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ABSTRACT

Although the importance of motivation research in the field of language learning

has been widely confirmed, not many looked into classroom contextual factors that

may affect the salient increase/decrease of English as a foreign language (EFL)

college students’ motivation for learning L2 academic writing. To bring to researchers

and language learners a better understanding of EFL college students’ L2 academic

writing motivation, this study investigates the contextual factors that affect the

participants’ learning maotivation.

This case study investigated how the classroom environmental factors affected

learners’ motivation for learning L2 writing by applying multiple qualitative research

instruments. Two EFL college students volunteered to be research participants: Both

of them majored in English and were taking college English composition class during

the course of study.

The data were collected using the following data collection techniques:

semi-structured interviews, classroom observations, teacher-student writing

conferences, and the participants’ writing samples. The researcher of the study used



these data to analyze the following themes: first, the participants’ personal orientation

(a set of goals or interests which influence one’s motivational intensity) towards the

learning of L2 writing; second, the contextual factors that affect the participants’ L2

writing motivation in the composition classes. These themes will help language

teachers and researchers to better understand how learners construct their motivation

and their attitudes towards the learning situation.

Key words: motivation, L2 writing, orientation, college level, EFL
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CHAPTER ONE
INTRODUCTION

In SLA research, motivation has been considered one of the most important
learner components and a key factor which determines the success and persistence of
successful language learning (Crookes & Schmidt, 1991; Dérnyei, 2001a). Some
researchers claimed that no successful learning can be carried out without a certain
degree of learner motivation (Brown, 1987, 2007; Dornyei, 1994a, 2001a; Ellis,
1994a, 2008; Oxford, 1996). Ellis (1994) pointed out that motivation affects learner’s
perseverance, learning behaviors, and success in learning. Ryan and Deci (2000)
claimed that motivation affects one’s amount of energy bestowed on learning, as well
as one’s persistence. Wlodwoski (1985) also maintains that motivation provokes
learning behaviors, helps learner generate purposes of learning, and aids to sustain
these behaviors. Gardner, Tremblay, and Masgoret (1997) laid a claim that motivation
is closely related to one’s attitudes, desires, and efforts of learning.

In language classrooms, motivation plays an important role. Cheng and Dornyei
(2007) viewed motivation an important factor as it helps language learners to generate
drives and sustains the efforts to go through the processes of acquiring linguistic
subjects. The relationship between L2 learning and motivation has been profoundly

and repetitively researched, thus different theories of language learning motivation



were constantly proposed. For instance, Deci and Ryan (1985) based on their

self-determination theory explains language learning motivation in terms of intrinsic

and extrinsic motives. Intrinsic motivation exhibits a pure pleasure or enjoyment of

the learning processes. The satisfaction of learning forms the basis of intrinsic

motives. While the extrinsic motives emphasized a need for external stimulus, such as

goals to be achieved, or rewards derived from the results of learning (Atkinson,

McClelland, Clark, & Lowell, 1953). On the other hand, Gardner and Lambert’s

(1972) social-psychological model have been playing a dominant role in SLA field

(Brown, 1987; Dornyei, 1994a, Ellis, 2008; Oxford, 1996). In Gardner and Lambert’s

theory, not only the motivation, but the personal learning orientations (which in

Gardner’s term refers to learning goals) was also highly emphasized. Gardner and

Lambert (1959, 1972) claimed that the generation of motivation for L2 learning is

critically related to one’s orientations. Later Gardner (1985) classified and identified

two clusters of orientations concerning second language acquisition: integrative and

instrumental ones. Gardner stated the well-refined concepts of motivation and

suggested that language learners’ motivation is mainly integrative and instrumentally

oriented, and this dominant viewpoint was soon confirmed and well-accepted in the

field of foreign and second language learning (Crookes & Schmidt, 1991).

Though it seems that the proposition of motivation theories never stops;



nevertheless, Brown (1994) and Liu (2001) concluded that Deci and Ryan’s (1985)

and Gardner’s (1985) second language motivation theories are basically compatible

(cited in Gao, Zhao, Cheng, & Zhou, 2004). In most cases, integrative motivation is

generally regarded intrinsically oriented and instrumental motivation extrinsically

driven. Brown (2000), on the other hand, pointed out that integrative and instrumental

motivation coexists among individual learner and learners do not depend necessarily

upon any single orientation. Furthermore, Clement and Kruidenier (1983) earlier

found that instrumental-oriented learners learn their second languages for various

purposes, including the purposes of traveling, seeking new friends, or acquiring

knowledge (cited in Ahmadi, 2011). This suggests that learners manifest a variety of

goals in relation to their study of L2. This has caused some arguments that learner’s

motivation for L2 learning should be re-examined (Crookes & Schmidt; Dornyei,

1994, 1991; Ely, 1986; Oxford & Shearin, 1994). For example, second language

learners’ orientations to L2 writing appear to be less clear since no motivation theory

confirms L2 learners’ acquisition of single language skill. In addition, as Gardner

(1985) earlier stated that L2 motivation generally includes three major components:

“desire to learn the language, attitudes toward learning the language, and motivational

intensity” (p. 54). This suggests that learning a L2 successfully does not depend solely

upon one’s orientations. Researchers should avoid overlooking factors that influence



motivation, such as contextual factors. Also, a learner’s orientations do not lead to

his/her success of language learning; it is learners’ motivated learning efforts that

determine the learning outcome (Gardner, 2001). Motivation research should focus on

learner and the context of learning by examining “who,” “what” and “where” — who

learns what language at where that matters (Dornyei, 1994). Ur (2005) also adds that

learners’ motivation in language classroom is closely related to the learning situation

and the given tasks. Moreover, in a language classroom, learner’s motivation can be

affected simultaneously by other situational and task-related factors (Brown, 2007,

Ddornyei, 2001a, 2001b, 2005; Ur, 2005), which might cause motivation fluctuation

(Ellis, 2008). De-motivation studies have supported the view that language learners’

motivation is strongly affected by the learning situation and factors pertaining to the

classroom such as the atmosphere of the class, the given tasks, or the teachers

(Chambers, 1993; Hasegawa, 2004; Kikuchi, 2009; Oxford, 1998; Ushioda, 1998).

Dornyei (2005) proposed that a student’s learning motivation should also include

his/her attitudes towards the learning situation, meaning that the learners’ feelings

towards the teachers and the language course should also be included in studying

one’s motivation for language learning.

To sum up, these discussions indicate that a simple classification of learners’

orientations does not yield enough understanding. Therefore, the researcher intended



to understand English major college students’ learning of L2 writing in Taiwan by
investigating relevant factors such as orientations form the students’ learning goals
and salient classroom factors affecting their learning attitudes toward L2 writing in a

college composition class.

Significance of the Study

Firstly, though many studies have dissected the nature of motivation and its
link to second language learning, not many focused on learners’ motivation for the
acquisition of L2 writing. Secondly, although motivation has been widely recognized
as a significant affected factor of one’s second language success, language learning
researchers still have very limited knowledge about what potentially increase and
decrease L2 learners’ motivation for learning, especially in the domain of L2 writing.
Understanding the elements which affect L2 learners’ motivation in the language

classroom is an issue that deservesto be thoroughly researched.

Purpose of the Study
The purpose of the study was to probe in to the types of motivation generated by
L2 writers and salient factors affecting their learning of L2 writing in college

classroom settings. The researcher of the study followed qualitative inquiry to observe



naturalistically English-majored sophomores’ L2 writing processes. This study holds

that a use of qualitative inquiry allows the researcher to have an in-depth observation

of the participants’ learning contexts, their attitudes towards L2 writing as well as an

identification of salient factors affecting their learning behaviors for writing.

Furthermore, the use of quantitative research method in prior studies has faced some

validity problems (Dérnyei, 1990; Ellis, 2008). Although many relevant studies used

quantitative instruments (e.g., questionnaire research) to investigate the causal

relationships between language learning success and motivation, the use of a

qualitative approach allowed this study to gain more access to learner’s self-report, a

way of knowing their psychological states or true feelings related to their generation

of writing motivation (Ellis, 2008). Two English-majored sophomore students who

volunteered to participate in this study were examined. The researcher of the study

attempted to use interviews and classroom observations to explore their learning goals

or orientations as well as their self-perceived classroom-related motivating and

de-motivating factors. With the use of multiple qualitative instruments, the researcher

had a closer observation about the relationship underlying Taiwanese college students’

situated learning context, their learning orientations, attitudes and self-perceived

factors affecting their L2 academic writing.



Research Questions

Since the issue of enhancing learners’ motivation often falls under the research,

and second language writing is an integral part of language learning, this study was

conducted to address the following research questions: First, what individual goals or

orientations held by the research participants dominate their learning motivation for

L2 academic writing? Second, how do they develop these goals or orientations? Third,

what factors are considered by the research participants to be saliently motivating or

demotivating in their second language writing processes?

This study aims to better understand Taiwanese college students’ L2 writing

motivation. It is expected that the findings to the research questions can shed light on

pedagogical implications for English language teaching in Taiwan.



CHAPTER TWO

REVIEW OF THE LITERATURE

This chapter begins with a general discussion of learner motivation in the field of

second language acquisition (SLA) , followed by a review of literature discussing

affected factors of second language learning, particularly L2 writing. This chapter

presents a panorama of learner motivation and its importance in SLA.

The Centrality of LLM in SLA

Every language learner constructs their learning in varied ways and every

language teacher wants to know why some students are better language learners. In

the last decade, many factors related to language learning success have been identified.

Theorists and educators are eager to propose theories or approaches among them,

among which language learning motivation (LLM) is one which has been paid more

attention. The concept of motivation is defined by a number of prior researchers.

When learners are motivated, they are “moved” to do something (Ryan & Deci, 2000,

p. 54). In Brown’s definition, motivation refers to “the intensity of one’s impetus to

learn” (2007, p. 88). Brophy (1988) defined learner motivation as “a student tendency

to find academic activities meaningful and worthwhile and to try to derive the

intended academic benefit from them” (pp. 205-206, cited in Woolfolk, 2010).

Hilgard, Atkinson and Atkinson (1979) described motivation as something that



“energizes behavior and give it direction” (p. 281, cited in Arnold & Brown, 1999).

In the early years of motivation research, some researchers questioned the

importance of motivation and compared it to language aptitude. The discussion was

aroused as to determine which individual factor accounts for a bigger proportion of

leaning. Ellis (1994) later drew upon Gardner’s (1980; 1985) research and claimed

that motivation and language aptitude both “account for a substantial amount of the

variance in learners’ L2 proficiency” (p. 524) and he suggested that the importance of

both factors should not be overlooked. Furthermore, though both factors are personal

innate factors, but unlike language aptitude which seems to be a natural factor, learner

motivation on the contrary belongs to an area where teachers are more capable of

exerting the most influence (Ur, 2005). Another question which has bugged prior

researchers for a period time is: which comes first, motivation or L2 success? Many

researchers were interested in'solving this question in the earlier days of motivation

research (Burstall, Jamieson, Cohen, & Hargreaves 1974; Gardner, 1980). Gardner

and Lambert (1972) primarily addressed that motivation is something that learners

have highly developed before they enter the second language classroom; hence it

influences success in L2. However, later research has partly overruled this viewpoint,

it was found that the relationships between motivation and L2 success are resultant,

causative, and interactive (Brown, 1987; Cooper & MaCaslin, 2006; Ellis, 1994; Ellis,



1985h; Ellis, 2008; Gardner, 1985; Rueda and Chen, 2005; Skehan, 1989;

sikszentmihalyi & Nakamura, 1989). In other words, a high degree of motivation

leads to one’s success in learning. Ur (2005) noted that the question of “cause or

result” of motivation and success does not necessarily cause any problems in language

teaching, because it simply suggests that a priority of language teaching is to raise

students’ motivation through the use of strategies, a way of shortening the distance

between language learning and success. Though language learning success and

motivation are interactive, Dérnyei (2001b) suggested that there is still a need to

research how motivation affects success in different language skills.

