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STUDENTS’ MOTIVATION IN EFL CONTEXT: MOTIVATIONAL
INFLUENCES AND PRACTICAL IMPLICATIONS

Summary: This paper analyses students’ motivation to learn English as an
optional foreign language at the Faculty of Philosophy in Novi Sad, with respect
to their success in learning. Motivation to learn a foreign language is a complex
concept which is under the influence of cognitive factors, affective (emotional)
factors and the context in which learning takes place. In this respect, the
research reported in this paper analysed three stages in the students’ motivation
(preactional, actional and postactional stage) during two phases of research, on
a sample of eighty-seven (N=87) first and second year students. For the purpose
of gathering data, two questionnaires, which contained items that were rated on
a 5-point Likert scale, were used during the research. The results of the research
indicate that there is a relationship between certain aspects of motivation and
the success students achieved in learning English. Specifically, the results
indicate the following: first of all, the influence of the preactional stage in the
institutionalized context of learning English is decreased; second of all, there is
a direct connection between the actional stage and the results of the proficiency
test; finally, the postactional stage can be a strong indicator of future success.
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1. BACKGROUND

The goal of this paper is to give an analysis of the students’
motivation to learn the English language in an EFL context and to offer

suggestions for possible teacher interventions aimed at establishing
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a learning environment conducive to the development of motivation.
Although a great amount of work in the field of motivational psychology
research has been done for various learning and working contexts,
comprehensive studies of motivation in foreign language classrooms
are relatively scarce. Among many reasons for this, two are particularly
important. First of all, the very definition of motivation is a complex issue
and a focus of a great deal of studies. Although there is a fundamental
understanding that motivation is a basic impetus because of which we
initiate certain actions and sustain them, the definition is far from final
or generally accepted. Dornyei (1998) believes that the main reason for
this lies in the fact that theories of motivation are trying to answer one
of the most elemental questions in psychology: why do people behave in
certain ways?, so that, depending on the approach to the matter, they offer
different interpretations. The second reason for the relatively small number
of studies investigating foreign language learning motivation lies in the
complex nature of language itself. As Dornyei (1998) holds, language is
both a coded system for communication, taught as a school subject, and
an inherent part of one’s identity, active in almost all mental activities,
and the most important tool of social organization. Therefore, motivation
includes a complex array of cognitive, affective and social factors, all of
which need to be considered if one wants to gain a deeper insight into this
problem.

In an EFL context, numerous studies demonstrate that the factors
present in the classroom, such as task choice, grading and reward structures,
the nature of student-teacher and peer relationships, the level of students’
autonomy will significantly influence students’ motivation (Dornyei 1994;
Stipek 1996). In order to fully account for the complexities of learning a
foreign language in an institutional setting, a model of motivation needs

to recognize specific situations arising in a classroom and to address the
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temporal dimension of foreign language learning. Responding to the
aforementioned requirements, Dornyei and Ott6 (1998) propose a Process
Model of Motivation which is based on a dynamic view of motivation
and accounts for the changes in its quantity and quality over time. This
is particularly important given the long time needed to master a foreign
language, if indeed mastery is ever achieved. The model includes three
distinct temporal phases with different motivational influences operating
in each phase: preactional, actional and postactional phase.

The main focus of the preactional phase is the generation of
motivation, which includes setting goals, forming intentions and initiating
intention enactment. In an educational setting, goals focus an individual’s
attention and action toward a target, mobilize effort in direct proportion
to the difficulty of the task that needs to be accomplished, promote effort
over time and establish a reference point that provides information about
one’s performance (Alderman 2004). However, simple selection of a goal
is not enough to initiate action — there must be a volition element to goal
commitment. An individual needs to choose to extend thoughts into action
(Locke and Latham 1990). The final step in generating motivation involves
the creation of an action plan, which includes situation specific guidelines
with appropriate strategies and a time frame. In an EFL setting, a socio-
cultural context in which learning takes place will significantly affect
students’ motivation (Gardner 1985; 2001). It is, accordingly, important
to distinguish between two general orientations affecting goal creation
and overall motivational disposition: namely, integrative and instrumental
orientation (Gardner and Lambert 1972). Integrativeness includes positive
attitudes towards the target language and culture, which, when they are
developed, foster a student’s desire to integrate with the culture of the target
language community and become similar to its speakers. Instrumentality,

on the other hand, includes practical reasons for learning a foreign language,
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such as a good grade, financial reward, job promotion etc.

