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ABSTRACT

TEENAGERS™ MOTIVATION IN SECOND LANGUAGE ACQUISITIO N:

A Case Study of Two Elementary Schools in the Souttf Brazil

ADRIANA CAMPBELL SANTOS DE LACERDA

UNIVERSIDADE FEDERAL DE SANTA CATARINA
2011

Supervising Professor: Dr. Gléria Gil

Considering that motivation is of great importario the process of acquiring a second/foreign
language, whereas it is responsible for providing primary interest in initiating L2 learning antsa for
maintaining it throughout the process (Dornyei, 20the aim of the research here proposed wasésiigate the
teenagers’ motivation towards their EFL classes theit teachers’ opinions about their motivatiord averall
behavior in class. The research was carried otit twio coordinators, four English teachers and twmodned and
thirty-seven students from a public and a privateos! in Joinville, Santa Catarina, Brazil. Thedstattempted to
provide an overview of some theoretical aspectsnofivation that seem to be particularly relevanttiie
adolescent learners’ process of learning a forklsigguage, discussing the relation between SLAati@escence
and its impact in the SLA process, consideringvirflial differences and affective factors, espegiaibtivation.
The method used in the research consisted of demsiisred interviews with the coordinators and kesis, and
guestionnaires administered to the students. Thatsesuggest that there is a mismatch betweenetiehers’
thoughts about adolescent students’ motivationtaadvay they really feel in their EFL classes. Aligh English

teachers, in general, usually believe that teesaggem not to be motivated, the data collected stidinat most



vi

of the participants of this study like their Englidasses and feel motivated towards them. They stisth indicates
that the socio-economic and cultural milieu of gtadents may influence their overall motivatiomcs the
students from the private school, so the middlssctanes, showed extrinsic motivation for learnimglish, while
the ones from the public school, the less privitegaes, showed intrinsic motivation. These findinggoborate
Dornyei's (2001b) assumption that motivation torkea language is a complex situation, as languegening is

not only an educational activity, but also involgesial and cultural issues.
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RESUMO

A MOTIVAGAO DOS ADOLESCENTES NA AQUISICAO DE UMA SE GUNDA LINGUA:

Um estudo de caso de duas escolas de Ensino Fundatakdo Sul do Brasil

ADRIANA CAMPBELL SANTOS DE LACERDA

UNIVERSIDADE FEDERAL DE SANTA CATARINA
2011

Professora Orientadora; Dra. Gléria Gil

Considerando que a motivacao é unm fiqgrande importancia no processo de aquisic@imndesegunda
lingua/lingua estrangeira por gerar interesse ériaira aprendizagem da mesma e também por madié-date
todo o processo (Dornyei, 2005),0bjetivo da pesquisa aqui proposta foi investiganaivacdo dos alunos
adolescentes em relacdo as suas aulas de Ingigieav a opinido dos seus professores em relagéotivacéo
dos mesmos e seus comportamentos em sala de apksgfiisa foi realizada com duas coordenadoragioqua
professoras de Inglés e duzentos e trinta e setosl de uma escola publica e de uma escola partida
Joinville, Santa Catarina, Brasil. O estudo proouoderecer uma visédo geral de alguns aspectosctsdda
motivacdo que sao relevantes no processo de apidEg uma segunda lingua para os adolescentegnhbosc
discutir a relacdo existente entre o processo disiggo de uma segunda lingua, a adolescéncimearcto desta
relacdo em tal aprendizado, considerando as dfaseindividuais e os fatores afetivos, principalteea
motivacdo. O método utilizado na pesquisa consiiigntrevistas semi-estruturadas, feitas com@sleoadoras
e professoras, e de questionarios, aplicados aossal Os resultados sugerem que ha uma dissorémtcea o
pensamento da maioria dos professores de Inglés,aqieditam que seus alunos normalmente se mostram

desmotivados durante as suas aulas, e 0 que &tadel pelos alunos. A analise dos dados tambérraingie o
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meio sécio-econdmico e cultural dos alunos podeéntiar a motivagdo dos mesmos, uma vez que assatla
escola particular, os de classe média, mostraramnt@ motivagdo extrinseca em relagdo ao apreralidad
lingua inglesa, enquanto os da escola publica,emomprivilegiados, demonstraram ter uma motivagiimseca.
Tais resultados corroboram a hipétese de Dorn@€i1R) de que a motivacédo para aprender uma setjngda é
uma situagcdo complexa, ja que a aprendizagem delinm# ndo € somente uma atividade educaciona, ma

também envolve questdes sociais e culturais.
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CHAPTER |

INTRODUCTION

The study here proposed is about the adolescemtelsa motivation towards their English classes
and it aims at investigating whether and/or howdgjial, cognitive, social, and motivational asgewn interfere
in their process of learning a foreign language.

The reason | have chosen to carry out this studyaged on the fact that teaching teenagers and
dealing with them in class has never been a profiberme. However, after working with them for mahan ten
years, | could notice that what seems to be eadyplrasant for me, seems to be hard and completgleasant
for most of my colleagues. Adolescents are uswdaiscribed by other English teachers as demotivagathetic
and unresponsive in their regular school clasdestefore, my work attempts to find out how thoselshts really
feel during their English classes and also, to intlwhat may influence their behavior and motaiin class.

Moreover, the present study aims at filling a gaghe area of motivation involving adolescents in
the foreign language classroom. Some internatishalies involving motivation were easily found, the one
related to university students of English in Badgkh (this study discusses motivation and strateggy of
university students to learn spoken English) orahe related to Malaysian university students’ naiton. Some
articles were also found, for examplhe Role of Motivation in the Learning of EnglishaForeign Language
involving secondary studentdylotivation of Adolescent Students toward Success$Sdhool; The Lack of
Motivation: Early Adolescents in the Transition ¥earet, none of those studies were specifically reldie
adolescent students’ motivation towards their ERlsses in elementary schools. Some Brazilian esudiere
also found, but again they were not specificallatesl to the topic here proposed. For this reasenpeculiarity
of the present study lies exactly on the fact thptivileges a perspective that has not been iigya&ted anywhere

so far.



11 SIGNIFICANCE OF THE RESEARCH

Since the 1990s, motivation has attracted moretaitefrom teachers and researchers alike than any
other individual difference factor, originating aoging number of theoretical models of Second Lagu
motivation. This is a reflection not just of itmportance for understanding language learning taat af the
potential for maximizing its success (Ellis, 2005).

Although any learning situation involves numeroastérs, such as biological, cognitive, social and
affective, in the process of Second Language Adipns(SLA) the importance of the latter is unquesable,
mainly because it is the main engine of studentgtivation, and it is believed that, in the caséooéign language
learning, motivation may determine the learnersicegs or failure. Dornyei (2001b), for exampletestahat
learners who do not have language aptitude caremagbreign language if they are motivated. Moegothere is
evidence that if students are motivated and engagauahing will improve.

However, when dealing with adolescent studentsiethie usually a consensus among teachers
suggesting that that kind of students lacks matwatbeing most of the times noisy, absent-mindedie,
aggressive, tiring and apathetic. As this workndteto discuss, people, such as teachers and gandrd work
and/or deal with them on a daily basis hardly ear answer the reasons how and why adolescenligeathis.
What is certainly mentioned by those people is tttaty look forward to having ‘this phase’ endedsa®n as
possible” (Basso, 2008, p. 115, [my translation]).

Adolescence can be described as an age of tramsitimfusion, self-consciousness, growing, and
changing bodies and minds. Restdal (2004), for example, list the complexities of aaents’ identity and the
changes they are undergoing, mentioning their pghygjrowth, their emotional and intellectual matiara, and
the responsibility they face in becoming young &lulThis complex moment teenagers go through maansat
problem to the school and to the teacher (TibabR08nd it is possible to presume that most fordégrguage

teachers may not know how to deal with such stient



The difficulty teachers have in dealing with teesr@agmay be a consequence of the teachers’ lack of
understanding of how individual differences areeatial in learning. As a result of this lack of kvledge,
learners’ differences are usually not taken intostaeration by teachers, and the adolescent leaanertaught in
the same way as the adult learners, having theanctogical and psychological differences ignored.

Thus, this research may help us to have a bettratanding of adolescent students’ motivation and
behavior in class and it may also reveal how matiwacan influence their overall performance.

The premise outlined above led me to raise thevailg research questions:

1. What is motivation for the adolescent studentsstigated?

2. What is motivation for the adolescent students’li&hdgeachers investigated?

3. Do the adolescent students investigated feel migilvor not in their EFL classes?

4, How do the investigated teachers perceive theiteadent students in class — motivated or not?

5. What makes the investigated students feel motivetediass and what do their teachers believe miativa

them the most?

1.2 ORGANIZATION OF THE THESIS

This current research report is divided into fivegters. In the first chapter, | briefly introduibe
study, the research questions and the significafi¢be study. The second chapter presents an @werof the
literature related to adolescence and motivatitiis divided into 4 sections that cover the aspeetated to the
theme, trying to relate the SLA process with mditwaal aspects and with some adolescents’ charstitsr In
the first section, the factors involved in a SLAogess are considered, but the affective ones edeiter
attention in order to prepare the discussion abmiivation. The second section introduces the aétupic of the
study: motivation in the second language procesaonuisition. Motivation and demotivation concepre

discussed and a relation between age and motivetiprovided. The third section analyzes adolestzarners’



characteristics, in general, and how some of tikhaeacteristics may influence their learning okaasnid/foreign
language. Finally, the fourth section highlights the importenof considering socio-cultural aspects and the
environment in which the learner is inserted, ip kimd of research involving learning.

The third chapter provides the reasons for adopgirgualitative kind of research, describing the
method used in this investigation, and the chariatites of the schools researched, considering tiffierences
and their students’ realities, as 117 (a hundretdsmventeen) students come from a medium-clasaterachool
and 120 (a hundred and twenty) students come frdmmvalass public school. The fourth chapter pnesend
discusses the results of the study, highlightirggdtiferences and the similarities among the ageps and also
between schools. Finally, in the last chapter, final remarks provide some conclusions and pedagbgi
implications, comparing the results of the reseasith aspects presented in the literature, recaggizome

limitations of the study, and pointing out somegagions for further research.



CHAPTER II

REVIEW OF LITERATURE

2.1 SECOND LANGUAGE LEARNING

2.1.1 Second Language Acquisition

Since its beginnings, the field of SLA has drawedttetical inspiration from other fields. Befor@th
field of SLA theory and research was establishedions of how people acquired non-primary languageee
closely tied to pedagogical concerns. Prior to1B80's, the explanation for language acquisitelhifito two
periods, basically. The first period is markedthy use obehaviorism- a theory ‘borrowed’ from psychology —
to account for both first and second language adttpri. Subsequently, as empirical research on bghand
second language acquisition demonstrated some majblems with the behaviorist account of languagening,
the field of SLA entered postbehaviorist eran which multiple theories started to appear. Smhéem have
been updated; others have faded from prominenbte. ddminant theory at that time, however, is o tétains
considerable influence today: the Monitor Thedrgtephen Krashen (VanPatten & Williams, 2007).

Behaviorism, the first theory that accounted fwASis a theory of animal and human behavior,
which “attempts to explain behavior without refeserto mental events or internal processes” (VapRakt
Williams, 2007, p. 18). Rather, all behavior ispkxned solely with reference to external factamsthe
environment. Behaviorists believe that mental psses are not involved in language learning, bistpurely a
result of the association of events, a responsenwronmental stimuli and subsequent reinforcemant
punishment; with reinforcement encouraging contilomaof the response behavior and punishment draging

it (VanPatten & Williams, 2007). According to laetiorism, language learning is seen as similamip @ther



kind of learning with imitation of models in thepiat, practice of the new behavior, and the prowisid
appropriate feedback. In other words, to lease@nd language, learners must be exposed toearargber of
target examples of language, they should imitatsdhmodels repeatedly and receive feedback. Thiegs
should be repeated until these behaviors have beeohmabit. However, “an active participation bg tharner
was considered a crucial element of the learnioggss” (VanPatten & Williams, 2007, p. 20).

But, as behaviorism couldn’t explain all the oliedrphenomena, new studies arose. The Monitor
Theory was the first theory specifically develoged SLA. According to Krashen, (as cited in VartBat&
Williams, 2007), the Monitor Theory can explain wivhat is taught is not always learned, why whde#&ned
may not have been taught, and how individual diffees among learners and learning contexts isdetatthe
variable outcome of SLA.

The Monitor Theory consists of five interrelatedpbtheses (VanPatten & Williams, 2007): the
acquisition-learning hypothesis, the monitor hypsih, the natural order hypothesis, the input Hgxis and the
affective filter hypothesis. Below, two of the hybeses, which are relevant for the developmenrhisfwork, are
explained.

The first onethe acquisition-learning hypothesiis considered the central hypothesis in Monitor
Theory, because Krashen maintains thaattguisition andlearning constructs within the theory are two separate
ways of gaining knowledge. Once gained, thesestygfeknowledge are stored separately. In otherdsjor
knowledge that is learned may not be converted dctpired knowledge via some kind of practice aadome
available for spontaneous use. For this reasoashén argues, “the effects of formal instruction SirA,
including feedback on errors, are peripheral, ssijog that such pedagogical approaches should &redahed in
favor of one based on the provision of copious #re opportunity for meaningful interaction” (Vanteat &
Williams, 2007, p. 26).

The last of the five interrelated hypotheses is akry important, because according to Krashen, the

affective filter can help explain the variable outcome of SLA asildalearners. For Krashen,

learners who are comfortable and have a posititiei@® toward language learning have their
filters set low, allowing unfettered access to coghgnsible input. In contrast, a stressful
environment, one in which learners are forced tdpce before they feel ready, raises the
affective filter, blocking the learners™ processafgnput. (VanPatten & Williams, 2007, p. 28).



The two theories, briefly sketched above, presepeets related to motivation and to variables
associated to learners’ individual differences,eatp which are crucial in the process of secondjuage
acquisition. The behavioral current, on one sidaplmsizes the active participation of the studemid their
responses to environmental stimuli, and the Monitoeory, on the other side, stresses the posittitade of the
learners and takes into consideration the enviromahénfluence on the learners™ behavior, setthgrtaffective
filters low or high, facilitating or blocking thelearning process.

Learning a second language is a complex procesich many factors are involved. Gardner and
Maclintyre (Maclintyre, 2002) state that “there arebably as many factors that might account for ittial
differences in achievement in a second languagbeae are individuals” (p. 47). Given this stateménseems
impossible to take into account all these factars isingle study. Therefore, this paper aims atyaing the
process of learning a second language considesingcombined factors: age, because it deals spaktyfiwith

teenagers, and issues related to motivation fonileg

2.1.2 Factors Involved in a SLA Process

Learners vary enormously in how successful theyiratearning a language. This is true for both
first language (L1) and second language (L2) adips although there is an important differende: the case of
L2 acquisition (SLA), learners vary not only in tspeed of acquisition but also in their ultimateeleof
achievement, with a few achieving native-like cetemce and others stopping far short” (Ellis, 2q25525).
According to Ellis (2005), those differences coble explained through the analysis of three diffeis of
factors: social, cognitive and affective. The autBmphasizes the ones that “lie inside the learpers525), the
affective and the cognitive factors, considering thle of individual differences. However, the “dgetor has

been a constantly recurring theme of language aitigun” (Singleton & Ryan, 2004, p. 1).



As far as age is concerned, three aspects areargléw the learning process: the biological, the
affective and the cognitive (Brown, 1994). Firstlggarding the biological aspects, the criticaiquehypothesis
has still been one of the most discussed topitkerarea of second language acquisition. The hggdatlclaims
that there is an ideal ‘window’ of time to acquiamguage in a linguistically rich environment, afiéhich further
language acquisition becomes much more difficutt affortful. According to many researchers, thendow’
occurs around puberty. Regarding the affective @spadolescent students are usually insecure aimgrable
due to the physical, social, and affective charibeg are undergoing. Considering the cognitiveeets) Brown
(1994) states that “human cognition develops rggitfoughout the first sixteen years of life anssleapidly after
adulthood” (p. 42). Adolescents’ changes and corifds seem to be very often ignored by teachers wh
generally consider them “restless, defiant, alieda{Bean & Harper, 2004, p. 393). As a consequeieaehers
may tend to have little involvement with them, ailogy a teacher-centered procedure in which knovdedg

worked out in a passive way.

2.1.3 The Age Factor — the learning process in adolescenc

Shumin (2002) agrees with Dornyei in stating thege is one of the most commonly cited
determinant factors of success or failure in L2ooeign language learning” (p. 205). Many studa&sthe ones by
Singleton and Ryan (2004), Castro (2003) and EIB99), argue that children who begin learning eosd
language in early childhood, through natural expmsachieve higher proficiency than those begin@is@dults.

It has also been constantly discussed that manlysai@il to reach nativelike proficiency in a sedolanguage.
However, few studies refer specifically to adolesdearners, involving cognitive and affective zdnlies.

Singleton and Ryan (2004) discuss some of the &sf®t involve language acquisition, mentioning
the connections between age and language develbphumording to the authoreyven in L1 acquisition there is a
so called ‘critical period’ for language developmenhich is a “limited phase in development of agamism

during which a particular activity or competencysnbe acquired if it is to be incorporated into tehavior of



that organism’(Singleton & Ryan, 2004, p. 32)And those authors add that “the age most frequgratbited as
the upper limit of the critical period is the eatgens” (Singleton & Ryan, 2004, p. 40). A varief evidence
was considered to set this cut off point. Nevedbgl while some evidence in question indicatesuistig

advantages associated with early L1 acquisitidrer& are no clear grounds for believing that lagguscquisition
absolutely cannot occur beyond puberty” (Singleé&dRyan, 2004, p. 60).

