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Vieraan kiden oppimisnotivagtiota on perinteisesti  tutkittu  tarkestdemdla
motivaatioon myonteisesti vaikuttavia tekijoita. Tamén tutkidman tarkoituksena on
tarkastella motivaatioon kidteisesti vaikuttavia tekijoitd, €i demotivoivia tekijoita
Tutkidmassa vagtataan kysymyksin: 1) Mitkatekijé vakuttavat kieteisesi englannin
kiden oppimismoativaatioon koulussa? 2) Mika on ndiden tekijoiden esintymidtiheys
ja tarkeygarjestys? 3) Miten ndma tekijé ovat suhteessa sukupuoleen? 4) Miten
nama tekijat ovat suhteessa koulumenestykseen, jota mitataan viimesmmala
englannin numeralla?

Ainego koodstui 86:n  Jyvaskylddasen 9. luokkdasen laatimasta
kirjoitustehtavagtd, joilla kartoitettiin  demotivoivia tekijoita Englannin  kiden
oppimismotivaatioon vaikuttavat demotivoivat tekijé luokitetiin teemoittain ja niiga
kerdiin  ykgtyiskohtasta ja kuvalevaa tigoa Edintymidiheyttd tutkittiin
tarkastelemdlla tekijoiden kokonaidukuja ja tarkeygarjestysta jarjestamalla tekijét
niille annetun painotuksen mukaisesti. Tekijoiden yhteyttd sukupuoleen arviaitiin
vertallemdla tekijoiden kokonaismééria ja tarkeygarjestysad tyttdjen ja poikien
vdilla Tekijoiden yhteyttd koulumenestykseen aviaitiin rigiintaulukoinnin avulla,
seka laskemdla arvosanojen keskiarvo kunkin teeman Ssdld, joita puolestaan
verrdtiin keskenddn yks suuntaisen varianssandyysin jamonivertailutestin avulla

Englannin  kiden oppimismotivaatioon vaikuttavet demotivoivat  tekijét
jakautuivat viiteen teemaan: opettga, oppimateriadi, oppijan ominaisuudet,
kouluympéristo ja oppijan kidteinen asenne englannin kieté kohtaan. Tekijoiden
kokonaiduvut ja térkeygéarjestys noudattelivat samaa jarjestystd, opettgan ollessa
ylivoimaisesti kidteign. Tyttdjen ja poikien vdilla e esintynyt merkittévia eroja. Tytét
kokivat oppimateriadin jonkin verran kidtesempdna kuin poja, kun taes pojat
kokivat opettgjan kidteisempand. Arvosanojen keskiarvojen vertailussa ilmeni, etté
englannin kidté& demotivoivanatekijana pitavien oppilaiden keskiarvo oli merkittavadti
dhasempi kuin opettgaa ta oppimateriadia demotivoivana pitdvien oppilaiden
keskiarvo.

Asasand: learner characterigtics. motivation. L2 learning. demotivation.
amotivation.
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1INTRODUCTION

Moativation is a concept that often turns up in everyday tak. However, the
theorization of this everyday concept is somewhat more complicated. It could be
described as a driving force that energizes human behavior and directs it. Thus, the
sudy of moativation, to put it smply, is concerned with why a person engages in
action and caries it on. Correspondingly, research on L2 motivation, or L2
motivation, is concerned with what makes a person want to learn a second language
and what keeps him or her interested in learning it, i.e. motivated. However,
moativetion to learn a L2 is a complex congruct, considering that language is dways
socidly and culturadly bound and hence, quite different from other school subjects
(Doérnyel 2001). More specificdly, the mastery of aL2 isaso a socid event that is
inevitably accompanied by some elements of the L2 culture.

Research on L2 moativation has traditiondly been interested in the pogtive
influences that generate interest in learning and facilitete in sustaining it. However,
there is dso another side to motivation that probably every learner has encountered
a some point: experiencing temporary loss of motivation. Take for example a
Stuation where a learner feds humiliated or a Stuaion where he or she is being
bullied by the teacher; these events are more likely to reduce his or her motivation
than to reinforce it. What this means is that just as there are influences that have a
postive effect on motivation, there are dso ones with a negative effect. These
influences are cdled demotivating influences. Contrary to postive forces that
fadilitate in sustaining mativation during action, demotivating forces reduce motivation
during action.

This 'darker 9de’ of motivation or demotivation has been dmost completely
ignored in research on L2 motivation. Demoativation is an area of research that ought
to receive more atention, considering that it has direct educationa implications. In
other words, in addition to knowing what motivates a learner, being aware of the
hazards that undermine motivation is essential both for teachers and for learners.

Therefore, this study sets out to explore this ignored area of L2 motivation,



demoativation. The first objective is to find out what the demoativating factors are that
discourage pupils in an English classroom. The second objective is to find out what
the frequency and order of importance of the democtivating factors is, in order to see
which factors are the mogt influentia ones. The third objective is to find out what
their relaion is to gender and the fourth objective what ther reation is to
achievement as measured by the latest English grade.

The study is descriptive and has characteristics of both quaitative and quantitative
research. In order to find out about demotivating factors, a number of ninth graders
were asked to complete a task, or more specificaly, to write down in their own
words about the factors they find demotivating. The task sheet dso contained
background questions concerning sex, class and the latest English grade. The writing
tasks were andyzed quditatively, gathering descriptive information on the
demotivating factors. The frequency and order of importance, as well as
demotivating factors in reation to gender and achievement were andyzed
quantitatively or datigticaly.

The study is structured in the way that Chapter 2 provides an overview of the
fidd of L2 motivation, discussing some of the reevant theories and gpproaches in
maingream research. Following this, Chapter 3 discusses the findings of the few
previous studies on demotivation, weighing their strengths and weaknesses. Chapter
4 focuses on the present study, giving information on the aims of the study, subjects
and data collection and procedures. Chapter 5 presents the findings, Sarting with a
descriptive account of the demoativating factors. Then follows the findings made on
the demotivating factors in relation to gender and achievement. Chapter 6 includes a
condusve summary of the findings dong with a discusson of ther implications.
Chepter 7 evduates the study and offers suggestions for future studies on
demotivation.



2MOTIVATION TO LEARN A SECOND LANGUAGE

Learning a L2 isacomplex process in which motivation plays an important role. The
research on motivation to learn aL.2 was initiated over four decades ago, drawing on
ideas in socid psychology. In the subsequent decades there has been a considerable
diversty and development of theories and approaches in the study of motivationa
aspects of L2 learning. One discernable development was the emergence of the
cognitive motivation theories as a consequence of the cognitive revolution that took
place in psychologicd research. The most recent development has been the
emergence of more Stuated gpproaches that have taken place in the 1990s, dso
referred to as the " educationa shift” by Dornye (2003:11).

Chapter 2 attempts to provide an overview of the advances in research on L2
moativation. The task is not a smple one because there have been literally hundreds of
various theoretica gpproaches in the fidd of L2 motivation and only few attempts
have been made to synthesize them (Dornyel 2001:46). Hence, this overview
attempits to discuss some of the mogt influentid theories and approaches found in
maingtream research by summarizing their main idess. The ones to be discussed in
the following were dso chosen because they are particularly illudrative in their own
area of focus. The overview starts off by discussng the pioneering work of Gardner
and his associates, who in Dornye’ s (2001:47) words, ”literdly founded the field”.
Following this, some well-known dternative theoretical approaches are discussed
briefly. Then, moving on to more recent research, some of the more Stuated
approaches or theories on L2 motivation are discussed. It is worth noting that the
present study could be placed among the line of research mentioned last because of
its Stuated approach. Findly, two of the key concepts related to the present study
are explained in the end of this chapter.



2.1 Motivation to learn a second language: Gardner’stheory

The research on L2 motivation was initiated over four decades ago in Canada, at
which time L2 motivation was seen purely as a socio-psychological phenomenon. It
is hardly surprising that of dl the places this hgppened in Canada consdering the
coexigence of Englist and French-spesking communities there. Consequently, L2s
were viewed as mediators between the different language communities and language
learning as a highly socia event (Dornye 2003:4). The pioneering work was done by
Gardner (and Lambert 1972, Gardner 1985) who developed a socio-psychologicd
or educationd modd of L2 learning. Their pioneering work has laid down a
foundation to almogt al the subsequent research on L2 motivation and has remained
undisputed, athough it has been criticized and there have been atempts to expand
the mode (e.g. Oxford and Shearin 1994).

Gardner’s (1985) socio-educationd model condds of five interrdaed
components:  integrativeness, attitudes toward the learning situation,
motivation, integrative orientation and instrumental orientation. Regarding the
two orientations, integrative orientation refers to a desire to interact and to identify, a
least to some extent, with the members of the L2 community. Instrumental orientation
refers to a desire to learn the L2 in order to achieve some pragmatic goals, such as
getting a better job or higher sdlary (for a summary of the concepts see Nodls e dl.
2003). Intergrative orientation is one of the three forms of the integrative aspects in
Gardner’s modd. The other two forms are integrativeness and integrative
motivation. According to Gardner (2003:172), integrativeness refers to "an
openness on the part of individuals that would facilitate their motivation to learn the
materid”. Integrative motivation is the totd complex of the three components,
integrativeness, attitudes towards the learning Stuation and motivation (Gardner
2003:174). Mativation, according to Gardner (1985), consists of three components:
moativationd intendty, desre to learn a language and attitudes towards learning the
language.

In Gardner’s modd, mativation is the most important component, i.e. the driving

force. The role of the orientations is to arouse motivation and direct it ether towards



an interpersona god (integrative) or a practica god (ingrumentd). The key idea of
the model is tha dl the components, integrativeness, dtitudes toward the learning
Stuation and integrative and ingrumenta orientations, influence mativation and that
consequently, since acting through motivation, they have an indirect effect on
achievement (Gardner 2003:205).

Another important implication of the pioneering work done by Gardner has been
the formulation of the Attitude/Motivation Test Batery (AMTB) (Gardner
2003:171). The AMTB is a widely used, standardized insrument for studying L2
motivation. According to Gardner, it is comprised of 11 subtests, nine of which
measure attitudiona and motivationd variables. Eight of them measure the three
primary concepts in the modd: motivation, integrativeness and attitudes toward the
learning Stuation. The AMTB a0 includes two subtests that measure the reasons for
learning another language, one focusing on integrative orientation and the other on
ingtrumental orientation.

As dready mentioned, Gardner’'s model has received criticism over the years.
Firg of dl, the integrative aspect has caused some confusion (eg. Oxford and
Shearin 1994, Ddrnyel 2003). Further, the modd has been criticized for excluding
some aspects of motivation, such as tempora variation and contextual aspects, eg.
the classroom environment (Dornyei 2003). Also, there has been confusion about
how L2 motivation differs from foreign language motivetion (e.g. Oxford and Shearin
1994). These aspects of L2 motivation are discussed further in the following
sections.

2.2 Alternative theor etical approachesto second language motivation

S f-deter mination theory

One of the most influentia gpproaches in the field of L2 motivation has been the self-

determination theory developed by Deci and Ryan (1985). The theory has three

cornerstones; intrinsic motivation, extrinsic motivation and sdlf-determination.

Intringc motivation is based on inner needs for competence and self-determination. It
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energizes avaiety of behaviors and the primary rewards for it are the experiences of
effectiveness and autonomy. In other words, an intringcaly motivated person
experiences interest and enjoyment and feds competent and sdf-determined (Deci
and Ryan 1985:32). Alternatively, extringcaly motivated behavior has an externd
perceived locus of causdity, that is, a person acts in order to recelve an extringdc
reward or to comply with an externd congraint (Deci and Ryan 1985:49).
Therefore, the behavior is not something that is done because it is interesting but
something that is done to get an externd reward. These rewards can be, eg.
monetary rewards, awards, tokens or prizes and even avoidance of punishment may
act as a reward. Sdf-determination, in turn, refers to a qudity of functioning that
involves the experience of choice, in other words, the experience of an internd
perceived locus of causdity (Deci and Ryan 1985:38). More precisdy, sdf-
determination refers to the capacity to choose and the have those choices
determinate one's actions, instead of being driven by some forces or pressures.
However, sdf-determination is more than a capacity: it is dso a need. Thet is, salf-
determination leads to developing competencies and this helps to accommodate with
the socid environment (Deci and Ryan 1985:38).

The fundamentd idea of the theory by Deci and Ryan (1985) is based on four
tenets. Firgtly, people have an intringc need for salf-determination. Secondly, people
have an intrinsc need to be competent and to master optima challenges. Thirdly,
there are three potentiad aspects to the events relevant to behavior and they each
have a functiond dgnificance. The informationd aspect facilitates an internd
percaived locus of causdity and thus, enhances intringc motivation. The contralling
agpect facilitates an externd perceived locus of causdity and thus, undermines
intrindc motivation. The amotivating aspect (see ds0 section 24) facilitates
perceived incompetence, which adso undermines intringc motivation. The sdience of
these aspects to a person determines the significance of the event. Fourthly, the three
aspects just described can be related to intrapersond events too. Similarly, the
interndly informationd events fadlitate intrindc motivation, whereass interndly
controlling and internaly amotiveting events undermineit (Deci and Ryan 1985).
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The expanded model by Oxford and Shearin

Oxford and Shearin (1994) have contributed to the ongoing discusson on L2
motivation by expanding Gardner’s (1985) socio-educational modd. In their views,
the prevailing mode has some aspects that are confusing or problematic. For
ingance, the assumption in Gardner’s (1985) modd that a person learns a L2 in
order to become a member of the L2 community or to gain a practica god, excludes
some of the motivationd orientations, such as culturd curiodty or intelectua
chdlenge (Oxford and Shearin 1994). The argument makes sense, consdering for
example, a person who wants to learn Léatin. That person is unlikely learning the
language in order to become a member of the community. Furthermore, Oxford and
Shearin have pointed out another neglected aspect in Gardner’s (1985) modd:
motivation works differently in a foreign language environment and in a L2
environment. In other words, a foreign language learner is not surrounded by
dimulation the same way that a L2 learner is, hence, a foreign language learner is
more likely to be driven by an insrumentad need for achievement (Oxford and
Shearin1994).

Oxford and Shearin (1994:25) have emphasized thet it was not ther intention to
chdlenge the prevailing concept of L2 motivation but to expand the mode. They
suggest that the traditionad modd by Gardner (1985) should be taken further by
incorporating contributions from potentidly vauable motivationa and developmentd
theories in it. Oxford and Shearin (1994) would expand the modd to include need
theories (e.g. job satisfaction and need for achievement), expectationvaue theories
(eg. ingrumentdity), equity theories (ratio of a learner's contributions to the
outcome), reinforcement theories (recalving intrindc or extrindc rewards) and

cognitive developmentd theories (Piaget and Vygotsky), to name afew.

A social constructivist model

Williams and Burden (1997:137) described their modd of L2 motivation as
” cognitive and condructivig, socidly contextudised and dynamicaly interactive’. The



fundamenta idea of their modd is that the central component of motivation is making
the decision to act. The reason why the emphasis is i this phase is that even if a
person has strong reasons for engaging in some action, he or she may not necessarily
do anything about it. The decisons are made on issues, such as, whether to do
something or how much time and effort to put on it. Further, these decisons are
based on the learner’s own congruction of the world and are dso influenced by
internal attributes that he or she brings to the Stuation, eg. his or her persondity or
confidence. Theinternd attributes, in turn, reflect the learner’ s beliefs, society and the
surrounding culture (Williams and Burden 1997). Accordingly, the decisons the
learner makes are influenced both by internd factors and externd factors. The
internal factors include aspects such as, developmenta age and Stage, gender,
attitudes and intringc interest in the activity. In contradt, the externd factors consg,
for ingtance, of sgnificant others, nature of interaction with sgnificant others, learning
environment and broader context, which refers to different surroundings, eg. family
networks or cultura norms.