The importance of this factor has been repetitively emphasized, examined,

discussed in various aspects of education (Ellis, 1994). Ellis (2008) pointed out that

“no single individual difference factor in language learning has received as much

attention as motivation” (p. 677). Past studies concluded that positive learner

motivation makes teaching and learning “easier and more pleasant, as well as

productive” (Ur, 2005, p. 274). Shearin (1996) stated that the importance of learner

motivation “determines the extent of active, personal involvement in foreign or

second language learning.” (p. 121). Qin (2003) stated that motivation affects the

students’ autonomy of learning and strengthens their self-confidence in conquering

learning difficulties. Oxford and Engin (2009) also reported that learning motivation

10



determines how language learners get linguistic information and expand their ability

to comprehend, speak and write the second language. It affects “social interactions

and academic achievement” in the language classroom (Woolfolk, 2010, p. 376).

In the classroom practice domain, Qin (2002) have pointed out that motivation

greatly enhances learners’ use of learning strategies, willingness of learning,

persistence and making of learning goals. Engin (2009) claimed that one’s learning

outcome depends largely on his/her positive motivation. Dornyei (1998) explained

that those with the most extraordinary abilities may not even carry out long-term

goals if they fail to demonstrate a certain degree of motivation. Other prior

researchers such as Crookes and Schmidt (1991), Oxford and Shearin (1994), Dérnyei

(2001a), Qin (2002), and Engin (2006) have supported the claim that motivation is a

crucial factor affecting the success or failure of one’s second language learning.

According to Dornyei (1994), motivated learners are more autonomous in learning

and more capable of handling pressures and-learning tasks; these make the

teacher-student relationship more pleasant.

From the language instructor’s perspective, a language teacher’s job is not only

to provide learners’ with substantive channels for learning but also to help learners to

discover their individual potential (D6rnyei, 2001a, 2001b; Ur, 2005). Therefore,

helping the students “emotionally, behaviorally” engage in the “productive class

11



activities” is a crucial task for the language teachers (Woolfolk, 2010, p. 375). To

enhance the students’ greater engagement in language learning, the teacher should

seek ways to promote the students” motivation (Ddrnyei, 1998; 2001a; 2001b). Okada,

Oxford, and Abo (1999) suggested that teachers include specially-designed activities

in the teaching to foster the students’ learning motivation. Pae (2008) also confirmed

that language teachers should play a more active role in the students’ enhancement of

learning motivation, Engin (2009) pointed out that experienced teachers know how

students are motivated and would design instrumental activities to assist students in

acquiring second language competence. Brown (2007) further suggested that language

teachers need to enhance their students’ motivation as motivated students are more

likely to be self-determined, autonomous, and successful. Since language learners

generally hope to gain progress in academic performance, teachers should develop

teaching strategies that can enhance their students” learning motivation (Girard, 1977;

Ur, 2005; Wright & Heleem, 1991). Overall, motivation research still has a great

impact on second language research.

Motivation Research Methods

Evaluating the influence of motivation on one’s language learning is a hot topic

in the SLA field, however; the measurement of it can be controversial. Various

12



measurements have been applied to assess language learners’ motivation. A very

common instrument used is the use of questionnaire. For instance, Gardner (1980,

1985), in an attempt to investigate the relationship between motivation and success in

L2 learning, invented the Attitude Motivation Test Battery (AMTB); it is now

commonly used in motivation research nowadays. The AMTB includes self-rating

items for the participants to report self-perceptions. Other techniques such as recorded

interviews or answering questions in written formsare also pervasively applied in

qualitative studies (e.g. , Chamber 1993; Kikuchi, 2009; Oxford 1998; Ushioda, 2003).

However, most motivation research is conducted with the use of quantitative

approaches, qualitative approaches seems to be less used (Brown, 2007; Ellis, 2008).

However, Cambell, and Fiske (1959) noted that a study which incorporates multiple

approaches such as observation and interviews might yield a more profound result.

For example, in the attribution study (a branch of motivation study which focuses on

the reasons learner consider contributory-to their success or failures of L2 learning), in

order to investigate their attributes, the incorporation of qualitative perspective is

necessary (Ellis, 2008). Motivation research inspired by a qualitative inquiry seems to

allow the researchers to gain more insights to the field.

13



Characteristics of Motivated Learners

A high degree of motivation instigates a cluster of motivated learning behaviors,

and these learning behaviors potentially lead to successful language learning.

According to Gardner (1980), Gliksman, Gardner, and Smythe (1982), Ur (2005) and

Brown (2007), motivation affects individual learner’s efforts, persistence and other

learning-related attitudes. Woolfolk (2010) also stated that “students with similar

abilities and prior knowledge may perform differently, based on their motivation” (p.

376). One way to understand motivation is to observe the learner’s motivated

behaviors. Learners who exhibit the motivated behaviors are considered the motivated

ones. They are actively involved in learning, and often manifest overt observable

expressive behaviors, Crookes and Schmidt (1991) defined a motivated learner as the

one that “productively engaged in learning tasks, and sustains that engagement,

without the need for continual encouragement or direction” (p. 480). Motivated

second language learners often exhibit a positive attitude towards their L2 learning

(Ur, 2005). On the opposite, unmotivated ones are “insufficiently involved and

therefore unable to develop their potential L2 skills” (Oxford & Shearin, 1996, p. 121).

In short, feeling motivated allows second language learners to acquire L2 more easily

and effectively (Naiman, Froehlich, Stern, & Todesco, 1978).

14



Naiman et al. (p. 275, 1978, cited in Ur, 2005) concluded the characteristics of

motivated learners. These characteristics include (1) positive attitudes, meaning that

motivated learners are confident in tackling required tasks and unknown challenges;

(2) self-image, meaning that they value highly their personal images; (3) sense of

achievement, meaning that they try to overcome learning difficulties to achieve the

sense of fulfillment; (4) aggressiveness, which refers to the situation that they are

ambitious to achieve higher academic performance or goals; (5) goal-directedness,

which means that they have clear learning goals and endeavor to follow the goals; (6)

persistence, which refers to the situation that they make effort to maintain persistence

even if they fail to make apparent progress; (7) ambiguity tolerance, which can be

found on the occasion when they lack sufficient background knowledge leading to

successful learning, they still tend to believe that learning will come afterwards. In

contrast to motivated learners, unmotivated learners are involved less in the learning

progresses and are unable to make much development in the second language

acquisition. To sum up, in second language learning, the motivated behaviors show to

others that their learning is taking place.

Some learner behaviors such as the learner’s self-regulation were also considered

the results of learning motivation. Self-regulation refers to learner’s ability to ideally

monitor his/her and decide upon learning strategies which s/he considers helpful

15



(Dornyei, 2005). Dérnyei noted that learners who exhibit motivational self-regulation

are prone to sustain their motivation and keep the involvement in the given tasks.

One’s high state of self-regulation controls his/her attitudinal and motivational factors

and hence fosters his/her self-examinational actions and learning beliefs. Alsamadani

(2010) considered motivation as the antecedent of self-regulatory ability and

hypothesized that self-regulation affects second language learning. In his study of

investigating the relationship underlying self-regulatory ability, L1 and L2 writing, 35

college level male native Arabic-speaking students learning English as a second

language received writing tests and self-report instruments. It was found that students’

writing competence is closely linked to their self-regulation. Those who were more

able to apply self-regulation successfully scored obviously higherthan those who

were less capable of regulating their learning.

Another motivational-related behavior is the learner’s attribution, which

emphasizes the learners’ self-reflection via the examination of the learners’

self-perceived causes of their own successes and failures: knowing students’

self-attribution helps teachers to find/design teaching sources that motivate their

learning (Ellis, 2008). Through the examination, learners explain how they manage

their study and what lowers their motivation for learning. Li (2006) who studied

Chinese students in Britain’s universities found that his research participants tended to

16



attribute their success to the classroom environment (e.g., native people are kind, the

classroom environment suits their study needs) and their failure to the lack of personal

efforts (e.g., they did not study hard enough).

Motivation in Multi-dimensional Perspectives

Brown (2007) mentioned that an affective factor exhibits “multi-dimentionality”,

which means that learner motivation can be identified and explained at different levels.

Because of the above situation, Gardner (1993), Arnold and Fonseca (2004)

considered motivation to be complicated; Ellis (2008) described it “dynamic” and

“temporal” since it exhibits the feature of constant variance. The multi-dimensional

nature of motivation can be shown below. Prior studies stated that it can be affected

by learners’ long-term accumulation of personal experience, the current learning

situations such as classroom situational factors or the tasks learners have to tackle.

That is, learner motivation in a classroom can be classified into three levels: global,

situational and task-oriented (Brown, 2007; Dornyei, 2001a; Ur, 2005).

In the global level of learner motivation, the learner shows a stable state resulting

from his/her long-term attitude towards the value of learning (D6rnyei, 2001a).

Global motivation is considered not an-easy-to-change one. The second way of

looking at learner motivation is its situational variance; depending on the situation,
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motivation can be elusive and flexible. In other words, motivation can be presented in

varied ways in the classroom, workplace or other life situations. For instance, ifa

student is in a classroom situation where s/he is asked to answer the teacher’s question

loudly in front of the whole class, his/her motivation tends to fluctuate (Brown, 1987,

2007). Motivation in the task-oriented level refers to the individual‘s reaction to the

tasks such as accepting a request to complete an assignment or performing the written

exercises in the class. Brown (2007) noted that successful learning of second language

requires the operation of these three levels of motivation.

The situational and task-oriented features of motivation were examined by

Egbert (2003), who studied the “flow” of Spanish college students’ performance on

several given tasks. Egbert referred flow to “an experiential state characterized by

intense focus and involvement that leads to improved performance on a task (p.689,

cited in Ellis, 2008). He found several conditions prone to the students’ flow

development. When the learners felt balanced between the difficulty of the tasks and

personal skills, they were more likely to have intensive concentration, to perceive

success through the feedback, and to exhibit a weakened sense of consciousness. They

may even feel that time flies fast during the class hour since they participate fully in

the classroom activities.
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Though many have suggested that motivation should be explained based on the

learning context where individuals constantly face rewards, punishments and social

pressure, some psychologists maintain that motivation is less contextually related.

They hold that consider motivation concerns more about the individual traits such as

the inner drive, the needs, the constant desire to achieve success, or the curiosity

about new things. Nevertheless, Woolfolk (2010) noted that the majority of learner

motivation is a mixture of personal traits and contextual state. In fact, the notion that

motivation can be internally (i.e., personal traits) or externally (i.e., environmental

causes) elicited is supported by early studies in psychology, cognition, and

constructivism. Dornyei (2001a) suggested that a broader social context which

includes factors like the classroom interaction, the quality of the school settings, the

teacher’s/ parental influence, and the learners’ perceptions and attitudes towards the

nature of learning should also be researched as these elements are likely to promote

the learners’ motivation. Reudo and Chen (2005) also addressed that motivation was

affected social-culturally, which means that learning a L2 is considered important in

the society. In short, there is a need to reconsider a broader context of language

learning in the motivation research (Csizer & Dornyei, 2005a).
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The Development of Motivation Theories

Learner motivation plays an important role in language learning; therefore, how

learners generate motivation and how they sustain the feeling of what Ryan and

Deci (2000) described as “moved” to learning have also been studied a lot, among

which an integrated application of motivation theories is beneficial to answering

varied pedagogical questions raised by school teachers. According to Brown (2007),

language learning is “inextricably woven in to the fabric of virtually every aspect of

human behavior... that it cannot be separated from the larger whole” (p. 154) so as

motivation. Liu (2007) stated that language learners initiate learning based on various

accounts, such as social pressure or rewards, course advancement or credits, and the

pursuit of goals. The development of these former motivation theories is closely

linked to the multi-dimensional nature of learner motivation.

The aforementioned theories maintain that motivation can be internally (i.e.,

personal traits) or externally (i.e., environmental causes) elicited. Internal-motivating

factors include the learner’s needs, interests, and curiosity; external-motivating factors

include the learner’s rewards, punishment, social pressure, etc. This notion was

supported by three earlier perspectives in psychologist, cognitivist, and constructivist.