Singleton and Ryan (2004, p. 60) also stress thst-jpubertal L2 learners no longer have access to
the purportedly innate cognitive subsystem clainetlie dedicated to language acquisition/processing, that
verbal analytical skills may play a greater rolelater than in earlier L2 acquisition. That is why2 learners
whose exposure to the L2 begins in adolescencg/adudlthood are considered more efficient and ssfakthan
younger learners” (ibid). Adolescents/adult L2 feas are initially more efficient, but in the longn the younger
a learner is when the L2 acquisition process bedhes more successful the outcome of that procebshey

(Singleton & Ryan, 2004, p. 61).

2.1.4 Affective And Cognitive Factors and the Individizifferences

The study of language learner characteristics,ndividual differences, “has a long tradition in
second language studies and nobody would questairidctors such as language aptitude, motivatiotgarning
styles are important contributors to success irteniag) a foreign language” (Dornyei, 2005, p. xi).

Learners’ variables can be broadly classifiedcagnitive and affective. Cognitive abilities are
intelligence, language learning aptitude, workingnmory capacity and speed. The affective factarseanotions,
self-esteem, empathy, anxiety, attitude, and mitima The affective side of the learner is prolyathe of the
most important influences on language learning eskcr failure (Shumin, 2002). However, it is oy
establishing and researching the interaction oh edi¢hese kinds of learners’ variables with therhéng context

that “the nature of the optimal ‘fit’ between learg and instruction can be identified” (Robinso@02 p. 2).
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“Affective factors are inextricably bound up witbgnitive development” (Singleton & Ryan, 2004,
p. 164), and in relating them to age factors, wefoad that the emotional life of adolescents addlis differs in
major respects from that of children. Apart frtime most obvious physiological distinctions betweéferent
age-groups, what separates them is probably as asuctatter ofeelingas ofthinking.

There has been a reconceptualization of the affectariables thought to contribute to differential
instructed L2 learning success. “While aptitude amtdlligence are fixed cognitive attributes, mation and
anxiety can often be changed and shaped throughdaemtervention in learning” (Robinson, 2002, pfB).

“When we think of individual differences among dmiage learners, motivation springs quickly to
mind as one of the most important of these vargb{®lacintyre, 2002, p. 45). However, motivationniet a
“thing” or a “condition”. It is one of the many meés a person might possess. There are a multdfideotives
present in every person and these motives flucasitime moves along. Given that individual motiviese and
fall over time, motivation can be conceptualizedaasotive which gives behavior its energy and dioec As a
student progresses through the language learnoaegs, changes in attitudes and motivation are texpected
(Macintyre, 2002).

The affective variables of motivation, empathy, bgandaries, and the desire to identify with a
cultural group all seem to contribute to the unii@uccess of children in learning their native laage. Whereas
child language acquisition seems to be a meansdoarmend — socialization - lack of such motivatioradults
and the absence of a positive attitude toward lagglearning and toward the target language aruiliisre, may
be responsible for the lack of success in mosttashdond language learning (Taylor, 1974, as ditegingleton
& Ryan, 2004, p. 165).

It must be acknowledged that given its considerdbéadth, studying motivation necessarily means
“slicing off a small piece of the theoretical pi@¥aclntyre, 2002, p. 55). It would be impossibleitclude all
potentially relevant variables in a single modeheTsocio-educational model, the first model thisdgtwill
discuss next, mapped out a specific domain withie field of language learning motivation, and reslea
proceeded in a programmatic fashion. Testablethgses can be generated from the list of variablasthere is
a lot of work in understanding the influence of ame of them. Zoltan Dornyei has been the mosteactf the

critics in developing and testing an expanded natitmal framework, but there is still the need émnpirical
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research to test hypotheses, intuitions, and gatempplications of any expanded model of langubsgening
motivation (Macintyre, 2002, pp. 55-56). Howevérere is no shortage of empirical research in theysof
motivation, broadly defined. Studies address whaghinseem to be simple questions, but generate leomp

answers (Maclntyre, 2002, p. 58).

2.2 MOTIVATIONAL ASPECTS

Motivation is probably the most frequently usecthaall term for explaining the success or failufe o
virtually any complex task. In second languagenieg it is easy to claim that a learner will becessful with
the proper motivation (Brown, 1994). But these rokigloss over a “detailed understanding of exasthat

motivation is and what the subcomponents of matwaare” (Brown, 1994, p. 152).

Given the vast relevance of motivation, one wouldeet it to be of primary concern for researchers
interested in human achievement and learning. iShigleed the case: the study of motivation isajnent area
both in the fields of psychology and education. daithe long tradition of motivation research, ormuld also
expect to find some well-established motivation pisdhat have stood the test of time. Accordinddtwnyei
(2001b), this, unfortunately, is not the case: eongorary motivational psychology is characterized e
“confusing plethora of competing theories, withlditconsensus and much disagreement among resesdrche
(Dornyei, 2001b, p. 2). In fact, we can say withouich risk of exaggeration that motivation is omféhe most
elusive concepts in the whole domain of the edanatipsychology. This is, of course, no accidenbtiivhtion
theories attempt to explain nothing less than wigpte behave and think as they do, and human nlaging as

complex as it is, there are simply no cut and daieslers to be offered (Dornyei, 2001b).

Opinions diversify at an alarming rate, researchdisagree strongly on virtually everything

concerning the concept, and there are also sormusafoubts whether ‘motivation’ is more than deatobsolete
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umbrella term for a wide range of variables thatehbttle to do with each other. Perhaps the ohind about
motivation most researchers would agree on isithdély definition, “concerns thdirection and magnitudeof

human behavior, that is tleloiceof a particular action, theersistencewith it, and theeffort expended on it. In
other words, motivation is responsible fany people decide to do somethitgw longthey are willing to sustain

the activity, ancdhow hardthey are going to pursue it” (Dornyei, 2001a, }p. 8

2.2.1 Psychological and Cognitive theories of motivation

In order to have a better understanding of therakabjective of this investigation, it is necegsar
have a historical overview of the psychological andnitive theories of motivation, moving from thehaviorist
to the socio-constructivist way of understanding it

The understanding and approach of the motivatiphahomenon as a psychological process depends
on the understanding of the human nature’s complexid the conditions which influence it. This pees consists
in knowing why the individual chooses to act inestain way, or why he/she decides to move in aredirection
and not another.

Traditionally, motivation was viewed in terms oflition, will, instinct, drive, or need, which
represented a rationalist tendency of looking gtipslogical processes. The advent of behaviorigtipsogy
produced a decline of theories that linked motorativith some inner force and linked motivation tong outer
force, instead. For behaviorists, motivation shobdd studied in behavioral terms. For them, theee aways
relations between the behavior of an individuarat given time and the events that happened inqus\eriods,
that is, the answer given by an individual is ailtesf the effects of the answers given by himha past and the
consequences of their actsSumming up, for behaviorists, motivation was “a townal level of behavioral

responses to stimuli” caused by some reinforceriintrich & Schunk, 1996, p. 4, as cited in Artea2@06).
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Among the approaches of motivation, some are bardthe principle of Hedonism. This principle
states that individuals seek pleasure and turn dmeay suffering. According to this principle, fovery situation
that people encounter, they select alternative@astihat can maximize pleasure and minimize suigeri

The theories of psychology developed in the |18&0% and in the 1960s questioned the limited views
of the behaviorist theories to explain both leagnimd motivation, and proposed the study of mdtwatrom a
cognitive perspective. Consequently, motivation ws@isceived to be a process influenced by peoplisfe and
thoughts. Based on an analysis of the cognitivelpmpgy theories developed in the 1970s, 1980s,189ds,
Pintrich and Schunk (2001) suggest that those id®adefined motivation as a process of instigatimgl
maintaining goal-directed activity. This concepizetion was supported by the intensive researchiwcted by
researchers who proposed various hypotheses tairsike presence of some factors or dimensionsiwitie
construct of achievement motivation.

According to cognitive psychologists, individualave values, opinions, and expectations about the
world around them, and therefore have internalizgmesentations of their environment. These foraege the
individual to action. As the goals and events dmactive for the individual, she/he will endeatormeet them.
Freud discussed ‘motivation’ in a dynamic way, asisg internal forces that drive behavior, represdnby
instincts, which provide continuous power and adixstimulation, aiming at the goals themselves ittt can be
modified (Aguiar, 1981).

The main difference between the various competiegries in motivational psychology lies in the
selection of the principal factors on which to amrctihe underlying theory.

Dornyei (2001b) points out theories of motivatiampsychology:

1) Expectancy-value theories: according to the m@imciples of expectancy-value theories,
motivation to perform various tasks is the prodofctwo key factors: the individual's expectancysofccess in a
given task (based on the assumptions that pegpte tinderstand the causal determinants of thestr ficcesses
and failures and the different types of causaltaitions affect behavior differently), and the \alilne individual
attaches to success on that task (this value isvieel to determine the strength or intensity of bedavior).
Within this framework, we can identify a variety sfib-theories that attempt to explain the cognifivecesses

that shape the individual's expectancy of succatisbution theory(Weiner, 1992) places the emphasis on how
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one processes past achievement experiences (exaedailures)self-efficacy theoryBandura, 1993) refers to
people’s judgment of their capabilities to carry specific tasks; andelf-worth theory(Covington, 1998) claims
that the highest human priority is the need faf-aeteptance and to maintain a positive face.

2) Goal theories: in goal theories the cognitivecpptions of goal properties are seen as the basis
motivational processes. Goal-setting theory assieatshuman action is caused by purpose, andctawrato take
place, goals have to be set and pursued by chBmal-orientation theory highlights two contrastechievement
goal constructs, or orientations, that students adopt towards their academic wornkiastery orientation
(involving the pursuit of learning goals with thectis on learning the content) apdrformance orientation
(involving the pursuit of performance goals withetfocus on demonstrating ability, getting good gesador
outdoing other students.

3) Self-determination theory (Deci and Ryan, 198&%)cording to this theory, various types of
regulations exist and these can be placed on ancomt between intrinsic and extrinsic forms of naation,
depending on how ‘internalized’ they are. The ulyiteg principle of a third main direction in curfemotivation
researchself-determination theor{Deci and Ryan, 1985; Vallerand, 1997), and theapanying intrinsic vs.
extrinsic motivational paradigm, is that the desoebe self-initiating and self-regulating is prguesite for any
human behavior to be intrinsically rewarding, atttgrefore, the essence of motivated action is @eserf
autonomy.

4) Social psychological theories: in social psyolgyl a key tenet is the assumption that attitudes
exert a directive influence on behavior since samé&pattitude towards a target influences the divpedtern of
the person’s responses to the target.

However, the cognitive theories of motivation watgeo questioned in the 1980s and 1990s for their
exclusive focus on the individual and their minancern for the role of the social context in tharféng and
motivational processes. Dornyei (2001b) states tlone of the available theories in motivationsyghology
offers a comprehensive overview of all the critioabtivational factors. For the author, explainihg ttomplex
interrelationship of the individual organism, tinelividual's immediate environment, and the broatsriocultural

context, are still challenges that motivation themhave failed to address adequately.
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In the field of Education, motivation has also be&mied. Dornyei and Shekan (2003) showred
during the lengthy process of mastering certainesibmatters, motivation does not remain consthat, is
associated with a dynamically changing and evolvirental process, characterized by constant (rea&gbrand
balancing of the various internal and externalu@fices that the individual is exposed to. Indeeeh avithin the
duration of a single course of instruction, mostrhers experience a fluctuation of their enthusiesmmitment,

sometimes on a day-to-day basis.

2.2.2 Motivation in the Second Language Learning Proc8ssdner and Lambert’'s Model

In the area of second language education, motivaticoncerns occupy much of teachers’ attention,
for example, when encouraging lazy students to woakder, making language classes more inspiring,
supplementing dull teaching materials, analyzing ¢ffects tests and exams have, and trying to dirtdhow
different rewards and incentives work. In shorg ttoncept of motivation is very much part of ouemyday
personal and professional life and, indeed, fewld/agnore its importance in human affairs in gehefs we
have seerfwhen we think of individual differences among lamge learners, motivation springs quickly to mind
as one of the most important of these variablégaalntyre, 2002, p. 45).

The influence of attitude and motivation on L2 heag has long been investigated within the so-
called “social-psychological paradigm” by many awth including Gardner and Lambert (1959 and 1972),
“whose tenets have been studied for over 40 ydhtatintyre, 2002, p. 45).

Gardner and Lambert’s theory has even been comsidee most influential motivation theory in the
L2 field (Dornyei, 2001b, pp. 46-47). Their apprbas that the individual's attitudes towards tt2dnd the L2
community exert a directive influence on one’s E2rhing behaviour. A key issue in Gardner’'s thderthe
relationship between motivation and orientatiord #re two orientations labelled edegrativeandinstrumenta|

have become the most widely known concepts associgith Gardner’'s work in the L2 field:
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Integrative orientation concerns a positive disfiasitoward the L2 group and the desire to
interact with and even become similar to valued imen®m of that community. Instrumental
orientation is the utilitarian counterpart of intetive orientation, pertaining to the potential
pragmatic gains of L2 proficiency, such as gettindpetter job or a higher salary (Dornyei,
2001b, p. 49).

The Gardnerian theory of SLA mativation is basedtwn definition of motivation as "the extent to
which the individual works or strives to learn tlguage because of a desire to do so and thdastitia
experienced in this activity" (Gardner, 1985).

According to Gardner and Lambert’'s conclusions,dbgnitive and affective individual differences
among the learners were influenced by the socitbh@ll milieu. The study also proposes that indiaid
differences act in both formal and informal langridgarning situations, generating linguistic and-tinguistic
situations. Formal situations refer primarily tassroom settings, whereas informal situationsr riefdanguage
acquisition contexts where learning is incidertaiguistic outcomes include skill, knowledge, aminpetence in
language itself, and non-linguistic outcomes inelwthanges in attitudes and motivation. It is imguarto note

that those non-linguistic outcomes would reverse mew affective factors, as shown in Figure 1.

Socio-cultural Individual Learning acquisition Language learning
milieu differences contexts outcomes

_________________________________________________

Cognitive

Linguistic |« -
Formal

A 4

A 4

Factors

Cultural

A

Affective ‘4 Informal Non-
Linguistic
Factors

beliefs

\ 4

Figure 1: The socio-educational model proposed asdter and Lambert (Macintyre, 2002, p. 47)

In other words, what Gardner and Lambert tried ows with their model is that the students’
surroundings influence their language productionfdrmal situations, as at school, students areearg to

produce linguistic outcomes. If students feel camafde and the classroom environment is positiiey tmay
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even produce some non-linguistic outcomes. On therchand, out of the classrooms, at home, chatiitig

friends, being informally exposed to the languagey will produce both linguistic and non-lingucstbutcomes.
Those non-linguistic outcomes will probably raibeit motivation and confidence and, consequentii}, help

them produce more and more linguistic and non-istguoutcomes.

Gardner’s theory was the dominant motivation maal¢he L2 field for more than four decades, and
the AMTB (The Attitude/Motivation Test Battery) agll as the advanced statistical data processictgniques
that Gardner introduced set high research standattie area. However, in retrospect, we can sathie theory
has remained relatively unmodified over time (Sétgh & Ryan, 2004).

In the 80’s and 90’s the concepts of motivationTlBSOL were influenced by some traditional
concepts coming from psychology. Brown (1994) hgitis the importance of the psychology's Self-
determination theory's concept iofrinsic and extrinsic motivation in SLA, by affiing that perhaps the most
powerful dimension of the whole motivation constrimcgeneral is the degree to which learners aragically or
extrinsically motivated to succeed in a task.

In the early 1990°s, important studies were publishriticizing Gardner's socio-educational model
(Maclintyre, 2002). Crookes and Schmidt (1991),éeample, suggested that motivation to learn a lagglhas
both internal and external features. The interaatdrs refer to the learners’ goals (why they nieedtudy the
language), to the learners’ interest (how interkttey are in learning the language), to the leatratitude (how
they view the language and its speakers), andddeifrners’ expectancy of success (how much thpgatxo
succeed). The external factors, on the other remedielated to the influence teachers have on stsidaotivation
(through their encouragement, feedback, scaffoldamgl rewards), to the course content and classroom
atmosphere, to the influence peer groups may havstudents’ motivation, to role models, and alsdéme
support. In 1993, Gardner’'s and Maclntyre’s sodaeational model arose, calling everyone’s attentm the
various individual difference characteristics oé thtudents in the learning of an L2. “The maindeawariables
covered by the model are intelligence, languageétualei language learning strategies, languageudsts,
motivation, and anxiety” (Dornyei, 2001b, p. 52)xf@d and Shearin, in 1994, identified factors timapact
motivation in language learning: attitudes, belief®ut self (expectancies about one's attitudessitoeed, self-

efficacy, and anxiety), goals, involvement, enviramtal support, the integration of cultural andsalé-of-class



18

support into learning experience, and personaibates. Dornyei, also in 1994, presented onehef rhost
structured studies of motivation, pointing out titsee levels: the Language Level, the Learner Leawt the
Learning Situation Level. In 1995, Tremblay and @er extended Gardner’s social psychological coostf L2
motivation by incorporating into it new elementsrir expectancy-value and goal theories.

Those studies pointed out that there was a groasomgeptual gap between motivational thinking in
the second language field and in educational pdgghaand the time was ripe for a new phase in L2ivaton
research. This does not mean, however, that Gasdimerory became marginalized. On the contrarye ‘ttain
subsequent models drew on the social psychologioastruct extensively” (Dornyei, 2005, p. 70). “&ing
research on L2 motivation has begun to rediscolerniultiple and mutually influential connectionstivieeen
individuals and their many social contexts, corggkiat can play a facilitative, neutral, or inhiloyt role to L2
learning” (McGroarty, 2001, p. 86, as cited in Dgei) 2005 p. 75).

