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1 Introduction and theoretical background

Motivation is undoubtedly an essential element \wdrg teacher’s teaching practice,
yet this is an issue that poses a problem on & Hagis in the classroom. Ample research has
suggested different ways of motivating studentseton; however, it is only recently that
researchers and educators have started to corteeotrahe classroom. This paper intends to
describe the self-motivating and self-regulatingtsigies of two successful adult language
learners on the basis of qualitative data in theehof being able to present valuable
conclusions adaptable to classroom situationst, Fite relevant literature and the method of
data collection will be discussed, then the findimgll be described, and finally tentative, and
hopefully instructive, conclusions will be drawnoag with some suggestions for further
research.

1.1 Motivation and the self

The notion of motivation has been associated witt studied in connection with
several factors in language learning over the year®ng which the self is a relatively new
concept in second language education researchvaioth has traditionally been researched
with quantitative methods, usually focusing on dinéecedents of the construct, and/or linking
it to the linguistic outcome. This has changedhe past few decades, thanks, first and
foremost, to Crookes and Schmidt's (1991) semiradep and the ensuing debateTihe
Modern Language JourndDxford, 1994; Oxford & Shearin, 1994; Dornyei 94®; Gardner



WoPaLP Vol. 2, 2008 Mezei 80

& Tremblay, 1994a, 1994b). This change of perspechas been called the ‘educational
shift’ (Dérnyei, 1998, 2001b) and is concerned wiitle necessity of focusing more on the
classroom to understand motivation in context asstmearning takes place in that

environment in most countries. This shift has aésulted in a new view of the teacher’s role
in the classroom: his/her motivational force hasdoee the focus of attention, and the
techniques or strategies used to motivate his/heteats have also sparked interest (e.g.,
Dornyei, 1994a).

Comparing Gardner's (1985) early conceptualisatitbrmotivation, which defined
motivation in terms of effort, goals, and favoueahilttitudes, to Dornyei’s (1994a) tripartite
system (language level, learner level, learningasion level), it is apparent that the latter
embraces more components such as the advancebi@vexoent and attribution theories of
motivation, extrinsic and intrinsic factors, thencept of self-efficacy, and context-specific
issues. This conceptualisation is a complex antoetde one, and is of great importance
when considering the conceptualisation of self-lesgon (see Section 1.2).

One of the self-aspects, self-efficacy, which i®’erbelief in one’s capabilities to
exercise control over actions (Bandura, 1977, 198#uences behaviour in a variety of
ways. People with higher self-efficacy set highevalg challenges, they have higher
commitment to these goals (cf. goal theories), dit@ybute their failures to insufficient effort
instead of lack of cognitive abilities (cf. attriimn theory), they consider themselves capable
of carrying out action (cf. expectancy-value th@pand they do not withdraw from action in
the face of difficulty (Bandura, 1994).

According to Kuhl (2000), motivation depends on #wadf-system of the individual.
Kuhl (1981, 1984), in the belief that even highfsdficacy or motivation might not be
enough for the individual to launch action, inclddself-regulatory processes in his
motivation theory, the Theory of Action Control. i¥htheory holds that self-regulatory
abilities are necessary to enact intentions, aatidtiategies play a crucial role in the actions
to take place (Kuhl, 2000).

A new milestone in motivation research happenednwtie factor of time was
recognised to be an essential component of mativatThis line of research is of interest
because of the realisation that motivation is nstadic concept but one that changes over
time, sometimes within the course of one Englistede (Dornyei, 2001b). Ddrnyei and
Otté’s model (1998) is not the only one incorpargtithe time element in a model of
motivation, but this is definitely one of the mastmplex ones, including three phases, and
several motivational influences and action sequenitevas this model that Dornyei (2001a)
built the model of Motivational Teaching Practice, @and which inspired him to collect 35
macrostrategies (broad categories or types of @ubival strategies) teachers might use to
motivate their students to learn, with altogeth@® Inicrostrategies (concrete motivational
strategies in each broad category). This extensiection of practical suggestions will be
discussed below.

Motivation research did not stop evolving at thanp, however. In most cases, L2
research has benefited from psychological reseaacil this was also the case with
motivation (see expectancy-value theories, selt®ffy theory, goal theories, self-
determination theory, and achievement theory innRér (2001a) for an overview). The
notion of the self has found its way into L2 resbaand more specifically into L2 motivation
research. Dornyei (2005, in press), drawing on hig@1987, 1996), discusses motivation in
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terms of the possible, ideal and ought-to selvesptdposes the L2 Motivational Self System,
which comprises the Ideal L2 Self, the Ought-to3&lf, and L2 Learning Experience, and
which explains motivation by closing the gap betweae’s actual and ideal self (Csizér &
Kormos, in press; Kormos & Csizér, in press). lis tiespect, this model can be considered “a
model of self-regulation” since it can explain mration in terms of goals (the ideal self),
monitoring (the discrepancy between the actual thiedideal self), and choices (reactions,
decisions as to how to refine goals, and plannifgse elements are viewed as the phases of
self-regulation (Pintrich, 2000).