The internal traits of motivation were often explained by a cognitivist view while the

external causes were often clarified by a behavioral psychologist view and a
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cognitivist view.

A cognitivist view considers motivation to be elusive. It stresses an individual’s

inner satisfaction and refers to the force of self-rewarding in one’s decision-making

progress (Keller, 1983); that human beings enjoy self-rewarding and the feeling of

self-controlling for the meeting of individual needs has been supported by prior

researchers. Ausubel (1968) proposed that the learners’ inner drives are the basis of

their actions. These drives include exploration (which refers to one’s need for

discovering the unknown), manipulation (which refers.to one’s need for managing,

controlling, or changing the external environment), activity (which refers to one’s

need for mental or physical activity), stimulation (which refers to one’s need to be

intrinsically or extrinsically stimulated, knowledge (which refers to one’s effort to

deal with or to internalize the results of individual need for the formation of an

integral system of knowledge), and ego enhancement (which refers to one’s need to

form an identity that can be recognized or accepted by others). Maslow (1970), on the

other hand, emphasizes the pyramid of human needs. In Maslow’s hierarchy of human

needs, the needs range from lower level such as the needs for food and rest to the

higher ones such as needs for a sense of belongingness, self-esteem, and

self-actualization. Maslow stressed that only when the lower level human needs such

as physical hunger are satisfied can the pursuit of higher level needs such as
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self-esteem or the ultimate self-actualization be possible. This theory presents the

gradual process of needs achievement. In other words, in the classroom context, when

the learner’s basic needs are satisfied, then learning also starts to operate.

The behavioral psychologists emphasize the rewards in human behavior; human

behaviors are mainly triggered by external rewards. In the educational context,

learners act upon external triggers, such as parents, peers, teachers, or simply a candy

if they were young kids (Brown, 2007).Through these triggers, learner’s learning

behavior can be reinforced. Brown concluded that the-behavioral view stresses and

defines motivation as “the anticipation of reinforcement” (p. 85). This seems to imply

that one’s desired learning behavior can be carried out by certain attractive rewards

even when the rewards are of intangible value, such as the laughter (Brown, 1987).

On the other hand, the constructivists place the motivation in a wider range since they

hold that individual’s motivation should be understood within a social context. While

the behavioral and the cognitive view emphasized the individual’s reaction to external

rewards or inner drives, the constructivist view of motivation puts more emphasis on

the interaction between the individuals and the social environment. William and

Burden (1997) stated that, in the constructivist view, the social and cultural context

and one’s decision-making are interrelated. This means that an individual’s motivation

is affected by social and cultural milieu. However, assertions are not completely
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separated from each other; instead they are correlated, which helps researchers to

better interpret various motivational constructs (Brown, 2007). Later, this

external-internal discussion also led to the well-known dichotomy of extrinsic and

intrinsic motivation in L2 learning research, and whether one’s action is intrinsically

motivated or extrinsically motivated formed the “the locus of causality”, the sources

of tracing one’s motivation (Woolfolk, 2010, p. 377). In general, that the notion of

motivation is internally and externally instigated has been widely accepted (Atkinson,

1983; Dornyei, 1994; Dornyei, 2005).

Second Language Acquisition Motivational Constructs

Intrinsic and Extrinsic Motivation

When it comes to the discussion of L2 motivation theories, most of the research

focuses on the mainstream theories such as Gardner and Lamberts’ (1972) integrative

and instrumental motivation and the intrinsic and extrinsic motivation (Piric, 2011).

Though new models have been continuously proposed, Lucas, Pulido, Miraflores,

Ignacia, Tacay and Lao (2010) argued that the new models exert complementary

functions to previous theories.

Studies revolving around second language learner motivation concerns how the

learner’s motivation affects the results of his/her language learning. And most
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contemporary theories of motivation assume that people involve themselves in

activities for a belief that their engagement will lead to a desired goal or gain (Deci &

Ryan, 2000). One of these constructs is the intrinsic and extrinsic dichotomy. The

intrinsic and extrinsic dichotomy is mostly considered a “continuum” in explaining

learners’ motivation (Brown, 1987, 2007; Ur, 2005). It refers to learners’ action

belonging to the two sides of the continuum, ranging from one side of “fully

self-determined” (completely intrinsically motivated) to the other side of “fully

determined by others” (completely extrinsically motivated) (Woolfolk, 2010, p. 378).

The intrinsic and extrinsic motivation dichotomy in second language learning

was incorporated by Deci and Ryan (1985) into their self-determination theory (SDT).

Rooted in cognitive and behavioral psychology, SDT and focused on the learner’s

innate tendency to learn and to assimilate; it also emphasized the influences of

external orientation (i.e., goals).

One important element of SDT is the intrinsic motivation. The intrinsic refers

one’s “natural human tendency” (Woolfolk, 2010, p. 377) toward the pursuit of

interest or the overcoming of challenges. Learners who are motivated intrinsically

experience the joy of learning; they do not need extra external incentives like rewards

or punishments to support their learning because the learning activity itself is

satisfactory enough. For example, in language classrooms, enjoying practicing
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linguistic exercises without teacher’s coercion is considered one intrinsically

motivated learning behavior. Based on the self-determination theory, Noel et al. (2000)

categorized the intrinsic motivated learning into different kinds such as

IM-Knowledge (the feelings associated with exploring new ideas and developing),

IM-Accomplishment (sensations related to the attempt to master a task or to achieve a

goal, and IM-Stimulation (sensations stimulated by performing the task). Prior

researchers claimed that learners engaged in intrinsically motivated activities are

prone to produce high-quality and creativity works (Csikszentmihalyi, 1996; Elliot &

Harackiewicz, 1996). Intrinsic motivated learners are more likely to continue their

study even when the class session is ceased (Ramage, 1990).

On the other hand, learners whose learning acts are driven by the rewards,

punishments, or external salient incentives such as receiving.the course credits are

considered extrinsically motivated. Unlike the intrinsically motivated ones,

extrinsically motivated learners, according to Wu (2003) are less likely to sustain their

learning when their externally incentives disappear.

Past research has shown various findings with the SDT theory and the

intrinsic/extrinsic feature of language learning. For example, Dornyei (1994) noted

that learners will easily lose their intrinsic interests in learning if they are overloaded

with external requirements. Brown (2007) stated that very often the sources of
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extrinsic pressures in a language course are the requirements set by the institution

such as the standardized test scores that should be achieved. Wang (2008) in a study

with 469 non-English major freshmen at a comprehensive university in China found

that some learners who were externally motivated tend to learn the language merely

for the getting the teacher’s praise, high exam scores, or for the graduation; those with

internal fulfillment and enjoyment are more autonomous in learning and tend to

internalize the value of English learning.

For language teachers, they can arouse students’ intrinsic motivation by creating

an environment which instigates learners’ interests, needs and curiosity. They should

provide extra incentives to heighten their students” willingness to learn (Brown, 2007;

Woolfolk, 2010). Wang (2008) explored the relationships between the intrinsic,

extrinsic motivation and the achievement of English learning. He concluded that the

extrinsic motivation is compatible with intrinsic motivation. Learners can be both

intrinsically and exoterically motivated (Dornyei & Ushioda, 2009), yet it is not easy

to differentiate their causes for action if the cause has been internalized (Ellis, 1994;

Ellis, 2008; Engin, 2009). They might transform their extrinsic motives into intrinsic

feeling, such as feeling guilty or shameful (Noels et al., 200I, cited in Liu, 2007). Wu

(2003) suggested that the classroom environment has a significant impact on language

learners’ intrinsic motivation. Noel et al (2000) stated that the antecedents of intrinsic
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motivation include learners’ self-perceived competence and self-perceived autonomy

in their learning. And Wu’s (2003) study shows that an environment which

incorporates a predictable learning environment, moderate challenging tasks, a

necessary instructional support, and an evaluation featuring self-improvement is prone

to promote learners’ development of L2 competence. When learners’ are given a

freedom in choosing the content of language learning, their perceived autonomy is

enhanced, leading to a higher level of L2 intrinsic motivation.

Integrative and Instrumental Motivation

Another construct that has probed into language learning motivation was launched

by Gardner and Lambert (1972). The idea of integrative and instrumental motivation

construct was originally derived from Gardner and Lamberts’ social-educational

framework. Lin& Warschauer (2011) described the integrative and instrumental

paradigm as the most influential theory in the domain of language learning motivation;

Xu (2010) noted that most of the L2 motivation studies have adopted this view.

Gardner and Lambert’s (1972) social-educational model includes the following

components: social milieu, individual difference, second language acquisition

contexts, and results. Language learning is seen as a causal interplay of these four

elements (Ghanea, Pisheh, & Ghanea, 2011). The social milieu component views
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second language learning as something that must be achieved within a large

environment (more than just classroom). The social community affects learners’

evaluation of the importance of the L2, and casts expectations upon individuals. And

according to Gardner and Lambert, social milieu greatly affects learners’ attainment

of L2 competence. Individual difference refers to learners’ inherent nature, such as

innate intelligence, language learning aptitude, motivation and anxiety under different

situations. Second language acquisition contexts refer to the contextual difference in

both the formal and informal contexts. One’s situated learning context significantly

affects his/her attainment of learning goals. As for the results, Gardner divided it into

two types: linguistic results (e.g., language competence) and non-linguistic results

(e.g., attitudes which derived from the processes of learning).

Motivation in Gardner’s (1985) eyes is a mixture of effort and desire to achieve a

goal with agreeable attitudes (Xu, 2011). Based on the social-educational model,

learning motivation basically contains learners’ effort (motivational intensity, time

spent on studying the language), want/will (desire to learn the language), and affect

(emotional reactions to language learning, enjoyment and satisfaction from the tasks

of learning, attitudes towards learning the target language) (Dornyei, 2001a, 2001b;

Gardner, 1982; Gardner, 1985; Lin & Warschauer, 2011). Robinson (1993) and Cook

(2001) contend that affect (attitudes towards the target language) effectively fosters
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the learners’ language acquisition.

Later, from his and associates’ identification of the two clusters of learners’ desires

and attitudes towards language learning attainments, and with an emphasis of the

influence of learners’ attitudes towards L2 communities on language learning

motivation and attainment, Gardner soon claimed that language learners’ motivation

is mainly integrativelly and instrumentally driven.

According to Gardner learners’ motivation is either integrativelly or

instrumentally driven. The integrative motivation derives from learners’ favorable

attitudes toward the target language/culture or discourse community, which is a goal

that incorporates a wish to adapt to the target cultural norms or to gain target

language’s linguistic proficiency. The integrative motive consists of three

subcomponents: integrativeness (including an integrative orientation, interest in the

target second language, favorable attitudes towards L2 community), attitudes towards

the learning situation (including attitudes towards the language teacher and the L2

course) and motivation (intensity of behaviors, efforts) (Dornyei, 2005, cited in Ellis,

2008, p. 678). The integrativeness and the attitudes towards learning situation are

interrelated, for both account for learners’ motivation to L2 learning (Xu, 2010). In

short, learners’ attitudes affect their motivation and L2 achievement (Gardner, 1979;

Lamb, 2004, 2007).
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The instrumental orientation refers to the utilitarian value of learning a

second/foreign language such as passing examinations, an increase of salary, a gain of

financial rewards, a future career, or a job promotion. Gardner and Lambert proposed

that learner motivation is mainly influenced by social factors, such as

cultural-oriented inclination (integrative orientation) or benefit-oriented (instrumental

orientation). Learners with a high degree of integrative motivation can be more

successful in L2 learning compared with the instrumental ones (Gardner & Lambert

1972; Gardner, 1985). They have stronger motivationand are thus easier to succeed

(Gardner & Lambert, 1959). Instrumental motivation, on the other hand, is often

linked to short-term.goals and is less influential than the integrative inclination from a

long run viewpoint (Calvin, 1991).

