3.95) > ‘Atmosphere(3.73) > ‘Course’

(2.85)

All the participants had the lowest scores for Geuln other words, they had a low
level of agreement with the idea that the Englishrse was interesting enough to
motivate them to learn English. The results of tiker six variables presented
positive values, by contrast. The participants mg@ themselves as moderately
enjoying the atmosphere of the English course (Aphere) and learning English
(Liking); learning English was interesting (Attremt) and an important lifetime

challenge (Challenge); and they had positive défeey to learn English

(Self-efficacy) and confidence in speaking Engl€lonfidence) (see Table 5-16).

Table 5-16: Descriptive statistics: Atmosphere, Ataction, Liking, Self-efficacy,
Confidence, Challenge and Course

Atmosphere Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 2.00 2.00 2.00 1.00 1.00 1.00
Mean 4.29 4.00 4.14 3.59 3.85 3.73
Maximum 6.00 6.00 6.00 6.00 5.00 6.00
Standard 0.96 1.10 1.04 1.22 1.04 1.13
Deviation

137



Attraction Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 2.00 1.00 1.00 1.00 1.00 1.00
Mean 4.83 3.91 4.34 4.37 3.81 4.07
Maximum 6.00 6.00 6.00 6.00 6.00 6.00
Standard 1.14 1.17 1.24 1.14 1.08 1.13
Deviation
Liking Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 2.00 1.00 1.00 1.00 1.00 1.00
Mean 4.61 4.00 4.28 4.22 3.72 3.95
Maximum 6.00 6.00 6.00 6.00 6.00 6.00
Standard 1.02 1.04 1.07 1.13 1.19 1.18
Deviation
Self-efficacy Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 2.00 1.00 1.00 2.00 2.00 2.00
Mean 4.63 4.09 4.34 4.49 411 4.28
Maximum 6.00 6.00 6.00 6.00 6.00 6.00
Standard 0.99 1.12 1.09 0.95 1.18 1.09
Deviation
Confidence Time 1 Time 2

High Low All High Low All

achievers achievers achievers achievers
Minimum 1.00 1.00 1.00 1.00 1.00 1.00
Mean 4.46 411 4.27 441 3.94 4.16
Maximum 6.00 6.00 6.00 6.00 6.00 6.00
Standard 1.27 1.27 1.28 1.25 1.24 1.26
Deviation
Challenge Time 1 Time 2

High Low All High Low All

achievers achievers

achievers achievers
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Minimum 1.00 1.00 1.00 1.00 1.00 1.00

Mean 4.73 4.55 4.64 4.39 4.30 4.34
Maximum 6.00 6.00 6.00 6.00 6.00 6.00
Standard 1.12 1.04 1.07 1.18 1.04 1.10
Deviation
Course Time 1 Time 2
High Low All High Low All
achievers achievers achievers achievers
Minimum 1.00 1.00 1.00 1.00 1.00 1.00
Mean 3.27 2.96 3.10 2.90 2.81 2.85
Maximum 6.00 6.00 6.00 6.00 5.00 6.00
Standard 1.40 1.16 1.28 1.28 1.23 1.25
Deviation

The mean scores for these seven sub-categorigs dfbthe participants all
declined from Time 1 to Time 2. Four out of thesee variables showed significant
difference between Time 1 and Time 2, including 8$phere, Attraction, Liking and
Challenge. On the other hand, the other three hblasaSelf-efficacy, Confidence and
Course, reflected non-significant change (see Té&bl&). In the meantime, with
respect to whether the means of each variable reidfdoetween high and low
achievers, four variables showed no significanfedéinces, including Atmosphere,
Confidence, Challenge and Course, either at Tingr Time 2. Achievement also
showed no significant relationship with each ofsthéour variables. In contrast, there
was significant difference between high and lowiewtrs regarding Attraction and
Liking, both at Time 1 and Time 2. High achieveexlitigher scores for these two
variables (Attraction - Time 1: Mean = 4.83 and &i21 Mean = 4.37; Liking - Time
1: Mean = 4.61 and Time 2: Mean = 4.22) than dvd é&chievers (Attraction - Time 1:
Mean = 3.91 and Time 2: Mean = 3.81; Liking - TilteMean = 4.00 and Time 2:
Mean = 3.72). Achievement was weakly but signiftbarrelated to these two

variables, respectively. As for the remaining MValea Self-efficacy, there was also
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significant difference between high and low achieve Time 1. High achievers had
stronger Self-efficacy (Mean = 4.63) than did lowhiavers (Mean = 4.09).
Achievement was weakly but significantly related Self-efficacy. In contrast, at
Time 2, there was no significant difference betwédegh and low achievers in

Self-efficacy. Achievement also showed no signiitaalationship with Self-efficacy.

Table 5-17: Changes and differences from items oftdaudes towards learning
English

Changes from Time 1 Differences between high and low

to Time 2 achievers
Atmosphere t=2.67** Time 1:t=1.32,r=.14
Time 2:t=-1.10,r=-.04
Attraction t = 2.55* Time 1: t = 3.69***, r = .37***
Time 2: t = 2.36%, r = .25*
Liking t=3.41* Time 1: t = 2.76*, r = .29*
Time 2: t=2.00%, r = .21*
Self-efficacy t=.49 Time 1:t = 2.42*%, r = .25*
Time 2:t=1.65,r=.18
Confidence t=.97 Time 1:t=1.32,r=.14
Time 2:t=1.80,r=.19
Challenge t =2.66* Time 1:t=.78,r =.08
Time 2:t=.39, r=.04
Course t=1.62 Time 1:t=1.14,r = .12

Time 2:t=.35,r=.04

*p <.05;**: P<.01, ** p<.001

5.2.5 Concluding remarks on research question 1

In sum, Section 5.2 reported the results of thdigigants’ English learning
motivation. It also provided insights into the threomponents of motivation: (1)
English learning intensity and its two sub-categ®ri(2) Desire to learn English and
its five sub-categories and (3) Attitudes towardarhing English and its seven

sub-categories.
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All in all, the participants had moderately posstilevels of overall English
learning motivation (Time 1: Mean = 4.06 and TimeMean = 3.75). They had
significantly greater strength of English learnmgtivation at Time 1 than at Time 2.
Additionally, at Time 1, there was significant @ifence between high and low
achievers; achievement was weakly but significantiiated to motivation. But, at
Time 2, motivation did not differ between high dog achievers; achievement also
showed no significant relationship with their mation.

If we compare the three components of motivatible, mean scores from the
highest to the lowest were Attitudes towards leagnEnglish > Desire to learn

English > English learning intensity, both at Tithand Time 2 (see Table 5-18).

Table 5-18: Means for the three components of Engln learning motivation,
ranked in order

Ranking of Means Changes Differences between high and low
from Time  achievers and relationships between
1to Time 2 each component and achievement

Timel Time?2 Time 1 Time 2
Attitudes 1 1 t=3.73"** H=4.40 H=4.05
towards (4.16) (3.91) L=3.95 L=3.79
learning t=2.77* t=1.59
English r=.29* r=.17
Desireto 2 2 t=5.03"** H=4.25 H=3.81
learn (4.04) (3.64) L=3.86 L=3.50
English t=212* t=1.58
r=.22* r=.17
English 3 3 t=3.44** H=3.93 H=3.71
learning  (3.76) (3.47) L=3.62 L=3.27
intensity t=1.64 t =2.04*
r=.18 r=.22%

* p <.05; ***: p <.001; H: high achievers; L:Woachievers

All these three components showed significant cbfiee between Time 1 and Time 2;

the mean scores all decreased from Time 1 to Tim&tat is more, at Time 1, two

141



components showed significant difference betwegh flaind low achievers, namely
Desire to learn English and Attitudes towards leayrEnglish; these components
were weakly but significantly related to achievemeaspectively. On the other hand,
at Time 2, only one component showed significaffedince between high and low
achievers, which was English learning Intensitywis weakly but significantly
related to achievement.

If we compare the 14 sub-categories, the mearesadreach variable at Time 1
and Time 2 are summarised in Table 5-19 belowillvariables’ mean scores were
above 3.5 on the 6-point Likert scale, except fatiéipation, Hard-work and Course.

All the mean scores were higher at Time 1 thanraeT.

Table 5-19: Means of the 14 sub-categories of Engfii learning motivation,
ranked in order

Ranking of Means Changes Differences between high and
from Time  low achievers and
1to Time 2 relationships between each
component and achievement

Time 1 Time 2 Time 1 Time 2
Challenge 1 1 t =2.66* H=4.73 H=4.39
(4.64) (4.34) L=4.55 L=4.30
t=.78 t=.39
r=.08 r=.04
Plan 2 11 t=5.72* H=4.56 H=3.88
(4.35) (3.65) L=4.17 L=3.45
t=1.50 t=1.62
r=.14 r=.17
Attraction 3 4 t=2.55* H=4.83 H=4.37
(4.34) (4.07) L=3.91 L=3.81
t = 3.69*** t =2.36*
r=.37** r=.25*
Self-efficacy 4 2 t=.49 H=4.63 H=49
(4.34) (4.28) L=4.09 L=4.11
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t=2.42* t=1.65
r=.25* r=.18
Willingness 5 5 t=2.55* H=451 H=4.17
(4.33) (4.02) L=4.17 L =3.89
t=1.45 t=1.12
r=.15 r=.12
Liking 6 6 t=3.41* H=4.61 H=4.22
(4.28) (3.95) L=4.00 L=3.72
t=2.76* t =2.00*
r=.29* r=.21*
Confidence 7 3 t=.97 H=4.46 H=4.41
(4.27) (4.16) L=4.11 L=23.94
t=1.32 t=1.80
r=.14 r=.19
Readiness 8 7 t =4.45* H=4.44 H=23.98
(4.25) (3.80) L=4.09 L=23.64
t=1.55 t=1.41
r=.17 r=.15
Atmosphere 9 8 t=2.67* H=4.29 H=3.59
(4.14) (3.73) L=4.00 L=3.85
t=1.32 t=-1.10
r=.14 r=-.04
Effort 10 9 t=4.08* H=4.22 H=3.90
(4.13) (3.69) L=4.04 L=351
t=.80 t=1.64
r=.09 r=.17
Priority 11 10 t=1.75 H=4.17 H=23.98
(3.85) (3.66) L =3.57 L=23.38
t = 2.45* t =2.35*
r=.26% r=.25%
Anticipation 12 13 t=2.62* H=3.59 H=3.05
(3.42) (3.09) L=3.28 L=3.13
t=1.29 t=-.33
r=.14 =-.04
Hard-work 13 12 t=1.37 H=3.63 H=3.51
(3.40) (3.25) L=3.19 L=3.02
t=2.11* t=2.10*
r=.22% r=.22*%
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Course 14 14 t=1.62 H=3.27 H=2.90

(3.10) (2.85) L=2.96 L=2.81
t=1.14 t=.35
r=.12 r=.04

*p <.05; **: p <.01; ***: p <.001; H: high adbvers; L: low achievers

In addition, nine out of the 14 sub-categories’ mseores changed significantly from
Time 1 to Time 2. The remaining five variables,luging Self-efficacy, Confidence,
Priority, Hard-work and Course, showed no signiitcdifference between Time 1 and
Time 2. Furthermore, at Time 1, five out of thesltb-categories showed significant
differences between high and low achievers, indgdiard-work, Priority, Attraction,
Liking and Self-efficacy; these items were weaklyt significantly related to
achievement. Likewise, at Time 2, four out of thé &ub-categories showed
significant differences between high and low ackrsyincluding Hard-work, Priority,
Attraction and Liking; these items were weakly bsignificantly related to

achievement.

5.3 Research question 2: English learning motivatral

factors

This section will present the findings of reseaqelestion 2; it focuses on the
motivational factors which affected the strengthtted participants’ English learning
motivation. In other words, the researcher aimedisoover why learners would have
certain strengths of motivation. Therefore, thistiem will demonstrate (1) the level
of strength of each motivational factor, (2) how tavel might change over time and
differ between high and low achievers and (3) hawhefactor would influence each

other and English learning motivation. Furthermdbe, data collection and analysis
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were conducted using both quantitative and qualéanethods. Hence, the results of
the two sides will be reported in this section, sisting of the data collected from the
surveys of the main questionnaire, short weekly sgaenaire, interview and

classroom observation.

5.3.1 English learning motivation and the seven mmational factors

As discussed earlier in Section 4.2, seven mabmat factors were generated
from the main questionnaire, namely (1) Ethnocentri(2) Fear of assimilation, (3)
Interest, (4) Travel orientation, (5) English artyjg6) the Ideal L2 self and (7) the
Ought-to L2 self. In order to understand the sttlengf participants’ motivational
factors, the researcher computed the descriptatessts of each factor.

Moreover, the researcher ran correlation analymsl multiple regression
analysis in order to examine how these seven maina factors would influence the
strength of Taiwanese university students’ Endkstining motivation. In other words,
the researcher attempted to use these two metbodgestigate the interrelationships
of the seven motivational factors and the relatigmsbetween these factors and
English learning motivation.

As a result, the following paragraphs will presdrg descriptive statistics (see
Section 5.3.1.1), correlations (see Section 5.3dn?d models produced from multiple

regression analysis (see Section 5.3.1.3).

5.3.1.1 Descriptive statistics

Firstly, the descriptive statistics of the seveotimational factors are shown in
Table 5-20. Among these factors, the mean sconeallfdhe participants from the
highest to the lowest, both at Time 1 and Timerg, lsted as follows: (1) ‘Travel

orientation’ (Time 1: 4.70 and Time 2: 4.39) > (@}erest’ (Time 1: 4.57 and Time 2:
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4.35) > (3) the ‘Ideal L2 self’ (Time 1: 4.44 andnk 2: 4.14) > (4) ‘English anxiety’
(Time 1: 4.11 and Time 2: 3.84) > (5) the ‘Ought-Bself’ (Time 1: 3.83 and Time 2:
3.80) > (6) ‘Ethnocentrism’ (Time 1: 3.16 and TinZze 2.97) > (7) ‘Fear of
assimilation’ (Time 1: 2.97 and Time 2: 2.70). Tihst two factors showed negative

levels, that is, below 3.50.

Table 5-20: Descriptive statistics: The seven mottional factors

Ethnocen Time 1 Time 2
-trism High Low All High Low All
achievers achievers achievers achievers
Minimum 1.75 1.00 1.00 1.00 1.00 1.00
Mean 3.25 3.07 3.16 2.93 3.01 2.97
Maximum 5.25 4.75 5.25 4.25 4.75 4.75
Standard 0.80 0.76 0.78 0.77 0.92 0.85
Deviation
Fear of Time 1 Time 2
assimilation  High Low All High Low All
achievers achievers achievers achievers
Minimum 1.25 1.00 1.00 1.00 1.00 1.00
Mean 2.90 3.04 2.97 2.59 2.80 2.70
Maximum 4.25 5.50 5.50 4.50 4.75 4.75
Standard 0.76 0.94 0.86 0.94 1.06 1.00
Deviation
Interest Time 1 Time 2
High Low All High Low All
achievers achievers achievers achievers
Minimum 3.33 1.67 1.67 2.89 1.56 1.56
Mean 4.73 4.43 4.57 4.52 4.20 4.35
Maximum 6.00 5.89 6.00 6.00 5.78 6.00
Standard 0.77 0.84 0.82 0.71 0.93 0.84
Deviation
Travel Time 1 Time 2
orientation High Low All High Low All

achievers achievers

achievers achievers
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Minimum 2.00 1.50 1.50 2.00 1.00 1.00
Mean 4.76 4.66 4.70 4.51 4.29 4.39
Maximum 6.00 6.00 6.00 6.00 6.00 6.00
Standard 1.08 0.88 0.98 1.10 1.12 1.11
Deviation
English Time 1 Time 2
anxiety High Low All High Low All
achievers achievers achievers achievers
Minimum 1.00 2.00 1.00 1.00 1.67 1.00
Mean 4.05 4.16 4.11 3.77 3.90 3.84
Maximum 5.83 5.67 5.83 5.50 5.83 5.83
Standard 0.98 0.83 0.90 1.04 0.98 1.00
Deviation
Ideal L2 self Time 1 Time 2
High Low All High Low All
achievers achievers achievers achievers
Minimum 2.58 1.83 1.83 1.50 1.92 1.50
Mean 4.49 4.40 4.44 4.24 4.05 4.14
Maximum 5.67 5.42 5.67 5.58 5.08 5.58
Standard 0.72 0.65 0.68 0.78 0.72 0.75
Deviation
Ought-to L2 Time 1 Time 2
self High Low All High Low All
achievers achievers achievers achievers
Minimum 1.19 1.69 1.19 1.25 1.75 1.25
Mean 3.76 3.90 3.83 3.82 3.78 3.80
Maximum 5.31 5.69 5.69 5.31 5.00 5.31
Standard 0.83 0.78 0.80 0.76 0.77 0.76
Deviation

5.3.1.2 Correlation analysis
Secondly, Pearson’s correlation analysis was attedu It has been suggested
that r values of .1 or -.1 represent a small rehehip, .3 or -.3 indicate a moderate

relationship and .5 or -.5 reflect a strong relagitip between two variables (Field,
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2013).

Table 5-21: Correlations (The first row of r valuesindicates the results at Time 1
and the second row of r values indicates the resslat Time 2.)

1 2 3 4 5 6 7

1. Ethno 1.00
-centrism 1.00

2. Fear of .39** 1.00
assimilation .63** 1.00

3. Interest .06 -.29**  1.00

-.07 -.05 1.00
4. Travel 16 .02 A43** 1.00
orientation -.04 -.06 S1** 1.00
5. English .07 .20 -11 .02 1.00
anxiety .08 .10 -.15 -.09 1.00
6. ldeal L2 .14 -.03 38** .65** -.07 1.00
self 23* .24* H9** S7** -.05 1.00
7. Ought-to  .31** 26%* -.08 .38** .20 ST 1.00
L2 self 31** .26* 18 32%* 32%* 62** 1.00
8. English .16 -.13 36** .38** -21 AT 14
learning A5 A2 S50** 53 -.28*  .63** 31
intensity
9. Desireto .02 -.21* H9** .64** -.05 62** 23*
learn A1 A2 62** 54** -.10 T4 39%*
English
10. A3 -.12 B7** 58** -11 S7** .16
Attitudes A2 .06 2% 58** -.16 T2%* 31
towards
learning
English

*p<.05 ** p<.01

As shown in Table 5-21, several significant relasioips occurred between the seven
motivational factors and between these factorsthadhree components of English
learning motivation, both at Time 1 and Time 2. Tresults reflect complex

interrelationships between motivation and motivagidactors.
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(1) Ethnocentrism: it was significantly relatedRear of assimilation, the Ideal
L2 self and the Ought-to L2 self.

(2) Fear of assimilation: it was significantly redd to Ethnocentrism, the Ideal
L2 self and the Ought-to L2 self. It was also negdy related to Interest
and Desire to learn English.

(3) Interest: it was significantly related to Traweeientation, the Ideal L2 self
and the three components of English learning mttima It was also
negatively related to Fear of assimilation.

(4) Travel orientation: it was significantly reldt¢éo Interest, the Ideal L2 self,
the Ought-to L2 self and the three components ofliEim learning
motivation.

(5) English anxiety: it was significantly related the Ought-to L2 self and
negatively related to English learning intensity.

(6) The Ideal L2 self: it was significantly relatéal all the other motivational
factors, except for English anxiety. It was alsgndicantly related to the
three components of English learning motivation.

(7) The Ought-to L2 self: it was significantly redd to all the other motivational
factors, except for Interest. It was also signiiitty related to the three

components of English learning motivation.

5.3.1.3 Multiple regression analysis

Finally, the researcher applied multiple regrassanalysis to identify how the
seven motivational factors (as predictor variabtes)ld predict the three components
of English learning motivation, namely English l@iag intensity, Desire to learn
English and Attitudes towards learning English. the meantime, these seven

motivational factors were also assigned as the ooogc variables. That is, the
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researcher also wised to explore the interrelahipssof these motivational factors.
As a result, the aim was to generate 10 sets dipteufegression models.

First of all, the researcher checked whether apons were met in order to
know if the results were true for a wider populati®he assumptions are summarised
as follows (Field, 2013, p. 311-312):

(1) Additivity and linearity: the process we are tryittgmodel can be described

by the linear model.

(2) Independent error: for any two observations, tredual terms should be
uncorrelated.

(3) Homoscedasticity: at each level of the predictaralde(s), the variance of
the residual terms should be constant.

(4) Normally distributed errors: it is assumed that tegiduals in the model are
random, normally distributed variables with a meé&®.

(5) Predictors are uncorrelated with ‘external variablthis assumption means
that there should be no external variables thatetaied with any of the
variables included in the regression model.

(6) Variable types: all predictor variables must be mjiative or categorical
(with two categories), and the outcome variable tms quantitative,
continuous and unbounded.

(7) No perfect multicollinearity: if the model has mdbean one predictor, then
there should be no perfect linear relationship betwtwo or more of the
predictors.

(8) Non-zero variance: the predictors should have seantion in value (i.e.
they do not have variances of 0).

The results showed that assumptions (1), (3), (®),.and (8) were satisfied.

Assumption (4) was also met, which was checkedhayrtormality tests (i.e. the
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Kolmogorov-Smirnov / Shapiro-Wilk test and P-P plest), which were reported in
Section 4.2.2. Then assumption (2) was tested thighDurbin-Watson test. It has
been suggested that “a value of 2 means that giduads are uncorrelated; [...] a
value less than 1 or greater than 3 definitely edas concern” (Field, 2013, p. 311).
Then, the researcher examined the value of Variarftaion factor (VIF) to check
whether assumption (7) was met (i.e. there sho@dnb multicollinearity in a
multiple regression model). The value is suggestedde below 10, which indicates
that there are no substantial correlations (r >aB090) between predictors (Field,
2013; Myers 1990).

After checking the assumptions, the R square vat® subsequently examined
in order to understand “how much of the variabilitythe outcome is accounted for
by the predictors” (Field, 2013, p. 336). FurtherejcAdjusted R Square value is
expected to be very close to the value of R squadfers information about how
well the model generalises, which implies the craaglity of the model. The amount
of shrinkage (R Square minus Adjusted R Squar@)fisenced by the sample size
and the numbers of predictor variables: the lather sample size and the fewer
predictor variables, the less the shrinkage. Theacking the F value in ANOVA was
the next step; this “tells us whether the modal ssgnificant fit of the data overall” (p.
338). Lastly, the standardised beta value (Betad wgamined in order to have
“insights into the ‘importance’ of a predictor ihet model” (p. 340). The higher the
value is, the stronger the predictor is in the nhode

According to the results reported in the followipgragraphs, there was no
Durbin-Watson value less than 1 or greater thandthere was no multicollinearity
found in any model; none of the predictor variabbesrelated too highly. The F
values for all the models also turned out to baiScant. Meanwhile, the shrinkage

for each model was below 6%. All these values apaseavell as the Beta values for
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the 10 sets of the models, are presented as fallows

(1) English learning intensity: (see Table 5-22)
These seven motivational factors explained morthefvariance in English learning
intensity at Time 2 than at Time 1. Travel orielsiatand the Ideal L2 self
significantly predicted English learning intensi@n the other hand, English anxiety
significantly but negatively predicted English le@g intensity.

Table 5-22: Multiple regression models of Englishelarning intensity

Rz Adjusted Rz F Durbin-Watson Beta VIF
Timel .31 .25 5.19*** 2,15 1..17 1.1.31
2.-.10 2.1.40
3..10 3.1.64
4..09 4.1.92
5.-.14 5.1.12
6. .40** 6. 2.66
7.-11 7.2.10
Time2 .51 .47 11.96*** 1.86 1..08 1.1.75
2..02 2.1.75
3..13 3.1.85
4. .22* 4.1.67
5. -.24** 5.1.26
6. .39** 6. 3.32
7..02 7.2.25

*p <.05; **: p<.01; **: p<.001

Predictors: 1. Ethnocentrism, 2. Fear of assinoifatB. Interest, 4. Travel orientation,
5. English anxiety, 6. The Ideal L2 self and 7. Theght-to L2 self

(2) Desire to learn English: (see Table 5-23)
The models explained over 60% of the variance isif@eto learn English at each
time. Interest, Travel orientation and the Ideal ¢&f were the most important

predictors of Desire to learn English.
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Table 5-23: Multiple regression models of Desire tiearn English

Rz Adjusted Rz F Durbin-Watson Beta VIF
Timel .60 .56 17.05%** 1.72 1.-.05 1.1.31
2.-.10 2.1.40
3..32**  3.1.64
4. .32** 4.1.92
5..03 5.1.12
6. .30* 6. 2.66
7..01 7.2.10
Time2 .61 .57 17.59%* 2.34 1..01 1.1.75
2..01 2.1.75
3..26** 3.1.85
4..10 4.1.67
5.-.02 5.1.26
6. .54**  6.3.32
7.-.03 7.2.25

*p <.05;**: p<.01;, **: p<.001

Predictors: 1. Ethnocentrism, 2. Fear of assinoifatB. Interest, 4. Travel orientation,
5. English anxiety, 6. The Ideal L2 self and 7. Theght-to L2 self

(3) Attitudes towards learning English: (see Tdbi24)
The models explained over 60% of the variance titustes towards learning English
at each time. Interest, Travel orientation and Iheal L2 self were the most

influential predictors of Attitudes towards leargiBnglish.

Table 5-24: Multiple regression models of Attitudegowards learning English

R2z Adjusted Rz F Durbin-Watson Beta VIF
Timel .60 .56 16.92*** 1.67 1..03 1.1.31
2..03 2.1.40
3..48**  3.1.64
4. .22* 4.1.92
5.-.04 5.1.12
6. .26* 6. 2.66
7.-.04 7.2.10
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Time 2 .68 .66 24.60** 2.28 1..12 1.1.75
2.-.08 2.1.75
3..39"** 3.1.85
4..15 4.1.67
5.-.05 5.1.26
6..45"*  6.3.32
7.-.09 7.2.25

*p <.05;**: p<.01;, **: p<.001

Predictors: 1. Ethnocentrism, 2. Fear of assinoifatB. Interest, 4. Travel orientation,
5. English anxiety, 6. The Ideal L2 self and 7. Theght-to L2 self

(4) Ethnocentrism: (see Table 5-25)

Table 5-25: Multiple regression models of Ethnocensm

R2 Adjusted Rz F Durbin-Watson Beta VIF

Timel .24 .18 4.22** 1.53 1..38* 1.1.21
2..23 2.1.57
3..04 3.1.92
4. -.05 4.1.12
5.-.14 5.2.64

6. .30* 6.1.98
Time2 .43 .39 10.15** 1.79 1..577* 1.1.19
2.-.09 2.1.83

3.-.06 3.1.67
4. -.04 4.1.26
5..07 5.3.32
6..16 6.2.21

*p <.05; **: p<.01; **: p<.001

Predictors: 1. Fear of assimilation, 2. Interesffravel orientation, 4. English anxiety,
5. The Ideal L2 self and 6. The Ought-to L2 self

These six motivational factors explained more @& tariance in Ethnocentrism at
Time 2 than at Time 1. Fear of assimilation was 8itengest predictor of
Ethnocentrism. The Ought-to L2 self also signifitarpredicted Ethnocentrism at

Time 1.
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(5) Fear of assimilation: (see Table 5-26)
These six motivational factors explained more @f ¥ariance in Fear of assimilation
at Time 2 than at Time 1. Ethnocentrism was thenggest predictor of Fear of
assimilation. Interest also significantly but negelly predicted Fear of assimilation at
Time 1.

Table 5-26: Multiple regression models of Fear ofssimilation

R2 Adjusted Rz F Durbin-Watson Beta VIF
Time1l .28 .23 5.36***  1.65 1..36** 1.1.13
2.-31** 2.151
3..09 3.1.91
4. .11 4.1.11
5.-.08 5.2.66
6..12 6.2.08
Time2 .43 .39 10.10** 1.88 1..57** 1.1.19
2.-.08 2.1.83
3.-.13 3.1.65
4..05 4.1.23
5..26 5.3.21
6.-.04 6.2.25

*p <.05; **: p<.01; **: p<.001

Predictors: 1. Ethnocentrism, 2. Interest, 3. Trawrgntation, 4. English anxiety, 5.
The Ideal L2 self and 6. The Ought-to L2 self

(6) Interest: (see Table 5-27)

Table 5-27: Multiple regression models of Interest

Rz Adjusted Rz F Durbin-Watson  Beta VIF
Timel .39 .35 8.64*** 1.97 1..18 1.1.26
2.-.26* 2.1.29
3..30* 3.1.77
4..03 4.1.12
5. .39** 5.2.42
6. -.40*** 6.1.83
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Time2 .46 .42 11.44**  2.03 1.-.08 1.1.74

2.-.08 2.1.74
3..20% 3.1.60
4. .01 4.1.26
5..67** 5,249
6. -.26* 6.2.13

*p <.05;**: p<.01;, **: p<.001

Predictors: 1. Ethnocentrism, 2. Fear of assinoitgtB. Travel orientation, 4. English
anxiety, 5. The Ideal L2 self and 6. The Ought-Roskelf

These six motivational factors explained more & #ariance in Interest at Time 2
than at Time 1. Travel orientation and the Ideakkf significantly predicted Interest.
Fear of assimilation and the Ought-to L2 self atggnificantly but negatively

predicted Interest.

(7) Travel orientation: (see Table 5-28)

Table 5-28: Multiple regression models of Travel dentation

R2 Adjusted Rz F Durbin-Watson  Beta VIF
Timel .48 .44 12.37**  1.97 1..03 1.1.31
2..07 2.1.39
3..26* 3.1.52
4. .06 4.1.11
5..52%* 5 2.15
6. .06 6.2.09
Time2 .40 .36 9.08*** 1.82 1.-06 1.1.75
2.-13 2.1.72
3..22r  3.1.77
4.-03 4.1.26
5..45** 5, 2,99
6. .06 6.2.25

*p <.05;**: p<.01;, **: p<.001

Predictors: 1. Ethnocentrism, 2. Fear of assinailgtB. Interest, 4. English anxiety, 5.
The Ideal L2 self and 6. The Ought-to L2 self

These six motivational factors explained more ef ariance in Travel orientation at
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Time 1 than at Time 2. The Ideal L2 self was thesiofluential predictor of Travel

orientation. Interest also significantly predictadvel orientation.

(8) English anxiety: (see Table 5-29)
These six motivational factors seemed to explaiyg arsmall amount of the variance
in English anxiety. The Ideal L2 self and the OughtL2 self were the most
important predictors of English learning anxietyovikver, the former contributed
negatively and the latter contributed positively.