The main focus of the actional phase is the maintenance and
protection of the generated motivation. This is achieved by means of
three sub-operations, which include the generation and implementation of
subtasks, an ongoing evaluation of one’s achievement, and self-regulatory
actions. One of the main motivational influences at this stage is associated
with the individual’s response to the learning experience (pleasantness, task
attraction, need significance etc.). Furthermore, motivation is at this stage
affected by the individual’s belief in his or her own ability to successfully
carry out tasks at hand. This belief, known as self-efficacy (Bandura
1997), will influence the choice of tasks and problems the individual
tackles, exerted effort and persistence. A further influential factor is the
student’s sense of self-determination. Deci and Ryan (2000) believe that
people have an innate need to be independent, to make their own choices
and to have control over what they do. A classroom environment that
is conducive to the development of self-determination encourages the
student’s need for independence (a possibility to choose one’s own goals
and the manner in which those goals will be completed), the student’s
need for the development of skills and abilities and the student’s need
for relatedness. In other words, all people share the motivation to form
relationships with others in their environment, to believe they are able to
function in that environment and to choose how they will behave in that
environment (Brophy 2004).

The postactional phase begins either when the goal is accomplished
or when the action is discontinued. The most important process taking
place at this stage deals with postactional retrospection and evaluation.
The student appraises the outcome of his or her actions, based on which
assumptions about the possible future outcomes are formed. As a result,

causal attributions are made with the potential to significantly influence



STUDENTS’ MOTIVATION IN EFL CONTEXT: MOTIVATIONAL INFLUENCES... 185

the student’s self-image. As Graham (1994) indicates, in Western culture,
attributions are normally associated with abilities (such attributions are
stable, outside of one’s control and internal to person) and effort (such
attributions are also internal to the person, however, they are unstable and
under one’s control). Another motivational influence operating at this stage
also includes an individual sense of self-efficacy, which may be altered
as a result of the outcome, namely by success or failure of the action,
and may, in turn, influence motivational evaluation. Finally, the process
of retrospection will be affected by the received feedback, which may be
informational, when it includes comments on competence, and controlling,
when it includes judgements on performance based on external standards
(Brophy and Good 1986).

2. RESEARCH QUESTIONS

In the present study, motivational factors affecting separate phases
of the motivational process in an institutional setting were tested with the
aim of providing an answer to the following research question:

1. Is there a connection between motivational factors and academic
achievement in students who are learning English as a foreign
language?

Corresponding to this research question, a set of null hypotheses
are as follows:

1. There is no statistically significant correlation between the
preactional motivational influences, as observed by integrative
and instrumental orientations and the students’ scores on the test
of English.

2. There is no statistically significant correlation between the

actional motivational influences, as observed by the students’
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self-determination, self-efficacy and the quality of the learning
experience and their scores on the English test.

3. There is no statistically significant correlation between the
postactional motivational influences, as observed by students’

attributions, received feedback and the post-outcome self-efficacy.
3. RESEARCH METHODOLOGY

The present study adopts a quantitative research design the goal
of which is to arrive at possible generalizations regarding the matter at
question. The research was conducted according to the following plan:

1. During the first phase, a month after the beginning of the first
semester, the participants completed Questionnaire 1, which
gathered data regarding the preactional and the actional phase of
students’ motivation;

2. In the second phase, three months after the beginning of the first
semester, the participants took an English aptitude test;

3. During the third phase, a month after the beginning of the second
semester, the participants completed Questionnaire 2, which
gathered data regarding the postactional phase.