There is now a renewed interest in L2 motivatiothvein increasing number of scholars combining
psychological/psycholinguistic and linguistic apgebes in order to better understand the complextahen

processes involved in SLA (Dornyei & Shekan, 2003).

2.2.3 Defining Motivation for Second Language studies

One of the most complicated problems of seconduageg learning and teaching has been to define
and apply the construct of motivation in the classn. Brown (2001) states that it has been seem asasy
catchword that gives teachers a simple answerdoaniysteries of language learning, or simply asdifference
between success and failure in learning. Browid)ibresents a roll of possible definitions for mation:

A Behavioristic Definition; a behavioristic psydbgist would stress the role of rewards (and
perhaps punishments) in motivating behavior. InnB8&’'s operant model, human beings, like othemgjvi

organisms, will pursue a goal because they perceiveward for doing so. Learners pursue goals deroto
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receive externally administered rewards: praiséd gtars, grades, certificates, diplomas, schoipsstcareers,
financial independence, and ultimately, happiness.

Some Cognitive Definitions:

a) Drive theory: Motivation stems from basic innatdves. These innate predispositions act
compelling us to probe the unknown, to control evironment, to be physically active, to be recaptd mental,
emotional, or physical stimulation, to yearn fosaers to questions, and to build our own self-estee

b) Hierarchy of needs theory: One of the most widgted theories of motivation comes from
Abraham Maslow (1970). Maslow’s hierarchy is bdstwed metaphorically as a pyramid of needs, praimgs
from the satisfaction of purely physical needs lmpugh safety and communal needs, to needs ofnestasl
finally to “self-actualization”, a state of reachiyour fullest potential. Of key importance herghat a person is
not adequately energized to pursue some of theshiggeds until the lower foundations of the pyrahdgie been
satisfied.

c) Self-control theory: Certain cognitive psycholagigfor instance, Hunt, 1971) focus on the
importance of people deciding for themselves wbahink, feel or do. Motivation is highest when aran make
one’s own choices, whether they are in short-terrfommg-term contexts. When learners get things sdalown
their throats, motivation can wane, according tis thiranch of theory, because those learners hayéeld to

others’ wishes and commands.

Many other definitions of motivation can be seerBItA studies. For Leslie (2002), motivation is
one of the key factors for success when learnilagguage and motivated students are the ones ehoeasistent,
enthusiastic and committed, whereas unmotivatedests are insufficiently involved and thereforeahie to
develop their language skills. Ellis (2005) shohat tin the 90's, the sociopsychological perspeativeénotivation
was ‘challenged’, as some studies indicated thagpime learners, “motivation resulted from sucaedsarning”
(Ellis, 2005, p. 537), and, from a pedagogic perSpe, motivation was treated as “something thairrers
brought to the task of learning an L2 that deteeditheir success” (Ellis, 2005, p. 537).

Noelset al (2000, as cited in Ellis, 2005) provide a detaileddel for the two types of mativation,

the extrinsic and the intrinsic motivation. Thesfided extrinsically motivated behaviors as thostoas carried
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out to achieve some instrumental end and intringitivation as motivation to engage in an activigcéuse it is
enjoyable to do so. Brown (1994) also defines thssification in extrinsic and intrinsic motivati@s the “most
powerful dimension of the whole motivation constfyp. 155). According to the author, “intrinsigamotivated
behaviors are the ones for which there is no appaewvard except the activity itself”, while “extsically
motivated behaviors, on the other hand, are caoigdn anticipation of a reward from outside araydnd the
self” (Brown, 1994, p. 156).

Gardner and Lambert (1985) considered the socibidygical perspective by defining the
distinction between ‘orientation’ and ‘motivation*Orientation refers to the long-range goals tfleatners have
for learning a language” and motivation “was ddfine terms of motivational intensity” (i.e., thef@t learners
were prepared to make to learn a language andpgbesistence in learning)” (Ellis, 2005, p. 537).

The research by Gardner and his associates cermipraddichotomy of orientation, not motivation.
In this succession of research studies, as alrsaggested, a distinction has been made betweegratiiee and
instrumental orientations. The former means thé@eés learn a language stemming from a positifecatoward
a community of its speakers. The latter means #sirel to learn a language in order to attain aertareer,
educational, or financial goals. Therefore, “or&itn means a context or purpose for learning; vatitin refers
to the intensity of one’s impetus to learn” (Brov2001, p.72).

Critics also appeared to discuss against thoseiéisedinochiaro’s (1989) opinion is that motivatio
is not either extrinsic or intrinsic; or instrumahor integrative; and it does not depend solelytran learner’s
aptitude, personality, or learning strategies. iviton stems rather from positive learners andhen attitudes
which should permeate every stage of the learnnoggss if it is to lead to pleasure and succedanguage
acquisition (Finnochiaro, 1989). According to tnghor, “motivation for learning means not onlydarstanding
the learners, their feelings, their aspirationsl teir spiritual and creative needs but also tbddithat they bring
with them into the classroom” (Finnochiaro, 19895}).

Brown (2001), on the other hand, points out thetgrative and instrumental orientations are not to
be confused with intrinsic and extrinsic motivatiorhey are separate concepts. For the authornsitelly
motivated activities are the ones in which thereasapparent reward except the activity itself, ednat bringing

about certain internally rewarding consequencesnehg feelings of competence and self-determination
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Extrinsically motivated behaviors, on the otherdyaare carried out in anticipation of a reward frootside and

beyond the self. Typical extrinsic rewards are nyopeizes, grades, and even certain types of pediéiedback.

The relationship between the two dichotomies issilated in the Table 1.

INTRINSIC EXTRINSIC
Integrative | L2 learner wishes to integrate withSomeone else wishes the L2 learner| to
the L2 culture (e.g. for immigration know the L2 for integrative reasons (e.g.,
or marriage) Japanese parents send kids to Japarese-
language school)
Instrumental| L2 learner wishes to achieve goal&xternal power wants L2 learner to legrn

utilizing L2 (e.g., for a career) L2 (e.g., corporation sends Japanese
businessman to U.S. for language
training

Table 1 — Motivational dichotomies (Brown, 1994 1p6).

Instead of providing a specific definition of maition for learning a target language, DornyeiQ20
a, 2001 b) provides a framework of L2 motivatiompmsed of three levels: the language level, thenézdevel,
and the learning situation level. The languagellesfers to such aspects of L2 culture and commuaitd their
“intellectual and pragmatic values and benefitst' the learner (Dornyei, 2001a, p. 19). The leariesel
encompasses the personal characteristics broughehyeople to the learning process such as seffdemce (as
the most relevant one). Finally, there is the lemyrsituation level, which involves course specifiotivational
components related to the syllabus, the methodn#iructional materials, and the learning taskacher-specific
motivational components dealing with the teachbetiavior, personality, and teaching style, and grspecific
motivational components, such as goal orientedmessy and reward system, group cohesiveness, asdrobm
structure. Dornyei (2001a) refers to his own maaelaneducational approactio L2 motivation because of its

emphasis on motivation in the classroom.

Motivation and motivating in the foreign languadgassroom were also object of study for Veenmam
(1984), who has found that teachers ranked probédroat motivating pupils as the second most sesousce of
difficulty - the first being maintaining classrooudfiscipline (Veenman, 1984, as cited in Dornyei, &0
Therefore, “for classroom practitioners the rea@aaof interest is not so much the nature of madtwaitself but

the various techniques or strategies that can Ipdoged to motivate students” (Dornyei, 2001b, p6)11
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Although rewards and punishments are too ofterotihg tools present in the motivational arsenal of
many teachers, Dornyei (2001b) believes that ntasiests’ motivation can be ‘worked on’ and increhg@ough
some motivational strategies. The author suggéstisteachers should try to have a good relationsifitip the
students, provide a pleasant and supportive clagsatmosphere and establish some group norms én twdhave
a cohesive learner group. In doing so, teacherdduvosi setting the scene for the effective use ofivational
strategies. Besides, in order to generate initiafivation, it is important to make the curriculuelavant for the
learners and increase the group’s goal-orientedriessould also seem beneficial to maintain andtgeb
motivation by setting some subgoals, increasingléhener’s self-confidence, encouraging studentrimrtions,
peer teaching and project work. Finally, Dornydl@2b) believes that by providing informational fbadk, which
comments on progress and competence, teacherseestaldlents to understand where they are in reldtion
achieving goals and what they need to do to coatorimprove their progress.

Taking all this into consideration, it is easy regume the importance of teachers’ motivation. &her
is no doubt that teacher motivation is an imporfantor in understanding the affective basis ofrinded SLA,
since “the teacher’s motivation has significant rbegs on the students’ motivational disposition ,antbre

generally, on their learning achievement” (Dorng€i05, p. 115).

2.2.4 Demotivation in the Second Language process

As there seems to be an empirical belief that &achlisually see their adolescent learners as

demotivated in class, it is necessary to know sbate authors have stated about such concept.

Dornyei (2001b) argues that there are both posdivé negative forces exerting their influence on
ongoing student behaviours. According to him, déwatibn occurs when specific external forces redoce

diminish the motivational basis of a behaviorakiiton or an ongoing action. The L2 domain is agaaof
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education that is often characterized by learnailyife. Thus, language-learning failure is “a galiphenomenon
and the study of its causes is often directly eelab demotivation” (Dornyei, 2001 b, p. 146).

The literature on demotivation in the L2 field andeducation in general is scarce, but reveals that
the phenomenon is “rather salient in learning emnments and that teachers have a considerablenssbity in
this respect: the majority of demotives identifiadpast research concern some aspects of classeaimtence
owned by or under control of the teacher” (Dorng2€Q1b, p. 146).

Demotivation is not at all infrequent in languad@sses and the number of demotivated L2 learners
is relatively high (Dornyei, 2001b, p. 141). Gorhamd Christophel (1992, as cited in Dornyei, 20Q1145)
presented a rank order of the frequency of theouardemotives mentioned by learners:

1) Dissatisfaction with grading and assignments;

2) The teacher being boring, bored, unorganizeduapdepared,;

3) The dislike of the subject area;

4) The inferior organization of the teaching matkri

5) The teacher being unapproachable, self-centbiaskd, condescending and insulting.

Dornyei (2001b) cites Gary Chamber’s 1993 studgmfrwhich he concluded that in some cases
demotivation originated from home rather than friima classroom or from the pupils’ previous expeargem
learning languages. In some other cases, demativatemmed from the L2 class and the perceptioth®f
teacher. Demotivated learners in the survey apdearpossess very low self-esteem and needed aténation
and praise. As Chambers concluded, “pupils identiis demotivated do not want to be ignored omgiyeas a
bad job; in spite of their behaviour, they wantencouraged” (p. 148). Chamber’s study also ediout the
importance of communication and cooperation with students. According to him, “teachers must listetheir

students” (p. 150).
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2.2.5 Age and Motivation

Pulvermuller and Schumann (1994) argued that fub\idedge of a language can only be achieved if
two conditions are met — the learner is motivatedetrn the language and the learner possessesbilitg to
acquire grammatical knowledge. They then went oarte that the second condition is not met incdme of
older learners due to the maturation of the braiught about by the processesmfelinatiori and loss of
plasticity.

While there is substantial evidence to show thahymi2 learners who begin learning an L2 at
puberty or beyond fail to acquire native-speakenpetence, there is also evidence to show thataat kome
learners appear to be able to do so, and alsthihatbility to acquire an L2 declines graduallyhwage rather than
abruptly when a specific age is reached (Ellis,&00

As the adolescent learners are the focus of teeareh, their characteristics are going to be apdly

in the next section.

2.3 ADOLESCENT LEARNERS

2.3.1 Adolescent Age In General

Adolescence can be described as an age of tramsitimfusion, self-consciousness, growing, and

changing bodies and minds. Restdal (2004) have provided a valuable description of twhaneans to be an

! Myelination: the change or maturation of certainrve cells whereby a layer of myelin forms aroune #éixons which allows the
nerve impulses to travel fastéttp://www.yourdictionary.com/myelinatiyn
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adolescent. This description reveals the compkitif their identity and the changes they are wuieg. See

what they suggest in the following quotation:

considering the complexities in adolescents’ lias, social and academic contexts that must be
traversed, the physical growth, emotional and liet&lal maturation, and change in sense of
identity that is going on, and the increased resjility that becoming a young adult requires, it
is easy to become paralyzed in awe at the enowhitige task that these young people and their
teachers and parents face (p. 273).

Basso (2008) states that during puberty the ademégioes through a stage in which several factors
are intertwined — the biological, the affectives $ocio-cultural, the psychological and the cogeitines, among
others. During this period, adolescents undergangtinternal contradictions and present a congiarguit for
self-affirmation, which often arise in the form d&fiance and aggression, and indifference to othark to
themselves. These crises usually occur in thresdephysical, psycho-cognitive and social, geneganstability
and imbalance, often seen as psychotic. Theicatlithinking become extremely sharp, and they akfbair ideas
fiercely, sometimes using irony or even mockingeosh but at the same time, they can often haveephafsdeep
apathy and indifference, what may appear to bata sf amotivation (Basso, 2008).

The psychologist Luziriaga (as cited in Basso, 2@®lains that adolescents have moments of total
disconnection, separation, rejection of the progasmtent, generated by the qualitative changeognition, so
intense and profound that forces them to retreatonsciously. In not doing so, the adolescentshkrevould not

be able to bear such qualitative leap (Basso, 2008)

2.3.2 Adolescent Age in SLA

The cognitive shift that takes place in pubegppears as a strong predictor of language acqusiti
“since the adolescent becomes capable of workihgwith ideas, without the involvement of concresferences,

starting to develop ideas from ideas” (Basso, 2p0B22, [my translation]).
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Adolescents’ auditory comprehension appears tagrsfisantly better than children’s and adults’,
and their memory is able to save a greater numbsos, which according to Krashen’s research $§8a2008),
confirms that this phase is the turning point ie #bility to learn languages. Studies also enipbahe best
memory storage capacity and the more fully developenceptual system of older children and adold@scen
(Castro, 2003).

The most critical cognitive stage for a consideranf first and second language acquisition appears
to occur, in Piaget's outline at puberty as “ithexe that a person becomes capable of abstradidiormal
thinking which transcends concrete experience aindctd perception.” (as cited in Brown, 2000, p. 61)
Cognitively, then, a strong argument can be madeafaoritical period of language acquisition by ceciing
language acquisition and the concrete/formal stiagesition. Yule (2010), in this regard, stateg tha

it has been demonstrated that students in thdy &mns are quicker and more effective
L2 learners. The optimum age may be during thesyéam ten to sixteen when the
‘flexibility’ of the language acquisition facultyds not been completely lost, and the

maturation of cognitive skills allows a more effeet ‘working out’ of the regular
features of the L2 (p. 188).

Another construct that should be considered imémiag the cognitive domains, according to Brown
(2002), is the Piaget's notion of equilibration.uigration is defined as progressive interior angation of
knowledge in a stepwise fashion (Brown, 2002). gBiaclaimed that conceptual development is a psooés
progressively moving from states of disequilibrifstates of doubt and uncertainty) to equilibriurtat@s of
resolution and certainty) and that periods of difldsium mark virtually all cognitive developmentp to age
fourteen or fifteen, when formal operations finahe firmly organized and equilibrium is reached.(2006) also
provides evidence that the older the child moredi¥ely he or she learns. According to her, “plipdeenagers
are overall the best learners” (p. 286).

Studies in the related literature (Guthrie & Wi, 2000; Dornyei, 2001a; Reed al, 2004)
indicate that the changes after puberty also affecfdolescents’™ motivation. Guthrie and Wigfi@a00) report
that beliefs, values and intrinsic motivation featning generally decrease while extrinsic motiraiincreases

across elementary school. Furthermore, as adolisschange their behavior, the secondary schoor@mwient
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has greater focus on comparison and competitiomgmbildren. The environment and these as extrifagitors

(comparison and competition) cooperate to motiveti@ahanges.

Values Beliefs

Intrinsic Motivation
for learning:
competence,

autonomy,
relationships,
curiosity, challenge,
involvement

Extrinsic Motivation
for learning:
Comparison;
Competition;

Rewards;

Adolescence
Motivation

Figure 2: Motivation ir&®ndary and Elementary School. Adapted from Geittand Wigfield (2000)

In other words, the seesaw illustrates that stwdemaues, beliefs and intrinsic motivation usually
lose weight across elementary school, while extrinmtivation, comparisons and competitions amoagr gain

weight, making the plank rides down.

2.4 SOCIO-CULTURAL ASPECTS

Motivation to learn a language is a complex situatas language learning is not only an educational
activity, but also involves social and culturalues (Dornyei, 2001b). Many cultural characteristts language
also affect foreign language learning. Becausthefinfluence or interference of their own culturarms, it is

hard for nonnative speakers to choose the formppoopriate to certain situations (Shumim, 2002).
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Larsen-Freeman (2000) criticizes SLA research fotr considering social reality or for being
decontextualized. According to Breen (1998, asdcite Larsen-Freeman, 2000, p. 168), “mainstream SLA
research, in focusing upon the relationship betvieerearner and the language data, is conductddegorted on
in ways that appear to overlook the social reatityhich the research is actually conducted”.

Williams and Burden (1997, as cited in Dornyei, P00 discussed the socio-constructivist
conception of motivation, stating that “a constiuist view of motivation centres around the premilsat each
individual is motivated differently” (p. 115). Thauthors also believe that an individual's motivatis also
subject to social and contextual influences. Thedkeinclude the whole culture and context and thaial
situation, as well as “significant other people dhd individual's interaction with these people” i(Ndms &
Burden, 1997, as cited in Dornyei, 2001b, p. 115).