Table 5-29: Multiple regression models of Englishraiety

R2 Adjusted Rz F Durbin-Watson Beta VIF
Timel .11 .06 1.66* 1.92 1.-.05 1.1.31
2..13 2.1.38
3..04 3.1.64
4. .10 4.1.91
5.-.33* 5.2.54
6..34* 6.1.97
Time2 .21 .16 3.51**  1.99 1.-.06 1.1.75
2..07 2.1.72
3..01 3.1.77
4.-.05 4.1.26
5.-.38* 5.2.99
6. .57 6.2.25

*p <.05; **: p<.01; **: p<.001

Predictors: 1. Ethnocentrism, 2. Fear of assinoifatB. Interest, 4. Travel orientation,
5. The Ideal L2 self and 6. The Ought-to L2 self

(9) The Ideal L2 self: (see Table 5-30)
The models explained over 60% of the variance & ltteal L2 self at each time.
Interest, Travel orientation and the Ought-to L2f seere the most influential
predictors of the Ideal L2 self. English anxietysalsignificantly but negatively

contributed to predicting the Ideal L2 self.
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Table 5-30: Multiple regression models of the Idedl2 self

R2 Adjusted Rz F Durbin-Watson Beta VIF
Timel .62 .60 22.45** 2.08 1.-.07 1.1.30
2.-.04 2.1.39
3..24**  3.1.49
4. .37 4,154
5.-.14* 5.1.07
6. .51** 6.1.42
Time2 .70 .68 31.38** 2.30 1..04 1.1.75
2..14 2.1.69
3..37*** 3.1.39
4, .23* 4. 1.50
5.-.15* 5.1.19
6..49** 6.1.47

*p <.05;**: p<.01;, **: p<.001

Predictors: 1. Ethnocentrism, 2. Fear of assinoifatB. Interest, 4. Travel orientation,
5. English anxiety and 6. The Ought-to L2 self

(10) The Ought-to L2 self: (see Table 5-31)

Table 5-31: Multiple regression models of the Oughto L2 self

R2 Adjusted Rz F Durbin-Watson Beta VIF
Timel .52 .49 14.83*** 1.78 1..19* 1.1.24
2..08 2.1.39
3.-31%* 3,143
4. .06 4,191
5..18* 5. 1.06
6..64**  6.1.80
Time2 .56 .52 16.92** 219 1..13 1.1.72
2.-.03 2.1.75
3.-.21% 3.1.75
4. .04 4.1.67
5..32%** 5.1.03
6..72**  6.2.17

*p <.05;**: p<.01;, **: p<.001

Predictors: 1. Ethnocentrism, 2. Fear of assinoifatB. Interest, 4. Travel orientation,
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5. English anxiety and 6. The Ideal L2 self

These six motivational factors explained around S5fi%he variance in the Ought-to
L2 self at each time. The Ideal L2 self was the tmogortant predictor of the
Ought-to L2 self. Ethnocentrism and English anxigo significantly predicted the
Ought-to L2 self. In contrast, Interest signifidgnbut negatively contributed to
predicting the Ought-to L2 self.

All in all, these seven motivational factors hammplex interrelationships and
relationship with English learning motivation. Angprthese factors, the most
influential factors that could significantly pretliEnglish learning motivation were (1)
Interest (positively), (2) Travel orientation (paely), (3) English anxiety
(negatively) and (4) the Ideal L2 self (positivel\Based on the findings of the
descriptive statistics, correlations and multiggression models above, the following
sections will comprehensively address further dismn and compare the quantitative
and qualitative results of the current study. Tégearcher will give more insights into
each motivational factor, including (1) whethergtadactors change over time, (2)
whether there was difference found between highl@andachievers in each factor and
(3) how these factors could be influential in matimg the participants to learn

English.

5.3.2 Ethnocentrism

Ethnocentrism in the current study means thankxarconsider that Taiwanese
culture is better than others or that they wouldhbppy if other cultures could be
similar to Taiwan’s and everyone could have a Tapg® life style. It is related to
how students percieve their Taiwanese identity.

As shown in the descriptive statistics in Sect®B.1, the 88 participants
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possessed low levels of Ethnocentrism (Time 1. Med&h16 and Time 2: Mean =
2.97). The strength reduced from Time 1 to Timé@;difference was significant (t =
2.24, p < .05). Nevertheless, among these partitspahere was no significant
difference between high and low achievers regaréitignocentrism either at Time 1
(t = -1.06, p = .29) or Time 2 (t = .46, p = .6BHchievement also showed no
significant relationship with this factor (Time A= .11, p = .29 and Time 2: r = -.05,
p =.65).

As discussed earlier in Section 1.2, when peomeeha strong sense of
ethnocentrism, they may have a different tendecghange or expand their own
identity while learning a language. This factoreafs their language learning
motivation, such as (a) being unwilling to learneav language since L1 is sufficient
in daily life or (b) being willing to learn a nevariguage in order to promote their own
culture or gain social approval (i.e. a sense ef @ught-to L2 self: see Sections
2.3.11 and 5.3.9 for further discussion about thgtd-to L2 self).

From the correlation and multiple regression asedyreported in Section 5.3.1,
the results also showed that some part of Ethndsentvas mainly explained by Fear
of assimilation (positively) and the Ought-to L2fgpositively) (see Section 5.3.3 for
further discussion about Fear of assimilation).héitgh Ethnocentrism could not
directly predict English learning motivation, it svascertained to not only have a
relationship with motivation and other motivatioriattors but also be an influential
factor that predicted Fear of assimilation and @heght-to L2 self. In other words,
Ethnocentrism might influence the participants’ kstg learning motivation while
learning English in several ways (see Table 5-3Phe dynamic nature of

Ethnocentrism could also impact on motivation cleaoger time.
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Table 5-32: Possible situations when Ethnocentrisnincreases (results from
multiple regression analysis in Section 5.3.1)

Interactions between the motivational factors Posble influences on
English learning motivation

(1) Fear of assimilation + — Interest — — Motivation —
(2) Ought-to L2 self + — Anxiety + — Motivation —
(3) Ought-to L2 self + — Interest — — Motivation —
(4) Ought-to L2 self + — Ideal L2 self + — Motivation +

Thirteen of the participants were further intemwsgl. Many of them thought that
there was no such ranking of better culture and #&a&h culture has its unique
features which should not be the same across esltlihat is, they had a lower sense
of ethnocentrism. For instance, Frank expresseditve that “other cultures should
have their own traits, but not just be similar taan's and there is no better or
worse, only merits and shortcomings.” Gina alsafsal out that “there are no good
or bad cultures.” They did not assume that Taiwareesture is better than others or
that all the cultures should be the same. “It wdoddterrible if a culture vanishes.
Stay diverse”, said Daisy. Among these 13 intereesy Betty was the only one who
took an opposite position. She thought that Taiwansulture is better. However, no
matter whether they had a strong or low senselofogentrism, they mostly agreed
that they appreciated the existence of differentuoes. This attitude of being
open-minded about cultural diversity would not regltheir willingness of potentially
changing or expanding their identity while learniggglish. Even if Taiwanese
identity was important to them, learning from Esfgliculture or other different
cultures could be interesting, in their view, whicteant that their English learning
motivation was not constrained and was less inftadrby Ethnocentrism (see further

discussion about the factor of Cultural diversitySection 5.3.4).
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5.3.3 Fear of assimilation

Similar to Ethnocentrism, Fear of assimilatioriso a factor related to learners’
sense of identity. It involves the idea that thewBmese may confront the risk of
forgetting Taiwanese culture or losing their sepn§efaiwanese identity. It is also
concerned with negative impacts, such as possessuuafive values or having lower
cultural status, resulting from the spread of otbeltures, particularly British or
American cultures in the present study.

As presented in the descriptive statistics in i8ecb.3.1, the 88 participants
reflected that they had low levels of Fear of adation (Time 1. Mean = 2.97 and
Time 2: Mean = 2.70). The strength was decreasiag fTime 1 to Time 2; the
difference was significant (t = 2.63, p < .01). Mdreless, among these participants,
there was no significant difference between higth law achievers regarding Fear of
assimilation, either at Time 1 (t = .77, p = .44)me 2 (t = 1.02, p = .31).
Achievement also showed no significant relationshig this factor (Time 1: r = -.08,
p=.44 and Time 2: r=-.11, p = .31).

When people possess a strong sense of fear onikgsin, they may question
why they need to learn a new language. In orderatoid possible negative
consequences, they may tend to hold a relativelsemonservative attitude towards
changing or expanding their own identity while lgag a language. Their reluctance
towards accepting new things or changes may, thereinfluence their language
learning motivation (e.g. lower interest, less gnégiveness or a stronger sense of
ethnocentrism, see discussion also in the predeason).

From the correlation and multiple regression asedyreported in Section 5.3.1,
the results also indicated that some part of Feassimilation was mainly explained

by Ethnocentrism (positively) and Interest (negealiiy (see Section 5.3.5 for further
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discussion about Interest). Although Fear of adation could not directly predict
English learning motivation, it was assumed to apoly have a relationship with
motivation and other motivational factors, but alse an important factor that
predicted Ethnocentrism (positively) and Interesedatively). Hence, Fear of
assimilation was expected to have some influencethen participants’ English
learning motivation while learning English in diger ways (see Table 5-33). The
dynamic nature of Fear of assimilation could alsadl to motivation change over

time.

Table 5-33: Possible situations when Fear of assilaion increases (results from
multiple regression analysis in Section 5.3.1)

Interactions between the motivational factors Posble influences on
English learning motivation
(1) Interest — — Motivation —
(2) Ethnocentrism + — Ought-to L2 self + — Motivation —
— Anxiety +
(3) Ethnocentrism + — Ought-to L2 self + —  Motivation —
— Interest —
(4) Ethnocentrism + — Ought-to L2 self + — Motivation +

— ldeal L2 self +

Among the 13 interviewees, many of them mentictied the spread of English
culture brought not only positive impacts, but atsgative consequences. Some
students who had a weaker sense of fear of astonilelaimed that there were more
positive influences than negative effects, suchbasg more active and giving
feedback while learning or a fast food culture lideDonald’s. They enjoyed the
change to their lifestyle or additional choicesyided by other cultures. By contrast,
some students proclaimed that people should ngefdheir Taiwanese identity. For
instance, lan asserted, “there are more people adechdyoga than people who do

traditional martial arts; more people learn Englisan learn Taiwanese.” Daisy also
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emphasised that “our norms and values should be Kegv can we forget to be filial
to our parents? We are related to each other.” Teegaled the risk of forgetting or
losing the local culture and identity, which shoveedne sense of fear of assimilation.

On the other hand, there were some students widogmesed the impacts from
other cultures, but who thought that the natur@amvanese culture would remain the
same because Taiwanese people had a strong sendentfy. Thus, they were
confident and believed that people were very awéiaiwanese culture and identity,
so they had a weaker sense of fear of assimilatitaiwanese identity will not be
replaced”, Angel argued. Gina also indicated timaw/adays people seldom just adore
and follow the western cultures and forget theirsgeof identity”; a sense of Fear of
assimilation was not an issue. Jenny said thate “tuthe rising strong sense of
Taiwanese local culture and identity, the strer@jtimpacts from other cultures has
been smaller. We can communicate and exchangeooginvith others, but our
culture will not change.” In other words, the imfsabrought by other cultures would
not entail the decline or alteration of Taiwanes®al culture. The pros and cons were
just adding more colour as long as the nature efdhginal culture stayed strong
enough to persist. As Frank commented, “there asmymdifferences between
Taiwanese culture and other cultures; we are bit¢letang each other. We should just
adjust our thinking to be open-minded without chaggour core nature.”
Accordingly, these students approved Taiwanesetitgehad less sense of fear of
assimilation and did not consider a potential iafilce from other cultures to be a
threat or change of identity, but, rather, an add#l option. They might leave some
room for expanding their identity if they needed desired to, as long as their
Taiwanese identity was not impaired.

As a result, few of these interviewees had anyessemse of fear of assimilation;

their interest might, to some extent, not be ardusetheir worries might narrow the
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opportunity of changing or expanding their identitgen they were learning English.
However, many of the others had low sense of féassimilation and did not regard
influences from English culture as an issue. Thegrewinclined to be more

open-minded about the possible change or expao$idientity.

5.3.4 Cultural diversity

As discussed in the previous two sections, theestis had a lower sense of
ethnocentrism and fear of assimilation. They wereremopen-minded about
expanding their identity and more or less interkgtecultural learning. Therefore, in
addition to the factors of Ethnocentrism and Fdaassimilation, Cultural diversity
was another factor which was related to a sensa&eitity and could influence
English learning motivation. Besides the seven wvadibnal factors identified from
guantitative analysis of the main questionnairgs #as a new factor which emerged
from the interviewees’ feedback. These student®niytexpressed their open-minded
attitudes towards the potential change or expansibridentity (less sense of
ethnocentrism or fear of assimilation), but alstiested that they appreciated the
existence of different cultures. In other word® thactor of Cultural diversity refers to
the recognition and respecting of the existenadh®fiversity and difference between
cultures. There was no evident ranking of cultwesvhich identity was better than
others. Many of the students agreed with this pofntiew and had a high sense of
cultural diversity.

They further pointed out that it was interestingd ebetter to have cultural
diversity; people could learn from diverse cultusssl appreciate the uniqueness.
“Every culture has its own value”, said Carol. Gelao added that “the Taiwanese

now can better accept or tolerate and respectréiffecultures.” Moreover, according
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to Jenny:
Because of the uniqueness of each different cultheesense of freshness can
arouse the curiosity and desire for exploration. vém, therefore, learn from
each other, share our own uniqueness and understandlifference. Then, we
are able to know more about each other and thiddvor
In other words, while learning from various cultsiré was a good chance to interact
with each other and promote the local culture. timer to learn from cultural
diversity,” said Mina, “learning English can helps uo know this world and
communicate with different people.” “We are ablepmmote Taiwanese culture”,
added Hank.

Under the circumstances, people who had a senzdtafal diversity might tend
to be open-minded about the possible change omsiqraof identity; they delighted
in cultural learning and this might even resultaiousing their interest in learning
English in order to communicate with different pkopr learn from diverse cultures.
As Frank also commented:

My main English learning motivation is that | watat understand this world

directly through English, but not via Chinese triation. After all, there are not

SO0 many varieties of international news reportedawan. | can read English

international news from the foreign media and catehworld trending news.
Meanwhile, English learning could also be a goodllenge because of culture
learning. For instance, Gina regarded applyingthimeking of English culture while
using and learning English as an interesting chglle her English learning interest
was then raised.

All in all, via learning English, the students tigiit that they could then learn
from different cultures, exchange opinions and adngach other’s own identity.

Hence, the higher strength of cultural diversityuldopossibly imply the higher
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strength of learners’ interest in learning Englifimglish culture and communities.
Since Interest was an important factor that predidDesire to learn English and
Attitudes towards learning English (see the resutisn multiple regression analysis
in Section 5.3.1), Cultural diversity could, thésg another influential motivational

factor affecting English learning motivation.

5.3.5 Interest

This motivational factor is composed of two dimens, namely ‘Linguistic
interest’ and ‘Socio-cultural interest’. That ish@n English learners have a stronger
sense of this motivational factor, Interest, thegd to like the English language,
culture or community.

As shown in the descriptive statistics in SectB8.1, the 88 participants
reported themselves as having a positive senset@fekt (Time 1: Mean = 4.57 and
Time 2: Mean = 4.35). The strength was higher anerlil than at Time 2; the
difference was significant (t = 3.06, p < .01). Mdheless, among these participants,
there was no significant difference between higth law achievers regarding Interest,
either at Time 1 (t =-1.78, p = .08) or Time 2=(t1.81, p = .07). Achievement also
showed no significant relationship with this facfdme 1: r = .19, p = .08 and Time
2:r=.19,p=.07).

Furthermore, if we compare the two sub-categooietterest (i.e. Linguistic
interest and Socio-cultural interest), the meaneskeflected that the participants had
stronger Socio-cultural interest than Linguistitenest, both at Time 1 and Time 2
(see Table 5-34). The results of paired-samplesttdnalysis also showed that the
levels of these two sub-categories both changedtove (see Table 5-35). Although

high and low achievers seemed to have similar el Interest, a significant
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difference was found between high and low achievegarding Linguistic interest at

Time 1 (t = -2.06, p < .05). Achievement was wedlly significantly correlated with

Linguistic interest (r = .22, p < .05) (see Tabi8%for the statistical comparison of

Linguistic interest and Socio-cultural interest).

Table 5-34: Descriptive statistics: Linguistic inteest and Socio-cultural interest

Linguistic Time 1 Time 2
interest High Low All High Low All
achievers achievers achievers achievers
Minimum 2.00 2.00 2.00 1.00 2.00 1.00
Mean 4.68 4.23 4.44 4.39 4.06 4.22
Maximum 6.00 6.00 6.00 6.00 6.00 6.00
Standard 1.01 1.03 1.04 1.09 1.07 1.09
Deviation
Socio Time 1 Time 2
-cultural High Low All High Low All
interest achievers achievers achievers achievers
Minimum 3.25 1.50 1.50 2.88 1.50 15
Mean 4.74 4.45 4.58 454 4.22 4.37
Maximum 6.00 5.88 6.00 6.00 5.88 6.00
Standard 0.77 0.86 0.83 0.69 0.94 0.84
Deviation

Table 5-35: Changes and differences in Linguisticnterest and Socio-cultural

interest
Changes from Time 1 Differences between high and low
to Time 2 achievers

Linguistic t =2.35* Time 1: t =-2.06*, r = .22*

interest Time 2:t=-1.41,r=.15

Socio t = 3.00** Time 1:t=-1.65,r =.18

-cultural Time 2:t=-1.80,r=.19

interest

*p<.05 * p<.01
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Moreover, from the correlation and multiple regies analyses reported in
Section 5.3.1, the results showed that some pdritefest was mainly explained by
Fear of assimilation (negatively), Travel orierdati(positively), the Ideal L2 self
(positively) and the Ought-to L2 self (negative{gge further discussion about Fear of
assimilation in Section 5.3.3, Travel orientatiarbi3.6, the ldeal L2 self in 5.3.8 and
the Ought-to L2 self in 5.3.9). Interest was alsoirfluential factor which could
significantly predict not only Desire to learn Eisgl (positively) and Attitudes
towards learning English (positively), but alsoetmotivational factors, namely Fear
of assimilation (negatively), Travel orientationofitively), the Ideal L2 self
(positively) and the Ought-to L2 self (negativelyJherefore, Interest could
significantly influence the participants’ Engliskarning motivation while learning
English in multiple ways (see Table 5-36). The dygitanature of Interest could also

impact on motivation change over time.

Table 5-36: Possible situations when Interest incases (results from multiple
regression analysis in Section 5.3.1)

Interactions between the motivational factors Posble influences on
English learning motivation

(1) Interest + — Motivation +

(2) Travel orientation + — Motivation +

(3) Ideal L2 self + — Motivation +

(4) Fear of assimilation — — Motivation + (see Table
5-33 for the four possible
situations)

(5) Ought-to L2 self — — English anxiety — — Motivation +

(6) Ought-to L2 self - — Ideal L2 self — —  Motivation —

In addition to the statistical results above, i3einterviewees also gave further
comments on Interest and how this factor could @layimportant role while they
were learning English. The following sections willistrate what they shared about
their opinions concerning linguistic interest (seection 5.3.5.1) and socio-cultural
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interest (see Section 5.3.5.2) from different pectipes, respectively.

5.3.5.1 Linguistic interest

Among these 13 interviewees, high achievers wketylto define whether they
liked the English language or not by whether theyld gain a sense of achievement
from their past English learning experience (seeti®e 5.3.10 for the full discussion
about the L2 learning experience). In other wortishey considered English as a
language that they were capable of acquiring, tiveguistic interest in English would
be higher than linguistic interest in other langggmgsuch as French, German and
Japanese; learning English could then be integgstithem. This also suggested that
they might have lower levels of the Ought-to L2f seld English anxiety (e.g. not
having to worry about being failed or course presfiecause they can handle them).
For example, Eva thought that she liked Englishartban French because English
grammar was easier to understand and she achiettt English learning results;
she was then willing to keep learning English, tidpped learning French. In
contrast, high achievers who had a negative legrexperience might possess lower
linguistic interest in English and be interestedither languages or subjects instead.
For instance, Betty was fascinated by Japanes@daegand culture, such as drama,
so she kept learning Japanese actively. Howeverrestly hated English and wanted
to give up learning because she thought learningfinwas harder than learning
Japanese and she was not satisfied with her learostcomes and English
proficiency. She was learning English just to daigh marks in exams, and then she
would stop learning English after the formal schedlication ended.

On the other hand, in addition to the reasonsesgad by high achievers, low
achievers having different strength of linguistiterest in English might be because

they needed to satisfy two conditions in order awehhigher linguistic interest. One
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was English being a language they were capablkeaohing and the other was English
being a language that was related to what they Wweesested in. Therefore, low
achievers who had linguistic interest in Engliskoaémphasised other advantages and
requirements rather than being simply interestedmglish for its own sake. For
instance, Gina believed English was a language lwhiould benefit her Chinese
learning, such as acquisition, grammar and translahus, she was interested in
English and wanted to learn it. For another examipledesired to know how to write
English lyrics since he was a member of a bandcaétdessed that he liked English
more than his major, which was Chinese, so Enggiaming became more important
to him and he spent time on learning it. In otherds, Gina’s linguistic interest was
raised because of pursuing ‘academic progresstharcsubjects and lan’s linguistic
interest was increased because learning Englishrela®d to his ‘future career’ (see
further discussion about academic progress andefudareer in Sections 5.3.8.1 and
5.3.8.2, respectively). They might need other umsgntal benefits in addition to
acquiring a sense of achievement in order to hayleeh linguistic interest.

Hence, high achievers’ linguistic interest in Esiglmight usually be because
learning English could bring a sense of achievemethich was interesting; they
focused on the English language itself. On the roti@ad, low achievers’ linguistic
interest often existed accompanied by aspiring #&in gsatisfaction from other
motivational factors, such as Travel orientatioge(Section 5.3.6) or the Ideal L2 self
(see Section 5.3.8); they focused on achievingroéispects first, and found their
linguistic interest afterwards. Although the reasdor the occurrence of diverse
strength of linguistic interest might vary betwdsgh and low achievers, linguistic
interest did influence the students’ strength afjlish learning motivation. The higher
the linguistic interest in English, the higher theglish learning motivation was likely

to be.
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5.3.5.2 Socio-cultural interest

In general, the 13 interviewees expressed highald of socio-cultural interest.
Many of them liked English movies, TV shows, soagd bands; some even liked to
read English books, such as literature or novelspake friends who were from the
English community. In the participants’ opinionsese preferences, which reflected a
positive sense of socio-cultural interest, wouldhdpradvantages to their English
learning and raise their English learning motivatiespecially their Desire to learn
English and Attitudes towards learning English.

One aspect was that learning English could beoa goedium to learn or enjoy
English culture so that learners’ motivation woirldrease. For instance, “in order to
understand more about English culture, | need aonlénglish”, said Angel. Hank
also commented that, “via learning English, we a#so learn about their thoughts
from English culture; this is one part of my Enfgligarning motivation.” Similarly,
Mina wanted to learn more about cultures and conicatm with different people
through possessing English ability. Regarding Fraithough he did not want to
particularly make friends with English speakersinderstand English culture, he was
having fun reading English novels and playing amlinglish games. Therefore,
when he confronted unknown English words duringatitévities, he would look them
up in the dictionary to conquer the obstacles famtinuing reading or playing. His
speaking ability had also improved considerablyek@ained:

| have joined the group chatting while I am playiggmes with people who

speak English. My ability to use colloquial and rgday English has been

improved greatly. My English learning attitudes ystpositive because | am
never fed up with these.

The other aspect was that English culture couldabearning material which

added more fun to or reduced the pain of Engligrieg. For example, Jenny
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pointed out that “when | watch English movies, llWwsten to English conversations
carefully and see how much | can understand by eomgp them with Chinese
subtitles.” Carol also mentioned that she woultéhsto English songs to enhance her
English listening ability. Gina had a similar exieerce: “I have listened to many good
English songs recently. Some lyrics are so nicé tHeve memorised some new
vocabularies”, she enthused. She not only had d gow with her cultural interest,
but also paid attention to English sentences tonle@ew words and usages.
Additionally, lan was interested in English museyen though he experienced
difficulties in learning English, he still boughnglish books about music history to
read and he would be willing to take some Englishrses related to music and
culture if they were offered in the future. In atheords, these students combined
their socio-cultural interest with English learniig give themselves potentially
higher linguistic interest (e.g. happier learningdaa sense of achievement) and
stronger learning motivation.

However, even if the participants might have somterest in English culture or
community, they admitted that, sometimes, theiergjth of socio-cultural interest
was not high enough to benefit their English leagninotivation. For instance, Betty
and Daisy both viewed listening to English songeejyuas an entertaining activity;
they were not that interested in English culturepeople and were not making an
effort to learn English while enjoying themselv&iswould never listen to English
songs or watch English movies in order to improwe Emglish competence. These
are just for entertainment”, Betty reflected. Tivegre not that eager to obtain better
English ability like the other learners or did rave an urgent need to make any
effort to learn English, such as Frank who enjorgatling English novels and playing
online English games. Thus, socio-cultural inteazstld possibly be unable to help

students to raise their English learning motivation
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Furthermore, the strength of socio-cultural inderevould not only affect the
interviewees’ English learning motivation, but atdwange over time. Take Angel for
an example: her strength of socio-cultural intestreased because she used to
adore an English music star, while she was no loadan when she was interviewed.
Hank also indicated that he listened to Englishgsomuch less frequently and
watched fewer English movies compared to the gastversely, Kin watched more
English movies and Lily listened to English songgrenoften than they used to. “I
have found good stars and good songs recently’amed Lily. Consequently, the
strength of socio-cultural interest could changarat time. This also meant that the
strength of the students’ English learning motmatmight also change along with
their dynamic levels of Interest, since this fast@s likely to significantly affect their
motivation. The impact of Interest on English leagmotivation could, therefore, be

more obvious and direct.

5.3.6 Travel orientation

The motivational factor, Travel orientation, inves the importance of learning
English in order to travel to foreign countries. presented in the descriptive statistics
in Section 5.3.1, the 88 participants mainly haditpee levels of Travel orientation
(Time 1: Mean = 4.70 and Time 2: Mean = 4.39). $trength was decreasing from
Time 1 to Time 2; the difference was significant=(8.68, p < .001). Nonetheless,
among these participants, there was no signifideférence between high and low
achievers regarding Travel orientation, eitheriatell (t = -.45, p = .65) or Time 2 (t
=-.95, p = .35). Achievement also showed no sigaift relationship with this factor
(Time 1: r = .05, p = .65 and Time 2: r = .10, [85).

Moreover, from the correlation and multiple regies analyses reported in
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Section 5.3.1, the results indicated that some @afravel orientation was mainly
explained by Interest (positively) and the Ideal &@If (positively) (see further
discussion about Interest in the previous secti@hthe Ideal L2 self in Section 5.3.8).
Travel orientation could also significantly and piegly predict the students’ English
learning intensity, Desire to learn English anditAttes towards learning English. It
also correlated with other motivational factors amds an important factor that
significantly predicted Interest (positively) andetideal L2 self (positively). As a
result, Travel orientation is expected to have lafbkinfluence on the participants’
English learning motivation while learning Englishdifferent ways (see Table 5-37).
The dynamic nature of Travel orientation could dksad to motivation change over

time.

Table 5-37: Possible situations when Travel orienten increases (results from
multiple regression analysis in Section 5.3.1)

Interactions between the motivational factors Posble influences on
English learning motivation

(1) Travel orientation + — Motivation +

(2) Interest + — Motivation +

(3) Ideal L2 self + — Motivation +

Most of the 13 interviewees reflected that they lpmsitive levels of travel
orientation. Nevertheless, their strength of thestdr could fluctuate over time
according to their travel willingness and planstfoe future. For instance, Daisy and
Frank’s levels of travel orientation declined frahe first to second interview. At the
first round interview, both referred to the imparta of learning English for potential
travel in the future. Thus, they were willing toesid more time on learning English.
However, they both changed their minds about thenglby the second round
interview. As they did not desire to go abroadha hear future, they felt that it was,

therefore, not that urgent to improve their EngliBly contrast, Kin did not want to
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travel abroad at first because she thought thaEhgtish communication ability was
not good enough. Yet, at the second round intervieve commented, “I cannot
guarantee whether someday | will use English or sith as using it in my job or
while travelling abroad, so it is better to be nead possess better English
proficiency.” Therefore, the strength of her Trawakntation increased.

According to these 13 participants, travel oritote had an impact on their
English learning motivation. When they had a higegel of Travel orientation, they
might then be willing to take time to learn Engligt the same time, while they were
learning, learning content that related to Trawgrdation might also help them to
enjoy the learning process. For example, Carol cented, “I enjoy travelling abroad.
It can also offer me more chances to use daily iEImghstead of academic English
utilised while taking exams. It is interesting.” mée, she reflected that if a Travel
English course were to be available in the futahe would choose to take it since it

is more fun, practical and motivating to her.

5.3.7 English anxiety

English anxiety is a motivational factor which cdme divided into two
sub-categories, including ‘Communication anxiegdgdExam and course anxiety’.
The former is an anxiety aroused when learners eedmmunicate with others in
English, while the latter is an anxiety generatennf exams and courses. If learners
feel tension, worry, fear or nervousness when tRaglish communicative ability is
required, or if they experience pressure from Efgkxams or courses, they have
higher levels of English anxiety.

As shown in the descriptive statistics in SectB8.1, the 88 participants

reported themselves as having moderate levels glighnanxiety (Time 1: Mean =
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4.11 and Time 2: Mean = 3.84). The strength wabkdrigt Time 1 than at Time 2; the
difference was significant (t = 3.49, p < .001).wéwer, among these participants,
there was no significant difference between higth lamv achievers regarding English
anxiety, either at Time 1 (t = .58, p = .57) or €ira (t = .60, p = .55). Achievement
also showed no significant relationship with thastbr (Time 1: r = -.06, p = .57 and
Time 2: r=-.06, p = .55).