Many prior studies found that the integrative motivation is more effective than the

instrumental motivation in terms of second language learning success. Integrative

motivated learners exhibit greater motivation and higher scores (Lambert, 1961;

Spolky, 1979). Conversely, some studies found that instrumental motivation plays a

dominant role (Gardner & Santos, 1970). No matter which motivation, both are

significant in language learners learning processes (Gardner, 1985). As Engin (2009)

adds that if learners are aware of the importance of L2 learning, this awareness will

drive learners to generate integrative and instrumental orientations.
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Nevertheless, Gardner and Lamberts’ viewpoint soon faced some criticism. Au

(1988, cited in Ellis, 2008; Gardner, 2007) reviewed 14 studies conducted by Gardner

and found no positive correlation between second language learning success and the

integrative motivation. Dornyei (1994) claimed that for second language learners who

have relatively limited contact with the target language community, instrumental

motivation may have a greater impact on their language learning success than the

integrative motivation. Dornyei’s (1990) study on Hungarian adult intermediate EFL

learners’ English learning found that the instrumental goals played a prominent role.

The occurrence of this is related to the racial structure of Hungary. Hungary in 1990 is

a place where 97.8% of the population was ethnic Hungarians, “thus,

person-to-person contact with native Anglophones was minimal” (Clément, Dornyei,

& Noels, 1994, p. 419) and English was considered by most students as an ordinary

school subject. Their lack of opportunities to use L2 led to their lack of integrative

orientation (Warden & Lin, 2000). Similarly, Cheng, Warde, and Chang (2005) in

their study of Chinese ESL learners in Taiwan also found no evidence of integrative

motivation. Liu (2007) and Pae (2008) found that learners of minimal contact with

native English speakers in China and Korea showed no inclination of integrative

orientation. Kormos and Csizer (2008) explained that English has become a world

language so that it is not easy for L2 learners to find a specific L2 group for language
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identification. Moreover, that the world has formed a global English-speaking

community also affects L2 learners’ development of integrative and instrumental

orientations. For example, some learn English to fit into the global English

community. Kormos and Csizer said, “as a consequence of English becoming a world

language, the pragmatic benefits deriving from being able to speak this language and

the attitudes to the “Word (sic) English” community have become intricately linked,

which has rendered the separation of integrativeness and instrumentality

problematic.” (p. 331). However, Dornyei (2003) argued that one can be integratively

motivated even without close contact with L2 members or an identification with the

L2 communities. “The identification can be generalized to cultural and intellectual

values associated with the language” (p. 6) in the society. The emergence of both

integrative and instrumental motivation is also confirmed by some studies (Chihara &

Oller, 1978; Masgoret & Gardner, 2003).

Nonetheless, some studies particularly-emphasized the significance of

identifying the instrumental motivation. For instance, Li (2006) investigated

motivational factors and found that Chinese students learning English informally in

Britain possesses strong instrumental orientation and are greatly affected by external

factors, such as learning goals. Kim (2009) studied the relationships between learner

anxiety and motivation in second language acquisition with 59 Korean female
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students in one college where English was taught as a mandatory subject and found

that learners possessed a high degree of instrumental orientation. Gao, Zhao, Cheng,

and Zhous’ (2003a, 2003b, 2004) study which involved 2, 278 undergraduates

learning English as a second language from 30 Chinese universities in 29 provinces

found that these students exhibit orientations, some of which fall into the instrumental

category, including (1) immediate achievement, (2) going abroad, and (3) individual

development. Immediate achievement refers to learners’ motivation for pursuing

higher academic success or reaching the requirements for graduation. Going abroad

includes learners’ wishes to study abroad or seek opportunities for immigration or

jobs. Individual development refers the learner’s motives of acquiring language

competence for a better job or a higher social status. Dornyei and Csizér (2002) even

found seven factors affecting language learning achievement: integrativeness,

instrumentality, attitudes toward L2 speakers, cultural interest, vitality of L2

community, milieu, and linguistic self-confidence, which again confirm the existence

of both types of motivation.

Brown (1994) and Liu (2001) both addressed that Gardner and Lamberts’

integrative/instrumental motivation construct is basically compatible with Deci and

Ryan’s (1985) intrinsic/extrinsic construct. Chamber (1999) also argued that intrinsic

and integrative motivation constructs manifest a similar individuals’ internal
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disposition (though the inner desires might be slightly different), while the extrinsic

and instrumental motivation exhibit features of external incentives. These two

motivation constructs affect each other interchangeably. Some scholars even argued

that learners’ motivation is neither integrative/ instrumental or intrinsic/ extrinsic; it

should be considered a continuum, where the learner moves from one level to the

other (Finocchiaro, 1984, cited in Calvin, 1991). However, Brown (1994) states that

most learners are equipped with a combination of both types of motivation

(integrative, instrumental). Both types of motivation are important in the researches’

eyes.

Motivating L2 Learners in Language Classroom

Though there are a number of theories discussing the components of motivation,

the consensus is still not yet reached (Keblawi, 2009). Mativation is one affected

factor of learning (Krashen, 1981), which can be used to explain the causes of some

human behaviors (Dornyei, Csizer, & Nemeth, 2006). No matter how many types of

motivation are identified or theories are proposed, students initiate their acts of

learning and increase their involvement in situated learning activities for knowledge

development (Peri, 2011). Lin and Warschauer (2011) stated that motivation is needed

that for learners who intend to advance their language skill and achieve higher
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language proficiency. Motivated learners are more likely to achieve success of

learning success, and unmotivated ones easily become weary, bored, distracted,

uninvolved or frustrated (Peri, 2011).

It is necessary to gain insights about learners’ motivation and their attitudes

toward the learning of second language (Calvin, 1991). Just by knowing what

motivation is and the types of it is not enough, instructors need to understand how to

motivate their students (Peri, 2011). Okada, Oxfod, and Abo (1999) maintain that

language teachers should have careful observations and provide classroom activities

that can foster their students’ engagement and motivation. Past research has confirmed

that the students’ learning motivation is highly related to their situated classroom

environment and activities (Ur, 2005; Ellis, 2008). For example, one’s prior classroom

learning experiences, and the teacher’s behaviors including the ways of teaching and

his/her favorable/negative attitudes toward students all affect the student’s generation

of learning motivation (Chastain, 1988). Celce-Murcia (1985) maintains that an

appropriate language classroom should raise learners’ motivation and interest as such

compelling power is indispensable to those who are willing to indulge him/her in the

acquisition of L2. A classroom with a motivating classroom atmosphere caters

students’ need and meets their expectation.
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Other motivating strategies include creating a friendly atmosphere, bestowing

learners a sense of achievement and confidence, encouraging their participation,

linking their interests and needs to their study, and bringing authentic real-life

learning situations to the class (Dornyei, 2001a; 2006). Schmdt et al. (1996) pointed

out that students will be drawn by the activities that they consider contributory to their

personal goals. Take Yamada and Moeller’s (2001) study for example, activities such

as pen pal project can facilitate the learner’s integrative motivation, leading to

language improvement. A pen pal program allows the learners’ to raise their interest in

the target language community and culture which enhance their integrative motivation.

Calvin (1991) suggests that teachers can invite guest speakers of the target culture,

create scenarios that require students’ use of real-life skills, and bring target culture

objects to the class to increase students’ interest and positive attitudes towards the

target community; these strategies are helpful in heightening the students’ integrative

motivation.

Some have specifically pinpointed the role of teachers in promoting the students’

learning motivation. For example, Dornyei (2001a) mentioned that a teacher’s duties

should include observing, identifying what accounts for his/her students’ language

learning motivation, and then applying varied teaching strategies to enhance students’

motivation. Peri (2011) mentioned that teacher’s job is to characterize their classes
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with some qualities such as the expertise (knowledge and preparation), empathy,

enthusiasm, and the clarity which fosters learners’ motivation. Latham, Winters, and

Locke (1994) suggested that language teachers could help students to set appropriate

goals. They held that a clear learning goal allows the students to know how to act,

behave and be responsible for their academic learning. A clear learning goal is the

projection of the students’ mental desire which affects his/her generation of

motivation. Ghanea, Pisheh, and Ghanea (2011) also pointed out that in order to better

understand why language learners are motivated, it is necessary to know their ultimate

goals as well as their purposes of language learning. Oxford and Shearin (1994) also

noted that setting a clear learning goal exerts great influence on one’s development of

L2 learning motivation. The correlation between setting a clear learning goal and the

enhancement of one’s learning motivation has been elucidated by Dornyei (2001a). A

clear learning goal, according to him, exhibits the characteristics of drawing learners’

attention to activities contributory to their achievement of the goals. Some also

suggested that involving students in the decision-making process prompts their

learning motivation; when learners are bestowed with more autonomy, their

motivation raises. Ushioda (1996) concluded that autonomous learners are more

motivated ones. Dickinson (1995) also added that students’ learning motivation can be

effectively enhanced through giving their autonomy some encouragement;
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autonomous learners tend to have better control over their endeavor and are overall

more responsible for their study.

In line with the above statements, it is also important for language teachers to

motivate their students engaged in learning L2 writing. Some scholars find that

writers constantly face problems in their learning of L2 writing. These problems

somehow cause a decrease of their learning motivation. For example, amateur writers

often encounter the problem of lacking clarity in writing, and hence feeling

demotivated in the lengthy process of revising. Schunk (2003) suggested that teachers

could improve the problem of writers being de-motivated by posing models or

strategies to help writers to gain clarity in the revising stage. Teachers can ask

students to state the purpose of writing, and to self-evaluate whether their writing fits

the purpose; they can also be encouraged to read aloud their writing to see if it is

comprehensible to peers.

Motivating and De-motivating factors in L2 Classrooms

A number of studies have investigated the problem of de-motivation. Dérnyei

and Lambert (1972) stated that the understanding of de-motivation reminds language

teachers the problem of latent factors which deteriorate learning. Doérnyei defined L2

de-motivating factors as “specific external forces that reduce or diminish the
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motivational basis of a behavioral intention or an ongoing action” (2001c¢, p. 143).

Ushioda (2003) described de-motivation as it emerges when learners’ classroom

motivation is “controlled, suppressed or distorted by external forces”, and the

instigated negative feelings such as boredom, reluctance or dissatisfaction start to take

control over the positive learning atmosphere (pp. 93-94). Many researchers claimed

that examining de-motivating factors within the L2 classroom is just as important as

raising learners’ motivation (Chamber, 1993; Oxford, 1998), and Dérnyei (2001a)

stated the phenomenon of demaotivation is quite pervasive in language classrooms.

The motivated learners in L2 classrooms sufficiently involve themselves in the

processes of learning yet the less-motivated or the de-motivated ones exhibit a low

degree of involvement and willingness in their pursuit of academic achievements

(Kikuchi, 2009; Ushioda, 1998; Ushioda, 2003). Dérnyei (2001a, 2001b) mentioned

that L2 learners easily become de-motivated and due to a variety of reasons. For

example, Nikolov in her study found that the reason that her students considered

themselves unsuccessful and de-motivated was caused by their negative learning

experiences in the language classroom (pp. 90). Although factors that decrease the

learners’ motivation that vary across the individuals and their situated learning

environment situations, some factors can be found quiet universally. For example,

Gorham and Christophel (1992) and Christophel and Gorham (1995), about
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two-thirds of the students’ de-motivating factors are positively related to their

teachers’ messy instructional styles or negative attitudes such as criticizing students in

class.

Chamber (1993) and Oxford (1998), for example, found that learners tended to

develop negative feelings towards teacher’s unfriendly attitudes (e.g., some teachers’

vicious criticism on the students) or teachers’ failure to satisfy the students’ academic

learning needs (e.g., some teachers’ ineffective instruction; some teachers’ indifferent

attitudes toward students in class). Kikuchi (2009) studied the demotivation factors

among Japanese high school students in classroom and found that the students were

de-motivated by factors such as the teachers’ behaviors in the classroom, their

teaching methods, their assessment criteria, their negative attitudes towards their

students’ language learning, and their use of ineffective teaching materials. Dornyei

(1998, cited in Kichuchi, 2009, pp.455-456) conducted interviews on 50 secondary

school students studying English or German as a foreign language in Budapest. Nine

salient demotivating factors were found in the study, including (1) the teachers’

personalities, attitudes, ability, and teaching methods; (2) the inadequacy of school

facilities; (3) the fear of failure; (4) negative attitude toward the target language; (5)

the reluctance of taking mandatory courses; (6) the influence of other languages; (7)

negative attitude toward the situated target language community; (8) The peer’s
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influence; (9) textbook-related issues.