In the model by Williams and Burden (1997), motivation can be either intrindc,
that is, doing something because it is enjoyable in itsdlf, or extringc, that is, doing
something to achieve other ends. Further, in order to get motivated, alearner has to
be aroused, usudly by curiosity or interest and he or she has to sustain that arousa
(Williams and Burden 1997). The model aso stresses the importance of being in
control of on€s actions and believing in on€s capabilities Also, different
moativationa styles have an effect on motivational outcomes. a learner who seeks to
master an activity by trying harder is more likely to remain motivated, wheress a

learner who seesfailure as dueto lack of ability easly looses his or her motivetion.



13

2.3 Moresituated approachesto second language motivation

A process-oriented approach to L2 motivation

Ancther aspect of L2 moativation that has been Ieft with little attention is the time
elemert in mativation. The leve of motivation is not stable and can vary even within a
sngle lesson (Dornyel 2003). Hence, DOrnyel (2001) has taken this aspect of
motivation into account in his modd, the process-oriented approach (see dso
Chambers 1993 in section 3.1 and Ushioda 1996a in section 3.2). The mode
condsts of three tempora segments preactional stage, actional stage and
postactional stage. What happens in these stages is that, firgt, the motivation needs
to be generated (preactiond). The motivational dimenson relaed to this sage is
referred to as choice motivation because the generated motivation leads to the
selection of the god or task that a learner starts to pursue. Secondly, the motivation
needs to be maintained and protected during the action (actiond). This motivationd
dimengon is dso refered to as executive motivation. Thirdly, following the
completion of the action, a learner evaluates how things went (postactiond). This, in
turn, contributes to the selection of the activities that alearner pursuesin the future.
The key tenet of the modd is that a learner is influenced by different motives in
each stage Dornyel (2001). In the first stage there are motives, such as incentive
vaues associated with L2 learning or expectations of family. In the second dage
there are motives, such as quality of learning experience or teacher’ s influence. In the

third stage these motives can be, e.g. self-concept beliefs or feedback.

Discursive social psychology of L2 learning

Another modd on L2 motivation that falls under the more Stuated approachesis the
one advocated by Kaga and Leppdnen (1998). Drawing attention to the
inaccuracies in maingtream research, such as, negligence of subjects opinionsin data

collection and the lack of Stuatedness of L2 motivation, Kdga and Leppénen
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launched an dterndive for the maindream tradition they cdled discursive social
psychology of L2 learning (1998). In this gpproach, language is not viewed as
something that reflects the redlity directly but instead, the redity is constructed
through and with language. Accordingly, L2 mativation is viewed as a discursve
phenomenon. This means that indead of taking the exigence of mativation for
granted, it is produced in various Situations and contexts by various people. In other
words, "motivation is something that is produced in people's tak and writing”
(Kdga and Leppdnen 1998:174) Thus, motivation can be congructed, eg. in
classroom interactions, educationd literature or talk among friends.

Accordingly, this view of motivation makes it possble to see how red-world
phenomena are produced (Kagja and Leppanen 1998:172). Furthermore, this view
stresses the importance of examining motivation as a variable and Stuatedly, which is
made possble by this conceptudization of mativation. Thet is, viewing motivation as
a discursve phenomenon dlows researchers to study it as it occurs in red-life

Stuaions, instead of studying it as a constant construct that lieswithin a person.

Task motivation

The find example of more Stuated approaches comes from the area of L2
motivation, which Dornye refers to as ”the culmination of the Stuated gpproachesin
second language motivation research” (2003:14): the motivationd basis of language
learning tasks. Interest in task motivation can aso be seen as a good example of the
educationa shift, consdering the important role tasks play in aL2 classroom.
Dornyei (2003) has produced a modd of task motivetion he cdls the task
processing ystem. The system is based on three interrdlated components. task
execution, appraisal and action control. Task execution refers to a learner’s
engagement in behaviors that support the learning of the task. Then follows the action
plan tha is either provided by the teacher or is drawn up by the learner him- or
hersdf or the task team. Appraisd refers to the continuos processing of the various
gimuli coming from the environment and of the progress made. At the sametime, the
learner compares the performances with the predicted ones or with the possble
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dternative ones. Action control refers to processes involving sdf-regulatory
mechanisms that adjust the action by enhancing, scaffolding or protecting it.
According to Dérnyei (2003), the way that these three mechanismsinterrdate is that
while alearner is engaged in executing the task, he or she continuously gppraises the
process and if there is something that needs to be attended, this activates the action

control system.

2.4 Related concepts. amotivation and demotivation

2.4.1 Amotivation

The concept of amotivation was introduced by Deci and Ryan (1985). In ther
definition, amotivation refers to the relative absence of motivation thet is not caused
by alack of initid interest but rather by the individuds fedings if incompetence and
hel plessness when faced with the activity. Accordingly, amotiveting events are events
that occur within the person that Sgnify his or her inability to master some Stuations
or events (1985:110). In short, amotivation refers to lack of motivation and an
amativated learner is someone who thinks’there is no point in me pursuing this.

Amotivation can derive from various sources. Valerand (1997, as quoted in
Dornyel 2001) has found four reasons for alearner being amotivated. First, alearner
thinks he or she lacks the ability. Secondly, a learner does not think that the
drategies to be followed are effective enough. Thirdly, a learner thinks thet the effort
required to reach the outcome is far too excessive. Fourth, alearner feds helpless
thinking that his or her efforts are inconsequentia considering the enormity of the task
to be accomplished.

2.4.2 Demativation

Traditiondly, motivation has been understood and studied as a multifaceted construct
conggting of various influences with a pogtive effect. Motivationd factors or maotives
have been consdered as kind of inducements with the effect of energizing ongoing
action (Dornyel 2001). However, there is another aspect to motivation that has been
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left with little attention. Just as there are influences that have a postive effect on
motivetion, there are dso those that have a detrimenta effect on motivation. These
influences are cdled demoativating influences. The notion of demoativation is relatively
new and has not been fully adopted yet in the fiedd of L2 research. However,
Dornyel (2001) has attempted to provide a definition for it. Accordingly,
demotivation ”"concerns specific externd forces that reduce or diminish the
motivationd bads of a behaviord intention or an ongoing action” (Dornyel
2001:143). Thus, demotivation could be regarded as the negative counterpart of
motivation. Smilarly, demotives could be regarded as the negative counterparts of
motives. Furthermore, a demotivated learner 5 someone who has logt his or her
interest for some reason. The loss of interest can derive from various sources of
demotivation. For instance, a teacher who cannot control the class or a boring
textbook can act as ademotive for alearner.

However, the notion of demotivation cannot be related to every reluctant learner.
Dornyel (2001) has digtinguished at least three negative factors that cannot be
referred to as demotives. Firdly, there are powerful digtractions, eg. watching
televison ingtead of doing one's homework. These cannot be regarded as demotives
because they do not carry negative value. Hence, instead of reducing motivation they
digtract a learner by presenting a more atractive aternative. Secondly, gradua loss
of interest cannot be regarded as a demotive because demotives are specific factors
or incidents that reduce motivation on asingle event. Thirdly, there are circumstances
when alearner recognizes the inconvenience or high codts of pursuing the god. This
means, for example, thet a learner redlizes that classes take place too late in the
evening or that the studying is too time-consuming. The reason why this cannot be
referred to as demoativation isthet it involves interna processes of ddiberation and no
externa inducements ae present. The Stuation would be different if someone ese
convinced the learner that the codts for pursuing the god are too high. Then, this

other person could be regarded as an external factor demotivating the learner.
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Dornye (2001) points out that demotivation does not mean that alearner has lost
his or her motivation completely. On the contrary, the pogtive influences that
origindly made up the mativationa basis of behavior can Hill be there. For ingtance,
a learner may 4ill be highly motivated to learn English, it being an important world
language, even if his or her teacher were, say, incompetent or maevolent. When a
learner has logt his or her motivation completely that refers to amotivation (discussed
above). The difference between these two related concepts is tha when an
amotivated learner is someone who has found the general outcome expectations to
be unredligtic for some reason, a demotivated learner is someone whose motivation
has decreased due to some external factor.

However, in the course of time, demotivation can develop into amotivation
(Dérnyel 2001), thet is, a series of demotivating experiences can lead to a total loss
of motivation, i.e. amotivation. Take, for example, a learner whose English teacher
continualy humiliates him or her on purpose. It is possible that due to these continuos
demotivating experiences, this learner gradudly loses interest in the language.
However, if the demotives cease to exist for reason, the level of motivation can
return to normd. For instance, the learner described above could regain his or her

interest in English if the bullying teacher were replaced with someone else.

3 PREVIOUS STUDIES

The following section presents the main findings of the studies by Chambers (1993),
Ushioda (1996a), Dérnyei (1998b) and Oxford (1998). The studies by Chambers
and Ushioda offer a generd overview on motivationd factors, including demotivating
factors. The studies by Dérnyel and Oxford are conference presentations but focus

specificdly on demotivation.
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3.1 Factorsinfluencing motivation in lear ning second languages

Chambers (origindly 1993, but based on 1999) conducted a study on motivation
which atempted to explore the factors that influenced pupils moetivation in learning
foreign languages. The emphasis was particularly on learning German in the UK. One
of the key factors that prompted the study was the nationa curriculum reform in
1991. Asaresult, dl pupilswere required to take aforeign language in Key Stages 3
and 4 (age 12) and to continue to study the language till the end of the compulsory
school age. On account of this, a new challenge was presented by those year 10
pupils who may have opted out of a foreign language before the reform. The study
had three areas of focus. The first area, attitude towards the behavior, concentrated
on the attitudes pupils had towards learning German and on the influences of these
attitudes. The second area, subjective norm, was concerned with the socid aspects,
such as, to what extent parents, home background, the relationship with the teacher,
influenced motivation and attitude. The third area of focus, perceived behaviord
control, concentrated on the influence of a pupil’s perception of her/his ability to
learn German on his’her motivation.

Chambers (originaly 1993, but based on 1999) study was longitudind. The data
were gathered by questionnaires and interviews. This was done in two phases in
1992 and 1994. In phase 1, atotal of 1481 11-year-old, 13-year-old and 15-year-
old pupils from four schools in Leeds were asked to fill in questionnaires covering the
three areas related to motivation. Afterwards, 10% of the pupils were interviewed on
the same topics. The am was to complement the answers given. Two years later
(phase 2) te same pupils in the same schools underwent the same process. In
addition, a comparative dimension was dso included in the study. This was gained by
repeeting the same process in Kid, Germany, where 1251 11-year-old, 13-year-
old, 15-year-old and 17-year-old pupils took part in the research project.

Apart from the follow-up interviews, the data were andyzed mainly quantitatively.
The range of datisticd methods was as wide as the amount of questions in the
guestionnaire. To make it short, the data were andyzed through such methods as
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percentages, t-tests, correlation andyss, cross-tabulations and chi-sguare tests. The

interviews were recorded and anayzed.

First area of focus - attitudes towar ds the behavior

The firgt area of focus, atitudes towards the behavior, included questions about
attitudes brought to the classroom, or more specificaly, anticipation of German,
French and other subjects. It was found that the pupils had adopted a generaly
positive outlook across al subjects. When asked about the prospect of learning a
foreign language, 81.6% had been excited or looked forward to it. Compared with
girls, boys showed more enthusasm for science than girls. As for the foreign
languages, girls were more pogtively inclined towards learning French and boys
towards German.

The next battery of questions belonging to the first area of focus concerned the
pupils effort in sudying German. A very smdl percentage daimed naot redly having
tried at dl. The mgority reported having tried quite hard and about one-third having
tried very hard. A consstent pattern could be discerned from the responses, implying
that the older the pupils got the less effort they made.

Another battery of questions dedlt with the pupils classroom experiences. The
pupils were asked about their likes and didikes and which factors had influenced
their views on what went on in the classroom. Many of the classroom activities were
found negative in some way. Speeking was consdered negetive because it had
caused embarrassment. Writing tasks were consdered uninteresting and meaningless
copying of texts. Listening exercises were conddered generaly unpleasant. There
were complaints about unclear recordings, defective equipment, foreigners speaking
too fadt, ingppropriate tasks and inauthentic nature of the activity. The most liked
activities were pair work and group work, which were considered postive because
of ther collaborative nature. However, the pupils also condgdered them positive
because they saw them as an opportunity to escape their duties and chat about other
things. What was surprising was that the most enjoyed activities were those that most
of the pupils had not experienced in the German dasssoom. The mogt influentia



factors contributing to a pogitive language learning experience were the teecher, the
textbook, the equipment and teacher-made materid. At the same time, the teacher
and the textbook were aso considered negative factors. It was reported that the
teacher had progressed too fadt, the teacher had shouted if the pupils had made
mistakes and that the teacher had changed too often. The textbook, in turn, was
consdered boring and out-of-date. The other factors, computers, furnishings, pen
pas and exchanges had had little or no effect on the pupils language learning
experiences.

The lagt battery of questions belonging to the firat area of focus in Chambers
(origindly 1993, but based on 1999) study concentrated on the pupils' attitudes to
the country and the speakers of the languages they were learning. Most of the pupils
who had traveled abroad had visted Spain. Only a few had visted Germany or
France. When asked about the countries they wished to vist, the United States and
Audrdia came firg, athough, as time went by, an ncreasing number of the pupils
darted to show interest in Germany. When asked about the willingness to learn the
language of the country to be visted, the pupils fdt generdly enthusiagtic about the
idea, however, once again, the enthusiasm decreased over the years. On the other
hand, the prospect of getting a job in a foreign country was consdered interesting
and the leve of interest grew over the years. The pupils were aso asked about how
they felt about the Germans, French and about themselves. The pupils were generdly
positive about the Germans but became less postive as they grew older. The same
pattern gpplied to the attitudes towards the French. The pupils view of themselves
was poditive and it became even more postive as they got older.

The second area of focus — subjective norm

The second area of focus in Chambers' (originally 1993, but based on 1999) study
included two batteries of questions, the first one containing questions about the
influence of parents and family background. It was found that the pupils recaived
encouragement from their parents and felt encouraged to learn foreign languages,
epecidly in the early years. As they got older, they had felt less encouraged.
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Another thing that was established was that the parents opinion on the usefulness of
learning a subject had an influence on a pupil’ s opinion. The responses suggested that
the parents had been more likely to offer encouragement if the subject was perceived
to be generdly useful. The responses aso indicated that the encouragement tended
to focus on mathematics and English, rather than on German or French. As for the
parents competence in German or French, the pupils regarded them to have little or
no competence at al.

The second battery of questions concentrated on the teacher’ s assessment of the
pupils progress and effort. The most sgnificant finding was that hdf of the pupils

were unaware of their teacher’ s opinion of their effort and progress.