The investigation included a total of eighty-seven (N = 87) first and
second year students, studying at the Faculty of Philosophy, University
of Novi Sad, who took a course in English as a faculty requirement.
Approximately 82.5% of the respondents were female, 17.5% were male.
The ages ranged from 18 to 24 with the average age of the respondents
being 19.36.

The instruments used in the study included Questionnaires 1 and 2,
which were constructed based on four different sources of questionnaires

used in motivational research (Ddrnyei 2001; Jacques 2001; Kormos and



STUDENTS’ MOTIVATION IN EFL CONTEXT: MOTIVATIONAL INFLUENCES... 187

Doérnyei 2004; Tennant and Gardner 2004). Both questionnaires used
statements which students graded on a five-point Likert scale, with the
full list of variables shown in Table 1. For the purpose of testing the level
of students’ English language knowledge, a written test was used which

tested their knowledge of English vocabulary and grammar.

Number Kronbach

Variable of items alpha ()
Questionnaire 1  Instrumentality 6 0.722
Integrativeness 6 0.751
Self-determination 8 0.731
Quall‘Fy of the Ilearning 9 0.847
experience
Self-efficacy 1 7 0.794
Questionnaire 2  Self-efficacy 2 7 0.776
Feedback 6 0.702
Attributions 1 (effort) 3 0.836
Attributions 2 (aptitude) 3 0.822

Table 1: Research variables

4. FINDINGS

For each motivational phase and their associated variables, Table
2 summarizes the mean and standard deviation, as well as the Pearson’s
correlation coefficient between the scores from the questionnaires and the
scores on the English language knowledge measure.
With respect to the null hypotheses, the following can be concluded:
1. Since no significant correlations have been found between either
instrumentality or integrativeness and the knowledge test scores
the first null hypothesis cannot be rejected.
2. The statistical analysis of the data collected in this study
demonstrated that certain motivational influences associated with

the actional phase can be directly connected with the students’
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achievement on the test. Significant correlations (p<0.01) have
been found on the Self-determination measure (+=0.306) and on
the Quality of the learning experience measure (#=0.611). In this
respect the second null hypothesis can be partially rejected.

3. The analysis of the data reflecting the postactional motivational
influences demonstrated that post-outcome retrospection is directly
connected with the results students achieved on the English
knowledge test. Significant correlations (p<0.01; p<0.05) have
been established between test scores and all measured variables. It

is therefore, possible to fully reject the third null hypothesis.

Motivational

phase Variable Mean 5D r

Preactional Instrumentality 4.29 0.71 0.156
Integrativeness 3.84 0.73  0.166

Actional Self-determination 3.58 0.69 0.306™
Quah‘_ry of the learning 3.69 073 0.611"
experience
Self-efficacy 1 3.68 0.92 0.127

Postactional Self-efficacy 2 3.61 0.74 0.622™
Feedback 374 0.65 0.569"
Attributions 1 (effort) 3.28 1.09 0.532"
Attributions 2 (aptitude) 3.31 0.85 0.356"

“p<0.01

p <0.05

Table 2: Pearson’s correlation coefficients between test scores and tested variables

Since causal attributions that are formed after the termination of an
action greatly depend on whether the individual sees the actional outcome
as a success or as a failure, an additional correlational analysis was
performed with the aim of determining a connection between attributions
and the academic achievement of more successful students on the one

hand, and less successful students on the other. The division into more
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and less successful students was conducted based on the students’ own

estimates of the outcome of the test.

Test — More successful Test — Less successful
students students

Attributions 1 (effort) -0.101 0.737"

Attributions 2 (aptitude) 0.342° -0.613

“p<0.01

'p <0.05

Table 3: Pearson’s correlation coefficients for students’ attributions

Based on the results summarized in Table 3, it can be concluded that
more successful students attribute their success to their language ability
(r=0.342, p<0.05), whereas less successful students attribute their low test
score to the lack of effort (+=0.737, p<0.01).