Moreover, from the correlation and multiple regies analyses reported in
Section 5.3.1, the results suggested that only al ssmount of English anxiety was
explained by the Ideal L2 self (negatively) and @aght-to L2 self (positively) (see
further discussion about the Ideal L2 self in Sat.3.8 and the Ought-to L2 self in
5.3.9). However, English anxiety was a factor whoduld significantly predict not
only English learning intensity (negatively), buls@ other motivational factors,
namely the Ideal L2 self (negatively) and the Otght2 self (positively). Thus,
English anxiety could have some influence on thdigpants’ English learning
motivation while learning English in various wayseé Table 5-38). The dynamic

nature of English anxiety could also impact on nation change over time.

Table 5-38: Possible situations when English anxietincreases (results from
multiple regression analysis in Section 5.3.1)

Interactions between the motivational factors Posble influences on
English learning motivation

(1) English anxiety + — Motivation —
(2) Ideal L2 self — —  Motivation —
(3) Ought-to L2 self + — Interest — —  Motivation —
(4) Ought-to L2 self + — Ideal L2 self + — Motivation +

In addition to the statistical findings above, ft®interviewees also gave further
comments on English anxiety and how this factodat@ifect their English learning

motivation. In particular, its subcategory of commuation anxiety was identified
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from the survey of the main questionnaire, while tther sub-category of exam and
course anxiety was a new dimension which emerged the follow-up interviews.
The following paragraphs will first present the emntiewees’ feedback on
communication anxiety and the researcher will thlaiorate the qualitative findings

of exam and course anxiety.

5.3.7.1 Communication anxiety

The interviewees mostly hoped to be equipped gathd communication ability
yet they did have some communication anxiety. Adicqy to their feedback, the
persons who had experience of living in an Engéighaking country or actually using
English to communicate with others would have lowarels of communication
anxiety. By contrast, the students who thought tiway did not have an opportunity to
speak English or practise English speaking skillsuld have higher levels of
communication anxiety. In other words, whether thbgd experienced an
English-speaking supportive environment or not dobke a critical reason for
determining the strength of communication anxiety.

For example, Frank had lived in the USA for a whit first, he dared not to
speak English, but, after a period of time, he fiefit he could communicate with
others in English naturally without being anxiod® then even enjoyed how English
could bridge the gap between different people frbfierent cultures. Hank and Lily
also had some experience of using English to conoatenwith others in dalily life.
Lily sometimes talked to her mother in English hessathey were both practising
their English speaking skill. Hank also chattechi® mother in English because she
was a worker for international sales; he had atsnha volunteer in South Africa, so
he spoke English during that activity. He reflectiedt he would not feel that nervous

while speaking English because, “I use simple s@@® in conversation; after all,
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English is just used for communication.” These eigmees of actually speaking
English in daily conversation enabled him to imgdvis English communication
skill and raised his English learning motivatiomcg he did not encounter too much
difficulty or feel anxious.

On the contrary, some interviewees, at the fiosind interview, mentioned that
they were not used to speaking English and hadehidgvels of communication
anxiety because of a lack of opportunity to practiad speak English in real life (an
EFL context in Taiwan) and insufficient trainingin formal school education before
entering university. For instance, Kin indicated:

| have more confidence in reading and writing skilBut, in particular, when 1

need to speak English, | will be worried and feekiaus about whether my

sentences are too simple and the usage is correwbto After all, | am educated
in a Taiwanese educational system.
This is a system which is focused less on commtinrtaskills, especially in the
levels before higher education. In other words, nvttee students thought that they
did not have enough training or they were not raadye capable of speaking English
well, they would have higher levels of communicatanxiety. Eva also agreed that a
limited vocabulary to communicate in English woalise communication anxiety.

Many of the participants also reflected that tifiedyy more anxious, nervous and
afraid when they needed to communicate with peoph® had better English
proficiency, such as native speakers, or had taksgenglish in front of their
classmates. It might be difficult for them to shth&ir weakness or inability in public,
which reflected the norms and values of saving fadkaiwan (see Section 1.2.3.2 for
full discussion about Taiwanese norms and valle®) example, Mina expressed her
worry about replying to the teacher’s requestsaltVays worry that the teacher will

ask me to answer her questions in class, so | aterumeavy pressure.” For another
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example, Gina would experience more communicatioriety when she spoke
English to English native speakers than to nonveatpeakers. She said:
| am afraid that | am unable to express myself wadl | am more nervous to
communicate with English native speakers. But |ldvdove to speak to other
people in English. For instance, if | go to Japdngan communicate with
Japanese people in English without feeling stresserhuse | do not need to be
afraid of whether my speaking skill is good enoaghot.
Some interviewees also claimed that they would hewer levels of communication
anxiety when they found that their classmates hagnalar proficiency level of
English speaking skill. For instance, Carol congelsthat:
| also want to be capable of communicating witleigners in English, but | will
feel nervous, especially with English native spegkiewill be under pressure.
[...] Now I do not feel that nervous if | make mistskvhen | am speaking
English in class. Since everyone has a similarl)eet#’s laugh together if |
make mistakes.
Lily and Jenny felt the same way. “I will feel vengrvous when | talk to English
native speakers because | may make some grammaigiakes and they can notice
them”, said Lily. Jenny also shared her opiniornyjres
| hated the English course in the beginning becahseteacher would request
us to speak English in public. It was stressful aratle me nervous. However, |
have gradually become used to it and, since everyosimilar (level), | am not
that afraid and braver to speak English.
Thus, all these participants would have less comeation anxiety when their
self-image was protected or not threatened and wthey could feel more
comfortable and less burdened to speak Englism #gwbey regarded themselves as

persons who were not that competent in English comcation skill.
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The good news was that, during the second routetview, many of the
students’ communication anxiety seemed to reducause they felt that they were
offered more opportunity and a friendlier enviromhén which to practise their
English communication skill at university than agt school. For example, Gina
agreed that “it is good to practise conversatiah skclass since there is not enough
opportunity to speak English in daily life. The sdaoom atmosphere is also good for
practice”. Likewise, Kin pointed out that “pairwoik a good teaching method. | can
practise and discuss the learning content with aryner, and then improve together. |
also then feel less anxious and nervous about aimgvhe teacher’'s questions.” In
other words, when learners felt more supported twedt communication anxiety
decreased, they might feel more motivated to mactind improve their English
speaking skill. Then, they might gain a sense dieasement when they improved,
which possibly raised their linguistic interestgsgection 5.3.5.1). They might also be
willing to establish a goal of achieving betterfzi@ncy (a stronger level of the Ideal
L2 self, see Section 5.3.5.8) after actually peiatj speaking English because they
were not that afraid and dared to learn from messaldence, their English learning

motivation could be raised.

5.3.7.2 Exam and course anxiety

Exam-led teaching methods have been commonlyexppiieducation in Taiwan;
English oral skill is more strengthened and a comicative approach has been
adopted more often in English courses at univer@ge Section 1.2.3.3 for full
discussion about English education in Taiwan). &ligh many of the interviewees
expressed the view that they had higher levelsxafreanxiety at high school due to
having tests frequently, tight learning schedulesl @ goal of entering a good

university, they were confronted with a new coupsessure in that they needed to
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improve their oral skill and they still needed tasp national exams in order to
graduate or find a better job in the future. Theref no matter the participants were
good or bad at taking exams, no matter they hatl biglow levels of English
proficiency, they all admitted that they did enctmurdifferent degrees of exam and
course anxiety.

Furthermore, pressure from the English coursechvibhuses exam and course
anxiety, could be both facilitating and debilitgfito them. On the one hand, it pushed
the students to make some effort to learn, regulim their English learning
motivation being raised and, in turn, their Englaility was then improved. It was
an effective way to enable them to be more efficianmaking progress, otherwise
they might potentially be lazy. For instance, Carohfessed that she hated English
anxiety, yet was actually thankful to have someguee:

| used to have more exam and course anxiety bec¢hasewere lots of tests at

high school. | was forced to study English as wédiwever, because | needed to

follow the instructions and tight schedules, | ioyed faster.
Eva also indicated that pressure was useful siiicéorces me to study English.
Having pressure is a good thing because it makegnpmve. | liked the old days
when | used to have more pressure at high schiomhd stressful but more efficient.”
Similarly, Lily commented that, when there was lessssure, English learning was
more interesting; nevertheless, while pressuresagiexam and course anxiety, it
also led to better learning intensity and achiev@mé&The peak of my English
proficiency level was at high school because | edetb prepare for the tests and
studied English everyday. It was stressful, thoughe said. In other words, higher
exam and course anxiety is often accompanied kyehigressure from the Ideal self
(e.g. self-expectation or ambition) or the Ought-@ self (e.g. not wanting to be

failed or family and social expectation of good res). They had mutual influence
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and could also subsequently affect English learmiogjvation. As Mina reflected, “I
need to be prepared for the class because theeteadhask questions in class. It is
stressful, but | am also more concentrating onniegr in case of being asked
guestions.”

On the other hand, pressure could be harmful aimy megative impacts. For
example, Daisy hated English anxiety and exprefisediiew that “when | think of
exams, | don’t want to study English. If there & exam, there is no pressure and |
will not be anxious. Learning English can be inséirgy, such as listening to radio
broadcasts. | will then learn English actively.”rFanother example, Kin would not
take an additional English course in the futuresishe would experience high exam
and course anxiety and fear that the outcome oimexanight not meet her
expectation.

The pressure will force me to learn, but | dislikeMy learning motivation will

decrease. Unless | really like the course, wheririk that | need to pass exams

and | will feel nervous in class, I'd rather stuinglish by myself, but not by
taking a course.
Gina took the same stand that she might not waméke an English course in the
future because of pressure from exams and couiisesdl study English by myself
later on, such as memorising vocabulary or watchimgyies. Although taking a
course will be more helpful, | don't want to de@eany learning motivation because
of disliking the course and learning English”, stated.

Consequently, no matter whether pressure is faitfig or debilitating, it would
arouse exam and course anxiety and influence thdests’ English learning
motivation to a large extent. Since positive andatiwe impacts could exist at the
same time, many interviewees admitted that theydctael pressure and hate it, but

they might also need it or even like it. For soneegde, it might be helpful to make
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them learn English because of having pressure feaams and courses, while it
might also be a dilemma of continuing learning wittving exam and course anxiety
or learning more interestingly. Under the circumsgs, in order to avoid too many
debilitating effects and too much exam and courseegy, the practical functions of

pressure should not to be overemphasised. Otherwisen learners had a choice,
such as after their required English module wasptetad, they might hesitate to take

courses to learn English in order to escape exahtauarse anxiety.

5.3.8 The Ideal L2 self

The Ideal L2 self describes a personal inspirirgjon which people “would
ideally like to possess (i.e. it concerns hopegirasons and wishes)” (Dornyei, 2014,
p. 521). In the present study, it involves creatingelf-imagined ideal future as a
competent English user who can decrease the dewgetween their actual self
and their ideal self.

As shown in the descriptive statistics in Sect®B.1, the 88 participants
reported themselves as having moderately posiwel$ of the Ideal L2 self (Time 1.:
Mean = 4.44 and Time 2: Mean = 4.14). The strengdl higher at Time 1 than at
Time 2; the difference was significant (t = 5.165 f001). Nevertheless, among these
participants, there was no significant differenatween high and low achievers
regarding the Ideal L2 self, either at Time 1 @57, p = .57) or Time 2 (t =-1.21, p

=.23). Achievement also showed no significanttreteship with this factor (Time 1: r

.06, p=.57and Time 2: r = .13, p = .23).
In addition, five dimensions were identified as #ub-categories of the Ideal L2
self from the survey of the main questionnairecdigws:

(1) ‘Academic progress’: learners consider that leayritnglish would benefit
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their further study, such as achieving higher degrer obtaining a
scholarship.

(2) ‘Future career’: learners consider that learningliEh would benefit their
future career, such as utilising English while wigkor acquiring a better
job, salary and promotion.

(3) ‘Personal competence’: learners consider that ilegritnglish would
benefit their English ability and help them gairsense of achievement,
such as hoping to have a native-like English comoation skill.

(4) ‘Role model’: learners consider that the personsmwtithey like or adore
(e.g. stars or friends) are competent English userdearning English
would benefit them by helping them to overcome ldreguage barrier or
reduce the discrepancy between themselves andhtloeliels.

(5) ‘Integrativeness’: learners consider that learnkrgglish would benefit
them in learning how to live and behave like Ertghative speakers.

The mean values for each sub-category reflectetdthieaparticipants had visions of
academic progress, their future career and persmmapetence, both at Time 1 and
Time 2, while mostly, they mostly did not regarceriselves as creating visions
related to role model and integrativeness (seeeTat89). Meanwhile, the results of
the paired-samples t-test analysis showed that lelels of the former three
sub-categories all significantly decreased from diinto Time 2, but the latter two
did not (see Table 5-40).

Even though high and low achievers seemed to bemgar levels of the Ideal
L2 self, a significant difference was found betwdxgh and low achievers regarding
Academic progress at Time 2 (t = -2.07, p < .05¢hiavement was weakly but
significantly correlated with Academic progress=(122, p < .05) (see Table 5-40 for

the statistical comparison of the five sub-categpaf the Ideal L2 self).
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Table 5-39: Descriptive statistics: Academic proges, Future career, Personal
competence, Role model and Integrativeness

Academic Time 1 Time 2
progress High Low All High Low All
achievers achievers achievers achievers
Minimum 3.00 1.00 1.00 2.00 1.50 1.50
Mean 4.79 4.66 4.72 4.52 4.10 4.30
Maximum 6.00 6.00 6.00 6.00 6.00 6.00
Standard 0.90 1.03 0.97 0.93 1.00 0.99
Deviation
Future Time 1 Time 2
career High Low All High Low All
achievers achievers achievers achievers
Minimum 2.80 2.20 2.20 1.60 2.20 1.60
Mean 4.87 4.79 4.83 454 4.37 4.45
Maximum 6.00 6.00 6.00 5.80 5.80 5.80
Standard 0.74 0.78 0.76 0.84 0.78 0.81
Deviation
Personal Time 1 Time 2
competence High Low All High Low All
achievers achievers achievers achievers
Minimum 2.67 2.33 2.33 1.33 1.67 1.33
Mean 4.59 4.44 4.51 441 4.08 4.23
Maximum 6.00 6.00 6.00 6.00 5.67 6.00
Standard 0.93 0.81 0.87 0.96 0.89 0.93
Deviation
Role model Time 1 Time 2
High Low All High Low All
achievers achievers achievers achievers
Minimum 1.00 1.00 1.00 1.00 1.00 1.00
Mean 2.71 2.89 2.81 2.80 2.94 2.88
Maximum 5.00 6.00 6.00 6.00 6.00 6.00
Standard 1.17 1.11 1.13 1.23 1.30 1.26
Deviation
Integrative Time 1 Time 2
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-ness High Low All High Low All

achievers achievers achievers achievers
Minimum 1.00 1.00 1.00 1.00 1.00 1.00
Mean 3.39 3.36 3.38 3.07 3.32 3.20
Maximum 6.00 6.00 6.00 6.00 6.00 6.00
Standard 1.32 1.03 1.17 1.31 1.30 1.31
Deviation

Table 5-40: Changes and differences in Academic pgeess, Future career,
Personal competence, Role model and Integrativeness

Changes from Time 1 Differences between high and low

to Time 2 achievers
Academic t=4.31%** Time 1:t=-.64, r =.07
progress Time 2:t=-2.07*,r = .22*
Future t=5.27** Time 1:t=-53,r=.06
career Time 2:t=-.96,r=.10
Personal t=3.81*** Time 1:t=-.83,r=.09
competence Time 2:t=-1.71,r=.18
Role model t=-.62 Time 1:t=.77,r=-.08
Time 2:t=.49,r=-.05
Integrative  t=1.43 Time 1:t=-11,r=.01
-ness Time 2:t=.88,r=-.10

*p <.05; ***: p<.001

Furthermore, from the correlation and multipleresgion analyses reported in
Section 5.3.1, the results showed that some pathefldeal L2 self was mainly
explained by Interest (positively), Travel oriemat (positively), English anxiety
(negatively) and the Ought-to L2 self (positive{gge full discussion about Interest in
Section 5.3.5, Travel orientation in 5.3.6, Enghsixiety in 5.3.7 and the Ought-to L2
self in 5.3.9). The Ideal L2 self was also an iefitial factor which could
significantly predict not only English learning emsity (positively), Desire to learn

English (positively) and Attitudes towards learniagglish (positively) but also other
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motivational factors, namely Interest (positivelylravel orientation (positively),
English anxiety (negatively) and the Ought-to L2f gpositively). Therefore, the
Ideal L2 self could significantly influence the peaipants’ English learning
motivation while learning English in various wayse¢ Table 5-41). The dynamic

nature of the Ideal L2 self could also impact ortiwadion change over time.

Table 5-41: Possible situations when the Ideal L2eB increases (results from
multiple regression analysis in Section 5.3.1)

Interactions between the motivational factors Posble influences on
English learning motivation
(1) Ideal L2 self + — Motivation +
(2) Interest + — Motivation +
(3) Travel orientation + — Motivation +
(4) English anxiety — — Motivation +
(5) Ought-to L2 self + — Interest — — Motivation —
(6) Ought-to L2 self + —  English anxiety + — Motivation —

In addition to the statistical results above, fi& interviewees also provided
further comments on the Ideal L2 self about whaiovis they had and how pursuing
their goals would motivate them to learn EnglistheTfollowing sections will
elaborate on their opinions about their visionsachdemic progress (see Section
5.3.8.1), their future career (see Section 5.3.88ir personal competence (see
Section 5.3.8.3), their role model (see Section8%3 and integrativeness (see

Section 5.3.8.5) from different perspectives, retipely.

5.3.8.1 Academic progress

The 13 interviewees had dissimilar feedback alibetr vision of academic
progress. Some of them imagined themselves tounlyisg in an English-speaking
country and some of them aspired to improve thagligh in order to continue with
further study. Some of them did not create anyowisif academic progress so they
were not motivated to learn English for this reageor instance, both Angel and Gina
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desired to study abroad as an exchange studemty 330 mentioned that she could
imagine that she would use English in the futurealbse she really wanted to study
and travel abroad. Eva and Mina gave detailed gesors and depicted why they
had generated their goal of studying abroad, wineit tife would look like and what
they were trying to do in order to achieve theard. Mina reflected:

| really want to study abroad, such as studying asMr's degree in a foreign

country. After all, that is a better environment foe to improve my English, so

it is very appealing. | lived in an English-speakicountry for three years when
| was very young. This also made me want to goagbto do further study.

Recently, | have started to watch the BBC and Asamridramas without

Chinese subtitles in order to train my listeningllsk| have also taken other

English courses in order to learn more.

Similarly, Eva commented:

| like English and | want to learn it well. This rcabring me a sense of

achievement. | also want to study a Master’s degrébe UK and travel. Thus,

| think that there is a good chance that | will useglish in the future. | will

continue reading the Times magazine and buy Endlmbks to improve my

reading ability. | also want to continue taking Hsb courses next year.

In addition, some of the interviewees, who wetda@l achievers, indicated in
their second round of interviews that they wereppring for school transfer exams.
They needed to start studying English harder iriotal gain good exam results and to
continue with their further study. For example yLiéflected:

If I have a chance, | would still like to study wavel abroad in the future.

However, | am under pressure from the preparatitorsthe school transfer

exam and TOEIC so | will start to work harder oargng English next term.

After all, the pressure is there... Well... it ieessful but effective for my English
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learning.
lan also pointed out:
| am too busy to study English. My life is filledhapart-time jobs. | did want to
improve my English and study abroad, but | havenumey and my English is
not good enough. Now | also have to prepare fomtakhe College entrance
exam again in order to enter another university 8all focus on the exam first.
In other words, these students have establishedametions of further study, and
their English learning motivation was raised frame first round of interviews to the
second round of interviews. English competenceheaaore important and relevant
to them because they felt the urgent need to ingtbeir English ability in order to
realise their visions. They then took immediateoast to study English. As Hank also
explained:
| need to take the school transfer exam so | hgeatsextra time on studying
English and doing the previous exams in order tbaggood score. This is the
short-term goal. Studying abroad may be a long-téarget. Well, that means
that | have to actually improve my English abilityt not just aim to pass the
exams. Now | need to accomplish the short-term @il [...] English is not
what | pursue but it is a tool to fulfill my futusspirations.
That is, these interviewees had a vision of acad@nugress, while they were also, or
had to be, strongly influenced by the sense ofQuoght-to L2 self (e.g. Bad-result
prevention, see Section 5.3.9.2) so that they maale effort to study English. At the
same time, they were working hard on studying Ehglinore for their short-term
visions of academic progress because they werer ygndssure from the obligations
of the Ought-to L2 self. Their long-term visionseseed to work less powerfully
because those particular future goals seemed & that urgent to achieve.

On the other hand, some of the interviewees dichage any vision of studying
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abroad or doing further study which required themsttidy English harder. Therefore,
achieving academic progress was not a triggerrtiwivated them to learn English.
For instance, Betty admitted that “I enjoy doing own thing so even if | am not
busy, | will not particularly go for studying Engh. | will not find a job which
requires a good English ability. | do not want tody abroad in the future, either.”
Daisy also reflected that she did not have any pdatravel or study abroad in the
near future. She said:

I will not study English if there is no English st | do not need English for

now or in future, unless I really want to go abroadmy future job needs it.

English seems not that related to my life, althoiighay be useful someday...
They lacked a vision of academic progress and Elmgability seemed to be
unnecessary to them. Their English learning matwatould not be increased.

All in all, the clearer the vision and the moretaded the plan for pursuing
academic progress, the stronger the English legmmiotivation was likely to be. The
goals for the near future might also have more idgiate influence on raising their
English learning motivation than the ones for thstaht future. Additionally, the
influence of achieving academic progress on Engledrning motivation could
possibly be different between high and low achigev&hat is, high achievers tended
not to have only short-term visions of academigpess, but also powerful long-term
ones. Low achievers tended to focus more on the-gfron ones which arouse the
sense of the Ought-to L2 self. Hence, high achgweight be inclined to opt for
academic progress mainly because they wanted thegowould be more optimistic
about fulfilling their visions via actively makiran effort to learn English. In contrast,
low achievers might also imagine a vision of acaidgmogress, but the vision might
be unable to motivate them to learn English imntetifaThe vision might need to be

accompanied by additional pressure (i.e. the OtmHi2 self), so then learning
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English becomes more important to them and urgas tio put the vision into action.
They might also have less self-confidence in tl&iglish competence or a more
uncertain attitude, such as having an opporturutgd abroad. Lastly, people who
have had a positive experience of living abroadhinajso be more likely there to

have an overseas vision of academic progress.

5.3.8.2 Future career

A large number of Taiwanese people believe thiathietter to have good English
proficiency in order to be more competitive whercames to finding a good job.
Various companies and institutions in differentustties also regard English ability,
especially communication skill, as a must (see @liicussion about Taiwan and
English in Section 1.2.3). Many of the interviewe¢so recognised the importance of
English competence, particularly when they hadowsiof a future career. They
reflected that most of the jobs required workersowhere equipped with better
English ability so they would like to learn Engliglell.

For instance, Eva wanted to teach Mandarin inr@da country, lan hoped to be
a lyrics writer who was capable of writing Englishics and Lily desired to work for
an airline company. Hence, they motivated themselice keep improving their
English in order to realise their goals. Their agrtand vivid visions of their future
career enabled them to make English learning ratet@ them. Likewise, Mina
wanted to work in business so she pursued acqugaagl English proficiency. She
reflected:

Although | like the Korean language and culture|] do not have time, | will

choose to study English first because | will neteith imy future job. | want to

work for a business company in a foreign countrgt &ns cool to use English in

my career so | want to have good English ability.
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Her vision of her future career made English leagnmore important than other
language learning.

Furthermore, Gina and Frank both mentioned theaghpf globalisation and
agreed that English was needed everywhere. Evereyf were not sure about their
future plans, they stayed positive that they waidd English in their future jobs. As
Frank reflected, “foreigners will come to Taiwarddrwill travel to foreign countries.
| also want to work overseas and broaden my hosizdfe all need to use English to
communicate with each other.” Gina also commented:

It is important to have good English ability becauswill use it in my future

career. Then, | will have some time to learn otlarguages and learn them

faster. Although | am not sure about what | willidahe future, since English is
an international language in the globalised worldhink that | will definitely
use English in my job, such as promoting traditioG&inese characters and

Taiwanese culture in foreign countries.

As a consequence, they seemed to expand their i@sgaidentity into a global

identity (i.e. as a global citizen). Since Englisran important global language, they
felt that they would need to possess this abildy & better future career, which
motivated them to learn.

Nevertheless, some of the participants did noeraw vision of using English
in their future job so they were not that despetatenaster English. For example,
Betty avoided finding a job which required Englisompetence. Angel and Carol
both thought that they would not need to use Ehgtimce they would work in
Taiwan. Daisy and Kin also indicated that they usedconsider English as an
essential requirement to finding a good job. Howetreeir goals had changed; their
future jobs might not demand good English abiliylsarning English seemed to be

less connected with their future career. Thereftireir English learning motivation
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could not be raised or even reduced. As Kin comeatent
| used to think that English was very importantdese | was afraid that | could
not find a job in business. But now | want to whmkthe government. English
seems to be less important. English is a plus lmatanmust. It will be less
applied in my future career so | feel that it isttbat urgent to make myself
learn English, although English is useful.

In other words, a vision of a future career coutahdfit English learning powerfully.

However, this vision could also vanish quickly, aiicould subsequently have a

direct negative impact on the learners’ Englismrie®y motivation.

5.3.8.3 Personal competence

In addition to the previous two kinds of visios®me of the interviewees also
imagined themselves as being capable English ssetisey felt self-fulfilled. These
students had higher expectations, related to tb@mpetence in English and in
themselves generally. They mentioned self-satisfiacand they thought that they had
learned English more for themselves and to becolmettar self rather than doing it
for others.

For example, Angel reflected that “I want myselfite good at English. If | can
speak English fluently, then | will feel that | aawesome!” Eva and Mina also
indicated that they had learned English mainly beeahey could obtain a sense of
achievement. They pursued better English abilitytiemselves, not to please others
or earn praise. Meanwhile, Carol also pointed out:

| want to improve my pronunciation and communiaatsiills because if | can

understand what others are conveying and replynglish fluently, then | can

have a high sense of achievement. It is a very getfechallenge and | really

want to have this kind of ability. | am just at tiiddle level so | feel that it will
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take a long time for me to achieve my goal. But....uhused to only study

English in order to pass exams. Now | also learglish for myself in order to

gain better ability. | will not only follow the teher’s instructions but also do

extra practice and make extra efforts to achieve gloal.

Similarly, Hank wanted to challenge himself by takian English course which was
designed for students from the English departméatimagined that he would enjoy
this challenge and learn a lot. Gina also exprefisedriew that she knew what her
English level was and how to improve it. She expedierself to continue learning
and to make progress in order to become a personcat speak fluent English. She
regarded this expectation as a positive learningudé, and as a way of being
responsible for herself.

On the contrary, if the learners did not and couolut expect or imagine
themselves acquiring good English ability, therythreght have less aspiration related
to personal competence. For example, Betty refadeinglish as mostly not being
related to her future and Daisy reflected thatidl ot have any extravagant hope for
mastering English like a native speaker. If | do ta&ke a course or no one forces me
to learn English, | will not study it". They woulénd to view an excellent English
competence as an unnecessary or unattainable Hoatefore, they could not be
motivated to engage in learning English by a vissbpersonal competence.

In other words, the students who had a visionest@nal competence pursued
better English proficiency in order to gain a seatself-fulfilment. Thus, learning
English was chiefly for them, and not for otherfiey could imagine themselves
mastering English; they were trying to achieve tiosl and they gained enjoyment
and self-recognition on the road to accomplishmehttheir vision of personal
competence. At the same time, having a vision od@®l competence could be also

related to possessing higher levels of linguistiieriest in English. That is because
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many of the learners considered having a strongguiktic interest as a consequence
of being able to have a sense of achievement vdidming English (see Section

5.3.5.1 for full discussion about linguistic intste

5.3.8.4 Role model

Being a fan of someone might be able to make dhedksire to learn the target
language in order to know more about, be similaortdeel connected to his or her
role model. Nevertheless, the levels of the 88igpénts’ vision of a role model
turned out to be lower than 3.50 according to #sults of the main questionnaire.
This implied that many of the students might not rbetivated to learn English
because they had a role model. When some of themedlttheir feedback in the
follow-up interviews, they claimed that they appa¢ed English culture, such as
songs and movies, but they did not then learn Ehdlecause of their idols or movie
stars. Some explained that they used to have roldels, but by the time they were
interviewed, they were no longer fans.

However, some of the interviewees mentioned tinaty thad role models,
especially their classmates. They envied theirgpedio had good English ability and
wished that they could be the same. For instamaretdflected:

Some of them [his friends and classmates] havéyrgalbd English ability. This

arouses my ambition to surpass them and encounage® learn English. | can

discover what I lack and this motivates me to nakeffort to study English in
order to become a capable person like them.
Gina was also motivated to learn English by hawdnmgle model. She said, “I really
envy my classmates who are good at English. Thayewvan go for learning other
languages! | want to be like them. They are my rot&lel now and this makes me

want to improve my English”. Likewise, Jenny andhkiso made more effort to learn
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English because of their role models. They founat tineir classmates had good
English competence so Kin read English magazinashaer classmates also read
and Jenny went to take other English courses inLdrgguage Centre and a cram
school and tried to watch English movies withouitgles.

Moreover, Angel mentioned that she viewed clipstbe TED website and
admired people who could give an English speecpuinlic. She wanted to be like
them so she was not only motivated to learn Engbsit she also sought to improve
her English ability while watching clips.

Hence, the power of being a fan of someone disteno matter whether the role
model was familiar or unfamiliar. The vision of ale model could prompt the
learners to identify the discrepancy in their Eslglcompetence and motivate them to
learn English harder. Since the students were snéisthg with their classmates at
university, their peers could, therefore, be thefluential role models who helped
them to generate a vision of having good Englidhiesement. Then, without being
requested, their adoration or envy might benefénthwhen they were learning
English actively. As Kin and Mina also suggestdtyt could even feel ‘safer’ or
more involved because they could learn English #igir classmates, who could help

them to discuss issues and allow them to solvel@mubtogether.

5.3.8.5 Integrativeness

The results of the main questionnaire showed tiatparticipants had lower
levels of integrativeness (below 3.50). There wals® no interviewees considering
that they wanted to become similar to British or &ioan people. They might have
interest in English language, people and cultuee Section 5.3.5), travel orientation
(see Section 5.3.6) or a vision of a role modet Section 5.3.8.4), but they were less

motivated by integrative orientation.
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As reviewed in Section 2.3.2, in Gardner’s (198%ory, integrativeness is
concerned with language learners who are motivadedearn a target language
because they desire to interact with and becomdasito the people of the target
community. Therefore, it involves not only linguesand socio-cultural interest in the
target community, but also the recognition of thgeét identity. This is related to the
change or expansion of their original identity antkgration into the target society.
People who have a higher sense of ethnocentrisfear of assimilation may,
therefore, hold the opposite attitude and poinviefv to people who have a strong
sense of integrativeness.