The third area of focus — perceived behavioral control

The third area of focus in Chambers (originally 1993, but based on 1999) study was
perceived behaviord control. In the first battery of questions the pupils were asked
to evauate any previous foreign language experience. Mogt of the 11-year-olds
clamed to have had foreign tuition, dmost dl of them in French. This finding was
quite surprisng given that foreign languages did not belong to the Nationa
Curriculum in Key Stages 1 and 2. When asked about how much the pupils had
enjoyed learning foreign languages the response was generdly podtive. The man
reason for the pupils enjoyment and dso for lack of enjoyment were the teacher and
his or her teaching. The second battery of questions was about the pupils progress
in German. The responses were generadly postive, dthough, in course of time, the
pupils view on their progress became more negetive.

In the last battery of questions, the pupils were asked how German teaching
could be improved. Despite the generdly negative attitude towards learning German,
the mgjority of the pupils chose not to answer the question. The few pupils who
answered the question suggested that there should not be any changes. Those few
pupils who had opinions on the issue suggested that there could be more interesting
teaching methods, more exchange vidts, change of teacher, more ord work, more

computer work and better books and equipment.



Comparison of the results from Leeds and from Kiel

As mentioned above, the study by Chambers (originaly 1993, but based on 1999)
dso had a German dimengon regarding learning of English in Germany. It was
concluded that the German pupils hedd smilar views as their English counterparts.
Broadly spesking, their likes and didikes were the same, with the teacher being on
the top of the list. Also, the pupils responses to their effort and progress and
parenta influence did not reved anything different from those in Leeds. The
differences in perception were found in the level of motivation. In comparison to the
Leeds pupils, the Kid pupils were more motivated to learn the foreign language. The
mgority of the pupils acknowledged the utility vaue of English, it being a world
language, and conddered gaining competence in English worth the effort.
Furthermore, the Kiel pupils had had more experience of travelling abroad and their
outlook on other countries was postive. Also, the prospect of working abroad was
attractive for the Kid pupils, in contrast to the Leeds pupils. Yet another sriking
difference was found in the way the pupils viewed themsdlves. The Kid pupils held
quite a negative view of Germans, whereas, the Leeds pupils had seen themsdvesin
apogtive light.

The strength of Chambers (originally 1993, but based on 1999) study liesin the
large number of subjects providing information. Also, the comparison and combining
of the various motivational aspects that came up in the study provides some
interesting conclusions and implications on perceptions of language learning and
motivationd influences. Fr, it was ettablished that in spite of dl tha initid
enthusiasm and anticipation the pupils have for learning a new language, the decrease
in motivation comes inevitably in the years to come. According to Chambers
(originaly 1993, but based on 1999), the teacher was the key factor in everything.
Not only was he or she the reason why the pupils both looked forward or dreaded
to learn anew language, but aso the source of motivation as wdl as demativation. A
particular aspect of the teacher’s role, which was quite concerning was the absence

of communication regarding the effort and the progress made by the pupils.
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However, it could be argued that some of the findings in Chambers (origindly
1993, but based on 1999) study are inconclusive or merely assumptions because the
conclusons were solely based on the dtatistics. For instance, concerning parenta
influence it was assumed that the pupils would adopt their parents negetive attitude
because a podtive correlation was found between the two. However, it was |eft
unclear whether the pupils negative attitude was the product of their parents
negativity or vice versa. Also, some other questions were left unanswered, such as,
what caused the discouragement of those enthusiagtic foreign language learners as
time went by and what were the reasons for diminishment in percelved parenta
encouragement. In addition, regarding the comparison of British with German pupils,
it is worth asking what the red effect of the perceived utility of the language learned
was on the results. English being a world language, the generd level of motivetion
among the Kid pupils was consderably higher than among the Leeds pupils who

could see no paint in learning German.

3.2 Therole of mativational thinking

Ushioda (1996a) conducted a small-scde study on L2 learning motivation which
amed to explore learners own working conceptions of their motivation and of their
perspectives in relation to aspects of motivational evolution and experience over
time.

The study wes conducted among twenty students of French at the Trinity College
in Dublin, Irdland. The data were collected in two stages, usng an interview on both
occasons. The fird interview (December 1991) was loosely sructured and the
purpose was Smply to explore the subjects own working conceptions of the factors
that had motivated them to learn French. The more structured follow-up interview
amed to find out about the subjects thinking in relation to motivationa experience
and evolution over time. It induded questions concerning motivationa evolution,
moativationa perspectives on the L2 development, demoativating factors affecting L2
motivation and motivationa Strategies.



24

The data were processed by detailed content andysis. Then the motivationa
factors were grouped into dimensions and arranged in order of importance. Also, the
ubjects were given individud profiles based on the emphess of moativationd
dimensons they had mentioned in order to find out which were the predominant
ones. Furthermore, it was tested whether there was a correlation between the
moativationd dimensions and prior school achievement, measured by a post-primary
grade average and a C-test average.

The andysis reveded eight motivationa dimensons: academic interet, language-
related enjoyment, desired levels of the L2 competence, persond gods, postive
learning higtory, persond satisfaction, fedings about Frenchspeaking countries or
people and externa pressures/incentives. The individua profiles showed that
language-related enjoyment and podtive learning history were the predominant
dimensions, followed by desired levels of the L2 competence and persond gods. A
positive correlation was found between successful subjects and two dimensions.
postive learning history and desired levels of L2. A negative correlation was found
between grades and personad gods, which implied that the subjects with less
successful learning histories tended to define their mativation in terms of persond
godls.

The follow-up interviews had four areas of focus, the first one being motivationa

evolution over time.

Motivational evolution over time

The quedtions in Ushioda's (1996a) study concerning motivational evolution brought
up two kinds of changes. globd and quditative changes. The global changes referred
to changes in the degree of mativation. For some, motivation had grown stronger
through coursework or exams or became of a persond relationship with a speaker of
the language. Further reasons for stronger motivation were being less anxious over
grammar, improvement in the L2 after asummer in France and desire to work harder
after failure in an exam. Motivation had aso gotten weaker for some and the reason

for it was dissatisfaction with coursework.
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Quditative changes fell under five topics. Qudlitative developments included such
issues as development of intringc motivation, pogtive or negative fedings about
France and appreciation of the L2 skills through persona experience. The second
topic was overriding short-term incentives. This meant that the motivation had grown
higher through such incentives as immediate exam pressure or desire to pass exams
for a reward of spending year in France. The third topic referred to a clearer
definition of the persona gods related to the L2. These gods included postgraduate
dudies in the L2, teaching professon and integrating the second language into a
professona career. The fourth topic referred to other priorities that had had an affect
on L2 motivation. These other priorities were related to other subjects of study, such
as, career prospects or better academic success potentia in some other subject of
sudy. The other priorities dso meant stronger motivation in the other subject of
study and immediate study pressures of the other subject. The last topic referred to
persona crises affecting L2 motivation. Two types of crises, depression and parental
bereavement had led to temporary loss of mativation. Disruption of mativation had

resulted from parental separation and from family emigration to the United States

Motivational perspectives on the L2 development over time

The second question in the study by Ushioda (1996a) was concerned with
motivationa perspectives on L2 development, focusing on such aspects as the
importance of doing wel in French and on the factors attributing to success/lack of
success. The responses reveded that the subjects who had given motivationa
emphasis on pogtive learning history felt that it was motivationaly important to do
well in French. The importance of doing well in French could be seen in such things
as doing average was not good enough or feding ashamed or disgppointed if one did
not do well enough. As for the evauation of success and/or development inthe L2, it
had been done by two criteria. Firgtly, success was evauated by academic merits,
which included issues such as exam performance, maintaining grade standard and
comparing grades with other students. Secondly, success and/or development was
evauated through improvement in the L2. These improvements could be seen, egin
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written work or in communication and in eradication of mistakes in spoken language.
As for the students who had not consdered doing well in French motivetionaly
important and, in fact, had not done well, they had mativated themselves by focusing
on incentives, e.g spending the following academic year in France. As for the factors
atributing to being successful in French, these were mostly internal, such as, persond
abilities, love of the L2 and hard work. Internal factors also referred to persona

circumstances or experiences, such as cumulative time spent in France, having to
communicate in the L2 while working in France and being able to spend more time
on the L2 than at school. The range of external factors was much smdler. It included
such factors as good teachers and enjoyment of class with particular teacher or

competitive class standards motivating hard work.

Factors negatively affecting L2 motivation

The third question in Ushioda's (1996a) study was concerned with demotivating
factors. Those factors were mosily externad and associated with the learning
environment. One of these externa factors was L2 classes with native speakers. The
feding of demotivation in classes derived from private pkes, which dienated the
teacher and from too a casud atmosphere. It was also considered demotivating that
there were too many classes or that they were too large in sSize. Furthermore,
lislening to atificid prepared speeches was experienced as a waste of time and
spesking on uninteresting topics in a contrived amosphere was difficult. Another
group of externa factors was related to L2 coursework and methods. Numerous
aspects in that area caused demotivation, including particular course of lectures,
studying literature and dull teaching methods in a paticular grammar cdass In
addition, activities such as role-plays, learning grammatica rules and writing on a sst
of topics with little relevance were consdered demotivating. Moreover, it was dso
considered demotivating that the emphasis was on learning facts and figures and that
there had been a gap between coursework studied and exam questions. Externd
demotivating factors were dso found in inditutiond policies and attitudes. What was
considered demotivating was lack of L2 use, both in lectures and in ord practice.
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Furthermore, it was reported that the department had failed in meeting the students
needs and had shown an inflexible attitude toward coursework submission deadlines.
Other aspects criticized in the inditution were lack of individud atention and not
being able to change course options. There was, however, one subject who
attributed demotivation to interna factors. In this case, demotivetion derived from the

pressure of setting tandards too high.

Motivational strategies

The fourth question in Ushioda's (1996a) study concerning motivationa strategies
revealed four types of drategies. The first strategy was to focus on the incentives or
pressures. These incentives were spending a year in France or a summer trip to the
United States. The pressures came from the dread of falure or from the guilt of
wadting parents money. Also, the thought of exams coming up brought pressures.
The second drategy was to focus on the L2 study itself, which referred to setting
onesdf to the tasks to achieve and getting work done before deadlines. The third
drategy was seeking temporary relief from the L2 studies. This meant taking a bresk,
avoiding didiked tasks and indulging in activities unrdaed to the L2. Also, activities
unrelated to coursework offered temporary relief, eg. L2 films, news, newspapers,
eavesdropping on tourists. Findly, the fourth strategy was to talk over motivationa
problems. This was done by means of podtive sdf-tak or by taking to other
students.

One of the mogt important findings of Ushioda s sudy was the discovery of the
varying tempora perspectives that shape motivationa thinking. What this means is
that a learner’s mativation ether derives from the continuum of L2 learning and from
L2-related experience or that the moativation is directed towards future goas or
perspectives. The findings adso suggest that these two motivationd orientations do
not necessarily rule out each other, meaning that in the course of time, the motivetion
deriving from the enjoyment of L2 learning might develop into god-oriented

moetivation.
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What is ggnificant about Ushiodas study is that she adopted a quditative
ethnographic approach to research on moetivation, dthough, language learning
moativation had traditionaly been dudied quantitatively. Ethnography refers to
research in which people make sense out of everyday Stuations through reflection
and use of commonsense (Bogdan and Taylor 1975). As Ushioda points out,
traditionally motivation has been viewed as a measurable affective variable in L2
learning. Accordingly, motivation has been defined in terms of effort, desire and
attitudes towards the activity involved in achieving the god (e.g. Gardner 1985). The
quantitative concept of motivation differs from the quditative one adopted by
Ushioda (1996a). Accordingly, motivation is viewed as patterns of thinking and
beliefs that shape a learner’s working conceptions of motivation. Furthermore,
motivation may be viewed in terms of how a learner thinks, what he or she believes
and how he or she interprets relevant experiences, which is what determines his or
her involvement in learning.

However, it might be questionable to generaize Ushioda s findings because it was
a smdl-scade study. On the other hand, the purpose of the study was not to
undermine previous quantitative research on motivation but to offer an dternative
way of exploring motivetion.

Another thing that raises question in Ushioda' s (1996a) studly is the categorization
of the motivationd factors, which were discovered in the first interviews. Some of the
categories, or dimensons, seemed to overlgp. For instance, the dimensions
'academic interest” and ’language-related enjoyment’ were very close to each other.
That is, they were both related to liking the French language and culture. Also, the
dimensons 'language-related enjoyment’” and *personal satisfaction’ were based on
the same nation: enjoying or getting satisfaction from being ale to communicatein
French. The same notion was aso strongly present in 'desired levels of the L2
competence’. Therefore, it seems that narrowing down the number of categories
would have made the presentation of the motivationa factors clearer.

Furthermore, some issues were left unclear in Ushioda's (1996a) study because
the findings of the follow-up interviews did not provide any quantitative informeation.
For example, the demoativating factors discovered were presented in the form of list
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and it was left unreported which of the factors were primary ones. The same gpplied
for the other three follow-up questions, too. Including quantitative information would
have been a vauable addition for the study.

3.3 Demoaotivating factor sidentified by Dornyel

Dormye (originaly 1998b but based on 2001) conducted a study on demotivation,
aming to find out the variety of demotivating factors. The study was prompted to a
great extent by the concluding findings of Chambers (1993) and Oxford (1998), who
both emphasi zed the importance of communication and cooperation with the sudents
with respect to (de)motivationa matters. Hence, Dornye’s (originaly 1998b but

based on 2001) study of demotivation was conducted in close cooperation with his
students, who were participants of an MA course on 'Demativation in Second

Language Learning’. Dornye’s study differed from those by Chambers (1993),

Oxford (1998) and Ushioda (19964) in that it focused specificaly on learners who
had been identified as being demotivated, whereas the three previous studies
reported so far had been carried out by taking a cross-section of sudents and asking
them about not so good learning experiences.

Dornye’s (originadly 1998b but based on 2001) study was quditative. The
subjects were 50 secondary school pupilsin various schools in Budapest. They were
sudying ether English or German as a foreign language and had been identified as
being particularly demotivated by their teachers or peers. The data were collected by
Sructured interviews that ranged from 10 to 30 minutes. A list of core questions was
used in the interviews: the subjects were asked to answer these questions a some
point during the interview but no rigid sructure was sat and the subjects were
alowed to speak fredly.

The recorded interviews were andyzed in three steps to find out the variety of
demoativating factors. Fird, dl the sdient demotivating topics mentioned by the
students were marked and common themes established. Then, the most important
demotivating factors were identified for each student. After the primary factors had
been identified, they were tabulated according to the main categories established



earlier. Only primary demotivating factors were included in the tabulation because it
was assumed that some of the other factors mentioned were only reflections of
dready existing demotivation caused by the primary factors. This was based on the
assumption that once a sudent had logt interest in learning the L2, everything related
to it fet dightly negative.

Nine categories emerged from the data. The teacher was the most frequent
source of demoativation. The demotivating aspects about the teacher were related to
his or her persondity, commitment to teaching and atention paid to sudents. In
addition, his or her competence, teaching methods, style and rapport with students
were consdered demoativating. It was reported, among other things, that the teacher
shouted dl the time and that he or she dways concentrated on his or her favorite
students. Furthermore, the teacher did not show up in the classes whenever it was
raning or cold or windy, or if the roads were icy” (Dornyel 2001:152). Also, the
teacher had expressed lack of commitment by letting students know in the very first
class that he or she would not be putting much effort into lessons because there was
"no point in learning English for just two lessons aweek” (DOrnyel 2001:152).