According to Bastidas Arteaga (2006), “socio-coudivism is not just one theory, but a group of
theories that refers to human cognitive developnart students’ learning in the classroom.” Mostthafse
theories drew strongly on the work of Vygotsky (87and his followers. In general, socio-construstiv
emphasizes the role of socio-cultural aspectsalothtion, and negotiation in thinking and learnimg addition,
socio-constructive theories state that “the cogaitictivity is a developmental process influencgdnilividual
differences, socio-cultural factors, and interpeedaelations” (Bastidas Arteaga, 2006, p.153).isTheans that
for socio-constructivists, “the cognitive activityye cultural knowledge, tools and signs, and tessikearning are
three central components in order to understangrbeesses of human cognitive development, studeatsing,
and teachers’ instructional activity” (Sivan, 1986, cited in Bastidas Arteaga, 2006. p.153). themowords, all
knowledge is socially constructed within the franoekvof human relations, and the individual develepins the
result of a socio-historical process, emphasizimggole of language and learning in such developmen

Dornyei (2001b) discussed social madton and the microcontext of learning, such asstifeol and
the class groups. The author implies that theystifdstudent motivation is “a particularly fertilground for
analyzing social motivation, because for averad@aicpupils, school represents primarily a socieha and not
the scene of academic work. They are there bet¢hagdave to be there rather than because theytwaetrform
tasks” (Dornyei, 2001b, p. 33).

According to Dornyei (2001), the four most impoitéactors in the learning environment are:
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1) Parental influences: educational psychology hasg recognized that various family
characteristics and practices are linked with sclcbievement. Parental encouragement is associdtbdhe
development of attitudes towards the learning Sidnaand has a considerable impact on the studéntglistic
self-confidence.

2) The teacher’'s motivational influence: the teashmle in shaping student motivation is just as
complex as that of the parents. This is so beca&ghers also act as key figures, or authoritiém affect the
motivational quality of the learning process by yiding mentoring, guidance, nurturance, support Bmik
setting. “Simply speaking, to lead means to diegxt energize, that is, to motivate” (p. 35).

3) Group motivation: in many classrooms, a studelattk of motivation can be traced to a real or
imagined fear of being isolated or rejected by pdpr 37). Group cohesiveness substantially cartggto the
learners’ overall motivation (p. 81).

4) School motivation: Schools vary in their geneclimate and policies and these variations
influence the motivation of both teachers and sttelép. 41). By examining school characteristics coald
understand, for example, why, in certain languagering contexts, state schools are rather unssfotds
developing the students’ L2 competence, whereastgrinstitutions achieve considerable success iévesither

the teachers nor the teaching materials differtantiglly (p. 82).

2.4.1 A Socio-constructive approach to motivation

Taking into account that cognitive developmenarhéng, and social context are closely related to
motivation, the socio-constructive approach carused to enhance the understanding of the naturéhanday
that motivational processes take place. In this,veagocio-constructive approach can provide a freorie for
understanding motivation as a social process nagatiby the participants involved in an interactesent. In
addition, it is proposed that socio-constructivisii help to reconceptualize motivation, especiaity school

contexts, (a) allowing for a discussion of contemdl cultural issues that influence motivation aad Imotivation
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is shown; (b) allowing for a discussion of the &usychological function of the individual; and (allpowing for a
discussion of interpersonal relations that inflleenshape, and maintain motivation” (Sivan, 1986,2p6).
Consequently, motivation cannot be seen as a pawndy instigated by the individual, but insteasl,aasocially
negotiated cultural norm that “results in an obable manifestation of interest and cognitive anfdciifve
engagement” (Sivan, 1986, p. 210).

Having in mind the social nature of learning aadching a language in an EFL context, Bastidas
Arteaga (2006) thinks that approaching motivati@mt cognitive and socio-constructive views has npmeer to
explain this construct than pure cognitive theorias this reason, he proposes a definition of va¢itbn to learn
another language that integrates some componettig girevious theoretical approaches. For him,vattn can
be defined as “a dynamic and an interactive procesgposed of beliefs, wants, reasons, and goalsateddoy
socio-cultural and historical conditions to learsexond or a foreign language”. Motivation is agess, rather
than a product, because it cannot be observedlgiratstead, it can be inferred through some be&ravsuch as
choice of activities, effort and persistence, anel individuals’ verbalizations. In addition, thisopess is both
dynamic and interactive. Its dynamic nature is epdiad through the person’s internal processesgtited by
her/his wants, beliefs, aims, etc., and throughhieexternal and overt behaviors in order to aqdh her/his
aims. However, motivation is not only an internabqess, as cognitivist psychologists affirm; italso an
interpersonal and an interactive process becaus®ribeings’ activities take place in a social ceintghere
individuals interact and influence each other. €fame, there should always be an interaction betviee internal
and the external factors which influence each adineraffect people’s motivation.

Finally, Bastidas Arteaga (2006) states that tlesenal cognitive processes are mediated by socio
cultural and historical conditions due to the semidtural nature of human activities. However, loesinot believe
that human beings are completely shaped by thealsoontext, as the behavioral and some social ig=or
promote. On the contrary, human beings have toobsidered active, reflective, critical and creatagents of
what surrounds them and of the information thay ttezeive from others. The socio-cultural contextves as a
mediator and a facilitator to accomplish peopleislg, reasons, and actions. This is supported ynhinkocio-

cultural, and socio-constructive theories.



CHAPTER llI

METHOD

The purpose of this chapter is to describe the oustlogical procedures this research followed.
Firstly, it provides information concerning the text in which the research was carried out. Seggnidl
introduces the participants of this study. Thirdtyputlines the instruments used in the data ctide@ process.
Finally, it describes the procedures used for dalizction.

One of the most general and well-known distinctiomsresearch methodology is that between
gualitative andquantitativeresearch. Whereas quantitative research “empiogserical or directly quantifiable
data to determine the relationship between categotto test the research hypotheses and to enhiaace
aggregation of knowledge” (Dornyei, 2001b, p. 19@)alitative studies are more holistic, “focusing the
participants’ rather than the researcher’s integpiens and priorities, without setting out to teseconceived
hypotheses” (Dornyei, 2001b, p. 193). Quantitatimethods are generally less sensitive to uncovetfireg
motivational dynamics involved than qualitativehieigues. Moreover, according to Ushioda (1994, 188&ited
in Dornyei 2001b, p. 239), the quantitative framewis necessarily limiting with regard to the dynaroonstruct
of motivation.

The most stimulating aspect of qualitative reseasclits open-ended and exploratory character,
providing a more appropriate uncover of the complggraction of social, cultural and psychologifattors
within the individual learner. Different types dfigitative studies share the common objective thensense of a
set of (cultural) meanings by “trying to identifystematic patterns in the observed phenomena amggidoyding
any interpretation in a rich and sensitive desimipbf events and participant perspectives” (Doirng2801b, p.
193). Additionally, Nunan (1992) recognizes the amgnce of the participants’ views in the resegmaltess and
outcome. For him, “human behavior cannot be undedstvithout incorporating into the research thejetive
perceptions and belief systems of those involvetiérresearch, both as researchers and as sulfjecie!).

Therefore, the methodology employed on this stedyased on qualitative methods.
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3.1 THE CLASSROOM CONTEXT

The present investigation draws on data colleaiezhe private and one public school located in the
city of Joinville in Santa Catarina State, in treufern region of Brazil. The reason for choosiolgosls from
Joinville is based on the fact that | lived thesetfvelve years and worked in one of the privateosts of the city
for five years.

Joinville is Santa Catarina’s largest city. In 208 population reached approximately 520,000,
many of whom descend from German people. Owingrban development and relatively good infrastrugture
Joinville has become a major center for eventstarsihess conferences. The city has one of the $ligiendards
of living in Brazil. Joinville’s economy is based industrial activities and commerce. The citylsoahe center
to some of Brazil's largest software companies sag:Datasul LogocenterMicrovix andSoft ExpertJoinville is
also home to many very well known large corporationBrazil such astupy, Tigre, Embracq Dohler, Consul
Wetzel Busscay Ciser, andSchulz S/A

Data were first collected at School 1, which igiagie school, founded in 1990, located in a medium
to high-class neighborhood from where the greatoritgj of its students come. The school has kindiega
primary and secondary levels. English is taughdllalevels. The students investigated have fiftywte English
classes twice a week. The school uses differewiskarfi books from different kinds of publishing ccanpes.

The second school, School 2, is a public schoailded in 1983, located in a low-class neighborhood
from where the great majority of its students coifiee school offers kindergarten, elementary andrsdary
levels, and English is also taught in all levelBhe students investigated also have fifty-minutgliBh classes
twice a week. The school does not use any spaxificse books. The teacher investigated brings exaterial to

the class, such as texts, grammar exercises, gamespng lyrics.
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3.2 THE PARTICIPANTS

The participants of this study were two coordinstdour English teachers and two hundred and
thirty-seven students, that is, a hundred and segaradolescent students from a private schoohdnthdred and

twenty adolescent students from a public school.

3.2.1 The students

Two hundred and thirty seven students participatehis study.

A hundred and seventeen adolescent students aneSichool 1. They were twenty-eigHt graders,
twenty-seven % graders, twenty-sever"&raders and thirty-five"™®graders, with ages ranging from eleven to
fifteen years-old. 53% of them were male and 47%hein were female. Graph 1 illustrates the numifer o

students per grade in School 1.
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O 8th
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Graph 1 — School 1: number of students per grade
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A hundred and twenty adolescent students from Schadso participated in this study. They were
twenty-nine &' graders, twenty-eight™7graders, thirty-four 8 graders and twenty-nind"Qraders, with ages
ranging from ten to sixteen years-old. 51% of theeme male and 49% of them were female. Graph 2tilites

the number of students per grade in School 2.

29 29
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Graph 2 — School 2: number of students per grade

3.2.2 The English teachers

School 1 had three English teachers dealing witleadent students at the time of data collection
and all of them were invited and accepted to pasdte in this study. They will be addressed asTPl,T3. School
2 had only one English teacher dealing with thdesdent students at the time of data collections Tdacher will

be addressed as T4. T1 took an undergraduate caurketras Portugués-Inglést Univille and holds a



35

specialization course iEnglish from Instituto Brasileiro de Pds-Graduacado e Extens@®PEX) She has been
teaching at School 1 since 2009. T2 is graduatdakimtistry, from UFSC and has been teaching at School 1 for
six years. T3 is graduated liretras Portugués-Inglédrom Univille and holds a specialization coursebnglish
from Univille. She has been teaching at School 1 for almostyeaes. Finally, T4 from School 2, is graduated in
Letras Portugués-Inglédrom Univille, and holds a specialization courseEinglishfrom Univille. She has been

teaching at School 2 for teears.

3.2.3 The coordinators

By interviewing the coordinators, the researchdtrie fill in the gap of information about the
students’ social, economical and cultural realjittessrecommended by Larsen-Freeman (2000), whaeestgythat
the social reality of the place in which reseaschanducted should be considered.

The coordinators will be addressed as C1, from &8ch@and C2, from School 2. C1 is graduated in
Regency (Magisterium) - Social Sciences, holds st gpaduate certificate in Business Anthropology an
Postmodernism, and has been a coordinator of Sdhfwl five years. C2 is graduated in Pedagogy, holds a post

graduate certificate in Kindergarten and Early @s@nd has been a coordinator of School 2 foyaars.

3.3 THE INSTRUMENTS

In the present investigation, two types of instrateevere used: a questionnaire, administered to the
students, and semi-structured interviews with teachers and coordinators. The questionnaires ami se

structured interviews are described below.



36

3.31 The students’ questionnaires

As recommended by Dornyei (2001b), every questivedzased research requires the development
of its own assessment tool that is appropriateterparticular environment and sample (Dornyei,12)0since

there are no universally applicable, standardiZ2dnbtivation tests.

The author’s recommendations also mentioned soneewdzen building the questionnaires:

whether we use boxes to be ticked or options tertmircled appears to make little difference in
the important psychometric properties of ratingsoag as the layout of a questionnaire is clear
and orderly and there are sufficient instructioosotientate the respondents. However, one
aspect of the layout that should be considerddeispace-economy. Respondents are much more
willing to fill in a two-page rather than a fourgmquestionnaire even if these have exactly the
same number of items (Dornyei, 2001b, p. 205).

Although appropriate item analysis and a clearctiife presentation layout can make self-report
guestionnaires fairly reliable, the validity of suastruments has been questioned by many. Howéherge is no
better way of measuring the unobservable constafcidtitudes and motivation. Thus, we have to lwth self-
report questionnaires and do our best to contemkttiraneoumfluences on them (Dornyei, 2001b, p. 207).

The questionnaire applied to the students of Schodee appendix 1) was composed of twelve
guestions - seven of them being classified as dleseled, three of them being classified as opeedadd two

of them combining the two types. Here is the Emmglisrsion of it:
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Questionnaire addressed to the adolescent studehtchool 1

The questionnaire below was designed with the tibgof gathering some data for my Master’s Thesis.
I would like to have your attention for only 1016 minutes. Thank you very much for your partidgpat
Adriana Campbell Santos de Lacerda
Age: Grade: Gender: () Female ( ) Male
1) Do you like your English classes? ( ) Yes) o Why?
2) Do you have difficulties in learning English? JYes () No
3) Do you believe that the books or any other kindsmaterial used in class are interesting and
appropriate for your age?
( )Yes ( )No
4) From the activities usually done in class, whicle®do you like the best?
5) Which ones do you like the least?
6) How do you usually feel during your English clagsds ) motivated ( ) demotivated
7) Do you study English in any English Institute?) fes ( ) No
8) How do you believe that studying English in an Eiglnstitute may influence your motivation |in

relation to your English classes at school? ( ) & positive way ( ) In a negative way

Why?

9) Do you notice any difference between your knowledfyghe language and your classmats
knowledge of the language? ( )Yes )No

10)In which group would you include yourself?  )(in the “more capable” one () in the “les
capable” one

11)What kinds of activities, related to English, daiysually do at home or during your free time?

12)Do you believe those extra activities help and wadé you in learning English?
( )Yes ( )No

"
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The questionnaire administered to the students f&zhool 2 (see appendix 3) was composed of
thirteen questions - six of them being classifisctclpsed-ended, two of them being classified as-@peled and

five of them combining the two types. Here is thgylish version of it:

Questionnaire addressed to the adolescent studehtchool 2

The questionnaire below was designed with the tibeof gathering some data for my Master’s Thesis.

I would like to have your attention for only 1016 minutes. Thank you very much for your partidgpat
Adriana Campbell Santos de Lacergda

1) Do you like to study English? ( ) Yes ( ) N&hy?

2) Do you like your English classes? ( ) Yes) Mo Why?

3) How do you feel in relation to your English clasaes

() always motivated ( ) always demotivatéd) most of the times motivated
() most of the times demotivated

() lusually alternate moments of high motivatieith moments of low motivation
Ground your answer:

4) Do you have difficulties in learning English? §Yes ( ) No

5)Do you believe that the books or any other kioflsmaterial used in class are interesting and

appropriate for your age?
( YYes ( )No

6) From the activities usually done in class, whicke®do you like the best?

7) Which ones do you like the least?

8) Do you study English in any English Institute?) fes ( ) No

9) How do you believe that studying English in an Ehglnstitute may influence your motivation|in
relation to your English classes at school? ( ) # positive way ( ) In a negative way
Why?

10) Do you notice any difference between your knowleofy¢he language and your classmates’
knowledge of the language? ( )Yes ) No
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11) In which group would you include yourself? )({n the more capable () inthe less cdpab

12) How often do you do the activities below?
a. play video games in English

( )everyday ( ) almosteveryday( ) only on weekends ( )rarely ( )never

b. chat with your friends on the internet

( )everyday ( ) almosteveryday( ) only on weekends ( )rarely ( )never
c. watch movies with the audio in English and/or thbtiles in English

( )everyday ( )almosteveryday( ) only on weekends ( )rarely ( )never
d. listen to music in English

( )everyday ( ) almosteveryday( ) only on weekends ( )rarely ( ) never

e. read books and/or magazines in English

( )everyday ( )almosteveryday( ) only on weekends ( )rarely ( ) never
f.  Other

( )everyday ( )almosteveryday( ) only on weekends ( )rarely ( )never

13) Do you believe the activities mentioned in the jonev question help and motivate you in learn|ng
English?
( )Yes ( )No

The differences found between the two questiopsadre due to the application of the first
guestionnaire as a pilot project. Both instrumemtse designed in the participants” mother tongudgchwis
Portuguese, since the aim was not to test thedesirEnglish ability but to ensure respondents” pahension.
Both questionnaires were developed to assess adalekarners’ motivation towards their EFL classHse
purpose of the questionnaires was to find out Hmsvstudents felt in relation to their English ckssand also to

identify some aspects that might be influencingrthmotivation.
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3.3.2 The teachers’ and the coordinators™ semetsired interviews

John-Steiner (1985) (as cited in Castro, 2003pstttat personal testimony has a crucial valueewhil
enabling the researcher to examine aspects thabthe achieved through filmed or recorded on aobi&ervable
processes. It means that these tools enable rasesrtor example, to capture aspects of the sooiadtruction of
knowledge from already existing objects, and thesjiide strategic procedures for language learringt by
individuals over their experience, especially &tosd.

Teachers from both schools were assessed througkstectured interviews. T1, T2, and T3, from

School 1, answered twelve questions (see appendiie2e is the English version of it:

Semi-structured interview addressed to the Englisachers of School 1

Name: Age:

1) How long have you been working with adolescentesits?

2) How do you feel on dealing with them?

3) Have you also worked with other age groups?

4) How do you compare the three different ages inti@heto their motivation in class?

5) How would you define a motivated student?