The results showed that the participants mainlgspesed a lower sense of
ethnocentrism and fear of assimilation and a higipgroval of cultural diversity (see
full discussion in Sections 5.3.2, 5.3.3 and 5.3HQwever, it did not necessarily
mean that they would desire to integrate into agliEm community. They tended to
appreciate the difference between different cuftuned be open-minded, while, at the
same time, they had a stronger sense of Taiwadesgity, even though they might
not refuse a possible expansion of their identityder the circumstances, when they
did not have to speak English in their daily lifedadid not feel strongly connected to

English-speaking countries, the students tendéattoa vision of integrativeness.

5.3.9 The Ought-to L2 self

In addition to the Ideal L2 self discussed in frevious sections, learners may
also be motivated to learn English because of aesef the Ought-to L2 self (see
Section 2.3.11 for full discussion about the L2 iaiional self system). When
people have stronger levels of the Ideal L2 sbiytmay often regard themselves as

important selves who take the active role in leagnEnglish and who expect
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themselves to improve their English ability in arde realise their visions. When
people have higher levels of the Ought-to L2 s#lgy may feel the pressure or
expectation from other people or requirements gy thecide to take that advice or
consider the pressure as a responsibility or ofiigpaHence, when people possess a
sense of the Ought-to L2 self, they will then leBmyglish in order to (a) meet others’
expectations or requests (i.e. ‘significant-otheffeat’), (b) to prevent bad
consequences from happening, such as bad marlksjyeegomments, punishment or
losing face (i.e. ‘bad-result prevention’) or (o)receive respect or praise from others,
to be labelled as better-educated or to pleaseftraily (i.e. ‘social approval’).

As shown in the descriptive statistics in Sect®B.1, the 88 participants
reported themselves as having moderately posigvel$ of the Ought-to L2 self
(Time 1. Mean = 3.83 and Time 2: Mean = 3.80). Tean scores remained similar
from Time 1 to Time 2; the difference was non-digant (t = .53, p = .60).
Meanwhile, among these participants, there was igwificant difference between
high and low achievers regarding the Ought-to LUP, s#ther at Time 1 (t = .80, p
= .43) or Time 2 (t = -.30, p = .77). Achievemensocashowed no significant
relationship with this factor (Time 1: r = -.097p43 and Time 2: r = .03, p = .77).

Moreover, if we compare the three sub-categorfethe Ought-to L2 self (i.e.
Significant-other effect, Bad-result prevention é@uakial approval), the mean values
reflect that the participants had higher levelsSotial Approval than the other two
sub-categories, both at Time 1 and Time 2 (seeeTald2). Furthermore, the results
of the paired-samples t-test analysis showed hwalevels of the three sub-categories
did not change over time (see Table 5-43). No Bmmt difference was found
between high and low achievers regarding all tistdecategories, either at Time 1 or
Time 2. Achievement also showed no significant tre@hship with all of the

sub-categories (see Table 5-43 for the statistimadparison of Significant-other effect,
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Bad-result prevention and Social approval).

Table 5-42: Descriptive statistics: Significant-otler effect, Bad-result prevention
and Social approval

Significant Time 1 Time 2
-other effect High Low All High Low All
achievers achievers achievers achievers
Minimum 1.40 1.00 1.00 1.20 1.60 1.20
Mean 3.60 3.77 3.69 3.66 3.67 3.67
Maximum 5.40 5.60 5.60 5.00 5.20 5.20
Standard 0.86 0.86 0.86 0.85 0.80 0.82
Deviation
Bad-result Time 1 Time 2
prevention High Low All High Low All
achievers achievers achievers achievers
Minimum 1.17 1.83 1.17 1.50 1.50 1.50
Mean 3.60 3.76 3.69 3.80 3.70 3.75
Maximum 5.17 5.83 5.83 5.17 5.67 5.67
Standard 0.90 0.83 0.86 0.74 0.85 0.80
Deviation
Social Time 1 Time 2
approval High Low All High Low All
achievers achievers achievers achievers
Minimum 1.00 1.40 1.00 1.00 2.00 1.00
Mean 411 4.19 4.15 4.01 3.97 3.99
Maximum 5.80 5.80 5.80 6.00 5.40 6.00
Standard 0.97 0.96 0.96 0.98 0.88 0.92
Deviation

Table 5-43: Changes and differences in Significardther effect, Bad-result
prevention and Social approval

Changes from Time 1 Differences between high and low

to Time 2 achievers

Significant t=.32

-other effect

Time 1:t= .88, r=-.09
Time 2:t=.03,r=.00
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Bad-result =-.88 Time 1:t=.89,r=-.10

prevention Time 2:t=-.60, r = .07
Social t=2.13 Time 1:t=.39,r=-.04
approval Time 2:t=-.18,r=.02
*p<.05

From the correlation and multiple regression asedyreported in Section 5.3.1,
the results indicated that some part of the Oughtzt self was mainly explained by
Ethnocentrism (positively), Interest (negativelgpglish anxiety (positively) and the
Ideal L2 self (positively) (see further discussaiyout Ethnocentrism in Section 5.3.2,
Interest in 5.3.5, English anxiety in 5.3.7 and ldeal L2 self in 5.3.8). Even though
the Ought-to L2 self could not directly predict HEalg learning motivation, it was
assumed to not only have a relationship with matwaand other motivational
factors, but also be an important factor that mtedi Ethnocentrism (positively),
Interest (negatively), English anxiety (positivebnd the Ideal L2 self (positively).
Therefore, the Ought-to L2 self could have influeran the participants’ English
learning motivation while learning English in mple ways (see Table 5-44). The
dynamic nature of the Ought-to L2 self could alspact on motivation change over

time.

Table 5-44: Possible situations when the Ought-tod_self increases (results from
multiple regression analysis in Section 5.3.1)

Interactions between the motivational factors Posble influences on
English learning motivation

(1) Ethnocentrism +

— Fear of assimilation + — Interest — — Motivation —
(2) Interest — — Motivation —
(3) English anxiety + — Motivation —
(4) Ideal L2 self + — Motivation +

In addition to the statistical results above, i8einterviewees also gave further

comments on the Ought-to L2 self and how this factwuld be influential while they
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were learning English. The following sections wiitcuss what views they expressed
concerning the significant-other effect (see Sech@.9.1), bad-result prevention (see

Section 5.3.9.2) and social approval (see Secti®®3), respectively.

5.3.9.1 Significant-other effect

Some of the interviewees mentioned that they wegeired to study English by
their teachers before entering university. The irtpe of English was emphasised,
especially when they had to prepare for the CollEggance Exam. Some of the
students talked about peer influence. These stademmetimes studied English with
their classmates because they were invited to gostudy group. Thus, they could
discuss the learning materials together in the grand would not be lazy, unlike if
they studied English alone. More importantly, whbka interviewees were asked to
comment on who their significant others were whdarning English, most of them
directly replied that they were their family menmdgparticularly their parents.

Many of the students started to learn English bseaof their parents’ request.
Their parents had expectations of their childred gave their children an advantage
by sending them to a language institution to le&myglish. The children were
expected to have some English ability in order éocbmpetitive at school later on.
This reflects a phenomenon of collectivism in Taiese norms and values (see
Section 1.2.3.2 for full discussion about colleistin). For example, Carol and Hank
were requested to go to an English language itistitwhen they were young. That
was how they started to learn English. Carol rédléc

| went to an English language institution when lsveachild, because my parents

thought that the formal education at school would more rigid and

uninteresting. The institution would offer a lieliclassroom atmosphere and

apply effective teaching methods so | was senetherdearn. It was actually
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quite interesting to learn English there.

Carol had a good start because of her parents’ceafiens and positive learning
experiences; her parents’ request did not leave widr a negative impression.
Nevertheless, Daisy and lan had a bad impressiasedaby how they were forced to
start to learning English by their parents. Daiiyls

| was sent to an institution to learn English witly older sister when | was a kid.

| would say, it was very painful and, not fun dtlscause the class was taught

in English, but | knew nothing about English. Tket$ were difficult and the
teacher was strict! | was almost dead! That wadlyea terrible experience. |

did not want to go, but I had no choice. My paresiit requested me to do so.
lan also indicated that he was forced to go tanatitution to learn English. However,
the obligation made him want to escape learninghbid been punished because he
did not hand in the homework, so he had a negatipeession of learning English. In
other words, parental influence could be criti@dpecially when the students were
young and trying to make a start in life. It wodkhve them with a different
impression of English learning and affect their Estglearning motivation.

On the other hand, many of the interviewees espgeethe view that their parents
encouraged them to study English, but they wouldoegounished or blamed by their
parents if they did not. In particular, they noden lived with their parents and they
were already grown up; the level of parental inflcee had decreased with their age
increasing. As university students, their parentsilel not and could not have many
opportunities to interfere with their learning tomuch, although the importance of
English might be often promoted and reminded. Retaince, Angel cared about her
parents’ expectations. However, that was more ofeacouragement to her; she
admitted that sometimes she did not follow whay thesid. Lily also reflected:

My parents ask me to learn English well becausdi&mgs important and useful.
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Their reminding and persuasion more or less wobksg, | live in the dormitory
now. They are far away from me so | am unable t&xcfmwe English with my
mom.
As a consequence, these students’ parents midlhbesttheir significant others, but
the students were less influenced and obliged é&wyth
Frank was an exception. His parents were his itapbssignificant others while
learning English and he gained from this hugelycbemented:
My parents always encourage me to learn English.ivbm desires to go to
America, so she hopes that | can teach her Englghencourage me to learn. |
have been sponsored by my parents to live in Améoica short period of time.
They have also offered me a good learning environmmed atmosphere at home.
Gradually, 1 have become more interested in leggriimglish and confident in
my English ability. Now | usually watch movies with subtitles and read
English novels because | want to use English méismon my daily life. | will
suddenly talk to my family in English and improwe ability together, such as
forcing my younger brother to have English conveoss with me or emailing
my dad in English because he is working overseas Tibeir encouragement did
not become a burden; they are supportive. At thmestime, | regard learning
English as a habit. Only when you make it a habi ¢&nd your interest in
English enforced, which can further make you learore and happily and get
better.
In other words, the encouragement from his sigaificothers was influential. He
viewed the influence as a facilitating effect. e tmean time, he did not merely learn
for the sake of his parents, but more importaritylearned English for himself. He
was an active learner and even became his fansilyrgficant other.

Overall, significant-other effect could motivateetlearners to learn English,
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especially when they considered others’ expectatambeing important and helping
them. However, significant-other effect did not ajw benefit English learning, since
the learners might feel the pressure or dislikesttrese of obligation. Additionally, the
levels of significant-other effect could be dynamidis was not significantly shown
in the findings of the main questionnaire, while thon-significant change could
result from the timing of the first and second dioesaire surveys, since the change

was mainly found before the students entered usityer

5.3.9.2 Bad-result prevention

All of the interviewees indicated that they feitferent levels of pressure from
exams and courses. No matter how they felt, thestiméound that pressure was not
interesting and even made it painful. However, lideo to prevent bad results from
happening (e.g. low exam scores), pressure endldad to actually put effort into
studying English so it worked immediately and difezly and impacted their English
learning motivation. Meanwhile, they also admittedt their English ability might
not be improved to a major extent, since sometittmeg might only want to pass their
exams. Hence, pressure could be both facilitating debilitating to them: their
English learning intensity might be raised, butitHeesire to learn English and
Attitudes towards learning English could more @sleeduce due to them being under
heavy pressure.

For instance, Betty and Daisy studied English hgabecause they needed to
pass exams. They did not want to continue learginglish once they no longer had
pressure from their exams and courses. Daisy coteaien

| used to try to study English, especially training listening skills via watching

English films and listening to English broadcasecéuse | needed to pass the

College entrance exam. | even went to a cram sclovatxtra training. Now |
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study English still because of scores and coursggaments. After this required
English module, | do not want to take another Estgltourse. But... | may still
take another interesting English course becausaolkthat if | do not take any
course, then | will not be able to study Englishadlf even though taking a
course may be stressful... Um... if there is no presisom exams or courses, my
English ability will become worse.

Betty also confessed:
From the past up to now, | have only studied Ehgls passing exams. | only
memorise vocabularies and grammar usages befote tawl it is only in my
short-term memory so | think that my English apiig actually very bad. | know
how to read and write, but my oral and listeninglslare totally awful. Now the
teacher of the English module wants to ask us swan her questions and to
speak English in class. It was really terrible asttessful. | did not understand
what they were talking about in English and hateel tommunication training.
Thus, | often did not get involved in the practiaed sometimes | would chat to
my classmates instead. Well... So far | have notusrteted that much difficulty,
but | felt pained while learning English and prepay for passing exams. | think
that it is useless and a waste of time to do ainagxactice for learning English,
since | only need it to pass exams. | will stopngkhe course and cease to learn
any more English after this module ends.

In other words, these students regarded passingexs a duty and they did not

particularly have other high levels of motivatiof@ttors that motivated them to learn.

They mainly studied English to meet the demandgheir exams and courses.

Meanwhile, their communication anxiety and exam a&odrse anxiety could be

raised due to pressure from exams and coursesfofimer anxiety might decrease

their English learning intensity and the latter i@bx might increase the learning
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intensity (see Section 5.3.7 for full discussionattEnglish anxiety). They could also
felt pained and lessened the levels of their Detirdearn English and Attitudes
towards learning English. Hence, bad-result pregartould not only influence their
English anxiety, but also impact their English féag motivation to a large extent.

On the other hand, many students would also sEmdjfish because of pressure
from exams and courses, although this reason nmighbe their main purpose for
learning English. They could have high levels ofiest motivational factors, yet
pressure could be considerably influential andogiffe, since they were unwilling to
see that the level of their English competence deaeased. They might complain
and feel stressed, as they might still need presturraise their English learning
motivation. After all, they do not use English ireir daily life so they might need an
extra external force to urge them to learn.

For example, Angel and Eva had interest in Engliginted to travel abroad and
perceived having good English ability as possesaingpable and positive self-image
and advantage. Therefore, they expected themsdtvebave superior English
competence in the future (i.e. higher levels oélest, Travel orientation and the Ideal
L2 self). At the same time, they considered pres$wom exams and courses to be
facilitating, in case of laziness. Thus, they werativated to be involved in learning
English by different motivational factors. As Angeflected,

English is very important and | am interested iarfeng it. It brings me a sense

of achievement. | also want to travel abroad. Alijlo my job may not need it, |

care about my parents’ expectation. [...] | feel thdtave not concentrated on
studying English for a long time. | am afraid thmy English ability will sneak
away! | do not want to lose my advantage! So...lIkeiép learning English and

I will continue taking English courses next yedrisTwill help me to improve my

English... well, at least to maintain it!
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In other words, many of the interviewees would tBkglish courses in order to make
them keep on learning, otherwise, they might bg &am not make progress. As Carol
and Kin also reflected, they disliked being undeavy pressure, such as during high
school, and felt that it was more interesting whearning English at university.
Nonetheless, the peak level of their English abiitas when they were in high
school.

Under the circumstances, whether the studentsdedgpressure from exams
and courses as a responsibility, useful learninghate or the main purpose of
learning English or not and whether pressure weititéding or debilitating to them,
they mostly had experience of bad-result preventidiheir experience also

subsequently affected their English anxiety andliBhdearning motivation.

5.3.9.3 Social approval

As previously discussed in Section 1.2.3.2, Tamganpeople tend to protect
their face, self-image and self-esteem, therefachjeving social approval, such as
receiving good comments or showing that they arlk-edeicated, may motivate the
students to learn English. They may care about bivers perceive them. According
to the interviews, the 13 interviewees had dissimilpinions about whether gaining
social approval was important to them while leagriimglish or not.

Some of them viewed winning social approval asrdiluential and important
English learning motivation. For example, lan and #ought that people who have
good English ability have a better social statud awaluation. As lan commented,
“those who are equipped with good English competerceive better comments and
they can get promotions in their job more easiljteA all, English is the most
common language in this world. Therefore, Englishnnportant to me.” Kin also

reflected that if her English was not good, thea slould feel that she had lost one
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professional skill. She hoped to possess compégtegiish ability. She said:

If a person is good at English, it is better beatise person will be marked as

well-educated and will have a higher social statusnvy those who are good at

English. They make me feel that they are capabieaavesome. This motivates

me to be like them and improve my English.

Similarly, some of the students also cared abocibsapproval, even though this
was not their major reason for learning Englishr. iRstance, Eva and Jenny enjoyed
learning English and gained a sense of achievembeii¢ they learn English. Higher
social status and praise from others would motith&en to learn, but these extra
benefits were not their focus. Carol also expressrdview that “Everyone admires
classmates who have good English proficiency. Sb thope that | can also become
a person who can be adored by others, althoughighim®t the main point that is
motivating me to learn.”

On the other hand, some of the interviewees felatgwhen they received praise
from others. Nevertheless, earning social approxgsd scarcely related to why they
wanted to improve their English. As Daisy studieyish for passing her exams and
as Mina learn English to acquire a sense of achmemg they both reflected that
learning English was being conducted regardlessaafial approval. Frank also
commented that “although sometimes | care aboutetean results and feel good
when | receive positive comments, | cannot leargligh well solely because of these
reasons. | learn English for myself, not for plagsothers.” Hank gave his opinion as
well:

| want to reach a high level of English. | thinkatH like learning languages. |

am capable of learning them. | also want to leararfeh because | love reading

literature. [...] The praise and recognition for myn@ish achievement from

others is not that valuable or critical. This mag because I'm grown up now. |
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learn English for myself, not for pleasing others.

Consequently, not every interviewee valued thuanfce of social approval on
English learning motivation. Nonetheless, this ddug influential, since it worked for
some people and since most of the intervieweegtitdhat they would feel happy if
they were praised. This could have a positive eftet English learning to some

extent.

5.3.10 The L2 learning experience

In addition to the above eight motivational fastadentified from the surveys of
the main questionnaire and interviews, the researalso conducted a short weekly
guestionnaire survey and classroom observation raleroto examine the 13
participants’ English learning motivation and exeece, especially in the classroom
setting. The L2 learning experience is another ifgod dimension in Dérnyei’'s L2
motivational self system, along with the Ideal l&f and the Ought-to L2 self (see
Section 2.3.11 for full discussion about the L2 ivattonal self system). Hence, the
following sections will report the results of théost weekly questionnaire and
classroom observation and the participants’ feekllmmut their English learning
motivation, experience and behaviours, respectively

Firstly, the researcher will present the resuftthe weekly questionnaire survey
and classroom observation (see Section 5.3.10dt, khe researcher will elaborate
the interviewees’ opinions about their English teag experience and why they had
certain English learning motivation and classroahdviours during term. The report
will cover the four sub-categories of the L2 leamhexperience as follows: (1) Mental
and physical conditions (see Section 5.3.10.2) L&Yrning experience (see Section

5.3.10.3), (3) Test and learning results (see &@&i3.10.4) and (4) Environment (see
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Section 5.3.10.5).

5.3.10.1 Weekly feedback and classroom behaviours

The weekly survey was conducted 14 times duriegatitumn term (Week 3 to
Week 16). The short weekly questionnaire used eamtk was the same each time
(see Section 3.5.2 for the full discussion abowet short weekly questionnaire). It
contained five 6-point Likert scale questions apdce for the participants to write
down any comments freely. Three of these questisiked the respondents to express
the strength of their English learning motivatio@mely English learning intensity,
Desire to learn English and Attitudes towards lesyrEnglish. The remaining two
guestions were related to how they enjoyed and rstated the course (i.e. the L2
learning experience). The 13 participants were estpd to fill in this short
guestionnaire each week after class, except folk\Weand Week 10 when they had
their midterm exam (see the summary of the pagtmp each week in Table 5-45).

Table 5-45: The participation in the weekly survey

Week Number of participants

Class X Class Y Class Z Total
3 4 5 4 13
4 4 5 4 13
5 4 5 4 13
6 3 (absence: Betty) 5 4 12
7 4 5 4 13
8 4 4 (absence: Gina) 4 12
9 3 (absence: Carol) 5 Midterm exam 8
10 Midterm exam Midterm exam 4 4
11 4 5 4 13
12 4 4 (absence: Frank) 4 12
13 4 4 (absence: lan) 4 12
14 4 4 (absence: Frank) 4 12
15 3 (absence: Betty) 5 4 12
16 4 5 4 13
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Class X: Angel, Betty, Carol and Daisy; Class YaE¥rank, Gina, Hank and lan;
Class Z: Jenny, Kin, Lily and Mina

The researcher added the participants’ respomsea!fthe items in each factor
from the questionnaire and then calculated the m&he internal consistency for
both English learning motivation and English leaghiexperience was checked by
calculating Cronbach’'ss in SPSS. Both values were above .70 (English ilegrn
motivation: Cronbach’sx = .85; English learning experience: Cronbaah’s .83).
The results of the analysis of the level of thedehis’ English learning motivation
and experience during the term from the five qoestaire questions are shown in

Table 5-46 and Figure 4.

Table 5-46: Descriptive statistics: English learnig motivation and experience

English learning motivation English learning experence  Week of
Min Mean Max  Std. Min Mean Max Std. absence

Angel 400 464 533 035 450 512 550 030 NA

Betty 100 185 3.00 064 100 218 4.00 096 Weeks 6
& 15

Carol 333 389 433 033 300 404 500 062 Week9

Daisy 233 346 433 055 300 392 450 057 NA

Eva 433 485 567 037 300 377 450 044 NA

Frank 3.00 352 400 035 300 373 450 052 Weeks
12 & 14

Gina 400 439 500 028 300 438 500 064 Week8

Hank 3.00 390 400 021 250 354 450 056 NA

lan 400 522 6.00 057 400 467 500 033 Week13

Jenny 433 487 533 032 300 431 500 052 NA

Kin 267 384 433 052 350 423 500 048 N/A

Lily 367 462 533 047 300 381 450 038 NA

Mina 433 456 500 029 400 481 500 038 NA
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Figure 4: Means for English learning motivation andEnglish learning experience
from the weekly survey (the interviewees are showas their initials)

In Class X, Angel and Carol had positive means loth motivation and
experience over the 14 weeks. Daisy had a pogitigan for experience, while she
had a negative mean for motivation. Only Betty'sam® for motivation and
experience were both below 3.50. All of these fetudents had higher levels of
experience than motivation. In addition (see Figseand 6), the levels of Angel's
motivation and experience changed less diversely thid the other three students’

during the 14 weeks.
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Figure 5: Means for English learning motivation eab week (Class X)
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Meanwhile, only Angel maintained positive levels fmth motivation and experience

in each week. The others’ minimums

were below 3.50.

In Class Y, all of the students had positive metorsboth motivation and

experience over the 14 weeks. Among them, only kraad higher levels of

experience than motivation; the other four studdwatsd higher levels of motivation.

Moreover, the levels of their motivation seemedoesimilar during the 14 weeks

(see Figure 7). The levels of their experience gadmore diversely (see Figure 8).
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Figure 7: Means for English learning

motivation eab week (Class Y)
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Figure 8: Means for English learning experience edcweek (Class Y)

In particular, Frank and Hank had a minimum lowsant 3.50 for motivation. The
four students, except for lan, they had a minim@how 3.50 for experience.

In Class Z, all of the students had positive mefmsboth motivation and
experience over the 14 weeks. Among them, JennylLdgdhad higher levels of
motivation, while Kin and Mina had higher levels @tperience. Furthermore, the
levels of their motivation seemed to be similaridgithe 14 weeks. Except that the
level of Kin’s motivation had increased from Weeko3Week 5 (see Figure 9). The

levels of their experience changed more diverssde Figure 10).
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Figure 9: Means for English learning motivation eab week (Class Z)
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Figure 10: Means for English learning experience edn week (Class Z)

In particular, Kin was the only one who had a miam lower than 3.50 for
motivation; the three students, except for Mingythad a minimum below 3.50 for
experience.

In sum, two out of the 13 participants had a mealow 3.50 for motivation and
one had a mean below 3.50 for experience over4heekks. For six students, their
mean for motivation was higher than their meaneigperience, while for the other
seven students, the opposite was the case. This lefvéheir motivation seemed to
change to a smaller extent during the 14 weeks. ddew the levels of their
experience seemed to change more diversely. Irtiaddsix of the learners had a
minimum lower than 3.50 for motivation and 10 leashad a minimum below 3.50
for experience. This could imply that there couddrbore instances where they might
be unsatisfied with the learning content and teagmethods (see full discussion in
Section 5.3.10.3) or with their learning resuliese($ull discussion in Section 5.3.10.4).
Besides, all of their feedback about the quamatindings above was asked during
their interviews. Their opinions and free commegiigen in the blank space on the
guestionnaire will be discussed together in Sesti5:3.10.2, 5.3.10.3, 5.3.10.4 and

5.3.10.5.

216



Next, the following paragraphs will report the ukks of the classroom

observation. The same 13 participants were obsewieg in class in order to gain

further insights into their learning behaviours.eTduration of each observation was

100 minutes. Their classroom behaviours were cadéldcategorised into four types:

Motivated behaviours of concentration (MC): e.ding notes

Behaviours of lack of concentration (LC): e.g.ifadl asleep

Motivated behaviours of participation (MP): e.gspending to the teacher

Behaviours of lack of participation (LP): e.g. m&tting involved in activities

Table 5-47 gives the descriptive statistics thawsthe frequency of the occurrence of

each type of behaviour across the two rounds &fsote@m observation. The higher

the number shown, the more frequent the behavieosrded (see Section 4.3.2 for

the details of the whole list of coded behaviouding and how the frequencies were

arrived at.)

Table 5-47: Frequency of observed behaviours durintyvo rounds of observation

First round observation

Second round observation

MC LC MP LP MC LC MP LP
Angel 16.00 64.00 67.00 0.00 49.00 59.00 49.00 0.00
Betty 13.00 107.50 48.00 0.00 37.00 118.0042.00 0.00
Carol 15.00 2750 46.00 0.00 55.00 79.50 42.00 0.00
Daisy 29.00 96.50 47.00 0.00 48.00 96.50 41.00 0.00
Eva 9.00 4950 65.00 1.00 30.00 6150 59.00 1.00
Frank 0.00 53.00 46.00 8.00 Frank was absent that day.
Gina 9.00 49.50 104.00 0.00 26.00 74.00 96.00 0.00
Hank 0.00 53.00 60.00 1.00 5.00 7550 47.00 12.00
lan 1.00 92,50 69.00 0.00 19.00 137.066.00 0.00
Jenny 6.00 83.50 88.00 2.00 6.00 92.00 74.00 3.00
Kin 3.00 95,50 87.00 0.00 0.00 83.00 64.00 7.00
Lily 1.00 82.00 82.00 4.00 2.00 95,50 67.00 6.00
Mina 5.00 86.50 88.00 0.00 3.00 70.00 66.00 6.00

MC: Motivated behaviours of concentration; LC: Beloars of lack of concentration;
MP: Motivated behaviours of participation; LP: Belwars of lack of participation
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In general, the students were listening to whairtieacher instructed and
participated in learning and practice. It shouldhbéed that the instances of MC were
only recorded when they were taking notes. Nevitise the instances of LC were
recorded more frequently, since their behaviourseweore easily and directly
identified, such as eating food, talking to théassmates or falling asleep. Thus, the
numbers of LC instances were higher than the coredI€C.

Among these participants, some of them had higantes of LC (over 90
instances during 100 minutes). This was becaus®¢fty kept fixing her hair and
sometimes was absent-minded during both rounds lsfergation; (2) Daisy
sometimes was absent-minded and was falling asleepg both rounds observation;
(3) lan kept touching his face and sometimes wan && be talking to others; he got a
cold at the second round of observation so he sorestwas absent-minded and
sniffed often; (4) Jenny and Lily sometimes werkkitg to others and yawning
during the second round of observation and (5) $Gmetimes was talking to others
and falling asleep during the first round of obsgian.

After each observation, all 13 participants wergher interviewed. They were
asked to explain why they had certain behaviouth w&istimulated recall protocol
(see Section 3.5.4 for the full details). Theirdieack will be reported in the following

sections.

5.3.10.2 Mental and physical conditions

According to the 13 interviewees, they reflectadttthey would come to the
English classes as often as they could. Among teeskents, five of them showed a
record of absence (see Table 5-46 in Section 5B8.10arol and Gina indicated that
they were very sick so they were absent that dayGiha commented, she would not

come to the class if she was too busy, tired d. €arol also admitted that “I would
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come to the class as often as | could, unless Isigksand felt very uncomfortable.
After all, I would feel impolite to the teacher ahdould also be recorded as absent
in her notes. This will influence my scores.” Likie®, Betty, Frank and lan pointed
out that they were all very busy and not in a gooddition when they were absent.
Betty said that although she was very busy, shddmoyito come to the class because
she would be afraid that there would be a teshtpkiace unexpectedly. Nevertheless,
she might not concentrate on the learning. Franktioreed that he had part-time jobs
so sometimes he would feel too tired to come tocthss. lan felt the same way. He
reflected:

If my mental and physical conditions were bad, uldmversleep and miss the

class. | am very busy. My life is filled with mawents, such as social activities

and part-time jobs. However, compared to other ecisj | have shown up quite
often in the English class, ha ha.
In other words, their mental and physical condsianfluenced all these five students’
English learning motivation to a great extent.

Furthermore, the learners’ mental and physicallitmms would not only affect
their willingness to attend, but also impact thgdassroom learning motivation and
behaviours. Most of the interviewees expressedviénw that they had a busy social
life and tight learning schedules from differentdutes. Thus, they would sometimes
felt tired both mentally and physically, which cduhfluence their motivation and be
directly noticeable in their behaviours. For instanthey would be not that active in
learning and would feel sleepy or even fall asledpen they were tired. As Kin
commented, if she was in good condition, she wdetl in a mood for learning,
while if she was tired and her mind was full of sthing else, she would be
absent-minded. Daisy and lan also reflected thair ttearning motivation and

behaviours were heavily influenced by their comaitiDaisy said:
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If I have enough sleep, | will feel happy about cwnto the class, otherwise |
will feel impatient, sleepy and not in the mood &mncentrating. After all,
English is not my main subject and | am not patéidy interested in it. If | was
busy studying other subjects or doing homework staged up late the night
before, | lose focus easily in class the next day.
Similarly, lan pointed out that if he was in gooahdition, he would feel energetic
and take a front seat; his learning behaviours @aigo be more active and involved.
On the contrary, he would take a back seat andalsiye in learning when he was
down.