Reduced sdif-confidence was the second frequent source of demativation. On
one hand, reduced sdlf-confidence derived from experience of falure or lack of
success. On the other hand, reduced self-confidence was dso indirectly related to
the teacher, meaning that reduced sdlf- confidence was partly due to some classroom
events that were within the teacher’s control, e.g marking. For ingtance, one student
reported that he or she received only average grades in English despite the hard
effort and this had reduced his or her confidence. He or she dso fdt that it was
impossible for him or her to get better grades because the teacher had ” picked on”
(Dornyel 2001:152) him or her.

Inadequate school facilities was as frequent as the second category, reduced sdif-
confidence. Inadequate school facilities meant the group being too big or not being
on the right level, or teachers changing too frequently. It was reported that what had
supposed to be a beginners group had turned out to include students who aready
knew English and this had placed the beginners in a disadvantaged position. Another
thing reported was thet in ten years there had been 11 different teachers who al had
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"tried out new methods, demanded different things and consdered different things
important” (Dornyei 2001:152).

Negative attitude towards the L2 was the fourth source of demoativation. For
example, German language was conddered incomprehensble because of its
dructure, grammar and the way it sounds.

The compulsory nature of the L2 study was the fifth source of democtivation. This
meant, for instance, feding compelled to choose German over ancther language
because of its utility.

Interference of another foreign language being studied came sixth. This could be
seen in mixing up the two languages. It was mentioned that German and English are
0 gmilar that they get mixed up easly. Secondly, it was reported thet learning the
L2 interfered with another language studied. Hence, the L2 was seen as a threet to
the magtery of this other language, which was consdered easer and more useful in
any case.

Negative attitude towards the L2 community was the seventh source of
demotivation. For instance, American culture with its best known aspects, such as
McDondds and films, was considered unattractive by some sudents.

Attitudes of group members came eight. For one student this meant dwaysfeding
embarrassed because he or she fdt that the other group members laughed at him or
her because of hisor her poor English kills.

The coursebook was the ninth source of demotivation. It was smply didiked and
described in such words as "the worst coursebook in the world” and "incredibly
bad” (Dérnyel 2001:153).

The teacher was the most frequent demoativating factor with the frequency of 40%
of dl the factors. The teacher could be considered even more predominant when the
other teacher-related category, reduced self-confidence, was taken into account.
Together these two categories made up more than haf of dl demoativating factors.
Two other factors with significant proportions (more than 10%) were inadequate
school fadilities and negative attitude towardsthe L2.

The drength of Dérnye’s (originaly 1998b but based on 2001) study liesin its
focused gpproach on the subject. More clearly, he targeted his investigation directly
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on demativation by gathering descriptive and detalled information about the
phenomenon. Also, focusing specificdly on demotivated learners offered interesting
indghts into the sources of demotivation because these learners had presumably
given them alot of thought. Because of the focused gpproach, the study by Dérnyel
(origindly 1998b but based on 2001) provides vauable information on demoativation.

Although the focused approach was the strength of Dornye’s (originaly 1998b
but based on 2001) study, it might be its weakness as well. On the one hand, usng
demotivated students for gathering information about demotivation seems logical, but
on the other hand, excluding students that are not specificaly demotivated must have
had some implications for the outcome. What is meant by this is that the variety of
demotivating factors might have been wider if both types of students would have
been included in the study. This could be concluded from the fact that alearner does
not have to be specificaly demotivated in order to experience a temporary drop in
motivation because demoativating factors are externa forces that reduce motivationa
basis of an ongoing action. Hence, it is rather safe to say that every learner has some
experience of feding demotivated. In fact, it seems likely that including learners who
are not pecificaly demotivated in the study would have brought additiond views on
the subject by telling about their sources of demotivation, offering a more thorough
account on the topic.

Another aspect of the study by Dornyel (originally 1998b but based on 2001)
that raises questions is the abandonment of the demotivating factors other than the
primary ones. Firg of dl, it hardly feds safe to assume that a learner could not
experience demotivation from more than one source. Furthermore, the reasoning
behind the decison to exclude the remaining demotivating factors does not seem
quite logicd. It was assumed that some of the demotivating factors were merely
reflections of the existing demoativation, meaning that because a learner had aready
logt interest in the language, everything else was seen in a negative light. Fird,
excluding data based on mere speculation drikes as unconventiona. Secondly, the
fact that some of the factors were excluded because a learner had expressed
demotivation towards everything implies that the learner might in fact be amotivated,
which refers to a totd loss of moativation, rather than being demoativated, i.e. feding



temporary loss in motivation because of some externd factors. This raises questions
about the primary factors, too: were they related specificaly to the L2 being studied
or could it be that they are merdly reflections of an overdl demctivation?

3.4 Demoativating factor sidentified by Oxford

Oxford (1998, as quoted in Ddornyel 2001) conducted a quditative study on
demotivation, which focused on a teacher’s influence on (de)motivation. The data
were collected by essays. Approximately 250 students, both in high schools and
universities, were asked to write about their experiences over a period of five years.
The students were given a few prompts, such as, ' Describe a Situation in which you
experienced a conflict with ateacher’ and * Talk about a classroom in which you felt
uncomfortable’. The datawere analyzed by conducting content andysis.

Four broad themes emerged from the data. The teacher’s persond relationship
with the students was the first theme and it included issues such as, the teacher
showing lack of caring and generd belligerence. Furthermore, the teacher was
criticized for being hypercritica and for patronizing or favoring a student.

The teacher’ s attitude towards the course or material was the second theme and
it referred to his or her lack of enthusiasm, doppy management and close
mindedness.

Style conflicts between teachers and students was the third theme. This theme
included issues such as, multiple style conflicts and conflicts aout the amount of
sructure and or detail. Also, there were conflicts about the degree of closure or
seriousness of the class.

The nature of classroom activities was the fourth theme. It included aspects such
as, irrdlevance overload and repetitiveness.

The strength of Oxford's (1998) study liesin its large number of subjects. Due to
that, it is farrly safe to make generdizations. In addition, the study by Oxford (1998)
sets ground for possble future studies on demotivation, especidly for the ones
concerning the teacher’s influence or teacher-pupil reaionship, by offering awedth
of information.



The weakness of Oxford's (1998) study can be found in its narrow scope,
meaning that it focused only on one demoativeting factor, the teacher. This may not
have been the intention of the study but the prompts used in it probably influenced
the students opinions by leading them to think about the teacher. Furthermore, if the
purpose of the study was to focus only on the teacher as a source of demotivation, it
does not seem logicad to ignore the other demotivating factors. More precisdly,
focusng only on the teacher does not redly offer anything new to research on
demoativation because most of the previous studies (e.g. Dornyel 1998b, Chambers
1993) have dready concluded that the teacher isthe primary source of demotivation.

4 PRESENT STUDY

What mainly prompted this study was the novelty of this particular area of research.
Consdering the limited amount of information available on demoativation, a further
examination was much needed. There was adso a need for a study that has its focus
on demotivation itself. Hence, the main objective of this sudy was to concentrate on
demotivation instead of viewing it as one condtituent of motivation (cf. eg. Chambers
1993, Ushioda 19964). In fact, motivationd aspects traditiondly included in L2

research, such as, socid influences or attitudes towards the country and the speakers
of the language studied, were not included in this study because they are not essentid

for research on demotivation. This can be argued because the motivationa aspects
mentioned are condtituents of the motivetiona basis of behavior, whereas demotives
are externd and incidental forces and, hence, independent of the initiad motivationa

basis.

The purpose of this sudy is to provide much needed information on demotivation,
more specificaly, to provide information on the variety of demotivating factors. To
ensure this, the subjects were not led in any direction in their responses (cf. Oxford
1998). Nor were any of the factors reported excluded from the andysis (cf. Dérnyel
1998b). Furthermore, as regards the order of importance of the demotivating



factors, in this study the subjects were dlowed to decide for themselves which were
the mogt influentia ones (cf. Dornyel 1998b and Ushioda 19964).

Above dl, this study addresses two more issues that have traditionaly been taken
into account in research on L2 motivation but ignored in the studies on demotivation:
the role of gender and school achievement. In the L2 research the motivationa
differences between the sexes have been studied (e.g. Aplin 1991, Blatchford 1992)
and it has been egtablished that school achievement is related to motivation (eg.
Ushioda 1996a). However, what is ther relation to demotivation is sill open to
guestions. This is what this sudy attempts to unravel. To sum up, this study has four
areas of focus. The firgt one is concerned with finding out the demotivating factors.
The second one focuses on the frequency and order of importance of the factors.
The third area of focus is concerned with demotivating factors among boys and girls
and the fourth with demotivation and achievement.

4.1 Aims of the study

This study seeks answers to the following questions:

1) what are the demotivating factors that discourage pupilsin an English classroom
2) what isthe frequency and order of importance of the demotivating factors

3) what isthelr relation to gender

4) what istheir relaion to school achievement as measured by the latest

English grade.

The main interest of this study is © identify the demoativating factors. The first
question ams at finding out the variety in the demotiveting factors. The am of the
second question is to give an idea of the proportions and of the order of importance
of the demoativating factors. The third quegtion ams a offering an indght into the
proportions and into the order of importance of the demctivating factors among boys
and girls. The am of the fourth question is to find out whether there is a connection
between achievement in English and demotivating factors.



A descriptive gpproach was chosen for this study. This was done because having
both quditative and quantitative elements present in this particular study seemed to
be the best way to approach the topic. A descriptive study often beginswith generd
questions about the phenomenon studied, for instance, with a heuristic objective
(Sdinger and Shohamy 1989). This means that there may not be any complete
theories at this point. Therefore, the data are collected in an attempt to gather as
much of the contextud information as possible. Since demoativation is ardatively new
area of research and there are not any complete theories available, it was essentid to
begin the sudy by exploring the phenomenon by usng quditative methods. The
purpose of these methods was to yield descriptive information about sources of
demotivation. A smilar quditative approach has been adopted in some of the
previous studies on demoativation. For instance, Oxford (1998) carried out a content
andyss of 250 essays and Dornye (1998b) used structured interviews in his study.

The quditative methods used in this study refer to persond documents. What is
meant by persond documents is a variety of materids in which people reved in ther
own words their views of their life or some aspects about themselves. According to
Bogdan and Taylor (1975: 96) persond documents can either stand for an individua
descriptive account for a person’s life or ”"an individud’s reflection on a specific
event or topic’. Since the fird am of this sudy was to identify the sources of
demotivation in an English classroom, the most applicable gpproach was to learn
about demotivation from the pupil’s point of view. The type of persond document
used in this sudy is what Bogdan and Taylor (1975) refer to as solicited
composition. That is a short narrative that covers a specific topic and can be created
especidly for the researcher. What is good about solicited compostions is that they
focus on a angle topic and can be assambled for the andyss.

As mentioned above, this descriptive study has characterigtics of both quditative
and quantitative research. As sdlinger and Shohamy (1989) point out, descriptive
research is often used to edtablish the existence of a phenomema by explicitly
describing them and this may aso provide measures of frequencies. Also in this study
the quditative analysis was complemented by quantification. The data obtained from
the descriptive analyss was andyzed further by descriptive datistics. Generdly
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taken, descriptive datistics consist of procedures which are used to describe
different aspects of the data (Sdlinger and Shohamy 1989). These procedures
provide information about how often certain phenomena occur, how different and
varied certain groups of language learners are with regard to the phenomena,
corrdations and relationships among various variables. In this sudy the am of the
datisticd andysis was to find information about the frequencies of the demoativating
factors and about how varied certain groups (boys and girls, well achieved and less
well achieved learners) are with regard to sources of demotivation. The Satistics

used in this sudy are discussed in more detail in 4.3.2.

4.2 Subjects and data collection

The data collection was carried out on May 2003 in a Finnish comprehensve school

in Jyvaskyla where 91 ninth-graders, 50 males and 41 femaes were asked to

complete a task. The reason why ninth-graders were asked to take part in this
particular study was that, first of al, by the end of the ninth grade, English has been a
compulsory subject for severd years and due to this, the subjects are more or less
on the same level moativationally. To make this clearer, the main aspect here is the
compulsory nature of English in the comprehensive schodl. It is fairly safe to assume
that the motivationa level would have been quite different among, eg. universty

sudents of English. Secondly, it seemed likely that by the end of ninth grade the
pupils would have opinions on studying English and have encountered Stuations in
which something has had a negative effect on motivation to learn the language.



Using a smple writing task for data collection seemed to be the best way to get
the pupils express their thoughts about issues that had felt demotiveting. The writing
task resembled an ungtructured interview, in which subjects can externdize ther
thinking with very little interference. However, the idea of usng an interview in this
study was forsaken for two reasons. Firgt, the pupils might have felt uncomfortable
talking about such negative issues with a sranger and might have hdd back.
Secondly, using written data enabled the use of alarger group of subjects.

The pupils received atask sheet (see gppendix) which contained the topic and the
ingtructions for the task and three background questions concerning sex, class and
the latest English grade. Firgt, with a purpose to reduce the number of blank sheets,
there was a small introduction to the topic and then came the ingtructions. The pupils
were Smply asked to tdll in their own words about issues at school that they felt had
had a negative influence on their mativetion to learn English, i.e. demativating factors.
The introduction and the ingructions, trandated into English were asfollows:

"Many issues affect the meaningfulness of learning a school (own
abilities, books, working methods, teacher, class atmosphere etc.), either
in a pogtive or negative way.

Describein your own words WHAT has had aNEGATIVE effect on
your motivation to learn the English language and describe as accuratey
aspossble IN WHAT WAY. In case there are severa factors affecting
negdively, firg talk about the factor that you have found the most
negative, then the second etc. Y ou can aso provide an example of a
Stuation in which you have fdt uncomfortable with learning English.”

The pupils received the ingtructions both oraly and in writing. After the briefing the
pupils had approximately twenty minutes to write down their answers. In order to
obtain as detailed information about the demotivating factors as possble, it was
strongly emphasized in both ingtructions that ingead of merdly naming the negative
factors it was important to explain as accurately as possible in what way they were
consdered negative, i.e. demotivating. The reason why the pupils were asked to
write first aout the factors which they consdered the most negative and then the

second etc. was to gain information about the order of importance of the



demotivating factors. It was dso taken into account in the ingtructions that it might be
difficult for the pupils to name the demoativating factors. Therefore, they were also
given an option to answer the question by describing a Stuation in which learning
English had felt uncomfortable, which might reved the sources of demotivation as
well.

4.3 Data processing

4.3.1 Qualitative analysis

Out of 91 tasks 86 were subjected into analysis. Five tasks had to be excluded
because they were returned blank. The first step in the analysis was to separate the
tasks provided by boys and girls. This was done because it would make the
comparison easer a a later dage. The next step was to conduct a detailed content
andysis. Sdinger and Shohamy (1989) have discerned two main types of techniques
to andyze quditative data. The fird type is descriptive and exploratory in nature and
ams at establishing categories from the data. The second type utilizes dready existing
categories and is confirmatory in nature. The firgt type of technique was used in this
sudy since there were not any aready exigting categories that could have been
applied to the data. The analysis followed quite closdly the procedure described by
Sdinger and Shohamy (1989). The analysis began by identifying demotiveating factors
from the data, which were then categorized, or divided into themes. After the themes
had been established, they were gplied to the remainder of the data. Due to this
procedure the themes were adjusted and refined. After this, the same procedure was
repeated severd times. The purpose of this phase was to verify the findings by
assuring that the same demotivating factors and themes emerge from the data again.
In summary, the quditative analyss in this sudy began by recording dl the
demotivating factors that emerged from the data, gathering as detalled and
descriptive information about them as possble. Then dl te demotivating factors
were examined thematically by tracing commondities and underlying patterns across
them. The most logica way to do thiswas to divide the factors into themes according
to where these factors originated from or by the bigger entities they were a part of.