6) How do you believe adolescent students feel im Ergglish classes — motivated or demotivated?
7) What are some of the adolescent students’ attiturdelass that make you think like that?

8) Do you believe that most of the adolescent studiketsheir English classes or not?

9) What do you think they like the most in their Estyltlasses?

10)What do you believe they like the least or compyletislike doing in their English classes? Why?
11)Do you believe that the students who have Englagses in English Institutes usually appear to have
an advantage when compared to the other students dehnot have such opportunity? If so, do you
believe that studying English in English Institutesy interfere on their motivation in class? How?
12)Do you believe that by practicing English at horheotigh other activities such as playing video

games, or listening to music can help them imptbee learning and motivate them positively at salf?0
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T4, from School 2, answered fourteen questionsgppendix 4). Here is the English version of it:

Semi-structured interview addressed to the Englisachers of School 2

Name: Age:

1) How long have you been working with adolescentesits?

2) How do you feel on dealing with them?

3) How would you define a “motivated” student?

4) Have you also worked with other age groups?

5) How do you compare the three different ages intietato their motivation in class?

6) How do you believe adolescent students feel im Ergglish classes — motivated or demotivated?
7) What are some of the adolescent students’ attiturdelass that make you think like that?

8) Do you believe that most of the adolescent studietsheir English classes or not?

9) What do you think they like the most in their Estyltlasses?

10)What do you believe they like the least or compyletislike doing in their English classes? Why?
11)Do you believe that the students who have Englagses in English Institutes usually appear to h
an advantage when compared to the other students dehnot have such opportunity? If so, do y
believe that studying English in English Institutesy interfere on their motivation in class? How?
12)Do you believe that by practicing English at horheotgh other activities such as playing vid
games, or listening to music can help them imptbeé learning and motivate them positively at saf?o
13)Do you believe that your motivation (or the lacktpfnay influence the students’ motivation? How

14)Define “motivation”:

ave

ou

The differences found between the interviews age dle to the application of the first one as at pil

project. The purpose of the interviews was to fimd how they felt on dealing with adolescent stusiemow they

perceived the adolescents’ motivation in class, tandentify, through their point of view and exjarce, what

aspects may influence the adolescent studentsvaiin in class. The transcriptions of the teachetsrviews

can be found on the Appendices.
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The coordinators from both schools were also asseshrough a semi-structured interview (see
appendix 5). C1 and C2 answered eight questionediiat finding out information related to the studéen

economic, social, educational, and cultural backgds. Here is the English version of it:

Semi-structured interview addressed to the coordara of School 1 and School 2

Objective: Gather some information about the s@zonomic and cultural backgrounds of the studdatsilies.

1) What are you graduated in?

2) How long have you been working as the coordinafdhis institution?

3) Could you please give me some economic backgraodioidriation of the students’ families?

4) Where do most of these families live?

5) What do the students’ parents usually do for aatid Where do they usually work?

6) Do the students’ mothers also have jobs or motesh are housewives?

7) Could you please let me know whether the studpatents have ever studied a second/foreign langtiage

8) Do you personally believe that the socio-econonmid aultural backgrounds of the families may infloerthe
students’ learning process of a second /foreigmleage?

Thank you very much!

Adriana Campbell Santos de Lacerda
Master’s student — UFSC
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3.4 PROCEDURES

3.4.1 Procedure — students’ questionnaires

The adolescent students were assessed duringumrdiffy-minute class period. Each participant
was given a questionnaire. Before starting to nedpgbe questionnaire, the participants were infarmaleout the
study and about its importance, and were told tpress their most sincere opinions about the topideu
investigation. Respondents were reminded that {heiticipation was voluntary and that their namesewnot
required in the survey. The whole procedure lakiedbout fifteen to twenty minutes and the researcemained

available in the classroom for consultation ineéfient of students™ questions.

3.4.2 Procedure — teachers’ and coordinators™ samnitured interviews

The teachers’ answers were audio-recorded indilliduim a silent place. T1, T2, and T3 were
audio-recorded in the school’s library and T4 wadiarecorded in the teachers’ room. Each intervisted for
about ten minutes. The coordinators’ answers wée audio-recorded and the interviews took placehat

coordinators’ room. Each interview lasted for akforg minutes.

3.4.3 Procedure — analyses and interpretatiortseadjiestionnaires and the interviews

The results and interpretations of the questioesaand the interviews are presented in percentages.
Apart from the percentage results, some studentsacs and teachers’ comments are also includeihgiat

exemplifying and supporting the findings.



CHAPTER IV

RESULTS AND DISCUSSION

4.1 INTRODUCTION

The purpose of this chapter is to present thelteesfi the analysis of the data collected, whiclmea
from students’ questionnaires, aimed at investigathe adolescent students’ motivation towardsr tReglish
classes, from the teachers’ semi-structured irgers; in order to find out their opinions about d@olescent
students’ motivation in class, and also from théosts coordinators’ semi structured interviews, exdmat
investigating the social, economical, educatioaalj cultural backgrounds of the families involvadhis study.
In order to organize the discussion, the resukssiiown as the research questions are answerede3éarch

questions posed in this study are the following:

1. What is motivation for the adolescent studentsstigated?

2. What is motivation for the adolescent students’liBhgeachers investigated?

3. Do the adolescent students investigated feel miatilzor not in their EFL classes?

4. How do the investigated teachers perceive theileadent students in class — motivated or not?

5. What makes the investigated students feel motivaieclass and what do their teachers believe

motivates them the most?
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4.2 RESEARCH AT SCHOOL 1

School 1asalready stated in the method chaptsra private school, located in a medium to high-
class neighborhood from where the great majorityt®fstudents come. A hundred and seventeen aéolesc
students answered the questionnaire. School Hinad English teachers (T1, T2 and T3) dealing aithlescent

students at the time of data collection and athem were invited and accepted to participateimgtudy.

4.2.1 Results from School 1:

Research Question 1What is motivation for the adolescent students iatigated?

As this question was not directly asked to paréinig in the questionnaires, due to their probable
difficulty in conceptualizing the term ‘motivationive may conclude from the analyses of the anspergded
for the first questiono you like your English classes? Whyhd for the fourth questioriFifom the activities
done in class, which of them do you like the masthe instrument usedhat motivation is a certain kind of
stimulus that pushes them towards learning theuage.

As can be seen in Graph 3, most of the students &lbgrades like their English classes. The sixth
graders however, are the ones who seem to be nmdedl and the reasons provided by them as beiag th
responsible for their “dissatisfaction” were vago®ome of them stated that they do not like thethter and some

others stated that the lack of students’ discipding the teachers’ lack of group control distud dlasses.
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Question 1 — Do you like your Englist

100%
80%
60%
40%
20%

Graph 3 — School 1, Question 1: “Do you like yomgksh Classes?”

The great majority of the students who seem todmpy with their English classes seem also to be
very conscious of the importance of being able ge the English language appropriately in orderdaexe
success in their future careers and to enable tioetravel, study and/or work abroad. Here are saofthe

students’ extracts from the open-ended questiont{amglation):

“Learning English means having extra knowledge thetill be essential in the future.” (8 grade)
“In a globalized world, knowing English is essentia(8™ grade)
“English is important because | want to live abroad the future.” (7" grade)

“Learning English means having a good job and beiraple to travel and/or work abroad.” (&
grade)

Besides, for the adolescent students, motivatiemsego be found in any kind of activity involving
visual and/or auditory stimuli as listening to noysivatching videos or playing games. They seemsso@ate
moments in which they are away from their ordinelgssroom activities (copying exercises from tharboor
doing grammar exercises, for example) as highlyivatibnal ones. This can be understood by looking/lzat

some of the students wrote (my translation):
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“| like going to the multimedia classroom.” (8 grade)
“| like the classes which are presented in poweiiqtd’ (8" grade)
“| like the games and the informal chats in English(7" grade)

“| like the games and the movies because we laughl &earn at the same time.” {grade)

Research Question 2:What is motivation for the adolescent students’ Hieh teachers

investigated?

According to the answers provided for the fifth stien of the teachers’ interviewddw could you
define a motivated studeftnotivation seems to be an inner drive that matedents participate more in class,
do all the activities proposed with enthusiasm, &mdnnovate and develop their assignments mora the

expected average. Here is a piece of the teadkersicts (my translation):

T1: “A motivated student is the one who does théhdties proposed with enthusiasm and shows a
positive result at the end.”

T2: “A motivated student is the one who participaten class giving suggestions and the one who
goes beyond the expected.”

T3: “A motivated student is the one who uses stags to help their learning process.”

For two of the interviewees, motivation can be dieanoticed through the students’ facial

expressions and body language in class. In thew& motivated student has a ‘special gleam’ énetyes.

Research Question 3Do the adolescent students investigated feel maéigeor not in their EFL

classes?

Almost 70% of the students stated feeling motivadedng their EFL classes. However, th8 9

graders seemed to be less motivated than the otlharsuld be justified by the fact that they ahérty-five
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students in class and that indiscipline and rdpatitof contents were mentioned as the most impbrtan
demotivational aspects.

As can be seen in Graph 4, fhetal column shows that most of the students seem todiated,
however, when looking at the columns per gradis jossible to observe that th8 graders are really divided,

with almost half of the students being demotivatadng the English classes.

Question 6 — How do you feel in relation to your English
classes, motivated or not?

100%
90%
80%
70%
60%
50%
40%
30%
20%
10%

0%

@ Not Motivated

@ Motivated

6thgrade 7thgrade 8thgrade 9thgrade Total

Graph 4 — School 1, Question 6: “How do you fedleliation to your English Classes, motivated ofhot

Research Question 4How do the investigated teachers perceive theirladoent students in class

— motivated or not?

By answering the sixth question of the semi-stmeztunterview How do you think the adolescent

students behave most of the time in class, motivat@ot?, two of the teachers agreed on the idea thaestad
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usually fluctuate from moments of low motivationsually the ones related to long traditional grammar
explanations and exercises, to moments of highvatidin, usually related to games and activities.
The other teacher however, stated that in gerndiey, seem not to be motivated, especially because

they do not seem to face the discipline with theesaeriousness they face all the others.

Research Question 5What makes the investigated students feel motivatedlass and what do

their teachers believe motivates them the most?

From the answers of the questionnaire, what seenmctivate the students the most are games,
songs, films, pair-work, group work, and any diffier kinds of classes, as the ones presented thraymiwer
point device and the ones held in the multimediasioom.

The teachers™ opinions from the interview convergedtating that playing games is what motivates
the students the most. However, one of them matigesence in the students™ preferences accordirigdir age.
For her, the younger ones, from tHa#hd 7' grades usually get more motivated in playing garaed the older

ones, from the'8and ¢' grades usually prefer songs and films.

4.2.2 General Analysis of the answers (School 1)

Most of the students (almost 70% of them) likertiiriglish classes. They state that they do not have
difficulties in learning the language and that ttiegl motivated in doing so. Most students are s#dawith the
teaching materials used in class. Most of them nglish classes in a private English institutiond &elieve that
somehow those extra classes affect their motivatidne regular classes at school.

Almost all of them (98%) believe that the actegtpracticed outside classroom (usually at hoase),
listening to music, playing video games or watchingvies, help them and motivate them in learning th

language.
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The reasons for their motivation are various,thay highlight the fact that in learning Englisteyh
will probably have a better future, through morel d&retter job offers. The possibility of travellirzdproad and
participating in exchange programs were also atethotivating factors.

The students who do not like their English clagskee minority of them) argued that school classes
are very easy if compared to classes of languagesses they attend, and that the content seeneimetjular
classes at school are a repetition of contentadriearned in extra-curricular courses.

Another possible factor cited as demotivating tiresgroup’s lack of discipline. Many of them sthte

that peer talking and out of the context jokegyéneral, affect their learning negatively.

4.3 RESEARCH AT SCHOOL 2:

School 2 as already stated in the method chapter, is dicpgbhool located in a low-class
neighborhood from where the great majority of itedents come. A hundred and twenty adolescent stsidiem
school 2 participated in this study. School 2 loatly one English teacher (T4) dealing with the lasicent

students at the time of data collection.

4.3.1 Results from School 2:

Research Question 1What is motivation for the adolescent students intigated?

As this question was not directly asked to paréinig in the questionnaire, due to their probable
difficulty in conceptualizing the term ‘motivationive may conclude from the analyses of the anspergded

for the first questionjo you like to study English? WHy?or the second questio®@ you like your English
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classespand for the sixth questiofrifom the activities done in class, which of thenydo like the most)f the
instrument usedhat motivation is a certain kind of stimulus tpashes them towards learning the language.
As can be seen in Graph 5, thetal column shows that more than 80% (88.33%) of theesits

from all grades seem to be happy with their Englisisses.

Question 1 — Do you like your English

100%
80%
60%

40%

INoL

Graph 5 — School 2, Question 1: “Do you like yomgksh Classes?”

In analyzing the answers to the open-ended questibis easy to notice that the students who like
their English classes usually mention having good iateresting classes with a very good, dedicédted, and
dynamic teacher, as reasons for making them fegdyhim class.

Another aspect that was observed in the open-egdestions is that they seem to be very conscious
about the importance of studying English nowaddywey stated that they are very interested in legrithe
language because it is the most used languageeinvtiild, because through it they have the oppdstuoi
knowing another culture and also because it enabéss to understand most of the American songsplay the

radio and advertisements shown on TV and billbodds, for example, some students’ extracts (nmglagion):
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“I like to study English because when | see some rd® in English, | understand their
meaning.”(6" grade)

“| like English because it is nice and different.(7" grade)

“| like songs in English, and | would like to undstand them.” (&' grade)

“| like English because it is a universal languagend | admire it.” (9" grade)

Besides, for the adolescent students, motivati@mseto be raised through any kind of activity
involving visual, kinaesthetic and/or auditory stiimas listening to music, watching videos or phayigames.
They seem to associate moments in which they amgy dvom their ordinary classroom activities (copyin
exercises from the board or doing grammar exerci®esexample) as highly motivational ones. This dze

understood by looking at what some of the studentgée (my translation):

“| like pair and group work.” (6" grade)
“| like it when we play games in class.” {7grade)
“| like to learn songs in English and sing them inlass.” (8" grade)

“| like to translate English texts into Portuguesand also to work with comic strips.” {dgrade)

Research Question 2:What is motivation for the adolescent students’ Hieh teachers

investigated?

According to the answers provided for the third sjiem (How could you define a motivated
student? and the fourteenth questio/hat is motivation for yoy?of the teachers™ semi-structured interview,
motivation seems to be an inner drive that makedesits participate more in class, do all the a@wiproposed
with enthusiasm, and develop their assignments thare the expected average. Besides, the teaclievdsethat
the students who like the language, face the legrof it as something easy and pleasant, and hiefeeling

helps them to become successful students. Hersheraipiece of the teacher’s answer:
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T4: “A motivated student is the one who participat@ lot in class, who does all the activities
proposed, who raises questions and goes beyondce#pected. For me, if the student likes English, teing

seems to be easier. There is only half way to go.”

Research Question 3Do the adolescent students investigated feel maéigeor not in their EFL

classes?

More than half of the students (61,06% of them}esthat they always or almost always feel
motivated during their English classes. Creatimeriesting, dynamic and funny classes, togethen witery
good, talented, interested, creative, dynamicepatnd nice teacher, are the ingredients resderfsibthe high
motivational environment stated by the studentswéi@r, a considerable number of students (30,83%erh)
state that they alternate moments in which thelymegivated with moments of demotivation. Somehsf teasons
provided for such lack of motivation are relatedthie difficulty they have in learning the langueaayad also to
some external factors they bring with themselveh¢oclasses, as sadness, tiredness and laziness.

As can be seen in Graph 6, the Total column shbais in general, the students are most of the times
motivated. We can also notice that about 30% omtleem to alternate moments of high motivation with
moments of low motivation. Another important aspecbe noticed is that thé"@raders are the ones who show
more instability in their motivation. They justifletheir feeling stating that external factors, whare usually

brought from home, usually make them feel tiredy land even sad during the classes.
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Question 3 - How do you feel in relation to your
motivated or not?
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Graph 6— School 2, Question 3: “How do you fegldlation to your English Classes, motivated or hot?

Research Question 4:How do the investigated teachers perceive their ladoent students in

class?

By answering the sixth questionlgw do you think the adolescent students behave ohdlse time
in class, motivated or notand the seventh questiowljat kinds of attitudes do students have duringinglish
classes that make you think like that¥ the semi-structured interview, the teachetestahat the students’
motivation can be noticed through the studentdigiation and interest in her classes. For thehteg they seem

to be motivated most of the times.

Research Question 5What makes the investigated students feel motivatedlass and what do
their teachers believe motivates them the most?

From the answers of the questionnaire, what seenmotivate the students the most are games,
songs, pair-work, group work, challenging actidtiproposed by the teacher, translation exercigeskng
activities and group projects. In fact, any unudidatls of classes, different from the traditionaks, are what

please the students the most.
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The teacher’s opinion was that playing games andlimgpwith songs are what motivate the students

the most.

4.3.2 General Analysis of the answers (School 2)

The vast majority of participating students (88.33tated that they like to study English, mainly
because they admire the language, finding it "¢aotéresting, fun, exciting and "beautiful" and@because it is
a universal language. Those same students alsdgiometh the opportunity of knowing another culture,
understanding the American songs and the Ameritashibws and advertisements, as highly motivatiaspects
of learning the language. Only a small group ofietis (18.86% of them) seem to consider the impoetaf
learning English as a tool that might help thergetting better jobs in the future.

The motivated students affirmed that they enjoyrtRaglish classes because they are usually fun,
dynamic, and interesting, but they also assockaiset good moments to the teacher’s ability in nugtihe classes
in a smoothly way, always being happy, devotingagmeare to her work and helping them in clarifyimgir
doubts with patience and dedication.