In order to know how language learners’ de-motivating factors are developed,

Song (2006) conducted interviews on 16 language instructors and 22 ESL learners

who failed to pass an ESL writing exam. The results showed that teachers and learners

held different attitudes toward the students’ learning failures. The teachers tended to

attribute the students’ failure to their insufficient competence of L2; nonetheless, the

students tended to attribute their failures to their social backgrounds, family-related

factors such as the family’s financial situation, not giving enough time for the

complement of school assignments, negative feeling towards the teachers, the

negative value on finishing the course assignments, and their use of wrong learning

strategies. Nonetheless, most of the students agreed that they could be motivated if

their teachers could increase the frequency of holding teacher-student conferences and

could be more sensitive to their psychological well-beings.

Although some argued that being de-motivated does not mean that one has lost

his/her other positive motives (Dérnyei, 2006), negative and positive motives do exert

influences upon individuals simultaneously. As long as one’s positive motives Stay

operational, his/her learning won’t cease. Researchers studying L2 learners’

motivation tend to emphasize the problem of demotivation as well as the teacher’s job

and responsibilities and to relate these to the students’ L2 learning (Aria, 2004;
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Dornyei, 2001a; Hasegawa, 2004; Kikuchi, 2009).

Demotivation Factors in L2 Composition Classrooms

In academic second language acquisition domain, writing is usually the last

language skill to be taught in language classroom; and this may due to the difficulties

and complexities of L2 writing (Hamp & Heasly, 2006, cited in Tuan, 2010). And as

past researchers have observed, L2 writers often face constant difficulties and thus

become demotivated in the composing processes. The difficulty and the complexity of

second language writing was elucidated by Hedge (2000), who emphasized that the

completion of a piece of writing involves a set of individual’s complex cognitive

manipulation; the composing process usually requires activities such as planning

(selecting a topic which writers feel comfortable to deal with, considering the purpose

of writing, genre, target readers, and goals); revising (reformulation of the drafts:

correction of grammar mistakes, replacement of phrases and arguments), and

producing a “reader-based” (considering readers’ stances) piece (Flower & Hayes,

cited in Hedge, 2000, p. 307). Becoming a skilled L2 writer requires the writer to get

immersed in complex processes of memorizing, planning, text generation and revision,

which is a demonstration of the writer’s problem-solving ability (Flower et al., 1999).

Writers of lower L2 proficiency often struggle with these steps; many of them stop
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trying if they are not able to handle the overwhelming pressure of writing (Bereiter &

Scardamalia, 1987).

According to Hedge (1991), L2 learners’ writing processes and the academic

requirements they are faced with in the classes make them fail to get motivated in

regular writing practice. Langan (2005) explained that the writing processes of this

group are complicated due to a lack of fulfillment. Shaughnessy (1977) even

described this group as “messy’” writers (p.222). In the class, learners are asked to

transfer their knowledge and ideas into words to meet the academic requirements.

However, some may feel this composing process torturing and far from a sense of

enjoyment. Nunan (1999) stated that one difficult task faced by many language

learners is their failure to compose reader-based proses that show clarity and

coherence. Educational researchers who analyzed this problem concluded that second

language writing is a heavy load for L2 writers for it requires their constant

modification to convert their thoughts into written pieces clearly and effectively. For

those who lack L2 writing competence, they may be demotivated (Bereiter &

Scardamalia, 1987; Cumming, 1989; Beare, 2000). This may answer why Harmer

(1992, p. 53) concluded that writing is a relatively “challenging” task for most second

language learners.
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Writing is an indispensable and “fundamental language skill” necessary for the

second language learner (Tuan, 2010, p. 81). Ina L2 classroom, language teachers are

obligated to instruct language learners to be proficient L2 writers (Wilson & Trainin,

2007). Being competent in L2 writing is one essential skill that college students

especially English major ones should acquire. Because of the important role that

writing plays in L2 learners, prior researchers tend to emphasize L2 writers’

improvement of writing competence (Glazier, 1994, cited in Tuan 2010, pp.81).

Though writing seems to be a challenging task to many L2 learners, learner

motivation plays an important part. Prior studies have confirmed that a high degree of

learner motivation contributes to one’s performance of L2 writing (Alsamadani, 2010;

Yuehchiu, 2010). Some researchers found that learners with higher motivation have

better L2 writing performance (Atay & Kurt, 2007; Cheng, 2001; Leki, 1999).

Miller, Adkins, and Hooper (1993) and Perry (1998) have mentioned that

low-achieving learners need a high degree of intrinsic motivation in order to complete

writing tasks successfully. Even though second language learners’ maintenance of a

high degree of motivation seems to be a solution to the problem of writing difficulty,

they don’t generate writing motivation easily. Many de-motivating factors hinder their

composing process. They easily become demotivated in the composing process and

lose ideas and incentives for writing for a variety of reason (Bryne, 1991). Tho (2000)
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explained that non-native writers may not be able to generate sufficient ideas for

writing; due to their lack of competence, they may even have nothing to write. Raimes

(1985), in order to know factors that deteriorated L2 writers’ motivation for writing,

observed unskilled second language writers and found that L2 writers’ low writing

proficiency and their teachers’ indifferent attitudes caused their de-motivation in

writing. When the teachers showed indifferent attitudes toward the students, the

students’ motivation for writing dropped saliently. Tuan (2010) observed 85 second

year college students and found that the academic requirements and time pressure

they received accounted for their demotivation for writing. If the writing task was

time-consuming and the students were not given much time to work on it, they tended

to feel pressured and were less willing to complete it. Additionally, Alqurashi (2001)

found that whether the writing topic met the students’ interest also affected their

writing motivation. Ifthe writing topics were unrelated to the students’ personal life,

the students felt less interested in completing the task. Alqurashi also found that they

also showed less motivation if their instructors did not give insightful feedback on

their written pieces.

Many L2 writers don’t feel comfortable about receiving many error corrections

or constructive comments from their writing instructors. They may feel negative when

receiving critical feedback from their writing instructors about their writing pieces
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(Hamp & Heasly, 2006, p. 2, cited in Tuan, 2010). The above statements indicate the

need to increase our understanding of L2 writers” demotivation and how these

demotivation factors affect their attitudes toward second language learning (Dornyei,

2001a, 2001b).
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CHAPTER THREE

MOTHODOLOGY

This chapter presents information about the research participants, their situated

research context, the researcher’s ways of data collection, types of data sources, and

procedures of data analysis.

Participants

The researcher, due to no access to available research participants, approached

one of his professors (Professor Carrie, a pseudonym) for help. Professor Carrie

introduced two sophomore students who showed interest in participating in the study

voluntarily. To abide by research ethics, the researcher adopts the following measures.

First, all the data will be kept in a safe place and will be used only for this study.

Second, the research participants’ names will also be kept confidential; pseudonyms

will be assigned for each participant. According to the participants’ program policy,

they are required to take English composition class two hours a week. This study will

thus focus on their sophomore English composition course.

Data Collection Procedure and Instruments

The present study highlights college English-majored students’ motivation

for L2 academic writing by following the purposeful sampling: the researcher

approached two sophomores in one English composition class in one private
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university in central Taiwan with one professor’s help. Details of the two research

participants are provided afterwards.

To investigate (1) college students’ learning orientations toward L2 academic

writing and (2) salient motivating and de-motivating factors which affect their

attitudes towards their taking of composition class and their L2 composing processes

three research questions were raised to guide the study: (1) What individual goals or

orientations held by the research participants dominate their learning motivation for

L2 academic writing? (2) How do they develop these goals or orientations? (3) What

factors are considered by the research participants to be saliently motivating or

de-motivating in their L2 writing processes?

The present study collected data from the following sources: (1) classroom

observation; (2) multiple semi-structured interviews with the participants; (3)

teacher-student writing conferences; (4) the participants’ writing samples. A consent

letter (shown in Appendix B) was signed before the researcher started to collect the

abovementioned data.

Classroom Observations

The researcher plans to observe the research participants’ learning behaviors and

attitudes in their composition class. The interview questions will feature their
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emergence of writing motivation, such as how they generate ideas for the assignments

and how they initiate interaction with peers or the instructor in the classroom. Since

one’s motivated behaviors reflect his/her motivation for language learning, classroom

observations may provide evidences that confirm the participants’ vibrant motivation.

Given that a learner can not be considered a motivated one if he/she shows a

favorable attitude or goal towards L2 learning but does not engage him/herself in the

classroom activities (Maclntyre, 2002), the researcher holds that the participants will

be gradually familiar with their teacher’s instructional patterns leading to classroom

interaction. The classroom observation data will allow us to better understand how the

participants respond to the course content as well as the instructor’s lecture/questions.

In order not to bring discomfort to the research participants’ classroom learning, the

observations will be not videotaped nor be audio-taped. Instead, the researcher will

write down the observed phenomena in the observation fieldnotes. In addition to the

above data sources, the data of teacher-student writing conferences will also be

collected. For this part of data, audio-taped is used. Observing the teacher-student

writing conferences will provide clues pertaining to the participants’ self-perceived

de-/motivating factors.

49



Interviews

To maximize the findings, semi-structured interviews will be conducted. The

research will develop interview guides. The interview guides are developed to

understand (1) the orientations held by the participants towards their learning of

second language composition and (2) specific classroom-related factors affecting their

wiring motivation in the composing processes.

The participants will be interviewed respectively and each interview will be

recorded. Depending on their personal preference, they can use English or Chinese to

answer the interview questions. The semi-structured interview guides are listed in

Appendix1. The interview data will be used to identify the participants’ orientations ,

including integrative/instrumental orientations and attitudinal factors.

The interview questions will be divided into the types belows by following

Lynch’s (1996) model.

First, the casual questions. This type of questions aims to ease the tension of the

interview. The researcher plans to break the ice by casually asking the interviewee’s

school life, through which the purpose of the interview will be explained. Other

questions of this type also include their concern or questions about this study. The

researcher hopes that the interviewees can feel free to express their thoughts and

concern through the use of casual questions. Second, general questions. This type of
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questions feature the interviewees’ general opinions about their classes. An example

of such type of question is how they feel about their composition class and their

composition teacher. Third, specific questions. This type of questions allows the

researcher to go over the questions in hand on the list for the interview. They will be

asked whether they have very strong motives or orientations towards the learning of

L2 writing. How do they develop their orientations? If they possess instrumental

orientations, the researcher will continue to ask them to specify the sources of

orientations and their ways or experiences of developing these. If they mention any

discomfort towards the L2 writing class or any salient factors which positively or

negatively affect their attitudes toward the learning of L2 writing, the researcher will

also ask them to specify. Fourth, closing questions. This type of questions is to have

the interviewees express their suggestions or future plans about the class they are

taking. This is also the phase where the researcher can wrap up the interviews and

give thanks to the participants for their timeand reflection.

The analysis of the interview data will follow the procedures recommended by

Bogdan and Biklen (2003). The researcher will generate coding categories and place

relevant pieces of words or phrases into each category. Since the study intends to

investigate writers’ orientations towards L2 academic writing and have referred to

some motivational constructs such as intrinsic/ extrinsic motives and integrative/
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instrumental orientations, the coding of the first group of research questions will be

based on these (e.g., writing with an instrumental/ integrative orientation). If the

orientations the participants provide don’t fall into any of these categories, a new

category will be created. This first group of coding should suffice the first and second

research questions. Also, the study will investigate the situational and task -oriented

de-/motivating factors and understand how these factors affect the participants’

attitudes and motivation toward the learning of L2 academic writing; hence the

possible coding categories will include items such as de-/motivating factors in the

classroom setting/written exercise/teacher/peers, etc, and participants’ description will

be added below each category. This second group of coding should suffice the third

research questions.
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CHAPTER FOUR
RESULTS AND DISCUSSION
This chapter is divided into the case of Allen and Lily for further discussion; the
results answer the research questions. In terms of Allen, his future career interest,
personal experiences, the teacher’s instructional styles and feedback types, and the
classroom atmosphere played significant roles in the development of his L2 writing

motivation.