As a consequence, if the learners were in goodliton, then they would be
more ready for their learning and be willing to getolved and make some effort.
They would also be likely to attend and display enactive behaviours in class. The
mental and physical conditions could, thereforeecf their English learning
motivation critically, especially English learningensity and Desire to learn English,

and subsequently affect their learning behaviours.

5.3.10.3 Learning experience

Overall, the interviewees shared their classroeamning experience in relation
to two aspects: one was the topics and trainingmealin class, and the other was the
teacher’s teaching methods. These two main aspemitd not only influence their
in-class English learning motivation and behavipimg also affect the motivational
factor of English anxiety (see Section 5.3.7 fdrdiiscussion about English anxiety).

(1) The topics and training covered in class

First of all, the students commented on the difficof the course.
Some of them thought that the course was too easyared to what they were

taught at high school. Even though the level of diféculty had been gradually
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increased, when they were interviewed at the secomad (after the course ended),
they still expressed the view that they wanted nudra challenge, especially related
to the communication training (i.e. the oral argldning practice). For instance, Eva
wrote in her feedback on the questionnaire:
| need more communication training. The teacher wayg asking us to practise
conversations with our classmates (the dialoguesewerovided in the
textbook).We were just repeating the dialogues thigl was not interesting so
sometimes | wanted to skip the class. | still coonide class, but it is harder for
me to concentrate.
Frank and Hank also expressed the similar view thhén they were taught
something that they already knew, they might themlbsent-minded and start to think
about something else. As Hank reflected:
| try to come to the class, but the course is ta&ydor me. It is good to train our
communication skills in class. However, | need naidra challenge. | would be
more concentrated during the conversation practieghile | might be
absent-minded when the teacher keeps on instruabogt what | know already.
The course was not motivating me to learn.
Meanwhile, Lily also commented that, to her, theirse seemed to be more like
reviewing what was taught at high school, which was stressful but also not
interesting. She required more practical trainieg¢h as training her writing and
conversation skills. She would be more motivatedeton if these kinds of training
were offered in class. Under the circumstances Etiglish course could not enable
these participants to gain a sense of achievenwdnth would not benefit their
linguistic interest (see Section 5.3.5.1) or thealdL2 self (e.g. academic progress,
future career and personal competence, see Séc8@), even though their English

anxiety might decrease. At the same time, the le/iese students’ English learning
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motivation was not raised and even dropped. Theyldcalso display more
behaviours of lack of concentration.

In contrast, some of the interviewees thought tinatevel of the course was fine
for them. Sometimes the topics were easy and sprastihey were difficult. For
example, Jenny commented that “the level of thengmatical instruction was easier
than the one at high school. However, the contenthe course book was all in
English and example sentences were provided, whashvery useful.” Nonetheless,
they reflected that the communication training wasd for them, since they did not
have enough training before. This resulted in a mstheir English anxiety, which
subsequently impacted their English learning maitiva To some of them, they had
higher levels of the Ideal L2 self, which helpedrthto identify their discrepancy and
have higher expectation. Thus, they accepted ftifieuti task and were motivated to
learn in order to get improved. Their exam and sewanxiety might continue existing,
but their communication anxiety could become loaféer a period of time in training.
Less communication anxiety was also believed t@ libé learners to raise their
learning motivation to some extent (see Section75l3 Nevertheless, to some of
them, they felt stressed and pained and wantetvéoug learning. As Betty reflected:

| was so stressed when | was asked to do the iigfeand speaking practice. |

hated the practice because | could not understahdt\wthey were talking about
and did not know how to reply. I would be absenteed, thinking about
something else and not involved, and sometimesildxahat to my partner. | do
not want to study English after class, unless thatebe a test in the next class.
| will not take another course after this modulelen
In other words, all of these students experienaedesEnglish anxiety, which they
reacted differently to when they were confrontedhwhe difficulty, which affected

their English learning motivation. In the mean tjnibeir behaviours were also
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influenced by the learning content.

On the other hand, the 13 interviewees commentedmy on the level of the
course, but also on whether the topics coverethssavere interesting or not.

Many of the students mentioned that when theicheataught about something
related to socio-cultural topics, they felt thag tlass was interesting and motivating,
while when the teacher kept on instructing themualtioe grammar or asked them to
do the tasks in the textbook for a long time, tiely bored and unmotivated. For
example, Carol reflected:

| feel that the teacher spent too much time onemtimg the homework. It was

boring, which made me easily distracted. | hopé tha teacher can add more

activities, provide an additional reading list amdmbine more trending news
and cultural learning to the material. Then | woldd more motivated and active
while learning.
Gina and Kin also said that when the teacher omlylagned the articles in the
textbook, such as analysing the grammar, strucnce vocabulary, it was not that
interesting. They felt more motivated to learn whikea teacher added some related
socio-cultural knowledge or stories in between.sThiould draw their attention,
making them more focused again and prompted therartbnue learning.

Hence, whether the learning content was intergsiimnot would both influence
their motivation and behaviours in class. Since ynafrthe students had higher levels
of socio-cultural interest (see Section 5.3.5.2)l @mjoyed cultural learning (i.e.
higher levels of Cultural diversity, see Sectio.8), if the learning materials were
related to these issues, their English learningivatdn would be raised and they
would be more involved and focused.

(2) The teaching methods

In addition to the topics and training coverecaliass, the other main aspect was
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the teaching methods used. Many of the students gasitive comments on their
teacher’s lively teaching style and the commumeatapproach applied in class
because there were interactions between the teacteistudents. They were also
provided more opportunity to actually speak Englishthe same time, pairwork and
role play were also good teaching methods utilisedlass. For example, Jenny
reflected:
Compared to the English course at high school ghegre more interactions and
discussions in class at university. The teacher lavoask questions and
encourage us to answer her questions by addingtqolair-work and role
playing were also motivating. | could learn and noe English together with
my partner. It was very interesting to prepare floe role play. | have learned a
lot and after the performance, | also got a serfsachievement. However, | wish
that the teacher could be more vibrant when she tgashing the grammar,
otherwise, | feel sleepy.
Carol, Gina, Kin and Lily also expressed the vidattthey enjoyed the interactions
and communication training. They were motivatedet@rn and participate in class.
Although a few of the students, such as Eva anckHhought that the teacher could
still have more interaction with the students arakenthe atmosphere livelier, to them,
the course was acceptable. They seemed to expscirtan the course because they
regarded the teacher-centred approach as a comhemomenon in Taiwan and they
were used to it. They appreciated that there weraesinteractions between the
teacher and students, yet they expected more.Her avords, many interviewees
tended to view the communicative approach as avatatg approach. Even though
the communication training could raise their Erglenxiety, they anticipated that
they could improve their oral and listening skill$iey could also be more active and
involved in learning in class.
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Moreover, many interviewees also talked about tiey were taking notes (i.e.
motivated behaviours of concentration, see Sechi@l10.1). The most common
reasons were because (a) what the teacher said beuksted in exams and (b) the
content was interesting and useful. For instanig,pointed out:

Sometimes it was difficult to follow what the tezrckaid, because the contents

might be boring, such as grammar, and she miglt ahlout one section in one

moment but suddenly jump to another section. Whenemphasised what she
had taught was important by saying ‘this is impattar ‘this could be often
tested in exams’, then this would draw my atterdiiod | would take a note.
As a result, the students’ motivation and the nad&éd behaviours of concentration
and patrticipation could be critically influenced tine teachers’ teaching methods.

All in all, no matter the topics and training coe in class or the teaching
methods used, the participants’ teachers were thbsetook on the decisive role that
motivated the students to learn English in the stta@m setting. If the learning
content met the learners’ needs and was interestimd)if the teaching methods were
motivating which made the atmosphere lively, thiea $tudents would have higher
levels of English learning motivation and perfornons motivated behaviours. The
levels of the students’ communication anxiety coallsb be reduced, once they felt
that they had a supportive environment and oppiytuo practise. This would
subsequently raise their English learning motiva@gain. That is, the teacher could
maximise their potential to create a virtuous eirdHowever, the results suggested
that the English course might not meet some of plaeticipants’ needs and
expectations, and the students might encounteridbnginxiety and insufficient
teacher-student interactions. Their feedback, tmesextent, reflected (1) why the
results of the short weekly questionnaire surveynsd a larger number of negative

(below 3.50) minimums for English learning expeden(2) why the records of the
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classroom observation showed high instances ofvi@ing of lack of concentration
and (3) why the results of the main questionnain@esy showed that the means for
‘Anticipation’ (one sub-category of Desire to leafnglish) and ‘Course’ (one
sub-category of Attitudes towards learning Englisleye both negative (see Sections
5.2.3 and 5.2.4 for full discussion about these $wb-categories) at both Time 1 and
Time 2. The mean for Anticipation even decreasgdiicantly from Time 1 to Time

2.

5.3.10.4 Test and learning results

As discussed previously in Section 5.3.9, theruitgvees might have some level
of the Ought-to L2 self. This implied that they i@gare about their test and learning
results so they were motivated to learn Englishth&tsame time, their achievements
would also subsequently influence their Englishrigay motivation. Many of the
students indicated that if they could gain a sesfsachievement from their test and
learning results, they would feel motivated to awm learning English; especially
this sense would further contribute to building thpir confidence and self-efficacy
(i.e. two sub-categories of Desire to learn Englste Section 5.2.4). For example,
Eva and Frank both had positive learning outcomééch enabled them to establish
strong confidence and self-efficacy. Therefore, nitigey got unsatisfactory exam
scores sometimes, they were not defeated. TheiidBrigarning motivation was less
influenced. As Eva commented:

When | was in Grade 3, | was bad at English sotétdd&nglish. However, | have

got better scores ever since, so | have gainechaesef achievement and turned

to liking English. Now | really enjoy learning Emgi and want to learn it well!

[...] | am not satisfied with the exam result thime. | am still capable of

learning and | am confident in my English abilitywas just not well-prepared

226



for what the exam covered.
Frank also reflected:
When | went to a foreign country, | found out tirgt English ability was not bad
and this built up my confidence. Then, | have baetivated to keep on learning
English. | think that | am good at learning it. hjey chatting to foreigners,
because | can understand what they are trying tovey and they can
understand me when | express myself. This bringa semse of achievement.]...]
| am not satisfied with the exam score. | thinlould do better. This result was
not consistent with my English competence.
In other words, their English learning motivatiomsMess affected by their negative
test and learning results, since they had consduanough confidence and
self-efficacy. They still kept on making their affe to learn, since they could mostly
acquire a sense of achievement from learning Bmnglis
On the other hand, many interviewees were stillggfling with their test and
learning results when it came to improving theirgksh ability. For instance, Lily
shared her view as follows:
| can learn Korean efficiently. | have not learnigdor a long time, but the level
of my Korean is even better than that of my Engiisi. | have no confidence in
my English ability. | really want to learn Englistell; however, | feel that | seem
to be unable to do it.
Hence, her negative English learning results calddrease her English learning
motivation. Carol also admitted that when she hapbad learning or test outcome,
she gained a sense of achievement, which was miagviaer to learn. Nonetheless,
when a task was too difficult for her, she wouladnstimes give up learning easily.
She said,

| really want to have good English competence. Whdrave made some
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progress, | have a sense of achievement. But... gethpga mathematics,

English is often unable to give me a sense of aehient. | do not understand

why | always cannot seem to get a good exam stbis.makes me have lower

confidence in my English ability. | used to tryé@d an English novel. However,
it was too difficult for me. | needed to keep stogpto look up words in the
dictionary, so | gave up reading.
As a consequence, test and learning results caiildence the learners’ English
learning motivation to a large extent.

In contrast, some of the interviewees were aftedte their negative test and
learning results. Nevertheless, they did not gipéout kept on trying to improve. For
instance, in the first round of interviews, Daisymomented that “my English exam
scores were really unable to bring me a sense lieaement. | did work hard on
studying it, but it was useless. Thus, | have lamfidence and dislike English.”
Nevertheless, a few weeks later, she wrote somenemts on the questionnaire:

After the mid-term exam, | found out that my Eighbility was really bad. |

needed to rescue it. Therefore, when | went to Ehglish class today, |

concentrated and was more focused than before. hamsure whether | can

continue my active and enthusiastic learning efortl attitudes, but | do feel

that | have learned a lot from this class and | maot that disliking learning now.
In other words, when the students could not gaiy sense of achievement from
learning English, their learning motivation decexhs They might behave more
passively as well, unless they did not give upnigyimotivated by other reasons, such
as bad-result prevention). Meanwhile, their lingaignterest might subsequently
reduce since they could not gain a sense of aamiene(see Section 5.3.5.1 for full
discussion about linguistic interest). On the camnytrwhen the learners could obtain a

sense of achievement, this contributed to incrgatbiair English learning motivation,
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especially when it came to building up their coafide and self-efficacy. Their
learning behaviours might also be more involvedlass, and their linguistic interest
could be raised. They might even be affected lgghd negative results. In short, the
students were in need of a sense of achievemeablissied from their test and
learning results; the achievement would be an rmgpand motivating force in their

English learning.

5.3.10.5 Environment

All of the interviewees expressed the view thatytbesired a better environment
to have more opportunities to actually use Engksipecially when it came to training
their speaking and listening skills. After all, yhdid not have to communicate with
others in English in their daily life; only threéthem had experience of living abroad.
Mostly, the students practised their communicatgkills in the English class.
However, as discussed earlier in Section 5.3.18a8)y of them felt that the practice
was insufficient. In particular, a supportive eoviment was believed to lessen
communication anxiety, which could subsequentlysgatheir English learning
motivation (see Section 5.3.7.1 for full discussaiout communication anxiety). In
reality, their English class was only 100 minutes week and it was not full of
communication training. As Kin also remarked, “h@rere too many students in one
class so the teacher was hard to take care of @wvery oral practice and the training
was still not enough to a tremendous extent.”

Thus, the students were trying to create an &tigdish learning environment by
themselves, since they pointed out that if they mbtl use English very often, then
their level of competence decreased quickly. Thegrewmotivated to learn by
different motivational factors to a different exteGonsequently, a few of them would

practise having English conversations with themifg or classmates. Some of them
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went to English talks or watched clips of speeah@ine. Some would try to read
English news or books or take other English languamurses. Most of them would
watch films or TV shows and listen to English sarggen though Taiwan is not an
English-speaking country, and even though theitrgifrom the formal education at
school may need to be improved, the interviewee® weaking an effort to expose

themselves to learning English.

5.3.11 Concluding remarks on research question 2

In Section 5.3, the researcher reported and disdughe results of the
motivational factors that influenced the strengthth@ participants’ English learning
motivation. Firstly, seven motivational factors weidentified from the main
guestionnaire, namely (1) Ethnocentrism, (2) Fdaassimilation, (3) Interest, (4)
Travel orientation, (5) English anxiety, (6) theedd L2 self and (7) the Ought-to L2
self. If we compare the seven motivational facttine, mean scores from the highest
to the lowest were Travel orientation > Intereshe Ideal L2 self > English anxiety >
the Ought-to L2 self > Ethnocentrism > Fear of mdstion, both at Time 1 and Time
2 (see Table 5-48).

All of the scores of the motivational factors walsve 3.5 on the 6-point Likert
scale, except for Ethnocentrism and Fear of assiioil. In addition, except for the
Ought-to L2 self, all of the other six motivationéctors showed significant
difference between Time 1 and Time 2; their meamescall decreased. Furthermore,
all of the motivational factors showed no signifitdifference between high and low
achievers and no significant relationship with agement, either at Time 1 or Time

2.
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Table 5-48: Means for the seven motivational fact®; ranked in order

Ranking of Means Changes

Differences between high and low

from achievers and relationships between
Time 1to each component and achievement
Timel Time2 Time?2 Time 1 Time 2
Travel 1 1 t= H=4.76 H=451
orientation (4.70) (4.39) 3.68*** L=4.66 L=4.29
t=-.45 t=-.95
r=.05 r=.10
Interest 2 2 t=3.06"* H=4.73 H=4.52
(4.57) (4.35) L=4.43 L=4.20
t=-1.78 t=-1.81
r=.19 r=.19
Ideal L2 self 3 3 t= H=4.49 H=4.24
(4.44) (4.14) 5.16%** L=4.40 L=4.05
t=-57 t=-1.21
r=.06 r=.13
English 4 4 t= H=4.05 H=3.77
anxiety (4.11) (3.84) 3.49%** L=4.16 L=3.90
t=.58 t=.60
=-.06 =-.06
Ought-toL2 5 5 t=.53 H=3.76 H=3.82
self (3.83) (3.80) L=3.90 L=3.78
t=.80 t=-.30
=-.09 r=.03
Ethnocen 6 6 t=224* H=3.25 H=2.93
-trism (3.16) (2.97) L=3.07 L=3.01
t=-1.06 =-.46
r=.11 r=-.05
Fear of 7 7 t=2.63* H=290 H=2.59
assimilation  (2.97) (2.70) L=3.04 L=2.80
t=.77 t=1.02
r=-.08 r=-.11

*p <.05; **: p <.01; ***: p <.001; H: high adbvers; L: low achievers

Secondly, the researcher reported the findingermgéed from the correlation and

multiple regression analyses. These seven mothnatidactors had complex
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interrelationships and relationship with Englisharleng motivation (see their

summaries in Figures 11, 12 and 13).

Ethnocentrism

Fear of assimilation

Motivation

Interest

English anxiety

Ought-to L2 self

Travel
orientati

Zlntensity

Desire

Attitudes

Ideal LA4fse

Figure 11: Correlations (Time 1)(Thicker lines: > .50; thinner lines: r < .50; Black

lines: positive correlations:

Ethnocentrism

A\

s hegative correlations)

N

Fear of assimilation

English anxiety

Ought-to L2 self

Motivation
Interest Intensity
Travel Desire
orientati
Attitudes
Ideal L2fse

Figure 12: Correlations (Time 2)(Thicker lines: .= .50; thinner lines: r < .50; Black

lines: positive correlations:

s hegative correlations)
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Figure 13: Multiple regression models
‘— " Time 1, '----» . Time 2; '===p ’: hotlTime 1 and Time 2

Black arrows: positive contributions;

232

snegative contributions



Thirdly, the researcher presented the resultshef interview, short weekly
guestionnaire survey and classroom observatioaddiition to the seven motivational
factors previously identified, six new variablesexged from the analyses. These new
variables were further categorised into differemttigrational factors. In the end, nine
motivational factors were established, namely (IhnBcentrism, (2) Fear of
assimilation, (3) Cultural diversity (new), (4) émest, (5) Travel orientation, (6)
English anxiety, (7) the Ideal L2 self (8) the OughL2 self and (9) the L2 learning
experience (new). According to the findings, whies $tudents had a positive English
learning experience and higher levels of Culturegisity, Interest, Travel orientation
and the Ideal L2 self, they were likely to haveosger English learning motivation.
On the other hand, when the learners had highealdesf Ethnocentrism, Fear of
assimilation, English anxiety and the Ought-to E#,shese factors could have both
facilitating effects and debilitating backfire potel on their English learning

motivation.
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Chapter 6: Discussion and Overall Conclusion

6.1 Introduction

In this final chapter, the researcher will compd#ne results of the current
research with the theoretical underpinnings and iecap studies conducted in a
Taiwanese university context reviewed in Chapten.TWext, the researcher will
evaluate the present study. Both the strengthsliamtations of the study will be
discussed thoroughly. In addition, based on theudision, further implications for the
present thesis and future research suggestionsladlbe provided. Lastly, the thesis

will end with an overall conclusion.

6.2 Research question 1: English learning motivatio

(&) What is the strength of Taiwanese universitydshts’ motivation to learn
English?
(b) Does the strength of their motivation changerdime?

(c) Does the strength of their motivation diffetween high and low achievers?

6.2.1 The strength of the participants’ English leening motivation

6.2.1.1 Summary of the results
From the descriptive statistics, overall the ggrtints of the present research had
moderately positive levels of English learning naation (Time 1: Mean = 4.06 and

Time 2: Mean = 3.75); the means were both abovdr8rb the 6-point Likert scale
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guestionnaire. According to the findings, Engligarhing motivation consisted of

three components, namely English learning intengigsire to learn English and

Attitudes towards learning English. Each componeotild also be divided into

various sub-categories (see Table 6-1).

Table 6-1: Motivation theories and the results of Bglish learning motivation in

the current study

English learning Variables /

motivation in the current sub-categories in the

study current study

Related aspects of
motivation theories

English learning intensity  (1&ffort
(2) Hard-work

Motivational intensity
(Gardner, 1985) and the
degree of learners’ effort
(Crookes & Schmidt, 1991)

Desire to learn English (Bnticipation
(2) Willingness

(3) Readiness

Desire to learn the language
(Gardner, 1985) and the
choice learners make

(4) Priority (Crookes & Schmidt, 1991)
(5) Plan
Attitudes towards learning (1) Atmosphere Attitudes towards learning
English (2) Attraction the language (Gardner,
(3) Liking 1985), the learners’

(4) Self-efficacy
(5) Confidence
(6) Challenge
(7) Course

experiences (Crookes &
Schmidt, 1991) and
self-efficacy theory
(Bandura, 1986)

If we look at the three components of English lesgrmotivation, their means were

all positive, except for the mean for English leéagnintensity at Time 2 (Mean =

3.47). On the other hand, if we examine the differeub-categories of each

component together, only the means for Hard-wonktiodpation and Course were

negative, both at Time 1 and Time 2. That is, tletgdents were generally motivated

to learn English. However, they might not greatigkt forward to taking their English

course, not regard themselves as working hardem thair classmates and not

235



consider that the English course was interestirgugh to motivate them to learn.
This reveals room for improvement both concerning students’ efforts and the
English course itself.

As shown in Table 6-1, the results reflect Gardara his associates’ (Gardner,
1985; Gardner & Lambert, 1972) theory of the thwemponents of language learning
motivation, namely motivational intensity, desiceléarn the language and attitudes
towards learning the language (see Section 2B findings also echo Crookes and
Schmidt’s (1991) concept of language learning nadtdn, including the degree of
learners’ effort, the choices learners make anddhmers’ experiences (see Section
2.3.3). Self-efficacy, as discussed in the worlBahdura (1986) (see Section 2.3.4),

also emerged as an important aspect of Attitudearts learning English.

6.2.1.2 The results and the empirical studies rewieed in Section 2.4

(1) English learning intensity

In the current research, the participants hadsitipe mean for English learning
intensity at Time 1. Likewise, Study 5 (Hou, et &005) and Study 25 (Sheu, 2016)
also reported that their participants showed pasitievels of English learning
intensity. Moreover, in Study 3 (Chang, 2003), skrength of its participants’ English
learning intensity was mostly positive as wellcétmpared the means between three
different majors of students. Among the three ngjthe students from the Science
and Engineering department had the lowest mealarfglish learning intensity, which
was slightly below 3.0 from a 5-point Likert scajeestionnaire. This is similar to the
current research which had a slightly negative nfeaenglish learning intensity at
Time 2.

In particular, Study 8 (Tsao, 2008) showed tlnat level of its participants’

English learning intensity was 2.76, which is lowkan 3.0 from a 5-point Likert
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scale questionnaire. Nonetheless, its participamgse from one technological
university. The students’ overall English profiadgnmight be lower than that of the
students who were from general universities, sucim ghe present research. Thus, its
lower means could be somewhat expected. Furtherraoreng the sub-categories of
English learning intensity, the participants in &t did not regard themselves as
working harder than others (Mean = 2.34). Thidgnslar to the results of the negative
means for Hard-work in the present study.

(2) Desire to learn English

In the current research, the participants hadtipesmeans for Desire to learn
English. Study 25 (Sheu, 2016) also reported that strength of its participants’
Desire to learn English was positive, which was72fém a 4-point Likert scale
guestionnaire. The difference was that its pardictp were from different grades and
from four different universities. The participantd the present study were all
freshmen from one university.

(3) Attitudes towards learning English

Similar to the results of the means for Desiréeton English, the participants of
the current research and Study 25 (Sheu, 2016)Haxdipositive means for Attitudes
towards learning English. The mean was 2.75 from4-point Likert scale
guestionnaire in Study 25. In addition, Study 5 (Het al., 2005) also indicated that
the levels of its participants’ Attitudes towardsining English were positive (high
achievers: Mean = 2.66; low achievers: Mean = Zr6fnh a 3-point Likert scale
guestionnaire). Its participants were all freshrfrem seven military schools.

All in all, compared to the other empirical stugjighe present study had similar
results of the level of the participants’ Engliglaidning motivation. The students were

generally moderately motivated to learn English.
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6.2.2 English learning motivation and its dynamic ature

6.2.2.1 Summary of the results

The researcher ran paired-samples t-test to campar sets of means of the
guantitative data collected at Time 1 and Timespeetively. Overall, the strength of
the participants’ English learning motivation chadgver time. The mean decreased
significantly from Time 1 (Mean = 4.16) to Time Rl€éan = 3.91). Among the three
components of English learning motivation, all betmeans for English learning
intensity, Desire to learn English and Attitudesvaods learning English reduced
significantly from Time 1 to Time 2. The findingsueal the issue of the reduction of
the participants’ English learning motivation. Thatso reflects the concept from
socio-dynamic perspectives that the strength ofliimdearning motivation could be
dynamic and change at anytime (see Section 1.2.2).

On the other hand, if we further look at the sabegories of each component,
most of them also showed significant change, exicepiard-work (one sub-category
of English learning intensity), Priority (one suategory of Desire to learn English),
and Self-efficacy, Confidence and Course (threecaibgories of Attitudes towards
learning English). Among these five sub-categortas, means for Hard-work and

Course remained low (< 3.5), while the other tlstaged positive.

6.2.2.2 The results and the empirical studies rewieed in Section 2.4

There were only a few of the empirical studied fbaused on investigating the
dynamic nature of English learning motivation.

For example, in Study 15 (Wu, et al., 2012), ibwhd that the means for its
participants’ confidence were all positive at diffiet time points (Time 1 = 3.06; Time
2 = 3.33; Time 3 = 3.47 from a 5-point Likert scajaestionnaire). The means

increased significantly from Time 1 to Time 2 amdnh Time 2 to Time 3. This
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implied that the students in Study 15 had gainedenuonfidence in their English
ability as time went by. The English course seetonduk helpful for the learners. This
is dissimilar to the present thesis, but the méansonfidence in the current research
were positive at both Time 1 (Mean = 4.27) and Titn@Mean = 4.16). The levels
remain similar regarding their confidence in Englability.

Likewise, Study 20 (Pan & Wu, 2013) presentedrémults of its participants’
self-efficacy, which are different from the presshudy. In Study 20, the participants
were divided into two groups. One was the expertalegroup and the other was the
comparison group. The former group was taught whi Reciprocal Cooperative
Learning method and the latter group was taughhgughe traditional lecture
instruction method. After a period of time in leiagn its results showed that the
means for the participants’ self-efficacy were edisignificantly from Time 1 to Time
2 in the experimental group, while there was naificant difference found in the
comparison group. In other words, the Reciprocabgeoative Learning method was
helpful to enhance the students’ self-efficacycémtrast, the means for self-efficacy
in the present research remained at a similaripesével from Time 1 (Mean = 4.34)
to Time 2 (Mean = 4.28).

Although the results are quite different betwebka turrent thesis and other
studies, all of them reveal the high possibilitatthhe strength of English learning

motivation changes over time.

6.2.3 English learning motivation and achievement

6.2.3.1 Summary of the results
In the current research, the participants weraddd/ into two groups: high

achievers and low achievers. The means for eacablarfrom these two groups were
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compared by independent-samples t-test and paetibl correlation analyses.
According to the results, there was significantfedlénce between high and low
achievers regarding the strength of the particgddrglish learning motivation (high
achievers > low achievers) at Time 1, while no gigant difference was found at
Time 2.

In addition, if we examine the three component&mglish learning motivation,
there was significant difference found (1) in Desio learn English and Attitudes
towards learning English at Time 1 and (2) in Estyliearning intensity at Time 2.
High achievers had higher means for all the thmaponents. If we further look at
the sub-categories of each component, there wasisant difference found (1) in
Hard-work, Priority, Attraction and Liking both dime 1 and Time 2 and (2) in
Self-efficacy at Time 2. High achievers had higheeans for all these five
sub-categories above. In other words, comparedwo dchievers, high achievers
generally tended to consider themselves as workarder than others (Hard-work),
to prefer spending time on learning English tor@ay other subjects (Priority) and to
think that learning English is interesting (Attriact), that they are enjoying learning it

(Liking) and that they are able to learn it welklfSefficacy).

6.2.3.2 The results and the empirical studies rewieed in Section 2.4

There were fewer of the empirical studies thau$ecl on comparing the mean
between high and low achievers. Among these studiest of them compared means
for English learning motivational factors, but Mot English learning motivation.
Only Study 5 (Hou, et al., 2005) had results tlmmhpared means for both motivation
and motivational factors analysed using the t-dssiell.

In Study 5, it showed a similar finding, in thagrgficant difference was found

between high and low achievers regarding Engliainiag intensity. High achievers
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(Mean = 2.61) had higher means than did low achsef{Mean = 2.48) from a 3-point
Likert scale questionnaire. It further mentionedttlEnglish learning intensity
positively predicted its participants’ English as®ment from a regression analysis.
However, there was no significant difference folnretween high and low achievers
regarding Attitudes towards learning English. Theams were similar between high
achievers (Mean = 2.66) and low achievers (Meart8)2

Even though the empirical results were differeabT study to study, the findings
of the present thesis indicated a tendency thatdolwevers had lower means for all
the three components of English learning motivatespecially the sub-categories of
Hard-work, Priority, Attraction, Liking and selffefacy. This reveals a matter of
concern since possessing higher English learningvatmn is believed to be related
to achieving better learning success (Ddrnyei, 2(drnyei & Ushioda, 2011,
Tremblay & Gardner, 1995). Consequently, more fitempirical research may be
needed to explore how to help learners, especially achievers, to increase their
motivation for better achievements. To be more ifiped is important to know how
to raise the level of learners’ motivational fastan order to boost their English
learning motivation, including making English leguigp to be fun, relevant and
important for them and making them think that tlaag able to learn it well (see

further discussion about motivational factors ie tbllowing sections).

6.3 Research question 2: English learning motivatial

factors

(a) What factors influence the strength of Taiwanesiversity students’ English

learning motivation?
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(b) Does the strength of these factors changetowef?
(c) Does the strength of these factors differ betwieigh and low achievers?
(d) What is the relationship between these factansl English learning

motivation?