A considerable number of students (30.83%), howestated that they usually alternate moments of
low motivation with moments of high motivation. Fhpistified such fluctuation suggesting that thidlilty in
learning some of the contents and also some fatliessbring in from outside the school (as sadnésginess
and laziness) would be some of the reasons far dimouragement.

Almost all students (89.16%) stated that they fthd material used in classes appropriate and
interesting for their age group. However, a corsibie part of them (45.83%) is having difficulty learning the
language. The fact that these students have disure to English outside the school - only fistg@ to music
and sometimes playing video games - and the fattttley do not have formal instruction in Englissnguage
Institutes (only 9.1% of them have access to Ehgllasses outside the school), probably increase diificulty

in learning the language.
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4.4 COMPARISON AND DISCUSSION OF THE RESULTS FOUNTHE TWO SCHOOLS

The present study suggests that teachers’ opirabost students’ motivation varied. Two of the
teachers from school 1 believed they usually adtierrmoments of low motivation with moments of high
motivation. The other teacher, also from schoddelieved that they seem to be totally demotivalda: teacher
from school 2 had a more optimistic point of viemdabelieved that they seem to be motivated mo#tetimes.
These findings corroborate Dornyei’s (2001b) asgionghat motivation is not an easy measurableofaets it is
abstract and not directly observable.

The study here presented suggests that there ismaahch between the general teachers’ empirical
perceptions about students’ motivation and the tliay really feel in their EFL classes. Althoughdiears usually
believe that their adolescent students are notvauetil, the research showed that most of them seebet
motivated. Surprisingly, for the students herelyamsal, the teachers were seen as key figures wieotaheir
motivation in a positive way, providing mentorirgyidance, nurturance and support. In their pasiibgroup
leaders, teachers’ personality, competence, comgnitnwarmth, empathy, and level of motivation, Emgely
responsible for affecting pupils’ attitudes. Théisglings corroborate Dornyei's (2001b) statemerait theachers
are powerful motivational socialisers” (p. 35). wyver, for the students who stated feeling demtsd/ar for the
ones who usually alternate moments of high motwativith moments of low motivation, indiscipline was
highlighted by the students from both schools aready as an important demotivational factor. Acoaydo
Dornyei (2001b), indiscipline certainly diminishetudents’ motivation, as “a lack of classroom mamaent
generates a great deal of stress and undermingsnstachievement” (Dornyei, 2001b, p. 37). Good Brmphy
(1994, as cited in Dornyei, 2001, p. 121) also edhat motivation is unlikely to develop in a cliealassroom.
For them, it is important that learning occurs with relaxed and supportive atmosphere. Moreoges6&o of the
students from school 1(the private one) have Engllasses outside the school (in English Languaggtuites),
they also highlighted the repetition of contentsuasther demotivational factor.

The students from School 2 (the public one) alsatioeed two other important aspects that may
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influence their motivation negatively: the difficplin learning the language (45% of the students) some
external factors they bring in to class, as sadrigedness and laziness. Dornyei (2001b) suggleatgeople with
a low sense of self-efficacy usually face diffictasks as personal threats. Consequently, “thaly éase faith in
their capabilities and are likely to give up” (p3)2 For the study here presented, totally givingisipot a
possibility for the students as English classespare of their curriculum. However, the feelingrait being able
enough to cope with the learning of a foreign laaggy certainly affects their motivation in a negativay. In
relating their demotivation to some external fagt@tudents from School 2 call our attention tortiaivational
influences their social milieu might have in théarning. According to Chambers’ study about dewabibn
(1993), for some pupils it will appear that nothimgrks sometimes, but the problem in their casey nu
necessarily be with learning languages but rathiér lwarning in general. In some cases, “demotvatriginates
from home rather than from the classroom” (ChamtE993, as cited in Dornyei, 2001b, p. 148). It rbayeasy
to forget that students’ motivation to learn in @chcontexts is strongly affected by certain peopl® are not
directly involved in the school scene, as the sitglg@arents, their families and even their neighbod. Parental
influence on L2 motivation was considered a mammponent by Gardner (1985) in his psychologicabithe
because parents were seen to “act as the majomiediéary between the cultural milieu and the sttidgsardner,
1985, as cited in Dornyei, 2001b, p. 78). Colletaal (1983) also found that “active parental influerzel a
considerable impact on the students’ linguistid-sehfidence, thus identifying a further L2-specifinediating
variable between parental influence and studentvaiain” (Collettaet al 1983, as cited in Dornyei, 2001b, p.
79).

For the teacher from School 1, who believed tha&t #dolescent learners usually seem to be
demotivated, and also for the other two teachdss faom School 1) who believed that their motiwatiluctuates,
the teenagers’ lack of motivation can be noticadubgh their inappropriate posture and behaviorlass< The
problem here seems to be related to the fact thenvwdealing with adolescent students, teacherddlabuays
have in mind that they are going through puberty that this is a very hard time for them. AccordingZagury
(1996), “puberty is a particular phase of interct@nges, when the adolescents are full of enerdyeacitement.
Their body changes are universal, while the psyafiochl, sociable, intellectual and affective onéfed from

culture to culture and even from person to perdomy translation]. Their search for identity influges their
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mood, and consequently affects their behavior &ss;l generating alternate moments of high motivatvdh
moments of low motivation. This fluctuation in sénds’ motivation should be expected, though. Asedtdy
Dornyei (2001b), “most learners experience flugarain their enthusiasm/commitment, sometimes aato-
day basis” (p. 16). Thus, the students’ facial ezxpions and body language, sometimes mentiondwekigachers
as a signal of lack of motivation, could be betiederstood as typical of their age.

Another important finding of the research here gnésd was that the students from School 1 (the
private one) have extrinsic motivation/instrumertaéntation in learning English, while the onesnfr School 2
(the public one) have intrinsic motivation/intedvat orientation.Most of the teenagers from the private school
stated that they realize the importance of leartimglanguage in order to achieve success in thire careers
and to enable them to travel, study and/or worloadhr On the other hand, most of the teenagers tinenpublic
school seemed to be interested in learning Englstause they admire the language and also bedagisables
them to understand the American songs and advewists in general. They also mentioned the oppdytiofi
knowing something about the English culture asgh lmtrinsic motivational factor. In fact, some easchers as
McClelland (2000), Yashima (2000, 2004), Kimura,kii@ and Okumura (2001) and some others, have been
suggesting the need to reinterpret Gardner’'s cdrafémtegrativeness’. Lamb (2004), for examplaggests that
instrumental and integrative orientation are diffico distinguish as separate concepts. Accortinthe author,
“meeting with westerners, using computers, undedste pop songs, studying and traveling abroadsuyng a
desirable career — all these are associated with @er and with English as an integral part ef globalization
processes that are transforming their society aticomfoundly affect their own lives” (Lamb, 2004s cited in
Dornyei, 2005, p.96). Therefore, an ‘internatiomid¢ntation’ seems to be arising.

It is also important to highlight that most studefiom School 2 usually do not have or have little
access to extra activities related to English detsithe school, especially because reading English
books/magazines, surfing on the internet, watchkgilgle TV and playing video games, seem to be \aryrém
their families’ economic reality.

As can be seen drable 2 the students rarely play video games in Engltislat with friends on the
internet or watch movies in English. AlImost 60%tloém have never read a book or a magazine in Englis

Listening to music in English seems to be whataser to their reality.



How often do you do the
activities proposed below? everyday almost Only on rarely never Total
every day | weekends
aplay video games in English| 19% 24% 8% 35% 13% 100%
b.chat with your friends in 8% 10% 5% 28% 48% 100%
English
c.watch movies with the audio| 4% 10% 11% 49% 26% 100%
in English and/or keep the
subtitles in English
d.listen to music in English 47% 34% 3% 13% 3% 100%
eread books and/or magazines3% 8% 2% 28% 59% 100%
in English
f. Other - - - - -

Table 2 -Extra activities incidence on School 2 studentswaars

In spite of not having so much contact with thoseaeactivities mentioned previously, the students
realize the importance of doing so. By practicihg fanguage outside the school, they might imprineér
learning and they seem to be fully aware of that.

The economic differences found between the studemts the private school and the students from
the public school were also confirmed by the cauattirs of both schools. The coordinator of thegte school
(School 1) confirmed that most of the students’ifias are from medium to high classes and live atbthe
school, in some privileged districts. The same dimator also stated that the students’ parentsuarmlly
businessmen/businesswomen or work in important eoies of the city. They also seem to have expegienc
abroad and speak English informally in their vawattrips. The coordinator of the public school (&ih2)
however, affirmed that most of the students’ fagsilare from low or medium classes and live arobedsthool,
in a poor district of Joinville called Vila Novah8& also mentioned that most of the students usgallp school
on foot or by bicycle. According to her, most oé tstudents’ mothers are housemaids or work in dnepanies’
manufacturing area. The students’ fathers are lyshatklayers or work for building companies. Sowfethem
also work in the companies’ manufacturing areaamehtheir own little stores around the school. tberdinator

of the public school (School 2) also believes tiaie of the students’ parents speak English.
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Finally, the study here presented believes thatvesinn should always be studied/analyzed through
Williams and Burden’s (1997) social constructivisew, as it considers that “each individual is maated
differently, being subject to social and contextméiluences, and these include the whole cultuid @mtext and
the social situation, as well as significant otlpgrople and the individual's interaction with thgseople”

(Williams & Burden, as cited in Dornyei, 2001b,11.5).



CHAPTER V

FINAL REMARKS, PEDAGOGICAL IMPLICATIONS AND LIMITA  TIONS OF THE STUDY

51 ANSWERING THE RESEARCH QUESTIONS

In order to provide a more summarized and clear efaysualizing the study’s results, the researcbsgions

are presented and answered below.

Question 1. What is motivation for the adolescenttadents investigated?
For the students from both schools, motivation l$na of stimulus that pushes them towards leariieg
language. However, they seem to have differentuditindvhile the students frorschool 1(private) show

some extrinsic reasons for learning the langudmgeohes fronschool 2(public) show intrinsic reasons.

Question 2: What is motivation for the adolescenttadents’ English teachers investigated?

Motivation seems to be an inner drive that makeslesits participate more in class, do all the d@iwi
proposed with enthusiasm and go beyond the expeEtedthe teachers froschool 1 motivation can be
noticed through the students’ facial expressiomstanty language. For the teacher frechool 2 motivation

can be noticed through students’ participation iatetest in class.

Question 3: Do the adolescent students investigatéeel motivated or not in their EFL classes?
It is interesting to notice that most of the studenvestigated like their English classes (aln@&$ of the
students fronschool 1and almost 90% of the students freghool 3. However, their motivation is not as

high as one would expect. sthool 1 almost 70% of them stated feeling motivated. B: dther hand, in



62

school 2 61.06% of them stated feeling always or almosags motivated and 30.83% alternate moments of

low motivation with moments of high motivation.

Question 4: How do the investigated teachers peraa their adolescent students in class — motivated o
not?

Teachers’ opinions diverged. For two of the teastiem school 1 students usually alternate moments of
low motivation with moments of high motivation. Tlother teacher however, stated that, in generay; th
seem not to be motivated.

For the teacher from school 2, students seem todiwated most of the times.

Question 5: What makes the investigated studentsdemotivated in class and what do their teachers
believe motivates them the most?

Students from both schools seem to be highly med/dy any kind of activity different from the tiidnal
ones applied in class, involving visual or auditstiynuli, as playing games, listening to songs atching
movies. The teachers investigated confirmed theesiis’ high interest and enthusiasm in using such

instruments as different and useful learning striate

5.2 SOME REFLECTIONS ON YOUNG LEARNERS AND MOTIVAT ION

In addition to the difficulty in measuring motivati, analyzing adolescent students’ motivation
seems to be even more difficult. Early adolesces@eperiod of transition between elementary sclaoal high
school, which includes a heightened awareness oérgnmg responsibilities and adulthood. Behavioral

characteristics valued by young adolescents chamgeconform to new relations among peers, famihd a
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teachers within and outside the school. The tefoudeen years form a critical period for growthdanaturation
as children enter pubertal years and their rolechool and society change. That period is a piymiat where
students experience intense growth, as well asideas of identity. Many students usually experiecmafusion
and little motivation towards school, which is asuk of new physical and mental changes, along whth
confusing environment of schools. These studemtseatering a new period in their lives where adhieents in
school and society run parallel. New social refaiavith teachers, peers, and parents can causeriemsd
discouragement that can have serious long-lasfiiegte in school. They also tend to be more infeezhby the
views of their peers. Many students do not effedyivmake the transition from elementary to middt@osl,

which causes lack of motivation and dissatisfactidh the school system.

Finding an answer to the problems of early adoldscaend how they adjust to middle schools is not
an easy one. Changes must first be made in thenigegenal structure so that a more giving envireninis
established. An effective transitional school sboabntain a fluid, structural environment, but ddobe
sufficiently elastic to permit students to explégarning and socialization in a manner consistétit their needs.
Fulfilling the needs of the students will keep themotivated and interested in learning, as they nihledr
transition from elementary school to high schoobr&bver, it is also important to have in mind thaitivated
teachers, enthusiastic about their performancesaching, tend to more easily influence their sttelén an
effective learning process. On the other hand, disated, not engaged or apathetic teachers wilbgioty have
demotivated students, which is intuitively plausibln this regard it is easy to presume that Giakotivation and
interest among teachers and students can contribwstablishing a vicious circle that keeps batlaistate of

"inertia" (Arruda, 2001) [my translation].

53 PEDAGOGICAL IMPLICATIONS

From what has been discussed in this study,gbssible to claim that the adolescent students from

School landSchool 2conceive motivation differently, although havimg tsame age and doing very similar things
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to learn a foreign language. As already inferreftbitee it may be explained by their different ecommrsocial and
cultural backgrounds. ASchool 1 where the students were extrinsically motivated, teacher is not the only
responsible for students’ motivation, as studemais get motivated regardless the teachers’ effartSéhool 2
however, where the students were intrinsically watéd, students’ motivation is strongly influendey their
teachers’ motivation. In one way or another, thecher's role in helping students keep their moibvatigh
seems to be very important. Therefore, it wouldeggential to have only highly motivated teacherdagses. By
creating interesting lessons and using differemthang strategies, teachers would most probably thai students’
attention and encourage them to become more aptivéicipants in a lesson. In doing so, it wouldutesn
students feeling some sense of accomplishment.

Many teachers believe that by sticking to the laggu materials and trying to discipline their
students, they will manage to create a classroovir@ment that will be conducive to learning. Ndbetess,
these teachers seem to lose sight of the factuhbgss they accept their students' personalitidsark on those
minute details that constitute their social andchsjogical make-up, they will fail to motivate theFurthermore,
they will not be able to form a cohesive and cohegroup, unless they succeed in turning most lcuiim
goals" (goals set by outsiders) into "group godtgials negotiated by the group members, that igjests).
Learning a foreign language is different to leagnather subjects. Therefore, language teachingldtiake into
account a variety of factors that are likely torpate, or even militate against, success. It shalgd consider that
“each learner is motivated differently, being sebjto social and contextual influences, and thestude the
whole culture and context and the social situatias,well as significant other people and the imtligi’s
interaction with these people” (Williams & Burdes cited in Dornyei, 2001b, p. 115).

Another important aspect to be considered is timstudy indicates that all the investigated tesche
conceive motivation intrinsic. As the teachers fr8ohool 1believe their students are not motivated but o, fa
according to the results found, most of them dreretis a mismatch between teachers’ and studemiseptions
of motivation. The consequence of such mismatcthag it may cause a negative perception/impacthen t
teacher/teaching and learning a foreign languageth® other hand, when the students’ and teachergeption

of motivation match, as i8chool 2it can cause a positive perception/impact orteheher/teaching and learning
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a foreign language. Therefore, based on that réagdoy identifying students’ conception of motiet teachers

can make better didactic choices in order to mesathing goals and students’ needs.

54 LIMITATIONS OF THE STUDY AND SUGGESTIONS FOR RTHER RESEARCH

Some of the limitations already expected to be dpas predicted by Dornyei (2001b) were:

1) As motivation is not stable but changes dynaltyicever time, it is questionable how accurately a
cross-sectional survey, as the one here preserdad,epresent the motivational basis of a behaai@equence
such as L2 learning (p. 199);

2) Although appropriate item analysis and a clewt effective presentation layout can make self-
report questionnaires fairly reliable, the validdfysuch instruments has been questioned by maegpdddents
may have had a fairly good guess about what désieaizeptable/expected answer was, and some of rileym
have provided the response even if it was not truaddition, they might have been “reluctant tg aaything less
than positive about a person or topic that they iikgeneral, or they may have wished to presems$elves in an
unrealistically good light” (p. 207);

3) The study of L2 motivation is an interdisciplipdield as it requires some degree of expertise in
three scholarly domains: language education, (e@plinguistics and psychology. Therefore, anyorighing to
do research on L2 motivation needs to look deepth nside and outside the field of L2 studiestfor relevant
literature (p. 248).

Finally, it is difficult to find a theory that @kains how different aspects of a learner’s L2 ipr@ficy
are influenced by the various factors related tividual differences. “Not surprisingly, perhapsete is no such
theory at the moment” (Ellis, 2005, p.547).

In spite of these limitatioribjs study may serve as a starting point for frttesearch. Another
similar study in this area could be valuable ineortb shed light on the relation between adolestzarners’

motivation and the SLA process in elementary schooBrazil.
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APPENDICES

Appendix 1. The students’questionnaire (School 1)

Questionario para alunos adolescentes de Indiéscla 1

O questionario abaixo foi elaborado com objetivaicdre exclusivo de levantar dados que serdo adalsa

posteriormente e servirdo de base para a minhar@igdo do curso de Mestrado em Inglés da UFSQarRoy

peco alguns minutos da sua atenc¢édo e seriedads@mndé-lo. Agradeco imensamente a sua colaboracao,
Adriana Campbell Santos dedrda

Idade: Série/Ano: Sexo: ( )Fem. ( ) Masc.