Once the themes had been established, the andys's was repested many times in
order to verify the discovered themes. The process of identifying and thematizing the
factors is illugrated with the following example. This example, like dl the examples
from now on, is first presented in Finnish, which was used in the tasks and then
followed by arough English trandatior-

So, example (1) should darify the processing. The underlining was part of the origina

text.

(1) Vanhaopettgjavaihtui, kunjéi elakkeelle. Siindoli asennetta. Opettajan pitdaolla
innostunut, sellainen jokatietdé jajoka osaa lausua opettamaansa kielté. Tarkastaa |8ksyt
kyselemallamyos niiltd, jotka el viittaa. Eli entinen ope oli taydellinen.

Nykyinen ope on masentava. Se ei puhu paljoa englantia tunnilla, ndssoilee ja antaa
véalinpitaméttomyydel 18 oppilaiden luistaa tehtévisté. Totta, yhdeksésluokkal aisten pitéisi
jo hoitaaitse omat tehtévénsd, muttajos tehtyja (joillain tekemé&ttdmid) tehtévia el
tarkasteta, tulee sellainen olo, ettei opettajaa aine niin kovin paljon kiinnosta.
Opiskelustaei tule mitdén. Tassasiis kaksi melko 8aripaata.

Ope on térked, muttamyésKkirjat. En ole tehnyt nykyisesta enkunkirjasta kuin puolet
teht&vien helppouden takia. Toisaalta, toisille samatehtavavoi ollavaikea, muttajos
tehtéisi niin kuin matikassa”A” ja”B” tehtévié, kahden tasoisia...0h, tulipatekstia
(F20)

(My teacher changed because the old teacher retired. That teacher had an attitude. A
teacher

should show enthusiasm and he or she should be of that kind that commands and knows
how to pronounce the language he or she teaches. The teacher should check the
homework by asking also from those who have not raised their hands. So, my previous
teacher was perfect.

Our current teacher isdepressing. The teacher does not use English in the class all that
much, istoo yielding and so indifferent that he or she does not even careif the pupils
skip their homework. True, ninth graders should take care of homework by themselves
but if the teacher does not even bother to go through the homework the pupils have
prepared (_ some have not ), one cannot help thinking that the teacher is not all that
interested in the subject. One cannot even study. So, here are too extremes.

Theteacher isimportant but so are the books. | have not done more than half of the
exercisesin our current English book because the exercises are so easy. On the other
hand, the same exercise can be difficult for someone else, but what if we had " A” and
"B” exerciseslikein math, on two levels...er, thisturned out to be along answer.)

Severd factors emerged from this particular answer. Fird, there were aspects about
the teacher that had been conddered democtivating, eg. not knowing how to

! The examples are marked either as (F) which stands for female or (M) for male. The

subjects have a so been numbered, e.g. (F1) or (M1). Some key pointsin the examplesarein
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kidtd"), lack of authority ("ndstileg’) and being indifferent (" nykyinen ope...antaa
vdinpitdméttomyyde|&8n oppilaiden luistaa tehtévigd’). Secondly, the books had
some demotivating qualities or, more precisaly, the exercise book, which had been
consdered too easy. The factors recorded from this answer fell under two themes:
the teacher and learning materid. All the teacher-related factors sdiently originated
from the teacher him/hersdf and negative remarks about the exercise book fell under
abroader theme, learning materid.

Moving towards the quantitative andyss, it was dso concluded and marked
down from this answer that, in this case, the teacher was the primary source of
demotivation and learning materia the secondary. This deduction was made (also
with the rest of the data) because the pupils had been ingructed to write about the
demotivating factors in a specific order, i.e. write about the most negative factor firgt.
Hence, the teacher was given the primary emphasis as a source of demotivation and

learning materid the second.

4.3.2 Quantitative analysis

As discussed above, the first research question, 1) what are the demoativating factors
that discourage pupils in an English cdlassoom, was andyzed quditatively. The
remaning three questions, 2) what the frequency and order of importance of the
demoativating factors was, 3) what their relation to gender was and 4) what ther
relation to school achievement was as measured by the latest English grade were
andyzed quantitatively.

The frequency of the demotivating factors was obtained by smply counting the
total number of factors, regardless of whether they had been given primary emphasis
or secondary, etc., as long as the factor had been mentioned as a source of
demotivation. The order of importance of the demoativating factors was examined by

aranging the demotivating factors according to the emphasis they had been given,

bold.
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i.e. counting the number of factors that had been introduced as the primary source of
demoativation and then the secondary source, etc.

The next objective was to determine the frequency and order of importance of
the demoativating factors among the boys and girls. This was done by using exactly
the same methods as with the whole group, as accounted above. The total number of
the factors was counted by adding together dl factors fdling under the same theme,
whether they were mentioned first or second, etc. Then, the order of importance of
the demotivating factors was determined by arranging the factors according to the
emphasis given. Another objective was to find out whether there would be
gatigticaly sgnificant differences in sources of demoativation between the sexes. This
was tried out by usng Chi square andyss by examining the differences in the
frequencies of demoativating factors between the boys and girls. The Chi square test
IS a procedure for comparing the frequencies of different variables (Sdinger and
Shohamy 1989). If a ggnificant Chi square is obtained, it indicates that meaningful
differences exist. Unfortunately, the analysis could not be carried out because the
number of the demotivating factors was uneven. Hence, the only way to compare the
two was to compare the total numbers and percentages.

The lagt objective was to find information about the demotivating factors in
relation to school achievement as measured by the latest English grade. At this point
two more pupils had to be ignored because they had not given their grades. The
andyds was made between the primary demotivating factors and the grades,
because it would have been impossible to include the secondary factors or the ones
mentioned third or fourth in the Satigtica analyss. Besides, using the primary factors
in the comparison seemed logical because they were the ones that had had the
strongest effect on the pupils motivation, being the most influentia ones.

The firg gep in the anadlysis was to examine how the demoativating factors were
digtributed between the pupils with different English grades. This was done by using
cross-tabulation. This procedure is used for studying the relationship between two
variables (NoruSis 1983). The variables are displayed in cdls in a table together with
various percentages. The cdls, in turn, are formed by crossng the column variables

and row variables (in this study from the grades and demotivating factors). The cdl



entries provide information about the relationships between the variables. In order to
get a more composite picture of the distribution, the grades were divided into three
categories. Satisfactory (grade 5 and 6), Good (grades 7 and 8) and Excellent

(grades 9 and 10). The digtribution of the demotivating factors was examined by

comparing the frequency of the factors within each grade category to the other grade
categories. At this point, the gatistical andysis could not be taken further in order to
find out whether the differences between the grade categories were Satidticaly
significant: a Chi square test was tried out but could not be carried out because the
numbers were uneven. Therefore, the demotivating factors in relation to the grades
were examined for daidicdly sgnificant differences by comparing the grade
averages of the themes with each other. For this purpose, the first step was to

determine the grade average and the variability within each theme. This was done by
computing the mean and the standard deviation for each theme. Standard deviation

was determined in order to find out how widdy distributed the grades were within

the themes. Then the andlysis continued with a one-way analysis of variance. This
procedure is used for examining the differences in more than one group (Sdinger and
Shohamy 1989). The andysis is performed in order to determine the F vaue. The F
vaue, in turn, isthe retio of the variance between the themes over the variance within
the themes. Determining the F value was essentid for the subsequent comparison

because if it is Sgnificant, it indicates that there are datisticdly sgnificant differences
between the themes. The F vdue is dgnificant when the variability between the
themes is greater than within the themes. After the F vaue was determined, the
themes of demotivating factors were compared with each other in order to locate the
getidicaly sgnificant differences This was made by multiple comparisons, in
which the themes were compared with each other in pairs two themes a atime.

Multiple comparison protects againg cdling too many differences significant by
Setting up stringent criteria for declaring them (Noruds 1983). That is, the difference
between the two variables must be large to be identified as a true difference.



5 FINDINGS: DEMOTIVATING FACTORS

This sudy sought answers to the following questions: 1) what are the demotiveating
factors that discourage pupils in an English classroom 2) what is the frequency of the
demativating factors and order of importance of the demotivating factors 3) what is
their relation to gender and 4) what is their reation are to school achievement as
measured by the latest English grade. Thefirst question is answered in section 5.1 of
this chapter. The am is to give a thorough presentation of the demotivating factors,
which emerged from the data. The factors are reported in themes. The second
question is answered in section 5.2, which includes the frequency and the order of
importance of the demotivating factors with the whole group. Section 5.3 covers
guestion three, meaning that it presents the frequency and the order of importance of
the demotivating factors among boys and girls and dso the possible differences
between the two sexes. Section 5.4 addresses the issue of the possible connection

between school achievement and sources of demotivation.

5.1 Thethemes

Thefirg of the three research questions was. what are the demotivating factors in the
English cdlassoom. The demctivating factors that emerged from the answers were
grouped into five themes: the teacher, learning materid, learner characteristics, school
environment and learner’ s dtitude towards the English language. This section offers a
descriptive account of the demotivating factors, presenting them there by themes.
Each theme is illustrated with examples from the data. The themes will be presented
in order of frequency, which means that the theme of demoativating factors that
appeared most frequently is discussed firgt, then the second, etc.



5.1.1 Theteacher

The teacher was the primary source of demotivation. The negative aspects of the
teacher were more thoroughly described than any other theme. The negative aspects
of the teacher were divided into three subthemes:. teaching methods, lack of
competence and persondity. These three subthemes will be discussed gtarting with
the teacher’s more genera aspects, his or her teaching methods and then moving on
to more persond aspects, to his or her competence and findly to his or her

persondity.

Teaching methods

The firg theme, teaching methods, actudly refers to dl kinds of classroom activities
and to the teacher’s way of organizing things. What seemed to be causing
demotivation in pupils was the tempord aspects of teaching, meaning thet the
progress teaching had been either too dow or too fast. The first dternative, too dow
progress, was consdered more frustrating than the other one. It was complained that
the teacher had spent too much time with one single topic and that this had made the

lessons extremely boring. Consider, for example, (2):

(2) Ollaan yleensatunteja yhdessa kappal eessa, kun voisi mennéjo eteenpéin. (F12)

(We usually spend hours working on one single chapter when we could already move
on.)

In contrast to complaints about the dow progress, there were dso complaints about
the teacher having moved too fast. Accordingly, the teecher should have adjusted the
teaching to such a rate that everyone could have been able to keep up and that the
teacher should have made sure that he or she had not lost anyone before moving on,
asin (3) and (4):
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(4)

Jatoinen juttu on se, ettd opettaja menee liian nopeasti eteenpéin joissain asi oissa.
M enee sen mukaan eteenpéin kun parhaat oppilaat tajuaal!! (F11)

(And another thing is that the teacher moves on too fast with some things. The teaching
progresses in proportion as the best pupils get the hang of it!!!)

En tieda miké opetuksessa on vikana, muttaei siellakyllaopi mitéan. Asiat neuvotaan
yhden kerran jasitten kaikkien pitéisi osata. (F30)

(I do not know what is wrong with the teaching but nobody is not learning anything in
there. Everything is being told once and after that everyone is suppose to know how to

doit.)

Ancther demotivating factor was lack of variation. It was reported thet it had been

extremey boring to repesat the same things over and over again. Consider (5):

©

Esimerkiksi, kun kdymme samat asiat kerran vuodessa kolmen vuoden gjan. Siksi
ainakin minun oppimismotivaatio on laskenut. (M28)

(For example, when we go through the same things every year for three years. That is
why at least my learning motivation has decreased.)

Furthermore, the actual teaching methods and classsroom activities had caused

demoativation as wdl. Some were srongly againgt project work and working in

groups in generd, while others wished to see more of them in the English dlass. Also,

giving presentations in front of the class was one type of activity that some pupils had
not been dl that keen on participating. For instance, compare (6) and (7):

(6)

)

Tunnit on ailkasamanlaisiaaina. Vois ollaenemman sellaisiaryhmétéital (F29)

(The lessons are pretty much the same all the time. There should more of that sort of
activity as group work!)

I k&vid juttuja semmoiset, missa pitd& mennaluokan eteen sonkk&dmaan jotain
englannin esitelméa. (F22)

(Those are unpleasant situations when you have to step up in front of the class and
give apresentation in English.)
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Another aspect of teaching causng demotivation was that reading tasks had been
overated in some pupils opinion. It was argued that, ingead of dl that endless
reading the teacher should have organized dso something different for classroom
activity, asin (8):

(8) Liikaalukemista. Pitéisi ollaluovaa, jossa oppilaat gjatteleeitse. (M37)

(There istoo much reading. There should be something creative so that pupils could use
their own thinking.)

Y et, another demotivating aspect of teaching was homework. What seemed to be
the problem was that either the teacher had given too much homework or that the
homework had included tasks about grammar points that had not even been taught
yet. Also, the teacher had reviewed the same homework many times and sometimes
had spent the entire lesson doing that and occasionaly, had not reviewed the
homework at dl. Furthermore, the teacher had asked questions aso from those that

had not known the answer. For example, consider (9) and (10):

(9) [Opettga] antaaliikaalaksyjajatarkastaa samat |aksyt vahintéan kaksi kertaa. (M18)

([The teacher] gives too much homework ja goes through the same homework at |east
twice))

(10) On arsyttavaa, kun ei osaajotain, eikaviittaa, niin silti opettajakysyy minulta, di
pommittaa, vaikka han hyvin tietdd, etta viittaan, jos minatiedan jonkun asian. (F11)

(It annoys methat if | do not know the answer and have not raised my hand, still the
teacher asks me the question or bombards me, eventhough the teacher knows very well

that | will raise my hand if | know the answer.)

Finaly, another aspect of teaching causing demotivation was that the teacher had put
too much weght on grammaticd matters and had ignored the importance of
vocabulary, asin (11):



(11) Sanojaharjoitellaan liian vahan. Ne ovat tarkedmpia kuin kielioppi. (F4)

(We spend too little time on practicing new words. They are more important than
grammar.)

Lack of competence

The next demotivating aspect of the teacher, his or her lack of competence, had
reflected on many things in the classroom according to the pupils. Firgt of dl, it had
affected the quality of teaching. It was reported that due to the teacher’s
incompetence the teaching had been incongstent, asin (12):

(12) Opettajaei osaa opettaaja sdhldd luokassa. Ja arsyttad, koska sen takiaei opi niin
hyvin. (F14)

(The teacher cannot teach and is disorderly in the class. It is annoying because that is
why aperson does not learn so well.)

Secondly, it was claimed by severa pupils that the teacher had not been able to stick
to the schedule, asin (13).