6.3.1 English learning motivational factors and mavation

6.3.1.1 Summary of the results

In the present research, nine English learningivaoonal factors were
identified from the quantitative and qualitativeabrses, namely (1) Ethnocentrism, (2)
Fear of assimilation, (3) Cultural diversity, (4)térest, (5) Travel orientation, (6)
English anxiety, (7) the Ideal L2 self (8) the OtghL2 self and (9) the L2 learning
experience. These nine factors would influence strength of the participants’
English learning motivation. Seven out of the nmimetivational factors were analysed
by both the quantitative and qualitative analys€sjtural diversity and the L2
learning experience lacked statistical evidenceabse they emerged from the
gualitative analysis.

From the correlation and multiple regression asedy it was seen that the seven
motivational factors had complex interrelationshgosd relationship with English
learning motivation. This provides evidence to supp Ushioda’s (2009)
person-in-context relational view of motivation thanotivation is complex and
contextual (see Section 2.3.10). Among the sevetorfs, the most influential factors
that could significantly predict English learningotivation were (1) Interest
(positively), (2) Travel orientation (positively()8) English anxiety (negatively) and (4)
the Ideal L2 self (positively).

According to the descriptive statistics, the gjtbs of Interest, Travel orientation,
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English anxiety, the Ideal L2 self and the Ought-2oself were all above 3.5 from the
6-point Likert scale questionnaire, while the levelf Ethnocentrism and Fear of
assimilation were negative. In other words, ondhe hand, the students were mainly
motivated to learn English because of (1) Intertsty had linguistic or socio-cultural
interest in English; (2) Travel orientation: thepwid like to travel abroad and (3) the
Ideal L2 self: they had a vision of a better futaedf, such as having further study, a
better job or good English ability. In particulamong the sub-categories of these
three motivational factors, the levels of Role modad Integrativeness (two
sub-categories of the Ideal L2 self) were the @uip-categories below 3.5. That is,
the participants might not be motivated to learglish because of their role models
or a desire to integrate into American or Britisitisties. On the other hand, the
participants also had positive levels of Engliskiety and the Ought-to L2 self (e.g.
learning English because of being under pressora &xams and courses or meeting
requirements). However, these two motivationaldecicould have both facilitating
and debilitating effects on their English learnmagtivation.

In addition, the results of the seven motivatiofedtors analysed from the
interview mostly were similar to those from the mauestionnaire, except for the
sub-category of Role model. Some of the intervisvesre motivated to learn
English because they viewed some people, suchlalsrites or their classmates, as
their role model. They wanted to learn English ides to be capable English users
like those they admired. Furthermore, the intereesvshared their opinions about the
other two motivational factors, Cultural diverségd the L2 learning experience.

Firstly, many of the students have a positive lle@feCultural diversity. They
appreciated and respected the existence of diffeseltures and enjoyed cultural
learning. This enabled them to be more open-miratelit the possible expansion of

their identity when they learned English. Englisaswalso a medium for them to
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know more about different cultures and internatiorews in the world. Hence, they
might have interest in learning English, EnglisHtume and communities, which
could subsequently increase their English learmiagvation.

Secondly, according to the learners’ feedbacky tteel different English learning
experiences. In general, when they had a posithgligh learning experience, they
tended to be motivated to continue learning. Iythere in good mental and physical
condition, if they felt that they were provided wiufficient and motivating training
and support, if they gained a sense of achievernent learning and if they had a
good learning environment, then they would be mmootivated to learn and perform

more active learning behaviours.

6.3.1.2 The results and the empirical studies rewied in Section 2.4

(1) Ethnocentrism, Fear of assimilation and Caltdiversity

None of the empirical studies explored whethemassrelated to identity would
impact the strength of English learning motivatiblowever, these three motivational
factors are important, especially because the fadgtoply whether the learners are
open-minded about the potential change or expartdidneir identity when they are
learning English (see full discussion about idgntit Section 1.2.3.1). The results of
the present thesis showed that when the studedta hkaver sense of Ethnocentrism
and Fear of assimilation and a higher level of @alt diversity, they tended to be
more open-minded and have more interest in learBmglish. Meanwhile, when the
learners connected themselves to the world andnebgohtheir identity into being
both a Taiwanese and global citizen, they tendetatee stronger English learning
motivation. Thus, these three factors could beuaritial in English learning, which
requires and calls for further empirical researcthe future.

(2) Interest, Travel orientation and the Idealsel:
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In the current research, Interest, Travel oriémtatind the Ideal L2 self were
identified as facilitating motivational factors whi enable English learning to be
more fun, relevant and important to the learnele Tigher the levels of these three
factors, the higher the motivation was likely to. Bes presented in Table 6-2, the
findings reflect motivation theories of integratiaad instrumental orientations (see
Section 2.3.2), goal-orientation theory (see Sact03.6), intrinsic and extrinsic
motivation in Self-determination theory (see Setf2o3.7) and the Ideal L2 self in the

L2 motivational self system (see Section 2.3.11).

Table 6-2: Motivation theories and the results of mterest, Travel orientation and
the Ideal L2 self in the current study

Related aspects of
motivation theories

Motivational factors in
the current study

Variables / sub-categories
in the current study

Integrative orientation
(Gardner, 1985) and
intrinsic motivation
(Deci & Ryan, 1985)

Interest (1) Linguistic interest

(2) Socio-cultural interest

Instrumerdakntation
(Gardner, 1985) and
extrinsic motivation
(Deci & Ryan, 1985)

Travel orientation Travel orientation

The Ideal L2 self

(LAcademic progress
(2) Future career
(3) Personal competence
(4) Role model
(5) Integrativeness

Integrative and
instrumental orientations
(Gardner, 1985),
goal-orientation theory
(Ames, 1992), intrinsic
and extrinsic motivation
(Deci & Ryan, 1985) and
the Ideal L2 self
(Doérnyei & Ushioda,
2011)

Many of the empirical studies, such as Study 8 ¢T€£008) and Study 25 (Sheu,

2016), also regarded these three factors as miotvdheir participants to learn
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English. The participants of those studies andptesent thesis were likely to be
motivated to learn English by their linguistic amsdcio-cultural interest, travel
orientation and visions of a better future self.

In particular, Study 25 also conducted correlateamd multiple regression
analyses to examine the interrelationships of natitwal factors and the relationship
between factors and motivation. The results shotlhiat linguistic interest, intrinsic
orientation, integrative orientation, identified gudation and attitude toward
English-speaking countries positively predicted li&hglearning motivation. This is
similar to the current research that these mobtwadli factors are beneficial when it
comes to raising the learners’ English learningivadibon.

Moreover, different researchers might group défervariables into different
motivational factors for their analysis. For instanthe present researcher divided
integrative orientation into three variables, namél) linguistic interest, (2)
socio-cultural interest and (3) integrativenesschlhinvolved a change or expansion
of identity. The researcher further classified lirggic interest and socio-cultural
interest into the motivational factor of ‘Interesnid categorised integrativeness and
promotion-oriented instrumentality into the factr ‘the Ideal L2 self’ (see Table
6-3).

Table 6-3: Grouping example

Motivational factors Variables / sub-categories
The current 1. Interest 1. Linguistic and socio-cultural interest
study 2. The Ideal L2 self 2. Promotion-oriented instrumentality

and integrativeness

Study 5and 1. Integrative orientation 1. Linguistic and socio-cultural interest
Study 18 2. Instrumental orientation and integrativeness
2. Promotion-oriented instrumentality

Some of the papers, such as Study 5 (Hou, et @b5)2and Study 18 (Lai, 2013),
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categorised linguistic interest and socio-cultuné&trest into ‘Integrative orientation’
and left promotion-oriented instrumentality in ‘ingmental orientation’. The

grouping would critically lead to different resulidany of the studies did not include
their grouping information. Nevertheless, becausel\s5 and Study 18 provided the
details of their grouping, their findings could bempared with the current thesis.

On the one hand, Study 5 and Study 18 also showadheir participants were
motivated to learn English by their linguistic amsdcio-cultural interest, travel
orientation and promotion-oriented instrumentalithis is similar to the present
research. On the other hand, although the meantigrative orientation in Study 18
was positive, there was only one questionnaire tquresvithin this factor concerning
integrativeness, related to the change or exparsfiodentity (i.e. learning English
because “I would like to live in English-speakingforeign countries” (Lai, 2013, p.
100)). The other questions within the factor wemdated to linguistic and
socio-cultural interest. In addition, the study dibt provide the mean for
integrativeness. Thus, there was no direct evidehoging that its participants were
motivated to learn English by integrativeness.

In contrast, Study 5 offered more statistical dleta readers could tell whether
its participants were motivated to learn Engliste do integrativeness. According to
Study 5, the students were motivated to learn Ehghecause they had linguistic or
socio-cultural interest. Nevertheless, the mean ifaegrativeness was negative
(below 2.0 from a 3-point Likert scale questionagirThe learners did not consider
themselves as learning English in order “to think aehave like an English-speaking
person” or “to leave Taiwan and become a membémnaérican society” (Hou, et al.,
2005, p. 254). Likewise, Study 21 (Chang, 2014p abowed that the mean for
integrativeness was low (below 3.0 from a 5-poiiMett scale questionnaire). As a

consequence, the findings of low integrativenessnfiStudy 5 and Study 21 are
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similar to the present research. In other wordsydiaese university students could
have positive levels of linguistic and socio-cudtuinterest and the Ideal L2 self, but
mostly they were not motivated to learn Englishrdggrativeness.

(3) English anxiety and the Ought-to L2 self

In the current thesis, the participants were nadéig to learn English by the
factors of English anxiety and the Ought-to L2 sél presented in Table 6-4, the
findings mirror motivation theories of instrumentaientation (see Section 2.3.2),
goal content and multiplicity theory (see Sectio.@), extrinsic motivation in
Self-determination theory (see Section 2.3.7) dma @ught-to L2 self in the L2

motivational self system (see Section 2.3.11).

Table 6-4: Motivation theories and the results of Bglish anxiety and the
Ought-to L2 self in the current study

Motivational factors  Variables / sub-categories Related aspects of
in the current study  in the current study motivation theories

English anxiety (1) Communication anxiety Instrumental orientation
(2) Exam and course anxiety(Gardner, 1985), goal

content and multiplicity
theory (Wentzel, 2000),
extrinsic motivation (Deci
& Ryan, 1985) and the
Ought-to L2 self (Dornyei
& Ushioda, 2011)

The Ought-to L2 self  (1pignificant-other effect Instrumental orientation

(2) Bad-result prevention (Gardner, 1985), goal

(3) Social approval content and multiplicity
theory (Wentzel, 2000),
extrinsic motivation (Deci
& Ryan, 1985) and the
Ought-to L2 self (Dornyei
& Ushioda, 2011)

Many of the empirical studies, such as Study 5 (Haual., 2005), Study 8 (Tsao,
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2008) and Study 21 (Chang, 2014), also mentioned tiheir participants were
motivated to learn English by pressure, such asipgexams and meeting course
requirements.

Nevertheless, English anxiety and the Ought-to de¥f were identified as
motivational factors which had both facilitatingdadebilitating influences on English
learning motivation. The participants might be mated to learn English because of
requirements of other people, being under pres$tom exams and courses,
preventing negative consequences or having a ddésirearn social approval,
accompanied by different degrees of English anxsigh as communication anxiety
and exam and course anxiety. Under the circumssaritbe level of their English
learning intensity might be raised since they weged by these external forces or it
might be reduced because they experienced too @uudety and gave up learning.
At the same time, the levels of their Desire taneBnglish and Attitudes towards
learning English might decrease since they mightifeble to learn English happily
or not gain enough of a sense of achievement. Surtlee papers also discussed the
debilitating impacts of pressure and investigated fit influenced English learning
motivation. The following paragraphs will give foer explanation from two
dimensions of motivational issues.

The first issue is concerned with the Ought-to 4if and communication
anxiety. The current research pointed out that wherparticipants were asked to be
equipped with communication ability, they encoueter different levels of
communication anxiety because they did not comnateigvith others in English in
their daily life. They were motivated to learn Esfbl because of a stressful
requirement or anticipation of the requirement. dtbeless, they might not want to or
dared not to actually practise their oral skillgdngse this might expose their inability.

That is, the level of their learning motivation @ohange at any time and be affected
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by different internal or external forces. Furthermaafter a period of time in learning
and practising, if they felt that they were prowddeith enough opportunity and a
supportive environment to practise their commumcaskills, they would be more
motivated to speak English and continue learnintpe@vise, they might give up. In
other words, in order to avoid too many negativ@ants, the facilitating influence
should not be over-emphasised or abused.

Similarly, Study 15 (Wu, et al., 2012) and Stud¥ (2iu & Cheng, 2014) also
showed that if the learners had a lower level oficnication anxiety, they tended to
have a higher level of motivation. Study 15 merghat its participants’ confidence
had gradually increased after they took a coursa feeriod of time. The training and
teacher’s encouragement and assistance helpedthetuce their anxiety and made
them feel motivated to learn English in order thiace better learning outcomes at
the end of the course. Study 22 also indicated aha¢gative correlation was found
between anxiety and motivation; anxiety also negéti predicted motivation in the
multiple regression model. Therefore, Study 22 sgtgd that a reduction of anxiety
had the potential to increase English learning watiton. The results are similar to the
present research, which indicated that Englisheayxdould backfire on motivation so
this should be taken into consideration in Englesching and learning.

The second issue is concerned with the Ought-tedlRand exam and course
anxiety. When the participants in the current rese&ad higher levels of exam and
course anxiety, which meant that they were undesqure from exams and courses,
the level of their English learning intensity migté raised (e.g. studying English in
order to pass exams), but the levels of their Betirlearn English and Attitudes
towards learning English might decrease (e.qg.kdigdilearning). Study 7 (Lin, 2008)
and Study 18 (Lai, 2013) showed similar results.

Study 18 found that external pressure (e.g. examiscourses) was weakly but
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significantly and negatively (r = -.19, p < .0l)ated to its participants’ interest in
learning English (e.g. considering themselves ag®yery learning English and

regarding English as an interesting subject). Hamethe Ought-to L2 self (e.g. the
influence of significant others and achieving sbagproval) was weakly but

significantly and positively related to the Ided kelf (r = .24, p < .01) and Travel
orientation (r = .22, p < .01) which were two fastdelieved to increase English
learning motivation. The findings are similar toetlpresent study. The current
research showed that the Ought-to L2 self negatimeddicted Interest and positively
predicted the Ideal L2 self.

Likewise, Study 7 indicated that its participamtsre required to pass exams so
they were motivated to learn English. The forceegms facilitated their English
study, but they were bearing pressure. When thédyndt gain a sufficient sense of
achievement, they lost their confidence and falstiiated, which made them lose
interest in learning English, although they hackeéep going. Its participants had a
similar experience to some students in the cunesgarch.

Furthermore, Study 25 (Sheu, 2016) emphasised ningative impact of
motivational factors on English learning motivatioh pointed out that external
regulation (e.g. in order to have a good gradevoidapunishment) and introjected
regulation (e.g. in order to achieve honour or prevthemselves from feeling guilty)
both negatively predicted English learning motigatirom the multiple regression
analysis. As a consequence, the participants wetrenotivated to learn English by
potential benefits of the Ought-to L2 self. Theotimation even decreased.

In sum, pressure may be necessary and benefiisBrigarning. Nevertheless, in
order to avoid negative effects of the Ought-toseff and English anxiety on English
learning motivation, educators and policy makersusth not neglect the possible

threat of these motivational factors. After alle taim of English teaching is to help

251



learners, not to create a vicious circle.

(4) The L2 learning experience

The results of the present study showed thatdf ghrticipants were in good
condition, obtained a sense of achievement whdeniag and were provided with a
good environment and sufficient and inspiring tiegnand teaching, they would have
a higher level of English learning motivation angplayed more active learning
behaviours. The findings echo Crookes and Schmidbar course-specific
motivational components (see Section 2.3.3), Ddyearning situational level in
the three-level framework of L2 motivation (see téet 2.3.8) and the L2 learning
experience in the L2 motivational self system Seetion 2.3.11).

Many of the interviewees in the current reseanmdviped positive comments on
the English course they took because there was cmication training and positive
interactions between the teacher and studentsr thimunication anxiety decreased
since they could practise their oral and listenskdls in class. A few of them had
positive experiences of intercultural encounterstrs®y had more opportunities to
actually use English in their daily life. After ahile in practising and learning, they
had gradually found out that they were capablesusérerefore, they tended to have
higher English learning motivation, especially ssigwge level of Attitudes towards
learning English (e.g. higher confidence and s#itacy and regarding learning
English was interesting). This also helped thenhdwe higher levels of the other
motivational factors, such as Interest, Travelrdagon and the Ideal L2 self.

Nevertheless, the interview findings also indidateat the English course might
not meet the needs of some of the students andthkakearning environment in
Taiwan still needed to be improved. The studerdsndit have many opportunities to
speak English in their daily life so they mostld dne practice in their English course.

However, they might not have enough time to practisd some of them might still
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be under pressure and feel stressed about speakgigh in class. Hence, the course
might not be motivating to some extent. This alsfiects the negative means for
Anticipation (looking forward to going to the Englii class) and Course (considering
that the English course is motivating) from the sjismnaire investigation. Moreover,
since they wanted to improve and needed to pasasxhey were under pressure and
in need of gaining a sense of achievement to coatiearning. The degree of anxiety
and whether they are improving would largely imp#etir learning motivation.
Meanwhile, in order to motivate the students toresnd to help them to pass exams,
their teacher might also face the dilemma of usingexam-oriented teaching method
or applying other methods and lecturing using egéng content which might not
have been tested on previous. The teaching metratisontent also had influence on
the students’ learning motivation and behaviourscliass. Consequently, the L2
learning experience can be very influential whecoiines to affecting the strength of
English learning motivation.

Study 7 (Lin, 2008) also discussed the issueslatkof having a good English
learning environment and exam-led teaching ancdhiegr The participants did not
have enough of an opportunity to use English i ithaly life and they were required
to pass exams. Thus, they were mainly motivatddam in class when their teacher
was teaching something that would be tested. Oikenthey tended to withdraw into
themselves and not be involved in learning. At sene time, they felt frustrated
when they did not gain a sense of achievement whadening (e.g. receiving bad
scores). They might then lose confidence and lagrimterest, but they still needed to
keep on learning, which became a vicious circle.

In addition, Study 15 (Wu, et al., 2012) and Stdd@y(Lai & Ting, 2013) also
emphasised the importance of a supportive learmingironment and sufficient

meaningful training. In Study 15, its participahtsd built up their confidence because
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they had opportunities to really speak English lasg€ and their teacher and
classmates were helpful. They were encouraged aotivated to learn and had
expectations of achieving good learning resultsStudy 19, its participants felt more
motivated to learn English when their teacher eraged them to learn, instructed
them in what they needed and made the atmosphdréeanher-student interactions
lively. It also mentioned that when the studentsl maore experience of social
encounters with meeting foreigners, travellingieing abroad and / or having foreign
friends, they would have a higher level of Engllshrning motivation. When the
students did not have any intercultural encouradgck of a good English learning
and using environment might make the students gure#ite importance of English
since they did not need it daily and Chinese isobeng increasingly popular and
important. This could also reduce their Englishr@zg motivation.

In other words, since in Taiwan most universitydeints do not need to use
English in their daily life and they may not haveamy opportunities to have
intercultural encounters, the in-class learningegigmce is very important and has
tremendous influence on students’ English learmmagivation. The English class is
the main field for students to have communicatioacpce, where they can check
their improvement and where they can gain a serisaclievement. Therefore,
teachers and policy makers are the ones who plegtiaal role in the classroom
setting. On the one hand, they are the ones whonedwe English learning interesting,
relevant and important to their students. On tlewohand, when learners are taught
supportively, they would feel less anxious and liéng to keep on learning because

they are improving as well as not being afraidet@rh from mistakes.

6.3.2 English learning motivational factors and itslynamic nature
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6.3.2.1 Summary of the results

The researcher ran paired-samples t-test to campar sets of means of the
guantitative data collected at Time 1 and Time 2er@ll, the strengths of the
participants’ English learning motivational factaisanged over time. The means for
Ethnocentrism, Fear of assimilation, Interest, €awientation, English anxiety and
the Ideal L2 self all reduced significantly fronnTe 1 to Time 2. Only the means for
the Ought-to L2 self at Time 1 and Time 2 remaiaéa@ similar level. The findings
reveal the issue of the decrease of the particpdmniglish learning motivational
factors. Since these factors mutually affected autmbequently influenced the strength
of English learning motivation, this reflects whizet students’ motivation also
changed over time. However, the good news was d¢ldection of the levels of
Ethnocentrism, Fear of assimilation and Englishietgyx These factors were believed

to have some negative impacts on English learniogwvation.

6.3.2.2 The results and the empirical studies rewieed in Section 2.4

There were fewer of the empirical studies thatused on investigating the
dynamic nature of English learning motivationaltfms. Some of the studies found
out that the levels of motivational factors weramiging while some of the studies did
not.

For instance, in Study 7 (Lin, 2008), the level tife interviewees’
instrumentality had decreased because they chatimgs®d mind about their future
career, which would be less related to acquiringdgénglish ability. Likewise, Study
15 (Wu, et al., 2012) also reported that the pigditts’ instrumental orientation
changed significantly from Time 2 to Time 3 accaoglto the repeated contrast results.
On the other hand, Study 21 (Chang, 2014) had dedesome factors that changed

after a course, but levels of some factors did motontrast, Study 20 (Pan & Wu,
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2013) showed that the means for both the partitghantrinsic and extrinsic
motivation did not significantly change over timeorh the paired-samples t-test
analysis.

All of the studies above and the current reseahdwed different results of the
dynamic nature of motivational factors. This cob&lcaused by different participants,
research designs and dissimilar timings and duraifdnvestigation. For example, in
the present thesis, the level of the Ought-to U did not show significant change,
but from the qualitative analysis, the intervieweeiected that the level of parental
influence (one dimension of the Ought-to L2 selBdhdecreased as their age
increased. Hence, the findings of the current rebeand Studies 7, 15 and 21 reveal
the high potential that motivational factors cammipe over time, which empirically
proves the dynamic nature of motivational factawmsf socio-dynamic perspectives

(see Section 1.2.2 for discussion about socio-dymasrspectives).

6.3.3 English learning motivational factors and acievement

6.3.3.1 Summary of the results

In the current study, the participants were dididato two groups: high
achievers and low achievers. The means for thensenztivational factors from these
two groups were compared by independent-samplesstt-and point-biserial
correlation analyses. According to the statisticggults, there was no significant
difference between high and low achievers regarttiegstrength of each motivational

factor.

6.3.3.2 The results and the empirical studies rewieed in Section 2.4
There were fewer of the empirical studies thatugetd on comparing means

between high and low achievers. Among these stu@egly 5 (Hou, et al., 2005),

256



Study 8 (Tsao, 2008) and Study 14 (Tsai, 2012)readlts of comparing means for
motivational factors anlysised using the t-tesival.

Study 5 showed a similar finding that no significdifference existed between
high and low achievers regarding English learningtivational factors, including
instrumental orientation and integrative orientati®n the contrary, Study 8 and
Study 14 reported that there was significant défere between high and low
achievers in motivational factors. In Study 8, sawh¢he factors showed significant
difference, including required course, exams, mgkareign friends, educational and
social status, expressing oneself, being interestdenglish and following fashion.
Low achievers had higher means for required coamnseexams, while high achievers
had higher means for the remaining five variabie$tudy 14, the means for intrinsic
motivation, integrative orientation and instrumérgaentation significantly differed
between high and low achievers. High achievers tighler means for all the three
variables.

The findings varied widely from study to study.iFleould result from not only
different participants and research methods, & diverse groupings and factors
included in the analysis. As discussed earlierenti®n 6.3.1.2, different groupings
can influentially lead to generating different rksuWhat factors are tested can also
show dissimilar outcomes. For example, in the presesearch, no significant
difference was found between high and low achievergarding the seven
motivational factors. However, if we further examirthe sub-categories of the
motivational factors, Linguistic interest and Acade progress were the two
variables that showed significant difference betwbeh and low achievers. High
achievers had higher means for both variables.

Based on the current thesis, Study 8 and Studydidussed above, high

achievers might have higher levels of interest mstrumentality when it comes to
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learning English. This can somewhat explain whydbantitative results of English
learning motivation in the present study showed kv achievers had lower means
for Hard-work, Priority, Attraction, Liking and Sedfficacy. In other words, since
low achievers in this research tended to have lonesins for Linguistic interest and
Academic progress (a vision of further study), tosild possibly cause low achievers
to make less effort and be unable to feel thatniegr English is important and
relevant, to enjoy learning it or to believe tHagy can learn it well. As a consequence,
after the difference between high and low achievas been identified, it is a good
topic for future research to investigate how tophikgarners to raise the levels of
facilitating motivational factors in order to inase their motivation and subsequently
lead to better achievements. Implications for tppliaation of motivational factors

will be discussed in Section 6.4.3.

6.4 Contributions, limitations and implications

6.4.1 Contributions

This study paid close attention to the issues whith Taiwanese undergraduate
students are potentially confronted when they le&mnglish. Therefore, the
relationships between English learning motivatioad achievement, identity, English
anxiety and English learning experience were ingattd in the present study. In
particular, the current research is original in Tlawanese university context that it
aimed to examine the influence of the issues mladadentity and globalisation on
English learning motivation and other motivatiofaadtors.

In addition, the study conducted the investigativsom a socio-dynamic

perspective. Thus, it focused on the complexitynodtivation and “its dynamic
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interaction with a multiplicity of internal, sociahd contextual factors in our modern
and increasingly globalised world” (Dérnyei, 2014,529). Fewer empirical studies
have explored the interrelationship of motivatiofedtors and how their dynamic
interactions subsequently affect the level of Esfglearning motivation. Additionally,
fewer empirical studies have applied a mixed methagproach and multiple data
analysis methods. Most of them have applied a da#iae approach (e.g.
guestionnaire survey) and basic analysis (e.g.rigise statistics analysis). The
present investigation, has not only provided insghto the complexity and dynamic
nature of motivation, but it has also collectedhbguantitative and qualitative data via
four kinds of instruments at different time poiatsd analysed the data using various
methods (e.g. correlation analysis, multiple regjmsanalysis, interview analysis and
classroom observation analysis). Because of thiesaiion of a mixed methods
approach, some new codes also emerged from théatwal data. This not only
provided rich elements for discussion, but alsacaigd that these new variables can
be further investigated through quantitative analys the future research. It also
implied that there could be more variables awaitingbe explored via different
methods.

As a result, this study contributes empirical evice which fills a research gap.
It also provides detailed information for futuresearch in related fields. Further
implications arise from it as well, such as thechés establish teaching pedagogy,
curricula and policies which benefit both learndfsiglish learning motivation and
English educational development in Taiwan. (Seeendiiscussion for implications in

Section 6.4.3).

6.4.2 Limitations
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The current study has two main limitations duéhwapplication of convenience
sampling.

First, there were a limited number of participafus the quantitative analysis.
Especially in the multiple regression analysis, démeount of shrinkage of a model,
which aims to be as small as possible, is infludnbg the sample size and the
number of predictor variables: the larger the sangke and the fewer predictor
variables, the less the shrinkage. If there co@drore students participating in this
research, the generalisability could be enhancesveder, the 88 participants in this
thesis exceeds the minimum requirement of 70 pedmlethe seven predictor
variables in the multiple regression analysis (i@013). Therefore, the sample size
would be better if it were larger but it is accdyaas it is.

Second, there were fewer males (31.8%) than fem®&®.2%) among the 88
participants who took part in the main questiomrmaurvey. There were also fewer
males (23.1%) than females (76.9%) among the likamts who were involved in
the short weekly questionnaire survey, interviewd atassroom observation. Thus,

this might influence the results.

6.4.3 Implications

6.4.3.1 Implications for future research

Based on the limitations of the present studsgtlfir the researcher hopes to have
a larger number of participants and more balancedqgstion of males and females in
future work.

Secondly, if more time and more diverse participaare available, researchers
can conduct a longer longitudinal study and cressisnal research in order to gain

richer data to compare between the data colledtddfarent time points and between
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different groups, such as those based on gendeel lef achievement, age,
educational background, social background, oversaaslling or living experience,
intercultural encounters, etc.

Thirdly, most researchers have applied a quangtaapproach. Nonetheless,
gualitative investigation and mixed research desigme also encouraged since
researchers can gain new ideas and deeper thdugmtparticipants’ personal stories.
If a smaller scale qualitative investigation or sfignnaire survey consisting of a few
open-ended questions was conducted before the stadly, this would even help
researchers to discover unexplored areas, condimitdr research instruments and
collect plenty of data for analysis.

Fourthly, if a quantitative approach is appliedpren advanced level analysis,
such as multiple regression analysis or linear tche@ects, might be fruitfully carried
out, with a suitable sample size..

Lastly, when researchers report their findingss iimportant that they clarify in
detail how they group and analyse their variabléss would benefit not only readers

to avoid misunderstanding, but also researcherfftver study.

6.4.3.2 Implications for theories of motivation

Based on the results and discussion of the presedy, motivational factors are
dynamic and mutually influenced which subsequeaffgcts the level of English
learning motivation and possibly leads to differaahievements. Future research can,
therefore, aim to analyse how to increase and isustarners’ English learning
motivation through different motivational factorsmdahow to avoid producing a
vicious circle because some factors would backfirdoth other motivational factors
and English learning motivation.

Furthermore, English learning motivation is compknd contextual. English
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learning is not only related to the learners thdwesg but also concerns the influence
of others, the educational system and socio-cultoatext in Taiwan and even the
whole world. Thus, in order to solve the problenislawer motivation and the

unsatisfactory aspects of English courses and éhmihg environment, the whole
educational system and learning phenomenon in Tameed to be improved. The
following sections will discuss implications for provement from two aspects,

including (1) classroom practice and (2) policy andiculum design.

6.4.3.3 Implications for classroom practice

Crookes and Schmidt (1991) suggested that teachesd to draw students’
attention and curiosity before the lesson starts teaching materials have to meet
students’ needs, values and goals. Meanwhile, wgrnigus activities and cooperative
learning methods were recommended in order to &serdearning motivation and
build up learners’ self-efficacy and confidenceeTihterviewees in the present study
also considered that whether the content, relevandeinterest level of lessons met
their needs had an impact on their English learmmgtivation. Pair-work and
group-work were viewed positively in that respect.