The Case of Allen

Future Career as an Instrumental Orientation

Allen mentioned that the reason that he wanted to work harder on L2 writing was
related to his planning of future career. As he recalled, he first realized that English
writing is an important skill when he was helping out his friends who were troubled

by English writing. He said as follows,

My friends often asked me to help their English writing assignments since they
were not English majors and did not receive much English writing training
before. Because of that, they did not have a clue about developing an essay.
Throughout helping them, I thought that English writing can be an important
strength in my future career development (12.19).

Allen considered English writing an important skill for his career development as
“it will be helpful for my future job... maybe business proposal.” He explained why
learning L2 writing is helpful in his life: “if I can be good at English writing, I won’t

have future challenges like others” (12.19).
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Personal Interest as a Motivating Factor

According to Allen, writing topics related to his personal interests or prior

personal experiences were favored by him:

I think some topics were interesting, and made me feel that...I was more
involved, for example, once | had a topic of writing about Taiwanese songs, |
think it was the genre of compare and contrast. | was so involved that | even
finished the outline in the class and shared it with the whole class. When | was
developing the outline for those interesting topics, | think I could work on them
much faster and put more thoughts on them (12.11).

Allen stated that such kind of topic often aroused his desire to complete the
writing of the essay soon. However, he also-explained why some topics were less

interesting to him:

Sometimes | feel less motivated to write about the topics that are not really
related to my personal life. For example, once we were asked to develop a topic
about school bullying. I really had no idea where to begin and had a hard time
thinking about what supporting examples | could provide. | never experienced
bullying so | had no interest in writing about school bully issue. For a topic like
this, I had to spend a lot of time searching for statistics, which was not fun
(12.11).

Teacher’s Instruction as a Motivating Factor

Allen’s motivation for writing was also influenced by the three composition
teachers he had in his freshman and sophomore years. His writing teachers’
instructional styles and classroom activities greatly influenced his attitudes and
motivation towards L2 academic writing. More specifically, when the teacher’s
instruction was organized and systematic, he was more willing to learn academic
writing skills; he also felt more motivated when the teacher provided clear instruction
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about the take-home assignments. He commented as follows,

If the teacher does not provide clear instruction of how to proceed the writing
topic, it will be really de-motivating even if | am interested about the topic.
Particularly, if I don’t know how to work on it, I have to do a lot of reading to
solve the idea vagueness. Sometimes | would turn to teacher for help directly
when | felt unclear about what to write. However, not all the teachers always had
time to solve my doubts. Because of that, writing might become demotivating

(12.14).

Allen considered his first composition teacher an organized and systematic one,
for he clearly introduced the structure of L2 composition. He mentioned that the first
composition teacher always taught them how to begin with each writing topic and did

not give them much pressure. Allen described his first-year composition class below:

In my first-year study, I met my first composition teacher, who was great, fun,
and has depths. He used to be a journalist, so he was always systematic and
professional in teaching. He always used PowerPoint slides to show statistics,
and he really gave us a lot of examples to develop our thoughts (12.14).

He appreciated this teacher’s effort in shaping the students writing ideas and
described his teaching “systematic, careful, and awesome.” In his eyes, when this
teacher taught topic sentences, he would clearly introduce different kinds of topic
sentences, and explained why some topics sentences were problematic. He also kept
reminding the students their writing problems. This gave them clear ideas how to
avoid making mistakes. The following quote shows how Allen’s first composition

teacher demonstrated the writing examples:

This teacher always reminded us some details. For example, he once said that we
could use statistics for our persuasive essay yet he also reminded us that, some
statistics were too old to be convincing to readers. He wanted us to pay attention
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to the effectiveness of our statistics data use. H recommended us to search for
recent statistics data, particularly those within two years. He considered such
statistics data more persuasive (12.14).

That Allen’s writing motivation could be heightened may be attributed to the

instruction of this composition teacher, who helped the students practice writing step

by step. For example, he would asked the students to write only a paragraph in the

class as a way to form the whole essay. He concluded that this teacher’s development

of writing ideas and his use of handouts as a reminder of the students’ writing

progress check made him “gradually accumulated and developed L2 writing

competence.”

Difterent from the first composition teacher, the second composition teacher’s

unstructured style of teaching demotivated Allen’s L2 writing. The second

composition teacher’s instruction was not as well-organized as the first composition

teacher. And this has caused Allen some confusion. A lack of systematic instruction

affected Allen’s motivation for L2 writing. He gave one example about this second

teacher’s composition instruction:

She often said things out of blue, and switched topics without noticing us. She
also kept changing her teaching style, which confused us in the class. We could
not follow and understand her instruction. She might talk about how to develop
your body paragraph, but in the next second, she suddenly switched her talk to a
recent car accident. How was that relevant to our writing assignment?
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In Allen’s eyes, his failure to develop L2 writing skills demotivated his learning

of L2 writing. He felt like losing ideas about writing since this teacher refused to

accept his writing no matter how hard he tried to revise. The teacher’s refusal to him

eventually made him passive and negative.

As for the third teacher, Allen described her a “patient, kind, helpful and positive

instructor” (12.14):

She is pretty nice, who doesn’t get angry easily. And the most important of all,
she gave us a lot of feedback on our writing pieces, and she allows first, second
and final drafts in the composing processes. (01.05).

In Allen’s eyes, the third composition teacher tried to help the students shape

their writing plans in the class. She asked them to finish the assignment outline

or topic sentence writing in the class. He was impressed by peer review activity they

did in the class. He thought that peer review offered him a chance to re-evaluate his

writing problems when he failed to find them by himself. He considered such kind of

classroom activity a helpful one for his development of L2 writing.

Positive Writing Feedback as a Motivating Factor

Another affected factor of Allen’s L2 writing motivation is the teachers’ feedback,

including how and what a teacher expresses his/her feedback of the student’s written

pieces. According to Allen, his first teacher usually gave him a lot of constructive
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feedback. He said, “his feedback allowed me to have a clear direction. He worked so
hard on our writing pieces that motivated my L2 writing” (12.14).

As for the second teacher, Allen mentioned that she was the first teacher that held
teacher-student writing conferences. However, the writing conferences conducted by

this second composition teacher did not really help him much. Allen explained below:

She was not supportive. She never gave me concrete suggestions for my writing
pieces during meetings. Her feedback on my writing pieces was mostly general,
not specific. She always said that my writing lacks clarity, and when | asked her
how I can improve the problem, she said that | should figure this out on your
own, and then | was speechless. She always said that my writing is full of
Chinglish, but when I asked her to point out the specific Chinglish parts, she
refused, but she always called me a Chinglish writer. She seriously lowered my
motivation for L2 writing; at least | never wanted to work harder in those six
months (12.15).

Different from his unsatisfactory experiences in the second composition
teacher’s writing conferences, Allen held a more positive attitude toward the third
teacher’s writing conferences. His contrasting attitude toward teacher-student
one-on-one writing conferences was mainly caused by the teacher’s attitude toward

the student’s writing.

She (the third teacher) would also have conferences with us. Though she pointed
out my Chinglish problem, she never showed any mean attitude. Instead, she said
that most Taiwanese students had similar problems. She showed me my
Chinglish and told me how I can improve them”. Allen mentioned that “I can
clear my doubts of writing throughout attending this teacher’s writing
conferences. There were times | could not understand her feedback, but I could
ask her directly in the meetings (01.05).
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Additionally, the third composition teacher provided him lots of constructive

suggestions that allowed him to improve his writing quality, which eventually

heightened his L2 writing motivation. He said, “sometimes I had problems working

on my conclusions or summaries and she would give me suggestions.” In his eyes,

this teacher was also the most patient one, who would keep asking students in the

writing conferences whether they could understand her comments. This teacher also

corrected his grammatical errors and inappropriate expressions such as wording or

Chinglish. As long as he followed the teacher’s feedback for revision, he usually

could receive high grades in the subsequent drafts. Because of that, the lengthy

revising process was no longer a frustrating task to him.

Allen’s positive experiences of writing conferences made him value the use of

such instructional strategy as a facilitator heightening the student’s L2 writing

motivation. Allen concluded the positive effects of one-on-one teacher-student writing

conferences: “When I could not understand the teacher’s written feedback,

teacher-student writing conferences offered me chances to gain clarity.” An effective

teacher-student conference talk offered him chances to ask questions for clarity,

leading to his revision.

The following is an example of the teacher-student conference talk between

Allen and his third composition teacher. As seen in the following dialogue, the teacher
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explained her comments and grading criteria clearly, and tried to act supportive in

clearing Allen’s thoughts.

T: Good, Allen, this is your assignment, feel free to take a look at my feedback.
Allen: (laugh) So many mistakes.
T: But the good thing is these are minor mistakes.
Allen: What do you mean by the minor mistakes?
T: Minor mistakes, which means, about your wording, yes, | will tell you and show
you. (The teacher point to some part to show Allen her so-called minor comments).
Allen: I always have some problem about this.
T: Because | feel in terms of your ideas, that's very good.
I think you a lot of thoughts, and you know what you're going to talk about, so
those arguments, are pretty strong, and pretty convincing to me as a reader.
But my only concern is about, so you know, | wanted to give you 80, but then |
minus it to 78, because you know, I think, if these wordings, like, can be improved,
that will make this.
Y ou know, when readers reading your article, easier, you know, to comprehend,
yeah. so that's why | will show you .
Like, for example, "I will suggest that they should wear the uniform."
You can just make it more concise, by saying “I suggest they wear uniform”
something like that.
And then, for example, like this "Finally, the students must wear the uniforms to
help strengthen the security of the school."
So for example, you said that, "the security of the school," we can just make it like,
how can | say, school security, actually, I changed it into, "campus safety" for you.
So which means, instead of saying "the security of the school”, so many words,
right, we just make it, easier, and shorter, like, "campus safety"” or "school
security," something like that.

And even like this, "the students must wear the uniforms,” we can just say "wearing

uniforms allows the school to maintain campus safety."
I changed it shorter.

I'm not saying that long sentence is wrong.

I'm also not saying the short sentence is better.

I'm just saying, like, how to make our style, our voice, our sentences more concise.
Sometimes, concise can make readers easier to understand, because the thing is
we're using English as our second language. right?

So sometimes, we already have grammatical problems in writing our second
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language. If we even have such kind of wordy problem, then our readers will have
more difficulties to understand.
That's why | just suggest you know, you can just try to train yourself.

Allen: Ok.

Classroom Atmosphere as a Motivating Factor

Allen, compared with his other classmates, participated quite actively in the

classroom discussion. He would volunteer to share his argumentative essay ideas

when the teacher asked the class whether anyone of them wanted to share his/her

essay ideas. Allen thought that most of his classmates were passive, silent, and

reluctant to speak in public. However, he held a different attitude toward classroom

participation: he was willing to speak in public for he thought that his composition

teacher provided an inviting classroom atmosphere that valued the student’s voice.

This motivated him to participate the classroom talk actively. He said as follows.

Compared with my classmates, | was more willing to share my thoughts or to
speak out my voice in the class. I was not afraid of criticisms. In my opinion, if |
can receive comments from others, it is actually quite helpful for my
improvement of writing. You won’t need so much time for revision. Moreover,
this composition teacher was nice. She wouldn’t give any mean comments. |
think overall I pretty enjoyed the composition class and felt motivated to write in
class (01.10).

The following excerpt is from the classroom observation fieldnotes, in which

Allen spoke voluntarily while other students showed no much enthusiasm in

participating in the classroom discussion.

The composition teacher asked everyone to work on an outline for their
argumentative essay assignments and to brainstorm ideas by approaching
classmates sitting around them for discussion. The topic was “Public school
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students should/should not be required to wear uniforms.” Allen followed what
his teacher asked them to do by initiating the talk with a classmate sitting next to
him. He asked him for the viewpoints of his essay outline and expressed to his
classmates some doubts he had related to the given topic. He then wrote down
some points in his outline.