(13) Kielteisesti on vaikuttanut opettaja[nimi poistettu] ... joskus oppilaat joutuvat
neuvomaan opettajaa joissain asioissa. Esim. kun aloitimme ysiluokan olimme
menossavasta kasiluokan kirjan puolivalissg, kun muut luokat, joillaoli eri opettgja,
aoittivat jo ysin kirjaa. Téllainen opetus on haitaksi tulevaisuudelle kun on kolme vuotta
huono opettaja. (M27)

(What has effected negatively isthe teacher [name omitted] ... sometimes the pupils

have to advice the teacher on some things. For example, in the beginning of ninth

grade we had bar ey reached halfway of the eight grade textbook, while the other

class, which were taught by a different teacher, had already started working on the next
one. Thiskind of teaching has an adverse effect to one’ s future if oneisbeing taught by a
lousy teacher for three years.)
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Furthermore, what aso caused demoativation in the teacher was that he or she had
been unorganized. The teacher had not been able to keep track of the lessons,
neither previous ror the present one, and what comes to homework, he or she had

failed to keep track of them aso. Consider (14):

(14) [negatiivisesti on vaikuttanut] opettaja, joka tarkastaaléksyt vahintéén kaksi kertaa,
eika tieda missi kappal eessa mennaén. Ei jaksatehda l&ksyjé, kun opettajaon ihan
ulkonaléksyista. (M26)

([what has had a negative effect is] the teacher, who goes through the same homework at
|east twice and does not know at which chapter we are. | do not feel like doing the
homework because the teacher has no idea what had been assigned for homework.)

The teacher’s poor English skills were another source of demotivation. It was argued
that the teacher’s mastery of grammar had been wesk and, furthermore, the teacher
could not spesk English, asin (15):

(15) Ryhmamme englanninopettaja on ammattitaidoton. Han éant&a englantia huonosti
Ja samat tehtévét tarkistetaan noin seitseméan kertaa. Olen myositse joutunut
korjaamaan kieliopillisiavirheit, joita opettaja el oletajunnut. Nykyinen
opettgjamme on kolmas meill&a ollut eri opettajaja néisté kolmesta selvasti huonoin.
Tuntuu, ettdl&hes koko luokka puhuu englantia hénté paremmin. Heréa kysymys:
"Miten tuollainen opettaja voi saada opettajan paperit?’ (M25)

(Our English teacher isincompetent. Hisor her pronunciation isterrible and we have
to go through the same exercises about seven times. Also, | myself have had to correct
some of the grammatical mistakesthat our teacher had made and had not even
realized making them. Our current teacher is the third one that has taught usand is
clearly the worst of these three. Seemslike almost everyonein our class speaks better
English than theteacher. Thisraisesthe question: "How can it be that ateacher like
that could have become ateacher in thefirst place?)

Finaly, another demotivating aspect of the teacher’s competence was lack of
authority. It was complained tha the teacher had faled to offer the pupils an
undisturbed learning environment by being too yidding. Consider (16):

(16) Englannin opiskelu on kivaa, muttasilloinon tylsdd jos ope e pida jo6ta vaan

lepsuilee. Kun viime vuonnaoli niin mahtimummo opena, niin nyt ei tunnu, etta oppisi
kunnollakun ei ole [nimi poistettu] paukuttamassa sanakirjalla paghan. (F13)



(Studying English isfun, butit isboring when the teacher doesnot maintain
discipline but istoo yielding. Last year | had such an amazing old lady asa

teacher, so now it feelsasif | were not learning properly because [ name omitted] is not
here anymore, banging me on the head with adictionary.)

Personality

As the find subtheme suggests, there were many features in the teecher’ s personality
that had caused demotivation. One of these features was that the teacher had been
too uptight. It was reported that he or she had lashed out a pupils and that the

atmospherein class had been unpleasant. For example, consider (17):

(17) Englannintunnillaolisi hyvéaollarento ilmapiiri ( €li opettajael saaollaliian
viralinen jatiukka)...jos opettaja huutaa ja raivoaa jatkuvasti kaikille, se pilaakoko

(There ought to be arelaxed atmosphere in the English classes ( meaning that the
teacher should not be too formal and uptight)...if the teacher yells and lashes out at
everyone all thetimeit spoilsthe whole day.)

Ancther feature causng demotivation was lack of dedication. The teacher had not
seemed genuindy interested in the English language and had not shown any
enthusiasm. Furthermore, the teacher had struck somewhat indifferent because it had
seemed as though he or she had had no expectations, nor had he or she cared
whether the pupils had done their work. Consider (18) and (19):

(18) Ei oleoikein motivaatiota opetella uusia sanoja, kun opettaja el sitéd odota. Sitten
niitéd sanoja el 0saa, kun tulee vastaan esim. puhuessa jonkun englanninkielisen tyypin
kanssa. (F31)

(I do not really have motivation to learn any new wor ds because the teacher does
not expect it. And then when you encounter those words, e.g. when talking to an English
guy, you do not know them.)

(19) Nykyinen ope on masentava. Se ei puhu paljoa englantiatunnilla, n6ssdilee ja antaa
valinpitamattémyydella oppilaiden luistaa tehtavisté. Totta, yhdeksasluokkal aisten
pitéisi jo hoitaa omat tehtévansa, muttajos tehtyja (joillain tekeméttémid) tehtavid el
tarkasteta, tulee sellainen olo, ettel opettajaa aine niin kovin paljon kiinnosta. (F20)
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(Our current teacher is depressing. The teacher does not use Englishin class all that
much, is too yielding and so indifferent that he or she doesnot even careif the pupils
skip homework. True, ninth graders should take care of homework by themselves but if
the teacher does not even bother to review the homework the pupils have done (some
have not), one cannot helpthinking that theteacher isnot all that interested in the
subject.)

Besdes dl the things listed o far, there were even more demotivating aspectsin the
teacher’ s persondity. Some of these were pretty harsh, for instance, the teacher was
clamed to be too old, odd, annoying, foolish, lacked credibility and aso that the
teacher's monotonous spesking voice had made everything fed dull. It was dso
reported that the teacher had been biased or unfair and had paid more attention to
the pupils sitting in front of the class than to those Stting in the back, asin (20):

(20) Jotkut opettajat ovat ovat " puolueellisia’, eli " syrjivat” toisia, huonompiaoppilaita. (F4)

(Someteachers are ”biased”, meaning that they " discrimate” others, less-talented
pupils.)

Finaly, it was a0 reported to be demotivating that the teacher hed had a tendency
to compare a pupil with others, which had led to preconceived opinions, asin (21):

(21) Tympeintaon, kunopettajat vertaavat taitoja sisarusten taitoihin, esim. jos sun
isosisko tai isoveli on ollut huono englannissa, niin olet singkinjasille el voi mitaan.
Heti erityisopettgjalle vaikkel vattdméattatarvitsisi. (F33)

(The most sickening thing is that when teacher s compar e you to your brothersor

sisters, meaning that if your older brother or sister has not been good in English then you
cannot be either and there is nothing you can do about it. Y ou go straight to special
education, eventhough it was not really necessary.)

5.1.2 Learning material

The second theme in order of importance causng demotivation was learning materid.
What gppeared to be the most demotivating aspect about learning materia was the
books. Both the textbook and the exercise book had qualities that did rot please
everybody. However, it was reported that the exercise book had contained dightly
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more demotivating aspects than the textbook. It was complained that the book had
sruck as being uninteresting and the exercises in it had been boring. Furthermore,
some said that the exercises had been too difficult, whereas some wished they had
been more chalenging. Consider (22) and (23).

(22) Kielteisesti on vaikuttanut kirjamme jotkut vaikeat tehtavét. (F24)

(What has had a negative effect [on learning motivation] is some of the difficult
exercisesin our book.)

(23) Opeon tarked, muttamydskirjat. En oletehnyt nykyisesta enkun kirjasta kuin
puolet tehtavien helppouden takia Toisadta, toisille samatehtéavavoi ollavaikea,
muttajos tehtéisi niin kuin matikassa” A” ja”B” tehtévia, kahden tasoisia... (F20)

(The teacher isimportant but so are the books. | have not done morethan half of the
exercisesin our current English book becausethe exer cises are so easy. On the other
hand, the same exercise can be difficult for someone else, but what if wehad ”A” and
"B” exercises likein math, ontwo levels...)

The exercise book was also consdered demotivating for containing tasks which hed
been pointless and meaningless, asin (24).

(24) Kielteisesti on vaikuttanut, 66...joskus tuntuu, etté kaikesta, mita tehdaan, ei opi
mitdan. Siistehddan tehtévakirjastajoitain hassuja tehtavia, mista e jaa mitéan
mieleen. En osaa sanoa, auttaisiko, jos tehtavét olis erilaisia, vai eikd
auttais. (F31)

(What has had a negative effect, er...sometimes| have afeeling that nobody learns

anything. That being, every time we do somessilly exercisesin the book, which are
completely forgotten as soon as the lesson is over.)

Once again, the lack of variation was dated as a demotivating factor. It was

complained that the same exercises had been repeated over and over, asin (25).

(25) Kirjassamme on joitakin tehtévié, jotka ovat todella samanlaisia. Ne tehtévét voisivat
ollaerilaisempia. (M34)

(There are some exercises in our book that are all alike. Those exercises could be more
different from each other.)



The textbook had adso had quite a few demotivating aspects. Firg of dl, it was
considered demoativating that the books had been al worn out and in a bad shape. In
addition, the book was called boring and it was said that the texts in it had been
childish and of very little interest. Yet another aspect that was found demotivating

was some of the topics in the book. For instance, consider (26) and (27):

(26) Omastamielestani kirjan kappaleet ovat aikatylsia.. Tekstit voisivat késitella
enemman nuoria koskevia aiheita. (F38)

(I think the chapters are pretty boring... There should be more texts about issues that
young people can relate to.)

(27) Kirjojen tyhmét kappaleet joita (joitakin) vaitetddn tosiksi ovat arsyttavia. (M36)

(The stupid textsin the book that are claimed to be true stories (or some of them) are
annoying.)

5.1.3 Learner characteristics

One more source of demoetivation lied within the pupils themsdves. The theme is
labelled learner characterigtics, which in this case refers to a pupil’s potentias or
sills or, in short, to everything that comes from indde the learner. Learner
characterisics were reflected in motivation in two ways. The firsd and most
commonly reported aspect of learner characteristics was lowered confidence in a
pupil’ s language skills or lack of skills. It was reported that studying English had been
difficult for a pupil if he or she had not learnt the basic things and if he or she had
been Ieft behind or had found it difficult to keep up with the others, asin (28):

(28) Englannin tunneilla on tympeetd, vaikka olisikin kiva opettaja, sillé on inhottava
opiskella, jos ei ole oppinut ala-asteella perustaitoja. (F33)

(English classes are dull despite of a nice teacher because not having learnt the basic
skillsin elementary school makes studying repulsive.)



Poor language ills also caused demotivation because the workload had been twice
as big for the less talented ones than for the others and this had felt overwhelming for
some pupils. Consider (29):
(29) Pitéaopetella. Hikistatuskaa. Ei sitd mikaan pysty korjaamaan, paitsi joku keksintd,

joka sydttad aivoihin tiedot ja ne pysyvét siellailman opettelua. (M42)

(I havetolearn. It isreal torture. Nothing can fix it, except some invention that could
feed the information to my brain and that it would stay there and this would happen
without al that learning.)

In addition, the same extra load of work was dso reported as a problem when
having done the homework or when having prepared for exams.

Interestingly, it was clamed that good language skills had aso caused
demotivation. It was reported thet it had been difficult to maintain an interest in the
English language because it had gotten too easy and unvaried, asin (30) and (31):

(30) Englanti on niin helppoa, ettei siihen oikein jaksa keskittyd, kun ei ole mitéén
haastetta. (M45)

(English languageis so easy that it is difficult to concentrate on it beacuse it does not
offer any challenge.)

(31) No, joson lukenut englantia tarhasta asti, niin tunnit alkaa tuntua todella tysalta
vanhan kertaamiselta. (F34)

(Well, if you have studied English since you werein kindergarten, it startsto feel like

you are only going through things that have already been taught and it makes learning

extremely boring.)
Finaly, the last demotivating aspect related to learner characteristics was bad
experiences. For ingance, falling an exam had had a demoativating effect on learning
motivation. In fact, it was reported that poor performance in a nation-wide English
test had been experienced demotivating.

5.1.4 School environment

The next theme, school environment, covers such aspects as the school building,
school resources, practice, etc. Three types of points came up. First of al, there had



been some problems with the scheduling of English classes. The problem was that
the classes had taken place either too early in the morning or, as complained in most
cases, late in the afternoon. The reason why this was considered a problem was that,
gpparently, neither of these times had not been that suitable for studying languages.
Consder (32) and (33):

(32) [Negatiivisesti on vaikuttanut] tunnin sijoittuminen iltapéivaan, jolloin e jaksa
opiskellakidia (F21)

([It has had a negative effect that] the classisin the afternoon, when you do not have
enough strength to study languages.)

(33) Englannin tuntini ovat iltapaivélla, enkéjaksa ollasilloin engé skarppina. (M38)

(My English classes arein the afternoon and at that time | am not so sharp anymore.)

Secondly, changes in the teaching staff were consdered demotivating. It was not
only teacher change that had caused demotivation but aso that the teacher had

changed too often. For instance, consider (34):

(34) Joshyva opettaja vaihtuu. Ensinnakin, sen totutteluun menee aikaa, elka osaa mitéan
asioita kunnolla. Menee vain ajatukset sekaisin, kun miettii, miksi opettajan téytyi |ahtea.

(F37)

(If agood teacher isreplaced. First of al, it takestimeto get used to theideaand in
the meantime you cannot do anything right. Y ou are only confused because all youdois
wonder why the teacher had to leave.)

Another aspect causing demotivation was that the regular teacher had been absent
for along time. It was reported that learning had suffered if the teacher had been
absent for along time, asin (35):

(35) Kun opettaja on kauan poissa, kaikki menee sekaisin, €li ei pysy asiassa sijaisen kanssa.

(F37)

(When the teacher is absent for along time everything goes upside-down, meaning that
you cannot keep to the subject with the substitute teacher.)



The third demotivating aspect related to school environment was the actud
classsoom where the English lessons had taken place. There had been some
dissatisfaction with the classroom either because there had been something wrong
with the temperature or with the air-conditioning. Consider (36) and (37):

(36) Yleensaluokassaon liian kuumatai kylméa. Hikisené on vaikea opiskella. (M39)

(Itisusually too hot or too cold in the classroom. It is difficult to study when you are
sweating.)

(37) [Negatiivisesti on vaikuttanut] pieni ja tunkkainen enkun luokkaja huono ilma
luokassa. (M40)

([What has been negativeis] asmall and stuffy English classroom and poor air in
there.)

5.1.5 A learner’sattitude towardsthe English language

The last theme emerged from the pupils  attitude towards the language, meaning that
the language itsdlf was reported to be the main source of demoativation. There was
not reglly a detailed explanaion available for what had given rise to such a negative
attitude toward the English language. Ingteed, it was merely pointed out that English
iIsa“gsupid” subject, thereis no point in learning it and English has never redly sruck
asinteresting, asin (38):

(38) Jootota...englanti el oleikinasillein kiinnostanut. (F38)

(Well...the English language has never really interested me.)
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5.2 Frequency and order of importance of the demotivating factors

Five themes of demotivating factors emerged from the data teacher, learning
materid, learner characteristics, school environment and learner’s attitude towards
the English language. The demoativating factors falling under these themes totaled 111.
The total number of the demoativating factors was gained by counting dl the factors
belonging to the same theme, regardiess of the importance they had been given. The
total number of the demotivating factors can be found in table 1 and in figure 1.

Table 1. Demativating factors.