Dornyei and his associates (Doérnyei, 2018; DoérngeKubanyiova, 2014;
Doérnyei & Ushioda, 2011) also suggested that teacbeuld help students to raise
their learning motivation through the following gte

(1) *“Creating the basic motivational conditions” (p.7)0such as applying

appropriate teacher behaviours, providing a sup@ortmosphere and
arranging a cohesive learner group.

(2) “Generating student motivation” (p. 107), such askimg teaching

materials relevant and interesting, reducing lagguaanxiety and

enhancing learners’ L2 values and attitudes, empegt of success,
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goal-orientedness and realistic visions and beliefs

(3) “Maintaining and protecting motivation” (p. 107)uch as utilising
motivating teaching methods, strengthening leagoails and visions and
transforming them into action, protecting learnesglf-esteem and
promoting self-motivating strategies and coopeeal®arning.

(4) “Encouraging positive self-evaluation” (p. 107),cbuas promoting
attributions to effort, providing motivational fesack and rewards and
increasing learners’ satisfaction.

These aspects above were also valued by the ieteres in the current thesis. The
students were in need of supportive and motivagaghing and training and gaining
a sense of achievement while learning English. Tloeked forward to not only

appropriate challenge and self improvement but elgeectations for a better English

course and learning environment.

6.4.3.4 Implications for policy and curriculum desgn

In addition to classroom practice, in order toseastudents’ English learning
motivation and provide a better learning contex¢, thanges should also be made by
establishing a series of appropriate policies, m@kconsistent and achievable
curriculum objectives, hiring enough qualified tears, improving and inventing
good teaching methods and materials, promoting ipheltreliable and valid
proficiency assessments and providing sufficiericivéng and learning resources
(Chang, 2006). Meanwhile, teacher development shaldo be taken into account.
The government needs to provide supportive teadnaiging and sustain “the flame
of teacher vision” (Dornyei, 2018, p. 5). This issential since “transforming
classroom into engaging environments for languagening demands more than a

repertoire of innovative principles and techniques requires teachers who will be
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motivated to put the knowledge into practice” (Dg@n& Kubanyiova, 2014, p. 71).

Moreover, the current study hopes to draw morentitin to the importance of
the issues of identity in English education. A&y in such an EFL context as there is
in Taiwan, foreign language learning reminds utheffact that “issues of identity are
massively present” (Riley, 2006, p. 296) and thaglih is “likely to be perceived by
learners as more or less ‘foreign™ (Lamb & Budiy@n2013, p. 23). In particular, (1)
Taiwanese people tend to have a negative levaitegiativeness and a strong sense
of Taiwanese identity; (2) many learners are mégigao learn English because of
external pressure and internal anxiety and (3)woeld is changing: Chinese is
becoming increasingly popular, which is both adagebus and disadvantageous
because, on the one hand, more foreigners will clmmEaiwan to learn Chinese so
there can be more intercultural encounters, buttl other hand, foreigners
understand Chinese so there is no need for peoglenimunicate in English.

Under the circumstances, it is very important tmi how to help students to
learn to be open-minded, respect diversity and mckpeir identity into both a
Taiwanese and global identity via English and caltdearning. In order to both
improve people’s English ability and raise Taiwamternational competitiveness, it

is advisable to raise learners’ “awareness of theeldpments of English as a global
language in the world today [...] and of the posgipito approach English as an
additional language resource to be part of thealiséition processes” (Zheng, 2014,
p. 38). In other words, when the awareness has tidéwated, English learning can
then become more important and relevant to Taivepesple because they are more
connected with the world. At the same time, Engbslcomes less foreign and more
than a language that is only used in the Engliabschnd learned as a required subject.

Consequently, the theme of identity requires ma@search and to be taken into

consideration in English education.
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6.5 Overall conclusion

The present study investigated the strength ofvdiaese university students’
English learning motivation and how their motivab factors influence the level of
motivation in the certain context. The complexitydadynamicity of motivation and
motivational factors were examined via a mixed rodth approach and various
analyses. Meanwhile, the thesis not only collectath at different time points but
also compared the data between different achievegneuaps.

According to the results:

(1) Both English learning motivation and motivationakctors were complex,
contextual and dynamic. The motivational factorgevmutually affected
and their interactions subsequently impacted thel lef motivation.

(2) The participants were generally moderately motivate learn English.
However, the strength of their motivation was dasieg and they might not
greatly look forward to taking their English courset regard themselves as
working harder than their classmates and not censidat the English
course was interesting enough to motivate theneaonl This reveals that
the students’ motivation needs to be increaseddiffarent motivational
factors and that the English course requires tionpeoved.

(3) When the students had a positive English learnixjeence and higher
levels of Cultural diversity, Interest, Travel oriation and the Ideal L2 self,
they tended to have stronger English learning ratibm. Nevertheless,
when the learners possessed higher levels of Edmbtaem, Fear of

assimilation, English anxiety and the Ought-to le¥f,sthese factors could
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have both facilitating and debilitating effects ¢meir English learning
motivation.

(4) Low achievers tended to have a lower level of Ehglearning motivation.

In particular, they had lower means for Hard-woBRdjority, Attraction,
Liking and self-efficacy. Hence, in order to achadwetter learning outcomes,
researchers, educators and policy makers may meegplore how to help
learners, especially low achievers, to make Endésiming to be more fun,
relevant and important for them and to make thenktthat they are able to
learn it well.

The current research aimed to contribute to piogidinsights into the
understanding of English learning motivation andtiwadional factors and to add
empirical evidence to the related field. In additid hoped to draw more attention to
the issues related to identity and the facilitatiigd debilitating effects of the
motivational factors on English learning motivatiorhese concerns could benefit
learners and help them to produce a virtuous catkenglish learning.

Last but not least, as final motivational sugges| it is important to not only
make possible goals, but also try to make goalsibles This includes looking at how
ambitious our vision is and then how powerful wa gessibly be. We should not
limit our potential or narrow our vision by the sting disadvantageous situations. It
is better late than never to start making some gémm@and to not lose our faith and
hope. Furthermore, we are English learners who amty have expectations for
ourselves, but also could be others’ inspiring aradivating role model or significant
other. Thus, learners could always think this way foth the self and
socio-educational development:

e The level of motivation is changeable.

e English learning is meaningful.
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e My vision is possible.

e | am powerful.
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Appendix A: The main questionnaire

English Learner Questionnaire

Part 1

In this part, we would like you to give your opinions by simply circling a number from 1 to 6. Please do
not leave out any items.

not at all not so much S0-50 a little quite a lot very much
1 2 3 4 5 6
(Example) If you like “curry” very much and “green pepper” not very much, write this:
Do you like curry? 2 3 4 5 [oy
How much do you like green pepper? ()3 4 5 5
1 Do you like the atmosphere of your English classes? 2 3 4 5 6
How tense do you get if you have a conversation in English with a native speaker
2 . 2 3 4 5 6
of English?
3  How uneasy do you feel if you speak English with a native speaker of English? 2 3 4 5 6
4 Do you like the music of the UK or the USA (e.g., pop music)? 2 3 4 5 o6
5 Do you like the people who live in the UK or the USA? 2 3 4 5 o6
6 Do you find learning English really interesting? 2 3 4 5 o6
How tense do you get if you have a conversation in English with a foreigner who
7 . . . 2 3 4 5 6
is a non-English native speaker?
How important do you think learning English is in order to learn more about the
8 . 2 3 4 5 6
culture and art of its speakers?
9 Do you like British or American films? 2 3 4 5 6
10 Do you like meeting people from the UK or the USA? 2 3 4 5 6
11 Do you always look forward to the English course (the current module)? 2 3 4 5 6
12 How nervous do you get when you are speaking in your English class? 2 3 4 5 6
13 How much do you like English? 2 3 4 5 o6
14 Do you like British or American TV programmes? 2 3 4 5 6
15 Do you like to travel to the UK or the USA? 2 3 4 5 6
16 Do you really enjoy learning English? 2 3 4 5 6
17 How afraid are you of sounding stupid in English because of the mistakes you 2 3 4 5 6
make?
18 Would you like to know more about British or American people? 2 3 4 5 @6
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Part I1

These are new questions but please answer them the same way as you did before. Please do not leave out any

items.
Strongly Disacree Slightly Slightly Aree Strongly
disagree sag disagree agree £ agree
1 2 3 4 5 6

(Example) If you strongly agree with the following statement, write this:

s ©

I like skiing very much. 4

19 Learning English is important to me because I would like to travel internationally. 4 5 o6

20 My parents/family believe that I must study English to be an educated person. 4 5 o6

21 I think that I am doing my best to learn English. 4 5 6

2 Studying English can be important to me because [ think it will someday be useful 4 5 6
in getting a good job.

23 Istudy English because close friends of mine think it is important. 4 5 o6

24 I can imagine myself living abroad and having a discussion in English. 4 5 6

25 TIhave to study English because I don’t want to get bad marks in it. 4 5 o6

26 I think that there is a danger that Taiwanese people may forget the importance of 4 5 6
Taiwanese culture, as a result of internationalisation.

27  I'would be happy if other cultures were more similar to Taiwanese. 4 5 6

28 Studying English is important to me because English proficiency is necessary for 4 5 6
promotion in the future.

29 Studying English is important to me in order to bring honours to my family. 4 5 o
I consider learning English important because the people I respect think that [

30 . 4 5 6
should do it.

31 I would like to spend lots of time studying English. 4 5 o6

32 1think that I am a person who can learn English well. 4 5 o6

33 Most other cultures are less advanced compared to my Taiwanese culture. 4 5 o6

34 Studying English is important to me because I think I'll need it for further studies. 4 5 o6
I hope that my level of English proficiency can be as high as native speakers of

35 i 4 5 6
English.

36 Studying English is important to me because, if I don’t have knowledge of 4 5 6
English, I'll be considered a weak learner.

37 Learning English is necessary because people surrounding me expect me to do so. 4 5 o6

38 Studying English is important to me because without English I won’t be able to 4 5 6
travel a lot.

39 I must study English to avoid being punished by my parents/relatives. 4 5 o
Studying English is important because with a high level of English proficiency [

40 . 4 5 6
will be able to make a lot of money.

41 Tam prepared to expend a lot of effort in learning English. 4 5 6

42 Other cultures should learn more from my culture. 4 5 o6
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Sfmngly Disagree S.llghtly Slightly Agree Strongly
disagree disagree agree agree
1 2 3 4 5 6
Studying English is necessary for me because I don’t want to get a poor score or a
43 - - . o 4 5
fail mark in English proficiency tests.
44 Because of the influence of the UK and the USA, I think the morals of Taiwanese 4 5
people are becoming worse.
Studying English is important to me in order to gain the approval of my
45 ‘ 4 5
peers/teachers/family/boss.
46  The things (job) I want to do in the future require me to use English. 4 5
47 lam confident in communicating with others in English. 4 5
48 Being successful in English is important to me so that [ can please my 4 5
parents/relatives.
49 I would like to concentrate on studying English more than any other topic. 4 5
50 I find it difficult to work together with people who have different customs and 4 5
values.
51 Ihave to learn English because I don’t want to fail the English course. 4 35
5 I think the cultural and artistic values of English are coming in at the expense of 4 5
Taiwanese values.
53 Studying English is a good and important challenge in my life. 4 5
54 It will have a negative impact on my life if I don’t learn English. 4 5
55 Compared to my classmates, I think I study English relatively hard. 4 5
56 Ican imagine myself speaking English with international friends or colleagues. 4 5
57 It would be a better world if everybody lived like the Taiwanese. 4 5
58 My family put a lot of pressure on me to study English. 4 5
Studying English is important to me in order to achieve an academic goal (e.g., to
59 . 4 5
get a degree or scholarship).
Studying English is important to me because an educated person is supposed to be
60 . 4 5
able to speak English.
Studying English is important to me, because I would feel ashamed if I got bad
6l . . 4 5
grades in English.
I think that, as internationalisation advances, there is a danger of losing the
62 . N 4 5
Taiwanese identity.
63  If an English course was offered in the future, I would like to take it. 4 5
64 Whenever I think of my future career, | imagine myself using English. 4 5
65 1 want to become similar to British or American people socially and culturally. 4 35
66 Studying English is important to me in order to attain higher social respect. 4 5
67 The English course (the current module) is interesting and motivating me to learn. 4 5
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Part 111

Please provide the following information by ticking ( v") in the box or writing your response in the space so that we can
interpret your previous answers better.

1 Male U Female

Your major and class:

Your age (in years):
Your score in the English exam given in the first round of the College Entrance Exam:
Have you ever had or do you have now a native English-speaking teacher?

U Yes U No

Have you spent a period in English-speaking countries (e.g., travelling, studying)?

U Yes, I've spent (for how long) in English-speaking countries for
(purpose)
U No
Have you learn any other language besides English?
O Yes, such as (language(s) you've learned);
among these language, including English, which do you like the most? I like the

most because

 No.

Do you think that your proficiency in English is the best among all foreign languages you've learned?
O Yes.
U No.
O I didn’t learn any other foreign languages except English.
In addition to statements and questions in the previous parts, do you think there are any other reasons that

motivate you to learn English? (If the answer is no, please put “No” below.)

Please rate your current overall proficiency in English by ticking one.

O Upper Intermediate level and over — Able to converse about general matters of daily life and
topics of one’s specialty and grasp the gist of lectures and broadcasts. Able to read high-level
materials such as newspapers and write about personal ideas.

U Intermediate level — Able to converse about general matters of daily life. Able to read general
materials related to daily life and write simple passages.

O Lower Intermediate level — Able to converse about familiar daily topics. Able to read materials
about familiar everyday topics and write simple letters.

U Post-Beginner level — Able to hold a simple conversation such as greeting and introducing
someone. Able to read simple materials and write a simple passage in elementary English.

U Beginner level — Able to give simple greetings using set words and phrases. Able to read simple

sentences, grasp the gist of short passages, and to write a simple sentence in basic English.

Thank you very much for your cooperation!
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Appendix B: The interview questions

Guiding Questions:

1. Why and when did you choose to learn English? Hgwme learned any other

languages?

. Did you like English at that time and how about ffow

. Before entering the university, did you feel yoe anotivated to learn English?
(E.g. Why do you think so? Have you enjoyed leayRitHow were your past
experiences?)

. Do you think you are good at English and why?

. Did you do anything (i.e. time, effort, confidendeanguage exchange, cram
school, TV, living in foreign countries...) to devployour English skills and
motivation? Did you enjoy doing so? What have hibereffects?

. Any particular family background features? (e.gvélanembers of your family
also learnt English or Any of them are from otheumtries? Have you spoken
English to your family members and how often? Hgoear family members
encouraged you to learn English?)

. Examine classroom motivated behaviours with théig@pants. Asking questions
like why you change your facial expressions sigaifitly, why you have certain
verbal and non-verbal behaviours, and why do youeheertain extent of
involvement and motivation of your learning durthg whole class.

. How much do you understand what you have learnedgithe class? Any happy
/ unpleasant feedback or difficulties to share?

. How hard have you tried to learn English durings ttlass? Did you do anything

(i.e. time, effort, confidence, focus...) to develgpur English skills and
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motivation during this class or give up? Did yogyogrdoing so? What have been
the effects?

10.Did you enjoy the class today? Can you commenbonhat extent and in which
way your new teacher, new classmates, new syllaiayg environments, and your
new ID, and so on influence you in English learffing

11.Are you looking forward to the following Englishadses and to using English
outside of class? Any goals, plans, or changesydbahink you will use English
a lot in your future life / career and why? Do yhink you will continue to learn

English after this last year of studying Englisheagquired subject and why?
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Appendix C: The short weekly questionnaire

Please give your opinions by simply circling a number from 1 to 6. Please do not leave out any

items.

not at all not so much S0-50 a little quite a lot

very much

1 2 3 4 5

{Example) If you like “tea” very much and “coffee” not very much, write this:

Do you like tea? 1 2 5 @
How much do you like coffee? 1 @ 4 5 6

1  How hard have you tried to learn English during this class? 1 2 4 5 6

2 How much do you understand what you have learned during this class? 1 2 4 5 6

3  How much did you enjoy the class? 1 2 4 5 6

4  How much do you enjoy learning English now? 1 2 4 5 6

5 How much do you think you are going to learn English by yourself after the class? | 1 2 4 5 o6

You are free to leave any comments here:

Name: Date:

Thank you very much for your cooperation!
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Appendix D: The observation sheet

Observation date:

Name of the observation target:

Activity

Motivated
behaviours of

concentration

Behaviours of
lack of

concentration

Motivated
behaviours of

participation

Behaviours of
lack of

participation

Comments or
notes
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Appendix E: The results of the P-P plot test

1. English learning intensity
[Time 1]
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3. Attitudes towards learning English

[Time 1]
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Normal P-P Plot of attitudes_1_mean
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5. Fear of assimilation

[Time 1] [Time 2]
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7. Travel orientation

[Time 1] [Time 2]
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8. English anxiety
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9. The Ideal L2 self

[Time 1] [Time 2]
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Appendix F: Director ethical documents

(Pilot study A)

Director information sheet

Research Project: A pilot study of language learning motivation: A study of the
dynamic nature from socio-dynamic perspectives

Email Contacts:  Miss Chu, Fang-I: f.chu@pgr.reading.ac.uk

Professor Suzanne Graham: s.j.graham@reading.ac.uk

We would like to invite your School to take part in a research study about language learning

motivation.

What is the study?

The study is being conducted at the University of Reading as part of Fang-I's PhD thesis. Its
aim is to investigate how university students’ language learning motivation has been formed
and whether and how it changes over time and differs between high and low achievers. 1t
hopes to make recommendations regarding how language learners’ motivation can be best

recognised, maintained and increased.

Why have my students been chosen to take part?

I previously contacted Teacher A informally to discuss the possibility of me conducting a
pilot research in your institution. Your students have been selected because your institution
has a range of foreign language learners and I am interested in seeing how motivation

develops in different types of learners in the foreign language learning context.

Do my students have to take part?

It is entirely up to you whether your students participate. You and the students may also
withdraw consent to participation at any time during the project, without any repercussions to
you or your students, by contacting Chu, Fang-l1 on: Tel: 07832806344. Email:

f.chu@pegr.reading.ac.uk

What will happen if my students take part?
Your students will be observed in class and interviewed respectively after the classroom

observation. With their permission as well as yours, the interviews will be recorded and
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transcribed. During the classroom observation, I will film and focus on the target students
only so the teacher and the rest of the students will not be filmed or observed. I will, however,

also gain the consent of those not being observed for my presence in the classroom.

What are the risks and benefits of taking part?

The information the students give will remain confidential and will only be seen by me and
by my supervisor. Neither you, the teacher, the students or the School will be identifiable in
any published report resulting from the study. Information about individuals will not be
shared with the School.

Participants in similar studies have found it interesting to take part. We anticipate that the
findings of the study will be useful for students’ language learning and for teachers in
planning how they teach the language. An electronic summary of the findings of the study can

be made available to you by contacting the researcher.

What will happen to the data?

Any data collected will be held in strict confidence and no real names will be used in this
study or in any subsequent publications. The records of this study will be kept private. No
identifiers linking you, the teacher, the students or the School to the study will be included in
any sort of report that might be published. Research records will be stored securely in a
locked filing cabinet and on a password-protected computer and only the research team will
have access to the records. The data will be destroyed securely once the findings of the study
are written up, after five years. The results of the study may be presented at national and

international conferences, and in written reports and articles.

What happens if I change my mind?
You can change your mind at any time without any repercussions. During the research, you
can stop completing the activities at any time. If you change your mind after data collection

has ended, we will discard the School’s data.

Who has reviewed the study?
This project has been reviewed following the procedures of the University Research Ethics
Committee and has been given a favourable ethical opinion for conduct. The University has

the appropriate insurances in place. Full details are available on request.

What happens if something goes wrong?
In the unlikely case of concern or complaint, you can contact Professor Suzanne Graham at

University of Reading by phone on 01183782648 or by email on s.j.graham@reading.ac.uk
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Where can I get more information?
If you would like more information, please contact Chu, Fang-I by phone on 07832806344 or

by email on f.chu@pgr.reading.ac.uk

What do I do next?
We do hope that you will agree to your participation in the study. If you are happy to take part,
please complete the attached consent form and return it as a scanned file to me by email, or

contact me directly for collection.

Thank you for your time.

Yours sincerely,

Miss Chu, Fang-1
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Research Project: A pilot study of language learning motivation: A study

of the dynamic nature from socio-dynamic perspectives

Director Consent Form

I have read the Information Sheet about the project and received a copy of it.

I understand what the purpose of the project is and what is required of me. All my questions
have been answered.

Name of Director:

Name of Institution / Course:

Please tick as appropriate:

I consent to the involvement of my institution in the project as outlined in the |:|

Information Sheet.

I consent to the filming of the lesson as outlined.

I consent to the recording of interviews as outlined.

Signed:

Date:
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Appendix G: Director ethical documents

(Pilot study B)

Director information sheet

Research Project: A pilot study of language learning motivation: A study of the
dynamic nature from socio-dynamic perspectives

Email Contacts:  Miss Chu, Fang-I: f.chu@pgrreading.ac.uk

Professor Suzanne Graham: s.j.graham@reading.ac.uk

We would like to invite your School to take part in a research study about language learning

motivation.

What is the study?

The study is being conducted at the University of Reading as part of Fang-I's PhD thesis. Its
aim is to investigate how university students’ language learning motivation has been formed
and whether and how it changes over time and differs between high and low achievers. It
hopes to make recommendations regarding how language learners’ motivation can be best

recognised, maintained and increased.

Why have my students been chosen to take part?

I previously contacted Teacher B informally to discuss the possibility of me conducting a
pilot research in your institution. Your students have been selected because your institution
has a range of foreign language learners and I am interested in seeing how motivation

develops in different types of learners in the foreign language learning context.

Do my students have to take part?

It is entirely up to you whether your students participate. You and the students may also
withdraw consent to participation at any time during the project, without any repercussions to
you or your students, by contacting Chu, Fang-I on: Tel: 07832806344. Email:

f.chu@pgrreading.ac.uk

What will happen if my students take part?
Your students will be asked to complete a questionnaire. The questionnaire will be about

English learning motivation and students’ perceptions of learning experiences. This should
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take about 10 to 15 minutes to complete. In addition, these students will also be asked to fill
in a similar but very simple and short questionnaire. It will take about one minute to

complete.

What are the risks and benefits of taking part?

The information the students give will remain confidential and will only be seen by me and
by my supervisor. Neither you, the teacher, the students or the School will be identifiable in
any published report resulting from the study. Information about individuals will not be
shared with the School.

Participants in similar studies have found it interesting to take part. We anticipate that the
findings of the study will be useful for students’ language learning and for teachers in
planning how they teach the language. An electronic summary of the findings of the study can

be made available to you by contacting the researcher.

What will happen to the data?

Any data collected will be held in strict confidence and no real names will be used in this
study or in any subsequent publications. The records of this study will be kept private. No
identifiers linking you, the teacher, the students or the School to the study will be included in
any sort of report that might be published. Research records will be stored securely in a
locked filing cabinet and on a password-protected computer and only the research team will
have access to the records. The data will be destroyed securely once the findings of the study
are written up, after five years. The results of the study may be presented at national and

international conferences, and in written reports and articles.

What happens if I change my mind?
You can change your mind at any time without any repercussions. During the research, you
can stop completing the activities at any time. If you change your mind after data collection

has ended. we will discard the School’s data.

Who has reviewed the study?
This project has been reviewed following the procedures of the University Research Ethics
Committee and has been given a favourable ethical opinion for conduct. The University has

the appropriate insurances in place. Full details are available on request.

What happens if something goes wrong?
In the unlikely case of concern or complaint, you can contact Professor Suzanne Graham at

University of Reading by phone on 01183782648 or by email on s.].graham@reading.ac.uk
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Where can I get more information?
If you would like more information, please contact Chu, Fang-I by phone on 07832806344 or

by email on f.chu@pgrreading.ac.uk

What do I do next?
We do hope that you will agree to your participation in the study. If you are happy to take part,
please complete the attached consent form and return it as a scanned file to me by email, or

contact me directly for collection.

Thank you for your time.

Yours sincerely,

Miss Chu, Fang-1
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Research Project: A pilot study of language learning motivation: A study

of the dynamic nature from socio-dynamic perspectives

Director Consent Form

I have read the Information Sheet about the project and received a copy of it.

I understand what the purpose of the project is and what is required of me. All my questions
have been answered.

Name of Director:

Name of Institution / Course:

Please tick as appropriate:

I consent to the involvement of my institution in the project as outlined in the |:|

Information Sheet.

Signed:

Date:
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Appendix H: Teacher ethical documents

(Pilot study A)

Teacher information sheet

Research Project: A pilot study of language learning motivation: A study of the
dynamic nature from socio-dynamic perspectives

Email Contacts:  Miss Chu, Fang-I: f.chu@pgr.reading.ac.uk

Professor Suzanne Graham: s.j.eraham@reading.ac.uk

We would like to invite your students to take part in a research study about language learning

motivation.

What is the study?

The study is being conducted at the University of Reading as part of Fang-I's PhD thesis. Its
aim is to investigate how university students’ language learning motivation has been formed
and whether and how it changes over time and differs between high and low achievers. It
hopes to make recommendations regarding how language learners’ motivation can be best

recognised, maintained and increased.

Why have my students been chosen to take part?

I previously contacted you informally to discuss the possibility of me conducting a pilot
research in your institution. Your students have been selected because your institution has a
range of foreign language learners and I am interested in seeing how motivation develops in

different types of learners in the foreign language learning context.

Do my students have to take part?

It is entirely up to you whether your students participate. You and the students may also
withdraw consent to participation at any time during the project, without any repercussions to
you or your students, by contacting Chu, Fang-I on: Tel: 07832806344. Email:

f.chu@pgrreading.ac.uk

What will happen if my students take part?
Your students will be observed in class and interviewed respectively after the classroom

observation. With their permission as well as yours, the interviews will be recorded and
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transcribed. During the classroom observation, I will film and focus on the target students
only so the teacher and the rest of the students will not be filmed or observed. I will, however,

also gain the consent of those not being observed for my presence in the classroom.

What are the risks and benefits of taking part?

The information the students give will remain confidential and will only be seen by me and
by my supervisor. Neither you, the teacher, the students or the School will be identifiable in
any published report resulting from the study. Information about individuals will not be
shared with the School.

Participants in similar studies have found it interesting to take part. We anticipate that the
findings of the study will be useful for students’ language learning and for teachers in
planning how they teach the language. An electronic summary of the findings of the study can

be made available to you by contacting the researcher.

What will happen to the data?

Any data collected will be held in strict confidence and no real names will be used in this
study or in any subsequent publications. The records of this study will be kept private. No
identifiers linking you, the teacher, the students or the School to the study will be included in
any sort of report that might be published. Research records will be stored securely in a
locked filing cabinet and on a password-protected computer and only the research team will
have access to the records. The data will be destroyed securely once the findings of the study
are written up, after five years. The results of the study may be presented at national and

international conferences, and in written reports and articles.

What happens if I change my mind?
You can change your mind at any time without any repercussions. During the research, you
can stop completing the activities at any time. If you change your mind after data collection

has ended, we will discard the School’s data.

Who has reviewed the study?
This project has been reviewed following the procedures of the University Research Ethics
Committee and has been given a favourable ethical opinion for conduct. The University has

the appropriate insurances in place. Full details are available on request.

What happens if something goes wrong?
In the unlikely case of concern or complaint, you can contact Professor Suzanne Graham at

University of Reading by phone on 01183782648 or by email on sj.graham@reading.ac.uk
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Where can I get more information?
If you would like more information, please contact Chu, Fang-I by phone on 07832806344 or

by email on f.chu@pgr.reading.ac.uk

What do I do next?
We do hope that you will agree to your participation in the study. If you are happy to take part,
please complete the attached consent form and return it as a scanned file to me by email, or

contact me directly for collection.

Thank you for your time.

Yours sincerely,

Miss Chu, Fang-1
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Research Project: A pilot study of language learning motivation: A study

of the dynamic nature from socio-dynamic perspectives

Teacher Consent Form

I have read the Information Sheet about the project and received a copy of it.

I understand what the purpose of the project is and what is required of me. All my questions
have been answered.

Name of Teacher:

Name of Institution / Course:

Please tick as appropriate:

I consent to the involvement of my students in the project as outlined in the |:|

Information Sheet.

I agree to the classroom observation conducted in class.

I agree to filming during the classroom observation. |:|

Signed:

Date:
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Appendix I: Teacher ethical documents

(Pilot study B)

Teacher information sheet

Research Project: A pilot study of language learning motivation: A study of the
dynamic nature from socio-dynamic perspectives

Email Contacts:  Miss Chu, Fang-I: f.chu@pgr.reading.ac.uk

Professor Suzanne Graham: s.j.graham@reading.ac.uk

We would like to invite your students to take part in a research study about language learning

motivation.

What is the study?

The study is being conducted at the University of Reading as part of Fang-I's PhD thesis. Its
aim is to investigate how university students’ language learning motivation has been formed
and whether and how it changes over time and differs between high and low achievers. It
hopes to make recommendations regarding how language learners’ motivation can be best

recognised, maintained and increased.

Why have my students been chosen to take part?

I previously contacted you informally to discuss the possibility of me conducting a pilot
research in your institution. Your students have been selected because your institution has a
range of foreign language learners and I am interested in seeing how motivation develops in

different types of learners in the foreign language learning context.

Do my students have to take part?

It is entirely up to you whether your students participate. You and the students may also
withdraw consent to participation at any time during the project, without any repercussions to
you or your students, by contacting Chu, Fang-1 on: Tel: 07832806344. Email:
f.chu@pgrreading.ac.uk

What will happen if my students take part?
Your students will be asked to complete a questionnaire. The questionnaire will be about

English learning motivation and students’ perceptions of learning experiences. This should
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take about 10 to 15 minutes to complete. In addition, these students will also be asked to fill
in a similar but very simple and short questionnaire. It will take about one minute to

complete.

What are the risks and benefits of taking part?

The information the students give will remain confidential and will only be seen by me and
by my supervisor. Neither you, the teacher, the students or the School will be identifiable in
any published report resulting from the study. Information about individuals will not be
shared with the School.

Participants in similar studies have found it interesting to take part. We anticipate that the
findings of the study will be useful for students’ language learning and for teachers in
planning how they teach the language. An electronic summary of the findings of the study can

be made available to you by contacting the researcher.

What will happen to the data?