About 10 minutes later, the teacher asked the class whether they still needed
more time. It seemed that most students hadn’t finished drafting their outlines yet
so the teacher decided to give the students more time for outline drafting. Then
Allen talked to one classmate sitting next to him about other concern he had
related to his outline. He asked, “I cannot find a proper example for my arguable
point. Do | need some questionnaire data to support my idea? But it is
impossible. Can we have a poll in the class? Is that possible?” He then tried to
add some details to hisarguments, he then read aloud his supporting sentences to
his classmate: “uniforms belong to the young generation, it’s not only a symbol
of unity, and ...you look young in uniform!”. After his classmate told Allen that
his first arguable point was well-rounded and embellished, he seemed to be
satisfied. He then moved to work on other arguable points.

30 minutes after the start of the outline drafting activity, the teacher asked the
students to stop writing and tried the classroom discussion. She asked several
students to share their arguments with the whole class by writing down the
arguments on the blackboard and asked other students to respond to these
arguments. She asked them whether these arguments are persuasive or logical to
them and wanted them to think critically.... After the classroom discussion was
over, the teacher asked whether anyone wanted to volunteer to write their
outlines on the blackboard. Allen raised his hand. He walked to the blackboard to
write his outline. After finishing writing it, the teacher asked Allen what kind of
argumentative essay pattern he used. Allen replied that he used the pattern C,
which was one argumentative essay pattern listed in the textbook. Then the
teacher asked the class whether anyone wanted to comment on Allen’s outline.
At this time, Allen returned to his seat. As soon as he returned his seat, one
classmate asked him if she could borrow Allen’s outline for reading, and Allen
said yes.
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The Case of Lily

Future Career as an Instrumental Orientation

In terms of Lily’s case, it is found that her academic writing performance and L2
writing motivation were affected by her future career consideration, personal
perspectives, the teacher’s feedback, and the instruction (including the classroom
atmosphere). Lily reported a strong instrumental orientation dominating her
motivation for the learning of L2 academic; she considered English writing an
important instrument in her future workplace. In fact, one motive of Lily’s mastering
of L2 writing skill was her plan to study abroad in the future. The following interview
data explains why Lily developed a strong instrumental orientation towards the

learning of L2 writing:

“English writing is a helpful and powerful instrument, if you are a good L2
writer, you have bigger chance to win a career opportunity. In order to get a good
job in the future, I need to master L2 writing skill and have a thorough
understanding of the essence” (01.01).

The emergence of such a strong instrumental orientation was partly an influence
of her father’s advice to her that English writing is a useful tool for one’s future career.

The following interview data showed this.

“My father influenced my opinion about L2 writing a lot. He told me that being
competent in English writing is a powerful instrument for survival. Though my
father speaks lousy English and I can’t understand his accent, he said that if I can
write a decent, convincing, and persuasive English proposal to your future boss, |
am likely to be very successful in the future, just like him” (01.01).
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Teacher’s Feedback as a Motivating Factor

According to Lily, a sense of audience is an important motivating factor for
her writing and learning. She thought that it mattered when her pieces could be
evaluated by a reader other and felt highly motivated for organizing her writing ideas
when her piece could be read and commented, including the teacher or the peer.

Teacher’s feedback was particularly beneficial since she could know how to improve.

It matters when my writing can be read by others, if | have no readers, | have
no motives to write anything, and readers’ perspective means a lot to me... I
value highly my readers’ comments or feedback. That is why I am always
eager to read teacher’s feedback. Actually, I care less about the grades;
teacher’s constructive comments are my priority. Even if I get a high grade, I

still want to know why | deserve it (01.01).

Lily considered a teacher’s feedback an important motivating factor for her L2
writing; she always expected the teacher to share his/her thoughts about her writing.
In the class observed, one-on-on teacher-student writing conferences were also
conducted. Lily thought that such an instruction was a great opportunity for her to

find out her teacher’s further viewpoints.

I expect the teacher to share how she thinks about my written works. Every
time we have teacher-student conferences, | try to grasp every second to ask
further questions about my writing. I think the teachers’ viewpoints really
matter, and teacher’s feedback has been really helpful to me in terms of
making improvements in the composition class. Teacher’s feedback really

pushes me to move forward (01.02).

The excerpted dialogue below is the writing conference between Lily’s
composition teacher and her; the talk was about her argumentative essay writing. As

seen, Lily tried to clear her doubts and gained more feedback from the teacher, and
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the teacher, on the other hand, tried to cater her needs with constructive comments.

Excerpt 1

Lily: So if I want to know the worst part of, huh, my words part of writing, what

would you suggest?

Teacher: If you, [paused for 3 seconds], if you what?

Lily: I want to know the worst part of my writing! Maybe just in argumentative essay.
Teacher: If | really have to say, maybe, | guess, | would say concise, be concise about
your explanation, because how can | say, there are sentences | already know
what you are going to talk about. Of course you tried to make your explanation

more, | mean fuller explanation. Then you think that will allow readers to
understand, but sometimes | feel if your sentences are already complete, and the
ideas are also conveyed clearly, then you don't really need more. Something,
basically [then, interrupted by Lily].

Lily: So that's the most important part | should change?

Teacher: Right, other than that, | don't really see the problems.

Lily: That's too much praise for me.

Teacher: Something like that. Okay, for example [The teacher pointed somewhere in
Lily’s writing], I deleted this opposing sentence. | feel that you don't need so
much explanation. Anyway, by means of reading, I will know what mean.
because that's why this, well, some people [The teacher pinpointed the sentence
to Lily] may argue that, anyway, bla bla bla. So from this, | already know, okay,
this "however" used by you has shown that you do not-agree, which means your
opposing side, so you don’t need to explain or say again later.

Lily: Is it like too Chinese style?

Teacher: Yes, right, so | said to some of your classmates, and when we say redundant,
for example, students like to say, in-my opinion, | think, yes, but again, that is
considered redundant, because in Chinese we can say like that, FFF &2k, &
%, but (in English) that already means the same thing, so that is why it is
redundant and so wordy!

Teacher: Right. Any other questions?

Lily: No, thank you so much. (12.28).

Classroom Atmosphere as a Motivating Factor

Lily participated actively in the classroom discussion: she grasped chances to
talk about her thoughts in the classroom discussion and the group discussion. In her
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eyes, her peers in the composition class were somewhat passive, negative, and
unwilling to share their thoughts in front of others. Different from them, she held that
being active in the classroom discussion is necessary to her writing development.
When the teacher held the classroom discussion, she tried to participate actively. The
following interview data showed how Lily valued active participation in the

classroom discussion.

I am quite used to group discussion. My group discussion experiences could be
traced back to my senior high school days. I like to express my ideas in public. |
think discussing is quite helpful to generate thoughts and to eliminate ambiguity.
Sometimes when 1 feel that | am too subjective, | turn to hear others’ voices.
Since we have to finish our essay after the classroom discussion, I think I may
develop ideas more easily if others comment on my writing plans or ideas.
Unfortunately, in my composition class, most classmates are passive. They
seldom respond to the teacher’s questions, so I try to volunteer to take the lead
(01.10).

The following example retrieved from the observation fieldnote data showed

how Lily volunteered to take the lead in the classroom discussion:

The composition teacher asked everyone to work on his/her essay outline by
following the guidelines on the textbook. Lily initiated conversation with her
classmates to discuss her arguments and tried to add more explanation in support
of her arguments. She asked her classmate sitting next to her, “I think this
viewpoint is not convincing enough. Should I change it? What about the other
one?” In the next fifteen minutes, she continued to fix her arguments and
exchanged her ideas with others till she found herself quite satisfied with her
outline.

The composition teacher started to walk around the class to find some students
willing to share their outlines and arguments with the class. Some classmates
were asked by the teacher to write their arguments on the blackboard. Lily
scrutinized them and then she started to discuss with her classmates her thought.
After that, Lily started to compare the arguments she wrote in her outline with
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those written by others on the blackboard. The teacher asked the class, “Look at
these arguments. Any comments? You can discuss with others and also think
about what patterns of argumentation they are.” Lily seemed to figure out the
answer, so she raised hand and said, “I think the first argument is wonderful. |
like the last argument in particular since it is reasonable and neat.

The demotivating factors of Lily’s L2 writing can be found on the teacher’s
attitudes towards the students, the classroom atmosphere, and the classmates’ learning
attitude. The following provides a clearer analysis.

Teachers’ Instructional Attitude as a Demotivating Factor

The composition teacher’s attitude is-another reason causing Lily’s demotivation.
This demotivating factor did not exist in her sophomaore composition class but her
freshmen composition class. In Lily’s eyes, she considered her freshmen composition
teacher’s instructional attitude “a waste of time” (01.06). Unfortunately, this past
experience somehow affected her motivation for learning L2 writing. She said as

follows.

My freshmen composition teacher never asked us to work on anything, not even a
single piece of essay, which is unlike the present teacher who would usually
assign us with necessary written tasks; the previous teacher never gave us
homework. I went to her class, but couldn’t learn anything; I literally spent one

year working on nothing (01.06).

Lily added that the teacher’s grading criterion in her freshmen composition class
was not clear enough and was also not based on the quality of their writing. As she

recalled, the students were not given clear grading criteria:

I have no idea how she graded our overall performance because we never did
anything more than listening to her reading of the textbooks. She hated us to skip
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the class. If you never skipped her class, you could receive a high grade. But the
problem was that we still did not have many things to write. | started to learn how
to write essays in my sophomore composition class (01.06).

The worst of all, what Lily remembered was that her previous teacher never taught

them any L2 composition skills.

We never needed to write an essay, and we didn’t have any homework;
sometimes she asked us to finish the written exercises on the textbook in class,
but she just went on reading another paragraph in the textbook and never asked
us to share our works or explain anything about the exercises, we almost found it
meaningless to perform those written exercises (01.06).

Lily continued to mention how her freshmen composition limited the students’

chances of performing L2 writing, which had caused her a demotivating attitude

towards L2 writing. She expressed her disappointment and demotivation as follows,

In the freshmen composition class, I only worked on the writing of short
paragraph in the midterm and the final exams and that was it. The worst part was,
in the midterm and final exams, I didn’t receive any written or oral feedback, but a
grade only, which means that I never had any chances to make improvements or
get any constructive suggestion (01.06).

In Lily’s recall, the only activity related to L2 composition she had in her

freshmen composition class was the peer review, yet peer review in that class was

rough and vague:

We seldom had a chance to do peer-review, and | remembered that we only
peer-reviewed a few paragraphs in the class. However, since those paragraphs
were short, we found the review sheet impractical. At that time we checked all the
items very soon, put several yes on it, and it became our peer-review grades.
However, our composition teacher wouldn’t explain or comment anything about

our peer review (01.06).

Classmates’ Attitude as a Demotivating Factor

In Lily’s eyes, most of her classmates did not seem to care much about
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developing their L2 writing competence; her current composition teacher also did not
seem to push students to work hard. Her peers’ passive attitude toward L2 writing,
according to Lily, “somehow affects my attitude towards the learning of
composition.” Lily said that her classmates considered high fluency in speaking to be
more important than that of writing, so they only valued the learning of English oral

communication skills.

If you are good at speaking fluent English, your classmates and even the teachers
would value you highly as a competent second language learner. For example, if
you can answer teacher’s questions fluently in front of the whole class, you will
be a highlight in the class. And professors also favor those who can speak proper
English in the class. However, if you are only good at writing, no one would even
notice your existence. Because of that, even though I think writing is

important, it is less motivating for me to work harder on it (01.04).

Lily commented that her classmates’ demotivation for L2 writing might stem
partly from the students’ negative attitudes towards receiving writing assignments and
yet partly from the teacher giving in too easily. These demotivated Lily as she was not

happy to see herself surrounded by passively-learning peers and not-so-strict teacher.