5. DISCUSSION

The aim of the quantitative research conducted for the purpose
of this paper was to describe students’ motivation to learn the English
language and to offer an interpretation of the motivational influences on
the students’ achievement. What follows are general conclusions based on
the presented results.

Statistical analysis of the first set of variables indicates that the
influence of the preactional phase in an institutional setting is decreased.
In analyzing the respondents’ answers to individual items testing
Instrumentality and practical reasons for learning English, the results
reveal that the respondents hold a general belief that knowing English in
the current socio-cultural and economic context has numerous benefits:
they believe that English will be beneficial when they look for job (mean

score=4.31), that it will be useful during their studies (mean score=4.55)
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and when they are travelling (mean score=4.01). In this respect, it can be
concluded that when students are learning a language because they feel it
is necessary for their professional advancement, the choice of the language
is not influenced by motivational processes (setting goals and forming
intentions), but by the fact that English is a necessity in a global society.
Moreover, it should be noted that with this sample of participants, potential
instrumental incentives are neither immediate nor indirect, because the
respondents are first and second year students, who are years away from
looking for a job during which English would be helpful. Integrativeness,
as another preactional motivational influence, has been identified in a
number of previous researches (Gardner 1985; Gardner and Maclntyre
1991; Csizér and Dornyei 2005) as an important element in learners’
success in foreign language learning. Statistical analysis indicates that
with this sample of respondents there is no link between positive attitudes
towards the target language culture and its speakers, and students’ scores
on the language measure, invalidating any generalizations regarding the
matter at question. In this case, the respondents are young people receiving
a university education in a multicultural setting. It is therefore likely that
any ethnocentric tendencies were diminished even before the EFL classes
and the cultural input that the students received. The results, however,
indicate that high scores on the integrative measure are in proportion
with high scores on the instrumental measure, which corroborates claims
that students can have both instrumental and integrative motives to learn
a foreign language and that these two orientations can simultaneously
contribute to students’ motivation.

Significant correlations in the actional phase have been established
for variables testing self-determination and the quality of the learning
experience. The results show, first of all, that the respondents who tested

high on the three factors which affect self-determination, namely on
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the measures of control, independence and relatedness, also had more
success in learning English. Furthermore, research findings indicate that
more successful students had more positive experiences in the classroom,
whereas low-achieving students gave lower scores to the quality of the
learning experience. Students form and reshape their attitudes about the
subject, the teacher, teaching methods and other aspects of the learning
context during the actional phase of motivation, after they have set goals.
Since, in an institutional context, the preactional phase is relatively
dormant and has a limited range of influence, the actional phase plays a
crucial role in directing and maintaining motivated actions, which, in turn,
may significantly influence students’ achievement in learning English.
The research findings, finally, indicate that the postactional phase
may be a significant indicator of future success. First of all, based on
the correlation found between test scores and variable Self-efficacy 2, it
may be concluded that upon receiving the scores which indicated their
level of English, the students re-evaluated their own abilities. The grade
they received strongly affected their self-confidence and belief that they
can successfully complete tasks and learn new content. Furthermore, the
results of the statistical analysis testify to the potential value of giving
informational feedback to students, based on which they can evaluate the
progress they have made, and determine how much more effort they need
to exert in order to achieve the desired progress. Lastly, the correlation
between attributions and test scores points to the fact that students think
about the reasons for their successes and failures. These reasons are
important, regardless of the fact that they might not be formed based on
objective factors, because they influence future goal formation and the
student’s overall motivation when dealing with a similar task. The research
established a positive tendency based on which students attribute their

successes to stable factors, such as abilities and skills, and their failures to
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unstable factors, such as not enough time devoted to self-study.

6. PRACTICAL IMPLICATIONS

Research findings have identified several aspects of foreign
language learning that may be influenced by language teachers. Because
the preactional phase proved to be relatively inactive in classroom settings
with this sample of respondents, the remaining two motivational phases
and their corresponding influences will have a pivotal function in enabling
positive outcomes both in terms of motivation and success in foreign
language learning.