Any data collected will be held in strict confidence and no real names will be used in this
study or in any subsequent publications. The records of this study will be kept private. No
identifiers linking you, the teacher, the students or the School to the study will be included in
any sort of report that might be published. Research records will be stored securely in a
locked filing cabinet and on a password-protected computer and only the research team will
have access to the records. The data will be destroyed securely once the findings of the study
are written up, after five years. The results of the study may be presented at national and

international conferences, and in written reports and articles.

What happens if I change my mind?
You can change your mind at any time without any repercussions. During the research, you
can stop completing the activities at any time. If you change your mind after data collection

has ended, we will discard the School’s data.

Who has reviewed the study?
This project has been reviewed following the procedures of the University Research Ethics
Committee and has been given a favourable ethical opinion for conduct. The University has

the appropriate insurances in place. Full details are available on request.

What happens if something goes wrong?
In the unlikely case of concern or complaint, you can contact Professor Suzanne Graham at

University of Reading by phone on 01183782648 or by email on s.j.graham@reading.ac.uk
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Where can I get more information?
If you would like more information, please contact Chu, Fang-I by phone on 07832806344 or

by email on f.chu@pgr.reading.ac.uk

What do I do next?
We do hope that you will agree to your participation in the study. If you are happy to take part,
please complete the attached consent form and return it as a scanned file to me by email, or

contact me directly for collection.

Thank you for your time.

Yours sincerely,

Miss Chu, Fang-1
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Research Project: A pilot study of language learning motivation: A study

of the dynamic nature from socio-dynamic perspectives

Teacher Consent Form

I have read the Information Sheet about the project and received a copy of it.

I understand what the purpose of the project is and what is required of me. All my questions
have been answered.

Name of Teacher:

Name of Institution / Course:

Please tick as appropriate:

I consent to the involvement of my students in the project as outlined in the |:|

Information Sheet.

Signed:

Date:
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Appendix J: Student ethical documents
(Pilot study A)

Student information sheet

Research Project: A pilot study of language learning motivation: A study of the
dynamic nature from socio-dynamic perspectives

Email Contacts:  Miss Chu, Fang-1: f.chu@pgr.reading.ac.uk

Professor Suzanne Graham: s.j.eraham@reading.ac.uk

We would like to invite you to take part in a research study about language learning

motivation.

What is the study?

The study is being conducted at the University of Reading as part of Fang-I's PhD thesis. Its
aim is to investigate how university students’ language learning motivation has been formed
and whether and how it changes over time and differs between high and low achievers. It
hopes to make recommendations regarding how language learners’ motivation can be best

recognised, maintained and increased.

Why have I been chosen to take part?
You have been invited to take part in the project because you are a foreign language learner

who is exactly the target group of my research interests.

Do I have to take part?
It is entirely up to you whether you participate. You may also withdraw consent to
participation at any time during the project, without any repercussions to you, by contacting

Chu, Fang-I by email on f.chu@pgr.reading.ac.uk

What will happen if I take part?

You will be observed in class during a Chinese lesson and interviewed after the observation.
The interview will last around an hour. During the classroom observation, you will be filmed
and notes taken, and during the interview, all conversations will be audio-recorded,

transcribed and notes taken, with your permission.
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If you choose NOT to take part in the study, some of your classmates will be filmed and
observed during one Chinese class as stated above but you will not be filmed or observed at
all.

What are the risks and benefits of taking part?

The information you give will remain confidential and will only be seen by the research team
listed at the start of this letter. You will not be identifiable in any published report resulting
from the study. Information about individuals will not be shared with the school or teachers.
Taking part will in no way influence the grades you receive on your course.

Participants in similar studies have found it interesting to take part. We anticipate that the
findings of the study will be useful for students’ language learning and for teachers in
planning how they teach the language. An electronic summary of the findings of the study can
be made available to you by contacting the researcher. If you agree to take part in the
follow-up interview, I will be able to offer £15 to express my appreciation. Hopefully these

small rewards will recompense you in some way for your time.

What will happen to the data?

Any data collected will be held in strict confidence and no real names will be used in this
study or in any subsequent publications. The records of this study will be kept private. No
identifiers linking you to the study will be included in any sort of report that might be
published. Research records will be stored securely in a locked filing cabinet and on a
password-protected computer and only the research team will have access to the records. The
data will be destroyed securely once the findings of the study are written up, after five years.
The results of the study may be presented at national and international conferences, and in

written reports and articles.

What happens if I change my mind?
You can change your mind at any time without any repercussions. During the research, you
can stop completing the activities at any time. If you change your mind after data collection

has ended, we will discard your data.

Who has reviewed the study?
This project has been reviewed following the procedures of the University Research Ethics
Committee and has been given a favourable ethical opinion for conduct. The University has

the appropriate insurances in place. Full details are available on request.

What happens if something goes wrong?

In the unlikely case of concern or complaint, you can contact Professor Suzanne Graham at
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University of Reading by email on s.j.graham@reading.ac.uk

Where can I get more information?
If you would like more information, please contact Chu, Fang-I by email on

f.chu@pgrreading.ac.uk

What do I do next?
We do hope that you will agree to your participation in the study. If you are happy to take part,

please complete the attached consent form and return it to me.

Thank you for your time.

Yours sincerely,

Miss Chu, Fang-1

318



Research Project: A pilot study of language learning motivation: A study

of the dynamic nature from socio-dynamic perspectives

Student Consent Form

I have read the Information Sheet about the project and received a copy of it.

I understand what the purpose of the project is and what is required of me. All my questions

have been answered.

I understand that it is my choice to help with this project and that I can stop at any time,

without giving a reason and that it won’t have any effect on my grades.

I have received a copy of this Consent Form and of the Information Sheet.

Please tick as appropriate:
I am willing to take part in the classroom observation.

Under the circumstances, I agree to the observation being filmed.

I am willing to take part in the interview.

oo OO0

Under the circumstances, I agree to the interview being audio-recorded.

P 1 agree to the use of anonymised quotes in subsequent publications.

1 agree to the classroom observation conducted in class.

O O

Name:

Signed:

Date:
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Appendix K: Student ethical documents
(Pilot study B)

Student information sheet

Research Project: A pilot study of language learning motivation: A study of the
dynamic nature from socio-dynamic perspectives

Email Contacts:  Miss Chu, Fang-I: f.chu@pgr.reading.ac.uk

Professor Suzanne Graham: s.j.geraham@reading.ac.uk

We would like to invite you to take part in a research study about language learning

motivation.

What is the study?

The study is being conducted at the University of Reading as part of Fang-I's PhD thesis. Its
aim is to investigate how university students’ language learning motivation has been formed
and whether and how it changes over time and differs between high and low achievers. It
hopes to make recommendations regarding how language learners’ motivation can be best

recognised, maintained and increased.

Why have I been chosen to take part?
You have been invited to take part in the project because you are a foreign language learner

who is exactly the target group of my research interests.

Do I have to take part?
It is entirely up to you whether you participate. You may also withdraw consent to
participation at any time during the project, without any repercussions to you, by contacting

Chu, Fang-I by email on f.chu@pgr.reading.ac.uk

What will happen if I take part?

You will be asked to complete a questionnaire. The questionnaire will be about English
learning motivation and students’ perceptions of learning experiences. This should take about
10 to 15 minutes to complete. In addition, you will also be asked to fill in a similar but very

simple and short questionnaire. It will take about one minute to complete.
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What are the risks and benefits of taking part?

The information you give will remain confidential and will only be seen by the research team
listed at the start of this letter. You will not be identifiable in any published report resulting
from the study. Information about individuals will not be shared with the school or teachers.
Taking part will in no way influence the grades you receive on your course.

Participants in similar studies have found it interesting to take part. We anticipate that the
findings of the study will be useful for students’ language learning and for teachers in
planning how they teach the language. An electronic summary of the findings of the study can

be made available to you by contacting the researcher.

What will happen to the data?

Any data collected will be held in strict confidence and no real names will be used in this
study or in any subsequent publications. The records of this study will be kept private. No
identifiers linking you to the study will be included in any sort of report that might be
published. Research records will be stored securely in a locked filing cabinet and on a
password-protected computer and only the research team will have access to the records. The
data will be destroyed securely once the findings of the study are written up, after five years.
The results of the study may be presented at national and international conferences, and in

written reports and articles.

What happens if I change my mind?
You can change your mind at any time without any repercussions. During the research, you
can stop completing the activities at any time. If you change your mind after data collection

has ended, we will discard your data.

Who has reviewed the study?
This project has been reviewed following the procedures of the University Research Ethics
Committee and has been given a favourable ethical opinion for conduct. The University has

the appropriate insurances in place. Full details are available on request.

What happens if something goes wrong?
In the unlikely case of concern or complaint, you can contact Professor Suzanne Graham at

University of Reading by email on s.].graham@reading.ac.uk

Where can I get more information?
If you would like more information, please contact Chu, Fang-I by email on

f.chu@pgrreading.ac.uk

321



What do I do next?
We do hope that you will agree to your participation in the study. If you are happy to take part,

please complete the attached consent form and return it to me.

Thank you for your time.

Yours sincerely,

Miss Chu, Fang-I
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Research Project: A pilot study of language learning motivation: A study

of the dynamic nature from socio-dynamic perspectives

Student Consent Form

I have read the Information Sheet about the project and received a copy of it.

I understand what the purpose of the project is and what is required of me. All my questions

have been answered.

I understand that it is my choice to help with this project and that I can stop at any time,

without giving a reason and that it won’t have any effect on my grades.

I have received a copy of this Consent Form and of the Information Sheet.

Please tick as appropriate:

I am willing to take part in filling out the main questionnaire. L]

I am willing to take part in filling out the short questionnaire. |:|
P-1 agree to the use of anonymised quotes in subsequent publications. |:|

Name:

Signed:

Date:
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Appendix L: Head of English Department

ethical documents (Main study)

Head of English Department information sheet

Research Project: English learning motivation in a Taiwanese university context: A
study of its dynamic nature from socio-dynamic perspectives

Email Contacts:  Miss Chu, Fang-1: f.chu@pgrreading.ac.uk

Professor Suzanne Graham: s.j.eraham@reading.ac.uk

We would like to invite your department to take part in a research study about language

learning motivation.

What is the study?

The study is being conducted at the University of Reading as part of Fang-1's PhD thesis. Its
aim is to investigate how university students” English learning motivation has been formed
and whether and how it changes over time and differs between high and low achievers. It
hopes to make recommendations regarding how language learners’ motivation can be best

recognised, maintained and increased.

Why have my students been chosen to take part?

I previously contacted you informally to discuss the possibility of me conducting research in
your institution. Your students have been selected because your students have a range of
English language proficiency and | am interested in seeing how motivation develops in

different types of learners.

Do my students have to take part?

It is entirely up to you whether your students participate. You and the students may also
withdraw consent to participation at any time during the project, without any repercussions to
you or your students, by contacting Chu, Fang-I on: Tel: 07832806344. Email:

f.chu@pegr.reading.ac.uk

What will happen if my students take part?
Three classes of your students will be asked to complete a questionnaire twice (one at the

beginning of this term and the other at the end of the term). The questionnaire will be about
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English learning motivation and students’ perceptions of learning experiences. This should
take about 10 to 15 minutes to complete each time. Furthermore, I would like to interview 10
to 14 of these students twice and observe them in class during two English lessons to gather
further information. With their permission as well as yours, the interviews will be recorded
and transcribed. During the classroom observation, I will film and focus on the target students
only so the teacher and the rest of the students will not be filmed or observed. I will, however,
also gain the consent of those not being observed for my presence in the classroom. Lastly,
these target students will be asked to fill in a very simple and short weekly questionnaire after

every English lesson ends. It will take about one minute to complete each time.

What are the risks and benefits of taking part?

The information the students give will remain confidential and will only be seen by me and
by my supervisor. Neither you, the teacher, the students or the School will be identifiable in
any published report resulting from the study. Information about individuals will not be
shared with the School.

Participants in similar studies have found it interesting to take part. We anticipate that the
findings of the study will be useful for students’ language learning and for teachers in
planning how they teach the language. An electronic summary of the findings of the study can

be made available to you by contacting the researcher.

What will happen to the data?

Any data collected will be held in strict confidence and no real names will be used in this
study or in any subsequent publications. The records of this study will be kept private. No
identifiers linking you, the teacher, the students or the School to the study will be included in
any sort of report that might be published. Research records will be stored securely in a
locked filing cabinet and on a password-protected computer and only the research team will
have access to the records. The data will be destroyed securely once the findings of the study
are written up, after five years. The results of the study may be presented at national and

international conferences, and in written reports and articles.
What happens if I change my mind?
You can change your mind at any time without any repercussions. During the research, you

can stop completing the activities at any time. If you change your mind after data collection

has ended, we will discard the School’s data.

Who has reviewed the study?
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This project has been reviewed following the procedures of the University Research Ethics
Committee and has been given a favourable ethical opinion for conduct. The University has

the appropriate insurances in place. Full details are available on request.

What happens if something goes wrong?
In the unlikely case of concern or complaint, you can contact Professor Suzanne Graham at

University of Reading by phone on 01183782648 or by email on s.j.graham@reading.ac.uk

Where can I get more information?
If you would like more information, please contact Chu, Fang-I by phone on 07832806344 or

by email on f.chu@pgrreading.ac.uk

What do I do next?
We do hope that you will agree to your participation in the study. If you are happy to take part,
please complete the attached consent form and return it as a scanned file to me by email, or

contact me directly for collection.

Thank you for your time.

Yours sincerely,

Miss Chu, Fang-1
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Research Project: English learning motivation in a Taiwanese university
context: A study of its dynamic nature from

socio-dynamic perspectives

Head of English Department Consent Form

I have read the Information Sheet about the project and received a copy of it.

I understand what the purpose of the project is and what is required of me. All my questions
have been answered.

Name of Head of English Department:

Name of University:

Please tick as appropriate:

I consent to the involvement of my institution in the project as outlined in the ]

Information Sheet.

I consent to the filming of the lesson as outlined. |:|
I consent to the recording of interviews as outlined. |:|
Signed:

Date:
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Appendix M: Teacher ethical documents

(Main study)

Teacher information sheet

Research Project: English learning motivation in a Taiwanese university context: A
study of its dynamic nature from socio-dynamic perspectives

Email Contacts:  Miss Chu, Fang-I: f.chu@pgrreading.ac.uk

Professor Suzanne Graham: s.j.graham@reading.ac.uk

We would like to invite your students to take part in a research study about language learning

motivation.

What is the study?

The study is being conducted at the University of Reading as part of Fang-I's PhD thesis. Its
aim is to investigate how university students’ English learning motivation has been formed
and whether and how it changes over time and differs between high and low achievers. It
hopes to make recommendations regarding how language learners’ motivation can be best

recognised, maintained and increased.

Why have my students been chosen to take part?

I previously contacted you informally to discuss the possibility of me conducting research in
your class. Your students have been selected because your students have a range of English
language proficiency and I am interested in seeing how motivation develops in different types

of learners.

Do my students have to take part?

It is entirely up to you whether your students participate. You and the students may also
withdraw consent to participation at any time during the project, without any repercussions to
you or your students, by contacting Chu, Fang-I on: Tel: 07832806344. Email:

f.chu@perreading.ac.uk

What will happen if my students take part?
Your students will be asked to complete a questionnaire twice (one at the beginning of this

term and the other at the end of the term). The questionnaire will be about English learning
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motivation and students’ perceptions of learning experiences. This should take about 10 to 15
minutes to complete each time. Furthermore, I would like to interview three to five of these
students twice and observe them in class during two English lessons to gather further
information. With their permission as well as yours, the interviews will be recorded and
transcribed. During the classroom observation, I will film and focus on the target students
only so the teacher and the rest of the students will not be filmed or observed. I will, however,
also gain the consent of those not being observed for my presence in the classroom. Lastly,
these target students will be asked to fill in a very simple and short weekly questionnaire after

every English lesson ends. It will take about one minute to complete each time.

What are the risks and benefits of taking part?

The information the students give will remain confidential and will only be seen by me and
by my supervisor. Neither you, the teacher, the students or the School will be identifiable in
any published report resulting from the study. Information about individuals will not be
shared with the School.

Participants in similar studies have found it interesting to take part. We anticipate that the
findings of the study will be useful for students’ language learning and for teachers in
planning how they teach the language. An electronic summary of the findings of the study can

be made available to you by contacting the researcher.

What will happen to the data?

Any data collected will be held in strict confidence and no real names will be used in this
study or in any subsequent publications. The records of this study will be kept private. No
identifiers linking you, the teacher, the students or the School to the study will be included in
any sort of report that might be published. Research records will be stored securely in a
locked filing cabinet and on a password-protected computer and only the research team will
have access to the records. The data will be destroyed securely once the findings of the study
are written up, after five years. The results of the study may be presented at national and

international conferences, and in written reports and articles.
What happens if I change my mind?
You can change your mind at any time without any repercussions. During the research, you

can stop completing the activities at any time. If you change your mind after data collection

has ended, we will discard the School’s data.

Who has reviewed the study?
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This project has been reviewed following the procedures of the University Research Ethics
Committee and has been given a favourable ethical opinion for conduct. The University has

the appropriate insurances in place. Full details are available on request.

What happens if something goes wrong?
In the unlikely case of concern or complaint, you can contact Professor Suzanne Graham at

University of Reading by phone on 01183782648 or by email on s.J.graham@reading.ac.uk

Where can I get more information?
If you would like more information, please contact Chu, Fang-1 by phone on 07832806344 or

by email on f.chu@pgrreading.ac.uk

What do I do next?
We do hope that you will agree to your participation in the study. If you are happy to take part,
please complete the attached consent form and return it as a scanned file to me by email, or

contact me directly for collection.

Thank you for your time.

Yours sincerely,

Miss Chu, Fang-1
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Research Project: English learning motivation in a Taiwanese university
context: A study of its dynamic nature from

socio-dynamic perspectives

Teacher Consent Form

I have read the Information Sheet about the project and received a copy of it.

I understand what the purpose of the project is and what is required of me. All my questions
have been answered.

Name of Teacher:

Name of University:

Please tick as appropriate:

I consent to the involvement of my students in the project as outlined in the ]

Information Sheet.

I agree to the classroom observation conducted in class. |:|
I agree to filming during the classroom observation. |:|
Signed:

Date:
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Appendix N: Student ethical documents
(Main study)

Student information sheet

Research Project: English learning motivation in a Taiwanese university context: A
study of its dynamic nature from socio-dynamic perspectives

Email Contacts:  Miss Chu, Fang-I: f.chu@pgr.reading.ac.uk

Professor Suzanne Graham: s.j.eraham@reading.ac.uk

We would like to invite you to take part in a research study about language learning

motivation.

What is the study?

The study is being conducted at the University of Reading as part of Fang-I's PhD thesis. Its
aim is to investigate how university students’ English learning motivation has been formed
and whether and how it changes over time and differs between high and low achievers. It
hopes to make recommendations regarding how language learners’ motivation can be best

recognised, maintained and increased.

Why have I been chosen to take part?
You have been invited to take part in the project because you are Taiwanese university

English learners who are exactly the target group of my research interests.

Do I have to take part?
It is entirely up to you whether you participate. You may also withdraw consent to

participation at any time during the project, without any repercussions to you, by contacting

Chu, Fang-I by email on f.chu@pgr.reading.ac.uk

What will happen if I take part?

You can choose to take part in category A or B as follows.

(A) You will be asked to complete a questionnaire twice (one at the beginning of this term
and the other at the end of the term). The questionnaire will be about English learning
motivation and your feedback of learning experiences. This should take about 10 to 15

minutes to complete each time.
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(B) In addition to category (A), you will also be asked to fill out a very simple and short
weekly survey (around 1 minute to complete) after every English lesson ends. Moreover, you
will also be asked to complete two follow-up interviews (around one hour per interview) after
two questionnaire surveys. All the interviews will be audio-recorded, transcribed and notes
taken, with your permission. Lastly, you will also be observed in class twice. During the

classroom observation, you will be filmed and notes taken, with your permission.

If you choose to take part in category (A), some of your classmates will be filmed and

observed during two English classes but you will not be filmed or observed at all.

What are the risks and henefits of taking part?

The information you give will remain confidential and will only be seen by the research team
listed at the start of this letter. You will not be identifiable in any published report resulting
from the study. Information about individuals will not be shared with the school or teachers.
Taking part will in no way influence the grades you receive on your course.

Participants in similar studies have found it interesting to take part. We anticipate that the
findings of the study will be useful for students’ language learning and for teachers in
planning how they teach the language. An electronic summary of the findings of the study can
be made available to you by contacting the researcher. If you agree to take part as category
(A), we will give you a small goody bag of sweets and tea bags after the return of the
questionnaire as a small ‘thank you’; for those who are willing to take part in the additional
weekly surveys, interviews and observation as category (B), I will be able to offer £30 to
express my appreciation. Hopefully these small rewards will recompense you in some way for

your time.

What will happen to the data?

Any data collected will be held in strict confidence and no real names will be used in this
study or in any subsequent publications. The records of this study will be kept private. No
identifiers linking you to the study will be included in any sort of report that might be
published. Research records will be stored securely in a locked filing cabinet and on a
password-protected computer and only the research team will have access to the records. The
data will be destroyed securely once the findings of the study are written up, after five years.
The results of the study may be presented at national and international conferences, and in

written reports and articles.

What happens if I change my mind?
You can change your mind at any time without any repercussions. During the research, you
can stop completing the activities at any time. If you change your mind after data collection

has ended, we will discard your data.
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Who has reviewed the study?
This project has been reviewed following the procedures of the University Research Ethics
Committee and has been given a favourable ethical opinion for conduct. The University has

the appropriate insurances in place. Full details are available on request.

What happens if something goes wrong?
In the unlikely case of concern or complaint, you can contact Professor Suzanne Graham at

University of Reading by email on s.j.graham@reading.ac.uk

Where can I get more information?
If you would like more information, please contact Chu, Fang-I by email on

f.chu@pgr.reading.ac.uk

What do I do next?
We do hope that you will agree to your participation in the study. If you are happy to take part,

please complete the attached consent form and return it to me.

Thank you for your time.

Yours sincerely,

Miss Chu, Fang-1

334



Research Project: English learning motivation in a Taiwanese university
context: A study of its dynamic nature from

socio-dynamic perspectives

Student Consent Form

I have read the Information Sheet about the project and received a copy of it.

I understand what the purpose of the project is and what is required of me.  All my questions

have been answered.

I understand that it is my choice to help with this project and that I can stop at any time,

without giving a reason and that it won’t have any effect on my grades.

I have received a copy of this Consent Form and of the Information Sheet.

Please tick as appropriate:

I am willing to take part in (A) filling out the questionnaire twice D

I am willing to take part in (B) filling out the questionnaire twice, D
completing the weekly survey, two follow-up interviews
and two rounds of classroom observation.

Under the circumstances, I agree to the interview being audio-recorded.

N

Under the circumstances, I agree to the observation being filmed.

P I agree to the use of anonymised quotes in subsequent publications.

N

P agree to the classroom observation conducted in class.

Name:

Signed:

Date:
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Appendix O: Ethical approval form

University of Reading University of
Institute of Education Reading

Ethical Approval Form A (version September 2013)

Tick one:
]

Stafl project: __ PhD _v

Name of applicant (s): Chu, Fang-I

Title of project: English learning motivation in a Taiwanese university context: A study of the dynamic nature from socio-
dynamic perspectives

Name of supervisor (for student projects): Professor Suzanne Graham and Dr. Daguo Li

Please complete the form below including relevant sections overleaf.

YES | NO
Have you prepared an Information Sheet for participants and/or their parents/carers that:
a) explains the purpose(s) of the project N
b) explains how they have been selecled as potential participants W

¢) gives a full, fair and clear account of what will be asked of them and how the information that they '\'l
provide will be used

d) makes clear that participation in the project is voluntary v

¢) explains the arrangements to allow participants to withdraw at any stage if they wish v

f) explains the arrangements to ensure the confidentiality of any material collected during the project, | +
including secure arrangements for its storage, retention and disposal

£) explains the arrangements for publishing the research results and, if confidentiality might be 4
affected, for obtaining written consent for this

h) explains the arrangements for providing participants with the research results if they wish to have v
them

i) gives the name and designation of the member of staff with respansibility for the project together v

with contact details. including email . If any of the project investigators are students at the loE. then
this information must be included and their name provided

k) explains, where applicable. the arrangements for expenses and other payments to be made to the Y
participants

J) includes a standard statement indicating the process of ethical review at the University undergone by |
the project, as follows:

“This project has been reviewed following the procedures of the University Research Ethics
Committee and has been given a favourable ethical opinion for conduct”.

Klincludes a standard statement regarding insurance: N
“The University has the appropriate insurances in place. Full details are available on request”.

Please answer the following questions

1) Will you provide participants involved in your research with all the information necessary to ensure | v
that they are fully informed and not in any way deceived or misled as to the purpose(s) and nature of
the research? (Please use the subheadings used in the example information sheets on blackboard to
ensure this),

2) Will you seek written or other formal consent from all participants, if they are able to provide it, in v
addition 10 (1)?

3) Is there any risk that participants may experience physical or psychological distress in taking part in \
your research?

4) Have vou tuken the online training modules in data protection and information security (which can v

be found here: W e v ac uk/internal/i ; e " oaspx)?
5) Does your research comply with the University’s Code of Good Practice in Research? \"

YES | NO | NA.
6) If your research is taking place in a school, have you prepared an information sheet and consent v
form to gain the permission in writing of the head teacher or other relevant supervisory professional?
7) Has the data collector obtained satisfactory DBS clearance? v
8) If your research involves working with children under the age of 16 (or those whose special N

educational needs mean they are unable to give informed consent), have you prepared an information
sheet and consent form for parents/carers to seek permission in writing, or to give parents/carers the
opportunity to decline consent?
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9) If your research involves processing sensitive personal data’, or if it involves audio/video N
recordings, have you obtained the explicit consent of participants/parents?

10} If you are using a data processor to subcontract any part of your research, have you got a written N
contract with that contractor which (a) specifies that the contractor is required to act only on your
instructions, and (b) provides for appropriate technical and organisational security measures to protect
the data?

11a) Does your research involve data collection outside the UK? A

1'1b) If the answer to question | la is “yes”, does your research comply with the legal and ethical N
requirements for doing research in that country?

12a. Does the proposed research involve children under the age of 57 v

12b. If the answer to question 12a is “yes™ N
My Head of School (or authorised Head of Department) has given details of the proposed research to
the University’s insurance officer, and the research will not proceed until I have confirmation that
insurance cover is in place.

If you have answered YES to Question 3, please complete Section B below

PLEASE COMPLETE EITHER SECTION A OR B AND PROVIDE THE DETAILS REQUIRED IN
SUPPORT OF YOUR APPLICATION, THEN SIGN THE FORM (SECTION C)

A: My research goes beyond the “accepted custom and practice of teaching’ but I consider that this project has V
no significant ethical implications.

Give a brief description of the aims and the methods (participants, instruments and procedures) of the project in up to 200
words. Attach any consent form, information sheet and research instruments to be used in the project (e.g. tests,
questionnaires, interview schedules).

Please state how many participants will be involved in the project:
This form and any attachments should now be submitted to the Institute's Ethics Committee for consideration. Any missing
information will result in the form being refurned to you.

The study aims to investigate how and why Taiwanese university students” English learning motivation has been
formed and whether and how it changes over time from a socio-dynamic perspective. It hopes to make recommendations
regarding how language learners’ motivation can be best recognized, maintained, and increased.

The planed schedule of each aspect of the research taking place is displayed in the table below.

RESEARCH POINT TIMING ACTIONS NUMBER OF
PARTICIPANTS
Term 1 Week 1 a new start of a college life / after the | Questionnaire survey and 70; 4-8
{September university entrance exam follow-up interview
to January | Week 5 | students having taking classes and | Classroom observation and 4-8
2014) being college students for six weeks follow-up interview
Week 18 | after students taking the final exam Questionnaire survey and 70 4-8
follow-up interview
Weekly | After every lesson ends Short weekly questionnaire 4-8
survey

The same questionnaire will be carried out twice and the target participants will be two classes of first-year university
students (approx. 70 students in total). Among these two classes of students, students in ones will have better English
proficiency than the other ones. In addition, a semi-structured interview investigation will be conducted three times; the
interviewees will be two selected group of learners (approx. two to four students per group) from the two classes
respectively to not only report their current motivation at different tume points but also explore their previous learning
histories and experiences. The classroom observation will be filmed and notes taken for the follow-up interviews, and the
interviewees will be asked about why and how they had certain reactions and motivations: changes in motivation will be
discussed. Short weekly questionnaire surveys will also be administered to this smaller group of learners to explore the
pattern of the motivation change in more detail through more frequent investigation between the two main questionnaire
surveys. Details regarding student gender, age, and perceived proficiency will be requested through the questionnaire in
order to be able to map the make-up of the sample. All the data will be collected in L1.

Prior to the start of the project, I intend to pilot the research instruments. The relevant consent and information sheets in
English will be distributed to those participants.

\ B: 1 consider that this project may have ethical implications that should be brought before the Institute’s Ethics |

! Sensitive personal data consists of information relating to the racial or ethnic origin of a data subject. their political opinions,
religious beliefs, trade union membership, sexual life, physical or mental health or condition, or criminal offences or record.
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Committee.

Please provide all the further information listed below in a separate attachment.
title of project
purpose of project and its academic rationale
brief description of methods and measurements
participants: recruitment methods, number, age, gender, exclusion/inclusion criteria
consent and participant information arrangements, debriefing (attach forms where necessary)
a clear and concise statement of the ethical considerations raised by the project and how you intend to deal with
then.
7. estimated start date and duration of project
This form and any attachments should now be submiited 1o the Instimute's Ethics Connmitiee for consideration. Any missing
information will result in the form being returned to you.

b= Y R S

C: SIGNATURE OF APPLICANT:

1 have declared all relevant information regarding my proposed project and confirm that ethical good practice will be
followed within the project.

Signed: ... Print Name...Chu, Fang-T.......... Date...6 February 2014.......

STATEMENT OF ETHICAL APPROVAL FOR PROPOSALS SUBMITTED TO THE INSTITUTE ETHICS
COMMITTEE

This project has been considered using agreed Institute procedures and is now approved.

Signed: ... ... Print Name...Daisy Powell. Date...7 February 2014
{IoE Research Ethics Committee representative )*

* A decision to allow a project to proceed 15 not an expert assessment of its content or of the possible risks involved in the

investigation, nor does it detract in any way from the ultimate responsibility which students/investigators must themselves have
for these matters, Approval is granted on the basis of the information declared by the applicant.
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