N %
The teacher 65 58.6
Learning meterid 22 19.8
Learner characteristics 11 9.9
School environment 10 9
A learner’ s attitude towards 3 2.7
the English language _ _
Total 111 100

O Teacher

E | earning material

OLearner characteristics

OSchool environment

H A learner's attitude towards the
English language

Figure 1. Demotivating factors




The teacher was the source of demotivation that turned out to be the most frequent.
He or she was mentioned 65 (58.6%) times. Learning materia turned out to be the
second, with the tota number of 22 (19.8%). The frequency of learner
characterigtics, mentioned by 11 (9.9%) pupils was close to the frequency of school
environment, mentioned by 10 (9%) pupils was, whereas, a learner’s dtitude
towards the English language, mentioned by three (2.7%) came last measured by
frequency.

The order of importance of the demotiveting factors was gained by adding
together al the demotivating factors with the same emphasis, i.e. adding together dl
the factors mentioned first, the factors mentioned second, etc. Table 2 shows the
digtribution of the demotivating factors in the order of importance, wheress figure 2
shows the distribution of the primary sources of demotivation.

Table 2. Demativating factorsin the order of importance

Primay  Secondary  Third Fourth Totd

N % N % N % N % N %
Theteacher 54 487 11 99 - - - - 65 58.6
Learning 14 126 7 63 - - 1 09 22 198
meaterid
Learner 8 7.2 2 18 1 09 - - 11 9.9
characterigtics
School 7 6.3 2 18 1 09 - - 10 9
environment
A learner’s 3 2.7 - - - - - - 3 27
attitude towards
the English
language 111 100
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O Teacher

Learning material

O Learner characteristics

O School envronment

A learner's attitude towards
the English language

Figure 2. Primary sources of demotivation.

A totd of 64 (74.4%) pupils reported one single theme. Twenty pupils (23.3%)
reported two themes, whereas only one pupil (1.2%) reported three themes and one
(1.2%) four themes. The numbers were obtained by smply counting how many
pupils had reported one theme, two themes, three themes and four themes, adding
them together.

More specificdly, the teacher was the primary source of demativation to 54
(48.7%) pupils and the secondary source for 11 (9.9%). Learning materid was the
main source of demoativation for 14 (12.6%) and secondary for seven (6.3%). Also,
one pupil (0.9%) had placed it fourth in order of importance. Learner characterigtics
turned out to be the primary source of demoativation for eight (7.2%), secondary
source for two (1.8%) pupils and was placed third by one (0.9%). The next theme,
school environment, had been given primary emphass by seven (6.3%) pupils,
secondary emphasis by two (1.8%) and was place third by one (0.9%). A learner’s
atitude towards the English language was the primary source of demotivation for
three (2.7%) pupils and was reported only as the primary source of demotivation.



5.3 Demoaotivating factors among boysand girls

One of the four objectives of this study was to find out what the demotivating factors
were among the boys and girls and whether there would be differences between the
sexes. The am was to determine whether there would be gatidticdly significant

differences between the sexes by using a Chi square test but, unfortunately, the test
could not be goplied to the data because the number of the demotivating factors was
uneven. The demotivating factors reported by the boys and girls were dso examined
from two points of view: what was the frequency and the order of importance of the
demoativating factors. The demoativating factors among the boys can be found in table
3.

Table 3. Demativating factors among boys.

Primay  Secondary Third  Fourth Totd
N % N % N % N % N %

The teacher 31 544 5 88 - - - - 36 632
Learning 5 88 2 35 - - - - 7 123
meaterid

Learner 6 105 - - - - - - 6 105
characterigtics

School environment 4 7 2 35 - - - - 6 105
A learner’ s attitude 2 35 - - - - - - 2 35
towards the English _
language 57 100

Regarding the frequency of the demctivating factors, the teacher was the
predominant source of demoativation among the boys. It was mentioned 36 (63.2%)
times. Learning materid, which was mentioned seven (12.3%) times, came second.

Learner characteristics and school environment were both reported by six (10.5%)
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pupils. A learner’s attitude towards the English language came up only two (3.5%)
times.

As for the order of importance of the demotivating factors among the boys, only
primary or secondary sources of demotivation were reported. The teacher was the
primary source of demotivation for 31 (54.4%) and secondary for five (8.8%).
Learner characteristics was the next primary source of demotivation among the boys.
It was given the primary emphasis by sx (10.5%), being reported only as a primary
source. Then came learning materia, which had been ranked firdt by five (8.8%) and
second by two (3.5%) boys. School environment was the man source of
demoativation for four (7%) and secondary for two (3.5%) boys. A learner’s attitude
towards the English language appeared only as a primary source and was reported
by two (3.5%) boys.

The demotivating factors among the girls can be found in table 4.

Table 4. Demativating factors among girls.

Primary Secondary  Third Fourth Totd
N % N % N % N % N %

The teacher 23 426 6 111 - - - - 29 53.7
Learning 9 166 5 92 - - 1 19 15 27.8
materid

Learner 2 3.7 2 37 1 19 - - 5 93
characterigtics

Schooal 3 55 - - 1 19 - - 4 74
environment

A learner'satitude 1 19 - - - - - - 1 19
towards the English _
language 54 100

The teacher was the source of demotivation among the girls tha turned out most

frequent, atogether 29 (53.7%) times. Learning materid came second and was
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reported by 15 (27.8%) girls. Learner characteristics came up five (9.3%) times and
school environment four (7.4%) times. A learner’s attitude towards the English
language was reported only by one (1.9%) girl.

Asfor the order of importance, the teacher was placed first by 23 (42.6%)
pupils. It was aso the secondary source for Six (11.1%) girls. Learning materiad was
the primary source for nine (16.6%), secondary for five (9.2%) and was placed the
fourth by one (1.9%) girl. School environment was placed the firg by three (5.5%)
and the third by one (1.9%) girl. Learner characteristics was the main source of
demoativetion for two (3.7%) girls, was given secondary emphasis aso by two
(3.7%), being placed the third by one (1.9%) girl. A learner’s attitude towards the
English language was the primary source for one (1.9%) and appeared only as a

primary source.

The comparison of the demotivating factors among the boys and girls was dso
done with a focus on the frequency and the order of importance of the factors. The
frequencies of the demoativating factors among the boys and girls can be seen in figure
3.

O Teacher

Learning material

O Learner characteristics \ |
O School environment
A learner's attitude

towards the Engish

language

Boys Girls

Figure 3. Demoativating factors among boys and girls.

The comparison of the tota number of demotivating factors among the boys and the
girls reveded only dight differences. The order of the demotivating factors according



to the number was the same with both, with the teacher being the most frequent
theme, learning materia the second, learner characteridtics the third, school
environment the fourth and the learner’ s attitude the fifth. However, there were some
differences in the digribution of the themes. The frequency of the teacher and
learning materid was somewhat different among the boys and girls. The result of the
comparison suggests that the boys are more inclined to attribute demotivation to the
teacher than the girls. Learning material ssemed to be, however, considered more
demotivating by the girls, concluding from the fact thet it turned out to be over twice
as frequent among the girls than among the boys. The differences in the frequencies
of the other themes were less digtinct.

The demoativating factors among the boys and the girls were aso compared in
respect to the order of importance, focusing especidly on the primary factors. The
digtribution of the primary sources of demotivation can be found in figure 4.

EdTeacher

Learning material

OLearner
characteristics
OSchool environment

W A learner's attitude
towards the Enlish
language

-
/

Boys Girls

Figure 4. Primary sources of demotivation among boys and girls.

The comparison of the demotivating factors in the order of importance showed few
differences between the boys and girls. The firgt visble difference was that there
were only primary or secondary sources of demotivation among the boys, wheress,
a few factors had also been placed third or fourth by the girls. The second difference

between boys and girls could be seen in the primary sources of demotivation (see



figure 4). The comparison of the sources of demotivation with primary emphasis
shows that the order was different for the boys and the girls. The order of the
primary sources of democtivation among the boys was. the teacher, learner
characteridtics, learning materia, school environment and attitude towards the English
language. Correspondingly, the order of primary sources of demativation among the
girls was: the teacher, learning materid, school environment, learner characterigtics
and atitude towards the English language. The driking difference could be seen in
the importance given to learner characteristics. It was the second most influentia
source of demotivation for the boys, whereas it was not placed until fourth by the
girls.

The comparison of the secondary sources of demotivation reveds a couple of
differences. Fird, learning materid as a secondary source of demotivation was nearly
three times more common among the girls than among the boys. Secondly, learner
characterigtics appeared as a secondary source only among the girls and school
environment only among the boys.

As dready mentioned, the demotivating factors with the third or fourth emphass

were reported only by the girls. Hence, no comparisons could be made.

5.4 Demotivating factors and school achievement

The fourth objective of this study was to find out what the demoativating factors were
in relaion to school achievement as measured by the latest English grade. As
mentioned above, the comparison was made between the primary sources of
demotivation and the grades. Also, two pupils were omitted from the anayss
because they had rot provided their grades. They were both omitted from ’learner
characterigtics since it was the primary source of demotivation for both of them. Due
to this, 'learner characteristics became now the fourth frequent primary source and
"schoal environment’ the third, when otherwise they would have been the other way

around.



The firg thing examined was how the demotivating factors were digtributed

between the pupils with different grades using cross-tabulation. The grades were

divided into three categories. Satisfactory (5 or 6), Good (7 or 8) and

Excdlent (9 or 10). The comparison was made by comparing the frequency of

the demotivating factors within each grade category to the other grade categories.
The digribution of the demotivating factors by grades is shown in table 5 and in

figure 5.

Table 5. Cross-tabulation of demotivating factors by English grades.

Satisfactory Good Excdlent Totd
(50r6) (7or8) (9 or 10)
The Teacher Count 6 24 24 54
% 54.5 58.5 75.0 64.3
Learning Count 1 9 4 14
materia % 9.1 22.0 125 16.7
Schoal Count 0 5 2 7
environment % .0 12.2 6.3 8.3
Learner Count 1 3 2 6
characteristics % 9.1 7.3 6.3 7.1
A learner’'s Count 3 0 0 3
ﬁ:\t‘fgs e o 273 0 0 3.6
English
language
Totd Count 11 41 32 84
% 100.0 100.0 100.0 100.0
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Figure 5. Demoativating factors by English grades.

The teacher was the mogt frequent theme among the pupils with an English grade
Satisfactory and was reported by six (54.4%) pupils. A learner’s attitude towards
the English language was the second frequent theme among the pupils with this grade.
It was a source of demctivation for three (27.3%) pupils. Both learning materid and
learner characteristics were reported by one (9.1%) pupil with grade Satisfactory.
Schoal environment was not mentioned by the pupils with grade Satisfactory.

The teacher was the most frequent theme aso among the pupils with grade Good.
He or she was a source of demotivation for 24 (58.5%) of them. Learning materia
came second and was reported by nine (22%) pupils with grade Good. School
environment came third in frequency among the pupils with grade Good and was
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reported by five (12.2%) pupils. Learner characteristics was reported by three
(7.3%) pupils with grade Good. A learner’s dtitude towards the English language
was not mentioned once among the pupils with grade Good.

The teacher was the most frequent theme aso among the pupils with grade
Excdlent. He or she was mentioned by 24 (75%) pupils. Learning materid was
reported by four (12.5%) pupils with grade Excellent. Both school environment and
learner characteristics were reported by two (6.3%) pupils with this grade. A
learner’ s dtitude towards the English language was not mentioned once.

At this point, the datigticad andysis could not be taken further in order to find out
whether there were gatigticdly sgnificant differences between the grade groups. A
Chi square test was tried out but could not be carried out because the numbers were
uneven. Therefore, the differences were explored by comparing the grade averages
of the themes with each other. The firs step n the andyss was to determine the
grade average within each theme of demotivating factors and the varigbility within the
themes (for details, seetable 6.)

Table 6. Grade averages and variability within the themes of demotivating

factors.
N Mean* Std. Deviation**

The teacher 54 8.19 1.065
Learning materid 14 8.29 .994
School environment 7 8.14 1.069
Learner characteristics 6 7.83 1.722
A learner’ s attitude 3 6.00 .000
towards the English
language
Tota 84 8.10 1.147

* Mean isthe grade average within each theme.
** Standard deviation indicates the varigbility within atheme. The higher it is,
the more widely distributed the grades are within atheme,



The grade average of the whole group was 8.10. Learning materid had the
highest mean 8.29, wheress, a learner’s attitude towards the English language had
the lowest mean 6.00 and was the only theme with an average lower than the tota
average. Learner characteristics was the most varied theme with the highest standard
deviation 1.72, which means that the variety of grades within the theme was wider
than in the other themes. A learner’s atitude towards the English language hed the
lowest variation with standard deviation 0.00, which means that al the pupils under
this theme had the same grade and hence, no variability could be found.

The next phase in the anadlysis was to perform a one-way andysis of variance in
order to determine the F value. The F vaue, in turn, is the ratio of the variance
between the themes over the variance within the themes. If the variability between the
themes is greater than within the themes, the F vaue is sgnificant and this means that
there are datiticaly significant differences between the themes. The analysis can be
foundintable 7.

Table 7. One-way andysis of variance.

Sum of

sguares df Mean square F Sg.
Between groups 14.542 4 3.636 3.033 .022
Within groups 94.696 79 1.199
Totd 109.238 83

The andysisresulted in adatidicdly sgnificant F vaue. Thisis becausethe F vaueis
ggnificant at .022 that is smdler than the level of sgnificance .05. However, the
sgnificant F value done did not point out where the differences were. Therefore, the
themes were compared with each other in pairs in order to find the differences. The
purpose of the comparison was to point out the themes
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that were significantly different from each other in grade average. The comparison of

the themesis shown in table 8.

Table 8. Multiple comparison of the grade averages between the themes of

demotiveting factors.
Mean
Difference Std. Error Sg.
Teacher Materid -.10 .328 .999
Environment .04 440 .000
Characterigtics .35 AT71 .967
Attitude 2.19 .649 .030*
Materia Teacher .10 .328 .999
Environment 14 507 .999
Characterigtics 45 534 .948
Attitude 2.29 .697 .037*
Environment  Teacher -.04 440 1.000
Material -.14 507 .999
Characterigtics 31 .609 .992
Attitude 2.14 .756 101
Characterigtics Teacher -.35 AT71 .967
Material -.45 534 .948
Environment -31 .609 .992
Attitude 1.83 774 241
Attitude Teacher -2.19 .649 .030*
Material -2.29 .697 .037*
Environment -2.14 .756 101
Characterigtics -1.83 774 241

* The mean difference is Sgnificant at the .05 leve.

Satidicaly sgnificant differences in grade average were found between the theme’a
learner’s attitude towards the English language’ and the themes 'the teacher’ and
"learning materid’. What this means is that the grade average among the pupils who
found the English language the nogt influentid demotivating factor (6.0) is so much
lower than the grade average of those who considered the teacher (8.19) or learning

materid (8.29) the primary one that the difference is datidticdly dgnificant.
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Correspondingly, the grade average anong the pupils who atributed demotivation
primarily to the teacher or to learning materid is datigticaly sgnificantly higher than
the grade average among those who attributed demotivation to the English language.
These findings can be extended to other pupils too. In other words, it can be
asumed that the grade average among pupils who find the language itsdf
demotivating will be lower than among pupils who find the teacher or learning
material demoativating, but this assumption should be made with some reservations.