1) Vocé gosta das suas aulas de Inglés? ( ) $in) Nao Por qué?

2) Vocé tem dificuldades em aprender Inglés? (im) S( ) Nao
3) Vocé acha que o material didatico utilizado nassde Inglés é apropriado e interessante para faisaa
etaria?
( )Sim ( )Nao
4) Das atividades realizadas em sala de aula, quad/dakas vocé gosta mais?

5) E quais sado as que vocé gosta menos?

6) Como vocé se sente em relacdo as suas aulas dsngl ) motivado ( ) desmotivado
Porqué?

7) Vocé estuda Inglés em algum curso extra-curricufarPSim ( )Nao

8) Como vocé acha que isso influencia na sua motivegdorelacdo as aulas de Inglés?
() positivamente ( ) negativamente
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9) Vocé percebe diferencas entre o grau de conheaingeriingua entre vocé e os seus colegas de classe?
( )Sim ( )Naéo

10) Em qual grupo vocé acha que se encaixa? ( dsondis capacitados ( ) no dos menos capacitados
11) Que tipos de atividades relacionadas a Linguadaglecé desenvolve extra-classe?

12) Vocé acha que essas atividades extra-classe dmawxiaprendizado da Lingua Inglesa e os motive ma
guerer aprender tal lingua? ( ) Sim ( )Nao
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Appendix 2. The teachers’ semi-structured interviSahool 1)

Entrevista semi-estruturada para os professores daglés — Escola 1

Nome:

Idade:

1)
2)
3)
4)
5)

6)

A quanto tempo vocé vem trabalhando com alunosadehtes?

Como vocé se sente trabalhando com eles?

Vocé ja trabalhou com outras faixas etarias?

Como vocé compara as diferentes faixas etariagel@pdo a motivagdo em sala de aula?
Como vocé definiria um aluno motivado?

Vocé acha que os adolescentes, de um modo gessnsam motivados ou desmotivados durante as

aulas de Inglés?

7
8)

9)

Que tipos de atitudes eles demonstram em saldaeaeite fazem pensar assim?
Vocé acredita que a maioria dos alunos adolescgosta das aulas de Inglés ou ndo? Por qué?

O que vocé acha que eles mais gostam de fazertd@smaulas? Por qué?

10) E o que vocé acha que eles menos gostam ou namrgdstfazer durante as aulas? Por qué?

11) Vocé acredita que os alunos que estudam Inglédgemmaurso extra-curricular apresentam alguma

vantagem com relagdo aos outros? Se sim, vocéiacrpee isso possa influenciar a motivagdo desse

aluno em sala da aula? De que maneira?

12) Vocé acredita que a pratica de atividades extrsselaem Inglés, como por exemplo o uso de “video-

games”, ouvir musicas e assistir filmes com audiolrglés possam favorecer o aprendizado da lingua e

0s motivar positivamente com relacdo a mesma?
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Appendix 3. The students’ questionnaire (School 2)

Questionario para alunos adolescentes de InglésEscola2

O questionario abaixo foi elaborado com objetivacdre exclusivo de levantar dados que serdo adabsa
posteriormente e servirdo de base para a minhari@igdo do curso de Mestrado em Inglés da UFSQGarRoy
peco alguns minutos da sua atenc¢édo e seriedadgs@mndé-lo. Agradeco imensamente a sua colaboracao,
Adriana Campbell Santos de Lacerda

Idade: Série/Ano: Sexo: ( )Fem. ( ) Masc.

1) Vocé gosta de estudar Inglés? ( ) Sim ( 9 N&Por qué?

2) Vocé gosta das suas aulas de Inglés? ( ) $im) Ndo Por qué?

3) Como vocé se sente durante as aulas de Inglés?
() sempre motivado ( ) sempre desmotivdd) quase sempre motivado ( ) quase sedgmmotivado
() alterno momentos em que estou motivado rmmMentos em que estou desmotivado

Justifique a sua resposta:

4) Vocé tem dificuldades em aprender Inglés? (im) S( ) Néo
5) Vocé acha que o material didatico utilizado nasisude Inglés é apropriado e interessante para faisaa
etaria?

( )Sim ( )Nao

6) Das atividades realizadas em sala de aula, qua/dakas vocé gosta mais?

7) E quais séo as que vocé gosta menos?

8) Vocé estuda Inglés em algum curso de linguag?Sim ( )Nao
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9) Como vocé acha que isso influencia na sua motivegdorelacdo as aulas de Inglés da escola?
() positivamente ( ) negativamenter @e?

10) Vocé percebe diferencas entre o seu grau de conéetm da lingua inglesa e o dos seus colegas skeela
( )Sim ( )Nao

11) Em qual grupo vocé acha que se encaixa? ¢ dps mais capacitados () no dos menaacitapos

12) Especifique a freqiiéncia com que vocé realizaiasiatles relacionadas a lingua inglesa listadasaba

a. joga video games em Inglés

( )todos osdias ( ) quase tawodias () s6 nos finais de semana ( ) raramente () nunca
b. freqlienta chats em Inglés

( )todososdias ( ) quase tododias () s6 nos finais de semana ( ) raramente () nunca
c. assiste filmes com audio e/ou legendas em Inglés

( )todososdias ( ) quase tododias () s6 nos finais de semana ( ) raramente () nunca

d. escuta musicas em Inglés
( )todososdias ( ) quase tododias () s6 nos finais de semana ( ) raramente () nunca

e. |élivros elou revistas em Inglés
( )todososdias ( ) quase tododias () s6 nos finais de semana ( ) raramente () nunca

f. Outra

( )todososdias ( ) quase tododias () s6 nos finais de semana ( ) raramente () nunca

13) Vocé acha que essas atividades extra-classe deawxiaprendizado da Lingua Inglesa e os motivis ma
querer aprender tal lingua? ( ) Sim ( )N&o
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Appendix 4. The teachers’ semi-structured interiehool 2)

Entrevista semi-estruturada para os professores daglés — Escola

Nome: Idade:

1) Ha quanto tempo vocé vem trabalhando com alundssmmtes?

2) Como vocé se sente trabalhando com eles?

3) Como vocé definiria um aluno motivado?

4) Vocé jatrabalhou com outras faixas etarias?

5) Como vocé compara as diferentes faixas etariagetatéo a motivagdo em sala de aula?

6) Vocé acha que os adolescentes, de um modo gessnsEm motivados ou desmotivados durante as @elas
Inglés?

7) Que tipos de atitudes eles demonstram em saladae @i te fazem pensar assim?

8) Vocé acredita que a maioria dos alunos adolescgosta das aulas de Inglés ou ndo? Por qué?

9) O que vocé acha que eles mais gostam de fazertd@asaulas? Por qué?

10) E o que vocé acha que eles menos gostam ou nawrgdstfazer durante as aulas? Por qué?

11) Vocé acredita que os alunos que estudam Ingléslgamecurso de linguas apresentam alguma vantagem
com relagdo aos outros? Se sim, vocé acreditasgoepossa influenciar a motivagéo deles em satauld® De
que maneira?

12) Vocé acredita que a pratica de atividades extisseleem Inglés, possam favorecer o aprendizadoglzl e

0s motivar positivamente com relacdo a mesma?

13) Vocé acha que a sua motivacédo (ou desmotivacdogimdia a motivacdo dos seus alunos? De que maneira

14) O que € motivacao para vocé?
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Appendix 5. The coordinators’ semi-structured ivitew (Schools 1 and 2)

Entrevista semi-estruturada para as coordenadoraskEscola 1 e Escol2

Objetivo: Fazer um levantamento do perfil séciordrnico das familias dos alunos matriculados eneeo 9°
ano do Ensino Fundamental

1)
2)
3)
4)
5)
6)
7
8)

Qual é a sua formacao académica?

Ha quanto tempo trabalha nesta instituicdo comodemadora?

Qual é a classe social da maioria dos alunos mkgtdos nesta instituicao?

Onde moram suas familias?

Qual é a profisséo dos pais desses alunos? Ofidéhtaen na sua maioria?

As mées desses alunos costumam trabalhar foraoalogsas de casa?

A senhora saberia me informar se os pais e massslakinos falam uma segunda lingua?

A senhora acredita que a condicdo socio-econdnesaad familias influencia no interesse e no

aprendizado de uma segunda lingua?
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Appendix 6. Transcriptions @chool 1

6.1 Transcription of T1's interview

I: H& quanto tempo vocé vem trabalhando com aladotescentes?

T1: Ha seis anos.

I: E como vocé se sente trabalhando com eles?

T1: Confortavel. Eu acho que eu consigo atingirlacqque eu espero, aquilo que eu planejo, geraleneempre
da certo...

I: Uhum... Vocé ja trabalhou com outras faixasiassiambém?

T1: Sim. Nao com crianga pequena, criancinha egantrabalhei, mas meu aluno mais velho tem 62 anos.

I: E como é que vocé compara essas diferentessfaté@aias, no caso, o adolescente por exemplajlmadu até
mesmo uma pessoa de idade, com relacdo a motigagdeles tém no estudo da lingua, em sala de aula?
T1: Eu acho que é bem mais facil vocé motivar uesspa mais velha do que o adolescente. O adoledéesin
contato direto com coisas motivantes, como a t&fevicomo a internet, entdo ele tem o dia intainaite toda
pra fazer isso, e a pessoa mais velha ndo, etaltdliando o dia todo, entdo qualquer jogo, qualmissica,
gualquer atividade com filme que vocé leve pradefeite, ou na hora do almogo que faz aula, ouabado de
manha, ja é motivadora, nesse sentido.

I: E vocé acha que... ah! Desculpa! Como que vetidida um aluno motivado?

T1: Aquele aluno com um brilho no olhar, aquelaalque ta fazendo a atividade de uma forma empi@gha...,
gque mostra resultado final, que ele vai atras,ee.g& a linguagem corporal eu acho que fala nméissa hora.

I: Vocé acha que os adolescentes, de um modo geraentem motivados ou desmotivados durante as dal
Inglés?

T1: Eu sempre falo pra eles que vocé precisa eateaglduas partes. Por qué? Quando vocé cozirjust@so
comer, mas vocé precisa lavar a louca, é a pag®.cBu sempre dou exemplo pra eles. Eles quereen fa
“game”, eles querem ouvir a musica, mas sem a dgreamaao tem como vocé fazer um “game”. Entaajuero

fazer, digamos um bingo, sobre verbos no passadceles nao entenderem o que € o verbo no pasgai@o
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vocé usa o verbo no passado, aquele bingo nd@zex $entido. S6 que eles se sentem motivadosr §6zew o
bingo. Pra prestar atencéo e entender o que € o we passado, a gramatica, é dificil vocé motivaluno. Eu
tento trazer frases dentro da realidade deles,camjspedacinhos de filmes, jogos, mas todo prafeksdnglés
sabe que tem a parte chata que é o explicar a titcamé se eles ndo prestarem atencdo nessa ficate,
complicado. Por exemplo, as partes do corpo, quandava falando: “repita!” — foi uma parte chata eles. Dal,
quando eu fiz a brincadeira do “touch your headghioyour... back”, eles queriam sé que eles ndiarsabem o
gue era “head or back”, porque na hora de prest@rgéo, eles ndo estavam muito interessados.

I: Que tipos de atitudes eles demonstram em salautfe que te fazem pensar assim? Quando eles estdo
desmotivados, por exemplo, né?

T1: Eu acho que pela linguagem corporal, a lingoagerporal... eles ficam mais jogados na cadeles, &stéo
olhando pro lado, olhando pra janela, e quando ed&é@o motivados, eles estdo olhando pra vocé,esiése
falando de uma forma mais..., eles ficam mais egaululs. Eu acho que a linguagem corporal fala mHits
guerem falar mais, todos ao mesmo tempo. E qudedcestdo desmotivados, ninguém quer participagerte
chama e ninguém quer responder.

I: E vocé acredita que a maioria dos alunos adeless gosta ou ndo das aulas de Inglés? Por qué?

T1: Eu acredito que eles gostam, eu acredito qsegeistam porque o resultado que eu tenho é bafasato.

I: E 0 que vocé acha que eles mais gostam de dazante as aulas? Quais sao as atividades queaiggostam
de fazer?

T1: Depende muito da turma, sextos e sétimos arederpm brincadeiras, “stop”, bingo, levantar, danazer
gestos, gincana, eu ja fiz gincana com eles, pagdio do conteldo, e 0os mais velhos preferem glmgsica.

I: E 0 que vocé acha que eles menos gostam de azque eles ndo gostam de fazer durante as aulas?

T1: Prestar atencé@o na gramatica e exerciciosasedtica pra fixagao.

I: Vocé acredita que os alunos que estudam Ingléalgum curso extra-curricular apresentam algunmsagam
com relagédo aos outros?

T1: O horario a mais que eles tém em contato cdimgaa, mas tem alguns alunos que ndo estudammfasa
escutam musica, hoje tem TV a cabo, e conseguenmtérom desempenho, assim como tem alunos queaastud

fora, as vezes ha dois anos mas ndo aproveitamraiojlade.
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I: E vocé acredita que a pratica de atividadesaedlfisse, como vocé acabou de mencionar, como deugialeo-
games, musicas, filmes, eles possam favoreceremdigado da lingua, e os motivar?

T1: Com certezal Porque quando eles estédo jogaadog computador ou no video-game, sempre tem\adady)
e essas duvidas eles trazem pra sala de aula. &@teua; motiva e ensina muito!

I: Muito obrigada!

T1: De nada!
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6.2 Transcription of T2's interview

I: Ha quanto tempo vocé vem trabalhando com aladotescentes?

T2: Com adolescentes... desde... 2000. Desde @@0® Primeiro em escolas de idiomas, ndo excloewse
com adolescentes, mas ja tinha uma turminha desaoites e depois aqui no colégio, com turmas emde
adolescentes, desde 2005 — 4, 2004.

I: E como é que vocé se sente trabalhando comadssagntes?

T2: (T2 respira fundo antes de responder) E bonacho que é bom — eles ddo uma energia legal, sesénte
até mais jovem por trabalhar com eles, mas ao mésmpo é muito dificil. E muito dificil porque é anidade
dificil, em termos de respeito, de conseguir rédep&océ nao sabe até que ponto vocé pode ir,gntart se
encaixar mais no estilo deles, porque as vezesselgmssam, e ter uma compreensdo disso que vdeéafio
brincar, mas vocé é a professora, e eles respui@asaegras, ndo conversarem, enfim, é complicadyup eles
estdo numa fase complicada. Ou vocé é “soft” demais.. hahahaha

I: Vocé ja trabalhou com outras faixas etarias?

T2: Ja. Ja trabalhei com crianca, ja trabalhei adnito, ja trabalhei com adolescentes mais velhos.

I: E como é que vocé compara essas diferentesfabtésias com relagdo a motivacdo em sala de aula?

T2: E mais dificil motivar o adolescente. Criancaisnnova, vocé leva qualquer coisa diferente, aealq
joguinho, qualquer musica, assim, uma coisa pequees acham o maximo. Eles cantam até a cantigadde
Mmaaaaaaais antiga que existe, mas eles cantamamiade e acham o maximo. Agora, adolescente, dqudee
que vocé leva, hahahahaha, é chato!

I: Como é que vocé definiria um aluno motivado?u@ § um aluno motivado pra vocé?

T2: Um aluno motivado... acho que é um aluno qugggza, um aluno que da sua sugestao, que tiralguida,
um aluno que é voltado pra ler, pra fazer, quarm® passa um trabalho, que nem os que a gentedaalhos
trimestrais, que séo diferentes, com linguagereratites, em video ou podem trazer um cartaz qeeafgdém
gue eles admiram, que eles gostam, que desengslve ivai atrds um pouco mais daquilo que foi dadeo que

ai mostra o que é um aluno motivado.
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I: E vocé acha que os adolescentes, de um modb gersentem motivados ou desmotivados em relag;aolas
de Inglés?

T2: Infelizmente, dependendo da faixa etaria tambéas no geral, eu acho que nas aulas de Inglésodéa, os
alunos se sentem desmotivados. As vezes vocé padambananeira na aula, mas eles s6 vao valapaela
hora que vocé plantou a bananeira, depois diseof@r. Nao sei, eu acho que o Inglés em escotaaipescola
regular, ndo de escola de idiomas, ele é visto aamep disciplina menor, e que os alunos relaxamnoegentido
de nao ter muita pressao, mas no sentido de “néertoai”, e isso vai gerando desmotivacdo da pafes e da
nossa.

I: E que tipos de atitudes eles demonstram, gevée a pensar que eles estdo desmotivados?

T2: Primeiro, eu acho que até a posicao de um alanzarteira, vocé consegue ver quando ele esfdadotou
desmotivado. Segundo, fazer as atividades, colaloora as atividades, participar, isso a gente perca... na
face do aluno, no semblante do aluno, no... n@.exn postura do aluno, a gente percebe.

I: E vocé acredita que eles gostam ou nao das delbglés?

T2: Dias que sim, dias que ndo! Hahahahaha! Diassiu, dias que ndo! Dias que eles aproveitam, &das s
muito grandes o aproveitamento € menor, um menoerde alunos aproveitam, mas... tém dias melleor@&s
dias piores, com alguns alunos mais motivados émgtros.

I: E 0 que é que vocé acha que eles mais gostdazdedurante as aulas de Inglés? Quais as atesdaue eles
mais gostam?

T2: Tudo o que envolver visual, eles gostam maigté mesmo audio, alguma coisa assim, eles gostam

I: E 0 que vocé acha que eles nao gostam menosstang menos?