One of the conclusions addresses the importance of enabling
students to feel independent and in control of their learning. This may
be achieved with activities that provide challenges, that require students
to take responsibility for their actions and initiative. Students’ sense of
self-determination may also be boosted by paying regard to the factor
of relatedness, which is enhanced by promoting good relations between
students, a positive atmosphere and a learning setting. Classroom
orientation which encourages mastery goals (Ames 1992) by reducing the
importance of normative comparisons of students or public assessment
contributes to the development of self-determination and, in light of the
presented findings, to positive learning outcomes.

With respect to students’ attributional styles, which are likely to
influence future motivation and learning results, it is important to note
that teachers and language instructors can affect their creation: feedback,
whether informational or controlling, a praise or criticism, potentially
plays a role in attribution formations during every single class. A student
who learns to attribute his or her failures to stable factors, such as lack of

ability or intelligence, will have low levels of achievement motivation.
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The results presented in previous sections, show that students think about
the causes of their successes and failures. It is the teacher’s task, therefore,
to capitalize on this retrospection by identifying erroneous and harmful

attributions.
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Jarona I1. Tonanos

MOTHUBAIIMJA CTYAEHATA Y HACTABU EHIVIECKOI' JE3UKA
KAO CTPAHOTI': YTUIIAJU U ITPAKTUYHE UMIIVIMKAIIXJE

Pe3ume: YV pany ce pasmarpa MOTHBAILMja y YY€HY CHIVIECKOT je3MKa Kao
n3bopHor mpeamera crynenara @unosopekor daxyarera y Hosom Cany y
KOHTEKCTY aKaJeMCKe YCIEUIHOCTH. MoTHBanMja y y4emwy CTpaHOI je3HKa
NIPE/ICTaBJba CIIOXKEH KOHCTPYKT KOjH YKJbydyje Kako KOTHHUTHBHE, Tako M
agexTuBHE akTope, Te yTUIlaje KOHKPETHOT KOHTEKCTA y KOME CE YUeH:-€ O/IBHja.
VY ckiagy ca THM, HCTpa)XHBame Ha KOME C€ OBaj paJ| 3aCHHUBA YKIJbYUYHIIO j&
UCIIMTHBAKE TPH CTAAMjyMa CTYICHTCKE MOTHBanuje (MIpeAn3BPIIHM, U3BPLIIHA
W TIOCJICM3BPIIHM CTaAWjyM) TOKOM JBe (ha3e HCTpaKMBama, Ha Y30pPKY Ol
ocamzecer u cenam (H=87) crynenara. Y nnspy npHUKyIUbarba MoAaTaka, TOKOM
UCTpaKMBama KopuiiheHa Cy /iBa yNIUTHHKA Ca CTaBKaMa Koje Cy MCITUTaHUIN
olemHUBaNM Ha merocrerneHoj JIumkeproBoj ckamu. Pesynratm ucTpaxuBama
yKka3yjy Ha Be3y u3mely oapeleHmx acrexkara MOTHBAI[MOHOT KOHCTPYKTa H
YCIIEIIHOCTH Yy YYely EHIVIECKOr je3uka. KoHKpeTHo, pe3yaratd no0HjeHH
UCTPaKMBABEM CBEOIE, Kao MPBO, O CMambEHOM YTHUIIAjy Hpenu3BpiIHe (aze
MOTHBAIMj€ Y OKBHPY MHCTHTYI[HOHAJIM30BAHOT YU€Ha €HIVIECKOT je3HKa, Kao
JIPyTO, O JIUPEKTHO] BE3W HM3MEIly HW3BpILIHE (ha3e MOTHBAIMje CTyJAeHaTa H
OCTBapeHOT ycliexa Ha TECTy 3Hama CHIVIECKOT je3uKa W, Kao Tpehie, o ynosu
nocjen3BpuIHe ¢ase MoTHBalMje y npenasuhamy Oynyher ycnexa.

Kibyune peum: MoTuBanuja, CTYJACHTH, CHIVIECKH jE3UK MPOIECHU MOJIEI
MOTHUBAIIH]C.