“Sometimes some of my classmates would complain directly in front of the
teacher that they feel tedious and weary of receiving extra writing assignments in
the class, and the teachers seemed to compromise very soon by not giving us
extra assignments. Sometimes | asked my classmates whether it is okay not to
have so many assignments since | worried about this, however, they never seem
to be bothered. What was worse, they tended to develop a very negative attitude
toward the teacher if they received written exercises, homework, or assignments.
| felt like a victim situated in such kind of learning environment, but there was
very little that | could do. | was also afraid that my teacher might have a bad
impression on me and | also do not want to sabotage my relationship with my
classmates. To be honest, | do not have the courage to give my teacher any
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suggestions in person or intend to change the situation. I just followed the class”
(01.04).

Lily described that there was a vicious cycle caused by her classmates’ laziness

and the teacher’s easy-to-compromise attitude.

The thing is, the teacher eventually try not to give us many written assignments
after the rest of my classmates expressed such an expectation from the class.
Even if I wish to have more writing practices, | eventually did not receive many
assignments to work on. However, | really do not want to do extra practices that |
won’t receive the teacher’s feedback. Hence when I did not have any incentives
for writing such as the failure to receive the teachers’ comments or grades, I lost
my motivation for English writing (01.04).
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CHAPTER FIVE

CONCLUSIONS

Summary of the Major Findings

Dornyei (1972) explained that learner motivation contains the following

components: learner orientation (which refers to the reasons behind one’s action and

goal); learner’s attitude towards the target language and the learning situation; the

actual effort. The present study found that the two participants had strong instrumental

orientation affecting their motivation towards the learning of L2 writing: The major

salient factors affecting their attitudes toward and the amount of time/effort spent on

L2 writing include their personal experiences, their teacher’s instructional styles, their

teachers’ feedback, and the classroom atmosphere.

In terms of learners” orientation, findings of this study showed that the

participants had relatively strong instrumental orientations, implying that their

purpose of learning was utilitarian. In spite of utilitarian-driven purpose of learning,

all kinds of motivational orientation have positive effects on learners’ motivation for

language learning (Chen & Warden, 2003), which echoes prior researchers’ (Teweles,

1995; Lukmani, 1972) claim that instrumental causes affecting language learners’ L2

writing is potent to their language learning.
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Findings of this study accord with prior studies that Taiwanese students learning

English language are prone to instrumental orientations. Similar to Tsai and Chang’s

(2013) findings that Taiwanese college students tended to be affected by instrumental

orientations rather than integrative motivations in learning English, the current study

also found the same thing on the participants. Warden and Lin (2000) claimed that

integrative motivation did not seem to exist in Taiwan’s foreign learning context,

implying the greater impact of instrumentality on Taiwanese students’ language

learning. They also claimed that Taiwanese students were more easily provoked by

instrumental gains instead of integrative ones due to the fact that English tended to be

treated as a classroom mandatory subject. Taiwanese students thus had less chance to

experience integrative gains and to construct identity in their situated communities

(Lai, 2013). In light of this, this study holds that a teacher’s understanding of his/her

students’ orientation of language learning is necessary: the teacher’s increased

understanding of the students’ possible learning orientations will allow his/her

amendment of course syllabi, curriculum and instruction to meet his/her students’

needs more.

Regarding the salient factors affecting the participants’ L2 writing motivation,

this study also found salient motivating and demotivating factors, which include the

participants’ prior learning experience, their teacher’s instruction, their teacher’s
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feedback on their writing, and the classroom atmosphere. As described in previous

chapter that the assigned writing topics affected greatly the first case’s writing interest,

a topic allowing the student writer’s employment of personal experiences heightens

one’s motivation. Given Ddrnyei’s (2001a, 2001b) and Ur’s (2005) suggestion that

interesting teaching materials and classroom activates arouse the students’ learning

motivation, this study suggests that college writing instructors may place more

emphasis on selecting topics that not only interest the students but also allow them to

employ personal experiences in writing.

As for the category of teacher factor, findings of this study showed that writing

instructors played a great role in affecting their students’ writing motivation. Though

the research participants have encountered varied types of composition teachers and

received different composition instruction and styles before this study was conducted,

they addressed the same concern towards the teacher factors affecting their writing

motivation: they both held that if the teachers’ course content could be presented

clearly and organized systematically, their sense of engagement also got increased. On

the contrary, if the teacher failed to meets their satisfaction at the aspect of developing

their L2 writing competence, their motivation for L2 writing also dropped. In addition

to the teacher’s instruction, the teacher’s feedback also played a dominant role in

raising their motivation for L2 writing. When the teacher’s feedback provided
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information desired by them, their learning attitudes and behaviors also became

positive. Prior studies have found that many students favored their teachers’ use of

written feedback and considered it a useful way to gain their writing competence if

the teacher’s feedback contained necessary linguistic guidance or correction (Fang,

2010; Richmond, 1999). In most students’ revising of their L2 writing, they often

revise based on the teacher’s given feedback since the teacher’s feedback provides a

guideline allowing them to know what to add/delate/remove/change/rewrite. The

students know that they have more chances to get a satisfactory score if they follow

the teacher’s feedback well. This indicates the important role that teacher’s feedback

plays in students’ processes of writing (Ferris, 2003a; Hyland, 2003; MaGarrell &

Verbeem, 2007).

Moreover, as shown earlier that the research participants favored one-on-one

teacher-student writing conferences prior to revising their drafts, this also indicates

that the students’ motivation for learning 1.2 writing is heightened when the

composition teacher appropriately informs the students of their progresses, strengths,

and weaknesses of writing. In this study, both participants clearly stated that

teacher-student conferencing was a good way to help them persist their motivation.

Teacher-student one-on-one writing conference provides chances for the students to

clear their doubts and to add clarity to what they read and write (MaGarrell &
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Verbeem, 2007). Such form of writing instruction encouraged the students’ continuous

revision of drafts, leading to a reinforcement of their motivational intensity. To sum

up, when a teacher provides constructive feedback and appropriate course content, the

students’ motivation of L2 writing increases; when a teacher fails to make these

attempts, his/her students’ learning motivation lessens tellingly.

As for the factor of classroom atmosphere, both the participants reported a high

degree of peer passivity and insufficient engagement in the classroom activities.

However, not many prior studies addressed the seriousness of this issue nor did prior

studies extend the discussion of this issue to language learners’ development of

motivation. Young (1999) stated that a tense classroom atmosphere is a salient

demotivating factor for students’ learning motivation and performance. An instructor

should be responsible for creating effective learning atmosphere to promote his/her

students’ learning motivation (Tsai & Chang, 2013). This study suggests future

researchers explore peer passivity: whether or not peer passivity is a motivating or a

demotivating factor in the students’ learning and how such passivity affects an

instructor’s teaching and the students’ learning motivation.

Pedagogical Implications

As for the pedagogical implication, it is been noticed by numerous experienced
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language teachers and researchers that creating a language learning environment that

meets the students’ learning needs for the heightening of their motivation is a

teacher’s rudimentary job (Cheng & Dornyei, 2007); failure to do so may affect

students’ involvement in the course content and classroom activities (Noel, Pelletier,

Clement & Vallerand, 2000). An effective learning environment provides students

with motives leading to the increase of their intrinsic motivation (Deci & Ryan, 1985).

Teachers should design materials and activities that conform to their students’

orientations and needs (Chia, Johnson, Chia, & Olive, 1999).

The fact that Taiwanese students seem to lack L2 learning motivation may be

caused by the evident teacher-centered instructional method and curriculum design

(Chu, 2003, cited in Tsai & Chang, 2013). The present study found that the

participants’ motivation is affected by instrumental orientations; they relied on their

teacher’s dominance of teacher-student interaction and classroom talk. Such low

motivation might impede their acquisition of L2 writing skills in that low motivation

may result in their reluctance in performing in written exercises. A teacher’s

enthusiasm in presenting the instructional materials also has a potent impact on the

students’ motivation (Stipek, 2002). To promote their learning motivation, a teacher

should have a thorough understanding of his/her students’ learning needs so that

he/she knows what can heighten the students’ L2 learning motivation and can find
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ways to enhance the quality of his/her curriculum and instruction: they need to know

what tasks are appropriate for their students (William & Burden, 1997) as a lack of

clarity and organization of their instruction may sabotage their students’ motivation.

Limitations of the Study

Influenced by Gardner’s (1972) and Dérnyei’s (2001a) motivation theories that

motivation is a key to one’s successful language learning (D6rnyei, 2001; Gardner,

1985; Noel, Clement, Pelletier & Vallerand, 2003), the current study observes two

college students’ L2 writing motivation, particularly their integrative/ instrumental

orientations and motivational attitudes towards their situated classroom setting,

including their composition teachers’ instruction, course content, and their learning

processes. It is hoped that this study paves the way for future research.

However, as a case study, this study has several limitations. First, there were only

two research subjects participating in this study; they were sophomore students from a

private university in central Taiwan. These have indicated that the findings are limited

to participants who present similar learning profiles and cannot be generalized to

students of different backgrounds or levels. Secondly, although this study collected

data from multiple sources, this study failed to conducted interviews on the

participants’ composition teachers. Additionally, the researcher also failed to analyze
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the participants’ writing samples; there was no discussion of their writing

performance even if the researcher collected their writing samples. These limit our

understanding of how their writing motivation is reflected on their written texts.

Recommendations for Future Research

The researcher suggests future researchers to (1) recruit composition instructors

as interviewees to provide further information to enrich the research finding; (2)

include a larger population or have a cross-case comparison such as comparing

high-achievers and low-achievers; (3) include a wider range of social context for a

better understanding of how contextual influences are related to language learners’

motivation (Chen & Warden, 2003).

To sum up, to maximize our understanding factors affecting L2 writers’ learning

motivation and demativation, a fuller investigation of motivational research should

continue to go on. Motivation is a significant, personal, learning-related factor that

needs more local researchers’ attention, particularly college students’ L2 writing

motivation in Taiwan. English teachers in Taiwan should be encouraged to find

efficient ways to motivate their students.
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APPENDICES

Appendix A: Interview Guides

Questions for each individual interview:

Questions related to »  When was your first time to write English
experiences in composition? How do you describe the experience?
English writing »  Does your prior learning experience in composition |
affect your learning attitudes? If so, in what ways?
» Have you feel being or not supported by the current
composition instructor or the learning environment?
How does that affect your motivation in writing?
» How do you prepare for required writing assignments?
» Do you enjoy the composing processes, at what
aspects?
Questions related to » Do you write in English often? Please describe your
integrative/intrinsic writing experiences in and outside of class. What is the
orientations difference of your attitude between writing as an
assignment and writing as a leisure activity?
> Ingeneral, which language do you write more often,
Chinese or English?
> What does English writing mean to you?
» How do you feel about writing in English?
» Among the genres you have practiced, what genre
intrigues you most?
Questions related to » Do you think writing is important? At what aspects?
instrumental/extrinsic | » Do you think it is necessary to learn English writing?
orientations » DO you often see the benefits of being good in

English writing, except for getting high marks in the
composition class? How do these affect your
performance in the writing class?
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Appendix B: Consent Letter
Dear participant:

You are cordially invited to participate in a research project conducted by
researcher Ryan Chen on Taiwanese college students’ research paper writing.
| am investigating this because this study can help language educators and
researchers gain a better understanding about Taiwanese college students’
English composing strategies, problems, processes, motivation and
development in academic context.

Your participation is voluntary. Taking part in this project is entirely up to
your free will, and no one will hold it against you. Basically, you will be asked
to (1) provide all the writing pieces you had written in Tunghai English
program class and (2) participate in several one to one interviews. The
interviews, depending on your preference and convenience, can be conducted
either in English or Chinese. The interviews will be conducted in face-to-face
contexts. The interview data will be recorded/saved and transcribed.

To ensure the confidentiality of your personal information, your name will not
be disclosed. A pseudonym will be created for you. The data will also be kept
in a secure place and will only be used for this study. Should you have any
concern or questions regarding this research project, please feel free to contact
me at doublethrough@hotmail.com

Sincerely,
Ryan Chen
Foreign Languages and Literature Department

Tunghai University

B. Consent Statement(s)

| agree to participate in this project.

Signature Date 2015/
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