T2: De exercicios, exercicios escritos, tarefapjasddo quadro, isso eles fazem, l6gico, mas naatvidade
favorita deles.

I: E vocé acredita que os alunos que estudam Irnghésalgum curso extra-curricular, apresentam alguma
vantagem com relagdo aos outros?

T2: Em geral, sim. Ha excecdes.

I: E vocé acha que isso pode influenciar a motivatgsse aluno em sala de aula?
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T2: Nao sei. Se pode motivar o aluno em sala d&?aNBo creio! Porque eles sempre consideram oslifigié

colégio, o extra-curricular, beeeem mais importantelhor, mais significativo. E como se fosse as$mos

estamos aprendendo Inglés, aqui... ai... (resfinodo e expirou em seguida)

I: Vocé acredita que a pratica de atividades esltiase, como por exemplo 0 uso de video-games; puisica,

assistir filmes, possam favorecer o aprendizadindaa e os motivar positivamente?

T2: Sim! Eu acho que... coisas extras, tu saiivto k trazer coisas da realidade deles, do muetisdajuda com
certeza. Pena que a gente tenha uma grade, ungcaam pra seguir, € a gente néo pode estar sewipmaedo

isso, mas fazer isso, com certeza motiva.

I: Muito obrigadal!

T2: De nada! Hahahahahaha!
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6.3 Transcription of T3's interview

I: H& quanto tempo vocé vem trabalhando com aladotescentes?

T3: H& dezesseis anos.

I: E como é que vocé se sente trabalhando com eles?

T3: Eu gosto bastante, principalmente dos de 52sgifies, porque eles sao mais afetivos, maishces, mais
obedientes...

I: E vocé ja trabalhou com outras faixas etariashtem?

T3: Trabalho com pequenos de sete a dez anoapgtiei com adultos, na faculdade, no Ensino Medio.

I: E como é que vocé compara essas diferentesfat@asias com relagdo a motivagdo em sala de aula?

T3: Os menores sdo sempre mais motivados do guaioses. Quando vocé trabalha com os maioresdattos,
mesmo na faculdade, vocé tem que encontrar algestestégias para despertar neles a motivagdo queita
escondida, né? Por conta de uma historia, muitassvee frustracdo com o ensino de uma lingua gsiranas
vezes relacionada a um professor, as vezes redana proprio conteddo, porque passa muito petodéetivo,
0 aprendizado de um idioma.

I: E como é que vocé definiria um aluno motivado?

T3: Um aluno que ndo faz somente aquilo que é gtopem sala de aula, mas que encontra estratégias d
aprendizado fora da sala de aula.

I: E vocé acha que os adolescentes de um modq gerséntem motivados ou desmotivados em relacaolas
de Inglés?

T3: Eu acredito que nem uma coisa nem outra. Eledém muita nocdo do que € aprender idiomas, elet@oo
da escola, eu acredito que o Inglés é visto conie oma disciplina e ndo como uma oportunidade denaer
um idioma.

I: Que atitudes eles demonstram em sala de auka,vqué considere um reflexo de desmotivagdo ou de

motivacao?



83

T3: De desmotivacdo, fazer as atividades mecanit@meem refletir naquilo que ta fazendo. De mofieac
acredito que, por eles ja fazerem curso de Inglés hum centro de idiomas, eles ja vém com esswvagao,
eles ja vém meio prontos pra gente.

I: Vocé acredita que eles gostam ou nao das aalamtEs?

T3: Aqui no colégio?

I: E. Voceé acredita que a maioria dos alunos gmstado gosta?

T3: Os alunos que EU tenho, me parecem gostar,mpefms eles se esforcam pra isso. Mas eu acreddiim.a
gue tenha a ver com o trabalho... com a forma comoofessor trabalha na sala de aula... e a foon® o
professor consegue cativar os alunos. Muito mass gbstam, por conta do professor, por ser caismdd nao,
pelo professor demonstrar que gosta deles ou néo.

I: E 0 que vocé acha que eles mais gostam de éazeala de aula?

T3: Joguinhos, embora ndo tenha nenhuma... nenhjativo concreto de aprendizagem.

I: E 0 que vocé acredita que eles menos gostamzee 6u ndo gostam de fazer durante as aulas?

T3: Copiar do quadro, escrever, de quando vocé&alipra entdo, vamos abrir o caderno, vamos esgreamos
fazer um exercicio”, a ndo ser que esse exercij@adgo que tem um desafio, que eles tenham untiaag@o
diferente.

(Pequena pausa do entrevistador)

I: Vocé acredita que os alunos que estudam Ingi@éslgum curso extra-curricular apresentam vantagem
relacéo aos outros?

T3: Com certezal

I: Se sim, vocé acredito que isso possa influereciantivacdo desses alunos em sala de aula?

T3: Influencia, até porque eles se desmotivam muigzes. Ou ele se desmotiva, achando que aquéaalito
pouco pra ele, ou ele se acha melhor do que aqgetesao estudam fora. Entdo, ele quer semprenméspo
primeiro, ele sempre quer mostrar que ele sabe maism isso, aqueles que nao sabem, que ndo tarsn) eu
acredito que eles muitas vezes se sentem meidiifados em relagdo a isso.

I: E vocé acredita que a pratica de atividadesentrsse, como por exemplo o uso de video-gamé, musicas,

assistir filmes, possam favorecer o aprendizadindaa?



T3: Bastante.
I: E isso vocé acha que possa motiva-los com relad¢éagua?

T3: Motiva porque eles vdo usar umas coisas quegelstam, para aprender o idioma.

I: E isso. Muito obrigada!

T3: Por nada!

84
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6.4 Transcription of C1's interview

I: Boa tarde!

C1: Boa tarde!

I: Qual é a formacéo da senhora?

C1l: A minha formagdo € Magistério - Ciéncias Sacia@om énfase em Antropologia Empresarial e Pos-
Modernismo.

I: A senhora tem alguma especializacdo?

C1: Eu tenho cadeiras de Mestrado, mas néo coasluid

I: E ha quanto tempo a senhora trabalha nest#uigsid, como coordenadora?

C1: Eu trabalho ha 5 (cinco) anos como coordenaddeata instituicdo, no primeiro ano, eu trabakt@no
professora e orientadora.

I: A senhora poderia me informar qual a classeasda maioria dos alunos matriculados nesta ingiit®

C1: A maioria dos alunos, eles se encontram nafabondémica, socio-cultural bastante favorecides mis
temos alunos de baixa renda e de baixo nivel sidiaral.

I: Entdo temos os dois lados.

C1: Sim.

I: E onde moram estas familias? Aqui nos arredidsesscola?

C1: Mais em é&rea central da cidade, em bairrogéaidos.

I: O que fazem os pais destes alunos? Onde ebedhean, na sua maioria?

C1: Em empresas. Muitos séo profissionais libetdetade da clientela sdo familias de Joinville ealgrande
parte da clientela, que sédo familias que vieraroulms estados, de outras cidades e inclusiveuttesopaises.
Atualmente, na escola, nds temos muitos estrargyeiro

I: As mées destes alunos costumam trabalhar fos@i@aonas de casa?

C1: A maioria das maes sao donas de casa. Ténmaftmeses. Trabalham em ONGs, em trabalhos voladi@sj
mas eu diria que, talvez 40% das maes sejam poofas liberais e desenvolvam algum cargo pubkasdim,

tenham emprego.
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I: A senhora saberia me informar se os pais e &s éstes alunos falam uma segunda lingua?

C1l: Olha, assim precisamente, eu desconheco, rfasaimente, como essa pesquisa nunca foi realinada
escola, de forma institucional, eu poderia dize qa pais, profissionais liberais e que trabalhamgeandes
empresas, e que ja tiveram experiéncias fora drgbalham com negocios internacionais, sao a nanbfuitos
viajam e praticam uma segunda lingua informalmeggppntaneamente nas suas viagens culturais, efe iz
férias, mas os que falam mesmo, por necessidadpgdw, SA0 poucos.

I: A senhora acredita que a condicdo socio-ecorduagssas familias influencia no interesse e nandzado de
uma segunda lingua?

C1: Sim, porque independente dos pais saberemsegsada lingua, sdo pais que, em termos de infGonag
conhecimento, sdo beneficiados, pela condi¢do ®@tndmica, pela formac¢do. Embora muitos ndo tendam
formagcdo de uma segunda lingua, eles estimulamlhms fa adquirirem aquilo que eles ndo tiveram por
necessidades, do mercado atual, que ha uma deamdarcado mesmo, de formacéo académica e profigsio
I: Muito obrigadal!

C1: De nada.
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Appendix 7. Transcriptions of school 2

7.1 Transcription of T4's interview

I: Qual o seu nome, por favor?

T4: Patricia.

I: Qual a sua idade?

T4: 39 (trinta e nove)

I: Vamos la entao! Ha quanto tempo vocé vem travalh com alunos adolescentes?

T4: Por quanto tempo? Olha, desde que eu inicienagistério, ha 20 (vinte) anos.

I: E como vocé se sente trabalhando com eles, espicificamente, com os adolescentes?

T4: No inicio eu ndo tinha muita afinidade néo, megois que eu entrei no municipio, sdo 12 (doze$,ze ai foi
mais constante trabalhar com adolescentes, ai pedando o ritmo, e hoje eu gosto, gosto muito.

I: E como é que vocé definiria um aluno motivado?

T4: Um aluno motivado? Aquele que sempre ta trazecmsas pra sala de aula, além do contetdo que é
trabalhado, é... aquele que sempre faz as atiidade é bastante participativo, que procura nsas, que vai
atrés...

I: E vocé ja trabalhou com outras faixas etarias?

T4: Ja.

I: E como é que vocé compara essas diferentesfat@aias com relagdo a motivagdo em sala de aula?

T4: Criangas... 0s pequenos, até os 10 (dez) aobs,que eles sdo os mais motivados. Hahahahaha!

I: E 0s adultos? J& trabalhou com adultos também?

T4: Sim, j4 trabalhei com adultos. Os adultos, régedo motivados, mas outros buscam mais poragidiig
mesmo, pelo trabalho. Mas eu acho assim, que asana faixa dos 10 (dez) anos, sdo as mais masivad

I: E vocé acha que os adolescentes, de um modb geisentem motivados ou desmotivados durantesssasilas
de Inglés?

T4: De um modo geral... eu acho que eles se santagimados.
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I: E que tipo de atitudes eles demonstram, quazenfi pensar assim?

T4: Atitudes... eu acho que a participacdo delegaricipagdo em todos os sentidos, questionaedtizando as
atividades, buscando mais coisas.

I: E vocé acredita que a maioria dos seus alunsiaglas suas aulas de Inglés? Como vocé achaapie e€em?
Vocé acha que eles gostam das suas aulas?

T4: Olha, eu tenho muitos alunos que gostam.

I: E por qué? Qual seria assim o motivo? Como queé ge avalia, talvez, em sala de aula, pra vdw goie eles
gostam?

T4: Eu acho que... bom... como eu posso respoiadgrahaha

I: E bem dificil... fica bem & vontade, ndo presisahumilde! Hahahahaha!

T4: Hahahaha! Eu acho que eu ndo sou uma profpesi@ita, mas também néo é todo dia que eu mesma es
motivada, mas eu acho que eles sentem quando stecassim bem motivada, quando vocé estd bem eagenh
eles sentem isso, é reciproco. Entdo, eu vejo gardp eu to bem calma, bem tranquiila, eu tenhocemgimento
melhor da minha aula. Quando eu fico mais agitaslapisas ficam mais complicadas. Entdo, eu ach@ quinha
motivacao, talvez interfira bastante.

I: E 0 que vocé acha que eles mais gostam dedarante as aulas?

T4: O que eles mais gostam de fazer? (pequena)flesaadoram jogos. Quando faco jogos, é o maximo.

I: E que tipos de jogos vocé normalmente faz can?l

T4: As vezes pode ser uma coisa bem simples, mydevs forca, pode ser um....., eles gostam meitticitac-
toe”, ai eu faco em equipes. Até eu ando pecandpipe@u nio ando fazendo muitos jogos, né? As wergsgo
de bingo, assim eles vdo sempre se lembrandoutrg& coisa que eles gostam muito, é de musica ramBkes
gostam bastante de musica! As vezes até, commjdemeu comigo quando eu trouxe a musica dos Beatks
torceram o nariz num primeiro momento, mas dei®sé perguntar, eles ainda sabem a musica.

I: E 0 que vocé acha que eles menos gostam ouasiiang de fazer durante as aulas?

T4: Quando eu passo para as regras gramaticas)dbegostam muito ndo! Quando a aula é assimmagjante,

que eles tém que se concentrar mais, que exigedelass, ai eles ndo gostam nao!
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I: E vocé acredita que os alunos que estudam legiéalgum curso de linguas apresentam alguma \eamntem

relacdo aos outros?

T4: Com certezal

I: Se sim vocé acredita que isso influencia a nagéio deles em sala de aula? O fato deles estufla®tera a
motivacéo deles?

T4: Eu acho que isso é muito relativo, porque temas que as vezes estdo estudando fora, masifpasicao

dos pais, ndo é por vontade prdpria, mas muitpsy gontade prdépria.

I: E ai vocé consegue perceber que os que estuatamtdlvez por vontade propria, isso os ajudaemdimento

aqui na escola? Ou vocé acha que desmotiva?

T4: Ajuda.

I: Vocé acredita que a pratica de atividades entaase em Inglés, como o0 acesso a internet, oulsicas, ver
filmes, possam favorecer o aprendizado da linguetévar ainda mais e aumentar ainda mais a paatiéip e o
interesse deles?

T4: Sim, com certeza.

I: Agora sobre a sua motivagdo. Vocé acha que astisacao influencia a motivagdo dos seus alunos?

T4: Eu acho que sim!

I: Vocé ja tinha dito, né? Que quando vocé esta lestd motivada, isso tem um resultado na sualsadala, né?
E agora, vocé consegue definir pra mim o que seniivacdo? O que é motivagao pra vocé?

T4: Motivacdo? Acho que em primeiro lugar é godtaracho que se eu gosto, ja € meio caminho anGadbar

€... mas, as vezes eu posso ndo gostar e a oss@aPA0 caso a motivagdo externa, €... seiltdgg pausa)

I: Possa fazer vocé mudar de opinido.

T4: E, pode fazer mudar. Pode intermediar, inflismuositivamente.

I: Ta bom! Muito obrigadal!

T4: De nada! Hahahaha!
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7.2 Transcription of C2's interview

I: Boa tarde!

C2: Boa tarde!

I: Qual é a formacéo da senhora?

C2: Eu sou formada em Pedagogia e fiz P6s-Graduagdm Educacéo Infantil e Séries Iniciais, e a @minh
habilitagdo da Pedagogia € em Supervisdo Escolar.

I: E ha quanto tempo a senhora trabalha nest#uigsib, como coordenadora?

C2: H& dez anos.

I: A senhora poderia me informar qual é a class&bkde maioria dos alunos matriculados nestatuigéo?

C2: A classe social aqui € uma mistura. Tem unssgoeconsiderados pobres, e a classe média. Méeliaugte
digo, aqueles que tém carro, que o pai vem trasen buscar. A grande maioria mesmo, vem a pé, vem d
bicicleta. S0 pessoas simples. Nao € aquele jpekim, miseravel, mas sao pessoas que lutam, ghargaum
salario, e que tém aquele dinheirinho contado.

I: E onde moram as familias destes alunos?

C2: Na redondeza da escola, no bairro Vila NovauiAg gente faz por zoneamento, entdo a maioriaa mas
ruas préximas a escola.

I: E 0 que fazem os pais destes alunos? Onderaledliam?

C2: Eu percebo que a maioria das maes trabalha domeésticas, diaristas, e também nessas empresdému
trabalho de turno, como operarias, na producdop&@s também. Muitos pais sdo pedreiros, trabalham n
construcdo civil e muitos também... como é quengegehama isso, quando eles trabalham por conta?

I: Autbnomos.

C2: Isso, autbnomos. Nao que eles tenham empraaasséo autbnomos. E alguns também séo donosgaasddo
bairro, sdo comerciantes, prestagdo de servi¢cageesh

I: A senhora saberia me informar se as mées eigsgligstes alunos falam uma segunda lingua?
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C2: Acho que ndo. Eu tenho aqui, eu acho, que trda®u quatro familias que vieram de fora, queanaon no
Japdo, a gente ja teve aqui familia que veio danAfda, que falavam alemdo, mas agora no momenttieu
tenho. Mas que ha pais de alunos morando foraidpipso a gente tem. Ja tive noticia.

I: A senhora acredita que a condicdo socio-ecorduagssas familias influencia no interesse e nandzado de
uma segunda lingua?

C2: Influencia. Primeiro porque o Inglés que é etato na escola é muito restrito; ele ndo te alitomPara que
a crianca tenha um estudo realmente de uma sedjugda, tem que ter um curso a parte e, para [Bggjsa
dinheiro, tem que pagar. E pra fazer viagens edastiora do pais, mais ainda. Entdo, eu acho quendicédo
socio-econdmica influencia muito.

I: Entdo, o fato de os pais talvez nédo falarem segainda lingua, ndo os faz motivar seus filhos.

C2: No Brasil, a escola publica valoriza muito pmacensino da segunda lingua, do Inglés. E mugtetr. Eu
acho que néo s6 a condigéo sécio-econdmica, maltusat, também influencia. E também o governo, paiece
que nao quer que as pessoas aprendam, que ev&luaoho pobre o Inglés da escola, bem pobre.

I: Muito obrigada pela participacao!

C2: Que bom que eu pude contribuir! Estou as ordengrecisares de mais alguma informacao!

I: Obrigada!l