6 CONCLUSIONS
6.1 Summary of the findings

This study st out to find out 1) what the demotivating factors that discourage pupils
in an English classoom are, 2) what the frequency and order of importance of the
demotivating factors is, 3) whet their relaion isto gender and 4) what their reation
is to school achievement as measured by the latest English grade. The findings
indicated that, clearly, the teacher had an important role in pupil mativation. The
teacher was a source of demoativation for over a hdf of the pupils (65/58.6%) and
the mogt influential demotivating factor for dmogt hdf of them (54/48.7%). Finding
the teacher’s strong influence on pupil demoativation made in this sudy is condstent
with the findings of the previous studies on demotivetion (e.g. Chambers 1993,
Dornyel 1998b, Oxford 1998). The demotivating aspects of the teacher were related
to his or her teaching methods, lack of competence and persondity. Taylor (1962)
and Hargreaves (1972) ended up with similar categories in their sudies on pupils
views of ther teachers. The categories used in their studies were teaching,
persondity and discipline, the latter of which fell under 'competence in this study.
When asked about what was demotivating about the teacher, the pupils had different
views of it. In fact, in the case of teaching methods, it turned out that one pupil’s
liking was another pupil’s didiking or demoativation: some felt the teacher progressed
too dow and others too fast, some longed for more project work and others found

them demoativating. Similar results have been atained before. Aplin (1991) asked
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pupils about activities they liked and didiked and it turned out that the activities
reported were found on both ligts. Futhermore, some of the demotivating aspects
related to teaching methods found in this sudy were dso found in dl the previous
studies on demotivation (Chambers 1993, Ushioda 1996a, Dornyel 1998b, Oxford
1998). It is worth noting that when writing tasks were consdered generdly
demoativating in the studies by Chambers (1993) and Ushioda (1996), they did not
turn up once in this study but, instead, reading tasks were consdered generaly
demoativating. Regarding the teacher’s (lack of) competence, the pupils held quite
gmilar views. The aspects of the teacher that were attributed to his or her lack of
competence, such as, being disorganized, lack of authority and poor English skills,
clearly had a demotivating effect. The concluson was dso made in the studies by
Dornyei (1998b), Oxford (1998) and Taylor (1962), who reported that the most
vaued qudlity of the teacher in pupils views was firmness and mastery of the subject
he or she taught. As for the teacher’s persondity, demotivation was attributed to
features, such as, lack of dedication, indifference, shouting a pupils and being
biased. The exact same features were aso discovered by Chambers (1993),
Ushioda (19964) and Dornyei (1998b).

Learning materid was the second source of demoativation. As many as one out of
five (22/19.8%) pupils found the learning materid demotivating and it was dso the
main source of demotivation for 14 (12.6%) pupils. The most powerful demotivating
factors (and the only ones reported) were the textbook and the exercise book. In
generd, they were considered boring, childish and filled with exercises that were
either too easy or too difficult. Chambers (1993) came to the same conclusion that
learning materid (or the textbook) was a powerful demoativating factor along with the
teacher. Coursebook was adso found in Dornye’s (1998b) list of demotivating
factors, adthough it did not come until the ninth.

Learner characteristics was the third source of demativation. As many as 11
(9.9%) pupils found demoativation within themsdalves and eight (7.2%) of them found
thisto be the main reason for demoativation. Basicdly, demotivation had three origins:
poor English sKills (resulting in workload getting overwheming), good English skill
(feding there is no chalenge) and bad experiences (eg. faling an exam). Smilar
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results have been reported by Doérnyel (1998b), who included reduced sdlf-
confidence as a demotivating factor.

School environment was the fourth source of demotivation. It was reported by 10
(9%) pupils, of which seven (6.3%) consdered it the most influential one. School
environment included aspects, such as, scheduling of classes, dissatisfaction with the
classsroom and teacher change. Factors related to school environment have aso
emerged in the previous sudies: inditutiona policies and attitudes (e.g. department’s
inflexible atitude and lack of individua attention) in Ushioda's (1996a) inadequate
school facilities (groups being too big and teachers changing too frequently) in
Dornyei’s (1998b) study.

A learner's attitude towards the English language was the fifth source of
demotivation. It was dso the least frequent theme being reported by only three
(2.7%) pupils, who were dso the only ones ranking it first. The English language was
consdered demotivating because it did not gtrike as interesting and there was no
point in learning it. In comparison with the previous sudies, the one by Dérnyel
(1998D) is the only one that had the same source of demotivation. However, the
difference was that he found that the L2 (German) was conddered demotivating
because of the way it sounded and operated, not because it was useless.

The question about demotivating factors in relation to gender was one that had
not been sudied before in dudies on demotivation. The findings indicated that
demotivation was dtributed to the same factors among boys and girls. Generdly
speaking, there were not any digtinct differences between the two. However, the
comparison of the frequencies of the factors suggested that boys were more inclined
to attributing demotivation to the teacher than girls, whereas learning materia was
consdered twice as demotivating by girls than by boys. The comparison of the
demoativating factors in the order of importance reveded a few differences between
boys and grls. Fird, there were only primary and secondary demctivating factors
among boys, whereas among girls, there were aso factors placed third or fourth.
Secondly, the comparison of the most influential demotivating factors showed that the
boys were more inclined to attribute demativation to themsdves, judging form the
fact that learner characterigtics was the second mogt influentia demotivating factor
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among boys, wheress it was not placed until the fourth by girls. Girls, in turn, found
learning materid the second most powerful demotivating factor.

The fourth area of focus in this study, demotivating factors in reation to school
achievement, was aso one being ignored in the previous studies. The present study
tackled this issue by examining the reationship of the primary demotivating factors
and the latest English grades, which were divided into Satisfactory (5 or 6), Good (7
or 8) and Excdlent (9 or 10). Once agan, the teacher was the dominant
demotivating factor in dl three grade categories. However, the comparison showed
that the teacher was especidly dominant among pupils with grade Excdlent, being
the number one source of demotivation for 75% of them. The comparison aso
showed that the factor ’a learner’ s attitude towards the English language’ was found
exclusvely among pupils with grade Satisfactory. Further, the comparison of the
grade averages within the themes of demotivating factors reveded dSatidicaly
sgnificant differences between the theme ’a learner’s atitude towards the English
language and the themes ’"the teacher’ and ’'learning materid’. In other words, the
grade average of the pupils who found the language itsdlf to be the most demoativating
factor (6.0) was dgnificdly lower than the grade average of those attributing
demoativation to the teacher (8.19) or to learning materia (8.29).

6.2 Discussion

Based on the findings, it is safe to say that the teacher has a strong influence on a
pupil’s motivation. However, this did not come as a surprise because the teacher’s
importance for a pupil’s mativation is a well-known fact in research on motivation
(e.g. Taylor 1962, Pidgeon 1970, Nash 1976). Undoubtedly, the teacher is dso a
powerful source of demotivation. For ingtance, Aplin’s (1991) study on why pupils
cease to study foreign languages reveded that didike of the teacher was one of the
reasons. The same gpplies to the demoativating effect of learning materid, consdering
the important role books play in learning and school environment because it is
obvious that suitable conditions enhance learning. It is understandable thet it is easier

to blame these externd factors for reduced motivation and hence the relatively large
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number of pupils attributing demoativation to themsdaves was rather unexpected. This
indicates that these pupils were aware of their gbilities and of the motivationa effect
they had. In other words, depending on their abilities, learning was experienced
ether too chdlenging or not chdlenging enough. This in turn, could point to
insufficient differentiation in teaching practice. Y &, another unpredictable finding was
the demoativating effect of the English language on some pupils, especidly consdering
their arguments. English being a world language makes it difficult to see the rationde
behind the arguments, such as, English is a stupid subject or there is no point in
learning it. Frankly, these comments point to amativation, meaning that it is possible
that these pupils had lost their motivation dtogether.

It was somewhat surprising to see that such a huge proportion of the boys
consdered their teacher demotivating. Although there has not been any research on
demotivation among boys and girls in the pagt, there has been plenty of research on
boys and girls attitudes towards learning foreign languages and on their achievement
in them (e.g. Barton 1997, Cdlaghan 1998). These studies have shown that girls are
more interested in learning foreign languages than boys and due to this, teachers can
have lower expectations for boys. Consequently, this might contribute to boys
eagerness to attribute demotivation to the teacher. Furthermore, the fact that a
teacher’s expectations dso have an effect on a pupil’s motivation and confidence
(see eg. Pidgeon 1970), might aso explain why boys were dso more inclined to
attribute demotivation to themselves. Whether there is a connection between these
two sources of demotivation and ateacher’s expectations is open to questions.

Asto school achievement, it goes without saying that doing well ismotivationdly
important. This agpect of motivation has received a lot of attention and was, for
ingtance, one of the concluding findings of the study by Ushioda (19964). The
examination of the relationship between achievement and the negative aspect of
motivation, demotivation, showed that aso in this respect, the teacher was indeed the
most powerful demotiveting factor. However, there was a deviation that cannot be
ignored: the three pupils with an English grade sx who were dl discouraged by the
language itsdlf. This makes an interesting case because, conddering the fact that these
pupils gpparently had not done al that wel in English and found the language
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demotivating for reasons, such as, it is a supid subject and there is no point in
learning it, this may not be a case of demotivation after dl. In fact, dl this points to
amotivation rather than democtivation, meaning that indead of experiencing a
temporary decline in motivation, those three might have lost their motivetion to learn
English. This, however, is mere speculation and there should be more evidence in

order to confirm this conclusion.

6.3 Limitations of the study

Generaly spesking, this study succeeded in what it set out to do, or, a leadt,

reesonably well in setting ground for subsequent <Studies, considering that
demotivation is afarly new area of research. Perhaps the most valuable contribution
of this sudy for the research on L2 motivation was the extendve amount of
information gained on demotivating factors. This information can aso be considered
quite religble on the grounds that the findings are consstent with previous findings
(Chambers 1993, Ushioda 1996a, Dérnyei 1998b, Oxford 1998). However, it

should be noted that forming of the themes of demotivating factors was based on one
person’s view and hence they are bound to be subjective. Getting a second opinion
on this matter might have resulted in different digtribution of the factors but only

dightly different because the themes were congpicuoudy discernable from the
beginning. The choice of the subjects was dso successful because, as predicted,

ninth graders gppeared to be well aware of the factors that demotivated them and
were able describe clearly in what way were those factors demotivating.
Furthermore, the descriptive gpproach combining characteristics of both quditative
and quantitative research turned out to be a productive way to explore the sources of
demotivation. More specificdly, usng a smple writing task suited well for gathering
descriptive information. On the other hand, there were not many dternatives
available conddering that standardized tests on demotivation do not exist. However,
as wdll as the writing task worked, even better results could have been gained if the
task had been accompanied by a follow-up interview. This would have made it
possble to utilize dl the answers to the full because in some cases additiond
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explanations would have been needed for why and how something or someone was
demotivating.

The study aso succeeded in finding out how frequent the demotiveting factors are
and which of them are the most influentia ones. It is dso rather safe to generdize the
findings judging from the fact that these findings are fully in line with the previous
findings. In addition, the comparison of the frequency of the demotivating factors and
the primary ones did not reved any discrepancies, meaning that the same factors
turned up congstently in both measurements.

Unfortunately, in the absence of Satistica verification, the findings made on the
differences in the demotivating factors between boys and girls cannot be generdized
reliably. Instead, the findings have to be seen as tentative. In order to carry out
datistica analyses, the number of subjects should have been larger or, dternatively,
the factors should have been divided differently, eg. into internd and externd
factors, which might have made datistical anadlyss possble. It is dso difficult to say
whether the results are consstent, smply because, in this sense, this dudy is a
pioneering study. It is quite safe to say that there are differences in demotivation
between boys and girls but to validate this, more research needs to be done.

Regarding the lagt area of focus, demoativation in relaion to achievement, this
sudy did not accomplish everything it set out to do. Firgt of al, the definition of
achievement is somewhat arbitrary because measuring achievement by one single
grade might not give a vaid picture of a person’s abilities. Secondly, this study does
not measure directly what it was supposed to measure, that is, how the demoativating
factors are divided among pupils with different grades, or, at least, the results were
not datidicaly verified. Hence, the findings cannot be generdized without
reservations. However, the results on the demotivating factors in relation to the grade
averages within the themes offer vauable information on the possble connection
between demoativation and achievement and, further, being satisticaly verified, these
findings can be generdlized but with caution because the differences found were
relaivedy smal. Neverthdess, these directiond findings set ground agan for

subsequent research.



6.4 Suggestionsfor future studies

Once again it has to be emphasized that this sudy has only served as an exploratory
and directiond example of the various topics that can be included in research on

demotivation. Since demoativation is gill a reatively new area of L2 research there
are plenty of issues that need further investigation. In fact, demativation itself requires
further investigations because the demotivating factors discovered so far can hardly
be regarded as universd, conddering their contextual nature and hence, further

explorations on the variety of factors are needed. A good way to do thiswould beto
use more than one type of method, for instance, to start with a questionnaire or some
type of writing task and then complement it with an interview.

Another aspect of demotivation that has not been studied to date is how
demotivation varies between learners of different age. All the previous studies,
including the present one, have focused on one age group, disregarding the possible
variation of demotivating factors at different ages. Like demoativation in relation to
age, demotivationd evolution would be another promising research topic, that is,
how demoativating factors have changed and varied over time. More specificaly,
ingdead of comparing demotivating factors of two age groups, it would be interesting
to examine whether the sources of demoativation vary over the years or do they
reman the same.

Further investigations are aso needed for the two aspects of demotivation dso
included in this study: demoativation in reaion to gender and achievement. Both of
them need to be examined by using larger samples and atistical methods in order to
gan rdidble findings. Furthermore, the differences in sources of demotivation
between sexes could be studied more thoroughly, focusng on whether the factors
are found demoativating for different reasons by mae and female learners.

The findings made in this sudy on possble amotivation aso gives rise to an
interesting research question: where does demoativation end and amoativation begn? It
would be interesting to study how many negative forces it takes to loose interest in
learning completely and at which point demoativation develops into amotivation.



78

Findly, ressarch on demotivation could dso be extended outsde the schoal,
considering that language learning takes place esewhere, too. In fact, learning takes
place in various contexts, eg. watching televison, taking to a L2 friend or giving
directions to a L2 spesker. Therefore, it could be studied if these redl-life events

have a demoativating effect on learning and if S0, in what way.
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Appendix
INSTRUCTIONS FOR THE WRITING TASK

Oppimisen mielekkyyteen koulussa vaikuttaa moni asa (omat taidot, oppikirjat,
tyoskentelytavat, opettgja, luokan ilmipiiri jne.), joko myotteisesti tai kielteisesti.

Kerro omin sanoin MIKA on vaikuttanut Sinun englannin kiglen oppimismotivaatioon
KIELTEISESTI ja kuvaile mahdollismman tarkasti MILLA TAVALLA? Mikdi
kidteisesti vaikuttavia tekijéita on useampia, kerro ensin Sitd, mink& olet kokenut
kaikkein iké&vimpang, minkatoisekd jne. Voit myos kertoa esmerkkina jonkun oman
kokemukses tilanteesta, jossa englannin kiglen oppiminen on tuntunut ikavata.

tyttd poika viimeisn englannin
Sukupuoli luokka jaksonumero

Kiitos vastauksestas !

Vadauksat tullaan késttdemdan nimettomind ja tulokset yhteenvetona, joten
kenenk&an yksittéisa vastauksa niisté e voida erottaa.

Y hteystietoni:Jenni Muhonen, s-podti: jenmuho@stjyufi