1.2 Motivation and self-regulation

Self-regulation and self-regulated learning havelear-cut definitions across studies
(Molnér, 2002a), most probably because it is a idinfiensional construct which is difficult
to describe (Pintrich, 2000; Doérnyei, 2005). Evémre tterms and associated derivatives
researchers use to label the notion are confudogkaerts, Pintrich, & Zeidner, 2000b)
ranging from autonomous learning, to self-plannedriing or self-education, even self-
efficacy (Hiemstra, 2004). Most definitions defiself-regulation as a capability or capacity
(e.g., Lemos, 1999; Molnar, 2002a; Réthy, 2003pa process (e.g., Pintrich, 2000; Hoban
& Hoban, 2004). Other interpretations include seljulation as purposeful learning (Molnar,
2003), strategies (Pintrich, 1999), behaviour (Lemt999), or even an amalgam of “self-
generated thoughts, feelings and actions” (Zimmern2900, p.14). A broad and a more
detailed definition are presented here in ordertfa@ reader to be able to compare and
contrast different viewpoints. Ddrnyei (2005) definself-regulation broadly as “the degree to
which individuals are active participants in theiwn learning” (p.191). Pintrich’s (2000)
definition, on the other hand, is more complex, lioitg some of the construct’s
characteristics and building blocks (i.e., phases):

a general working definition of self-regulated Hag is that it is an active,
constructive process whereby learners set goalth&r learning and then attempt to
monitor, regulate, and control their cognition, mation, and behavior, guided and
constrained by their goals and the contextual featin the environment. These self-
regulatory activities can mediate the relationsiigsveen individuals and the context,
and their overall achievement (p.453).

In spite of the terminological difficulties and @efional problems, there are a number
of common features that can be identified acrogdies. Pintrich (2000) summarises these
common underlying elements of self-regulation alemg lines as follows:

(1) Self-regulated learning is pro-active and consivectthat is, the student is active
in the learning process.

(2) A prerequisite for self-regulated learning is tteggmtial for control. The students
are able to monitor the learning process, whica fanction of certain individual
differences.

(3) In self-regulated learning there are goals, cateand standards that help the
learner to modify the process of learning if needed

(4) Mediators have an important role in self-reguldtstning in that they are a link
between the learner and outer expectations, andekat actual and expected
activity.
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Dornyei (2005) at the same time emphasises thatdhstruct has several dimensions,
among which we can find cognitive, metacognitiveptirational, behavioural, and
environmental processes. Molnar (2002a) pointdimattthree main lines of research account
for these self-regulatory processes: studies enmgihgs cognitive and metacognitive
components, studies emphasising motivational atfd aed goal-related issues, and studies
emphasising socio-cognitive aspects.

It is also important to see how teachers charagtexiself-regulated learner and self-
regulated learning in general. These conceptsguieally represented along the following
lines:

(1) learning is student-initiated, and the studentsiptmtly carry out the task;

(2) students are autonomous and use efficient leastmategies;

(3) students are able to reflect on their work;

(4) self-regulated learners are typically interestetearning, able to set intrinsic and
personal goals, realistic about their own knowledmad love learning (Molnér,
2002a), they are also self-confident, diligent gefsistent (Molnér, 2002b).
Wolters (1999) adds that self-regulated learnessg@ss a wide range of adaptive
motivational beliefs and attitudes, which help the&lnect and control their
learning.

The concept of self-regulation is an important edamin teaching since through the
characteristics mentioned above teachers can igtgcand efficiently affect their learners.

It has been noted by researchers that self-regal&ia human characteristic everyone
possesses (Zimmerman, 2000; Molnar, 2002b), buttwhkhows different levels of mastery
across individuals (Zimmerman, 2000), thus, in tieispect self-regulation is an individual
difference factor, but one that can be improved Kbtchie, 2000). According to Winne
(1997), self-regulating strategies can be learrd tearying extent, but students need to be
instructed, and they need to be provided with plefitpractice and appropriate feedback in
class. Also, self-regulation is usually viewed asyele (Pintrich, 2000; Zimmerman, 2000),
and it can even be imagined as a continuum (Zimraerr2000; Dornyei, 2005) along which
students can be placed at each moment of leariiimg. way of modelling self-regulation
provides an explanation for the phenomenon of ‘tady ebb and flow of motivation”
(Dornyei, 2001b, p.16) as well as dysfunctionsedf-segulation (Zimmerman, 2000).

1.3Strategies in language learning

In discussing language learning strategies andestusklf-regulation, Dérnyei (2005)
points out that there are several inconsistenangls pgoblematic areas in strategy research,
especially the way the term strategy itself hagrdaued to the confusion, but on the whole
he concludes that “learning strategies constituteedul kit for active and conscious learning
[and] these strategies pave the way toward greatdiciency, learner autonomy, and self-
regulation” (p.195). Language learning strategres‘the techniques or devices a learner may
use to acquire knowledge” (Rubin, 1975, p.43), rdigas of the fact that researchers might
refer to the behavioural or the mental nature afrang strategies (or both), whether they
count as strategies or an approach, or how cordygidley are used (Ellis, 1994). Undoing
the confusion is not the aim of this paper, butiaey strategies are nevertheless an important
aspect of the teaching-learning process. In thitigg therefore, not only learning strategies
but also motivational and self-motivational stragsgwill be briefly reviewed.
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In the 1970s, the good language learner studiebifiRa975; Stern, 1975; Naiman,
Frohlich, Stern, & Todesco, 1978) gave rise to e learning strategy research because it
seemed likely that there might be techniques atesiies used by better language learners to
facilitate or help the language learning process, these were hypothesised to be teachable
to ‘poor language learners’ (Rubin, 1975). Diffaréaxonomies have been published out of
which those of O'Malley and Chamot’'s and Oxfordie ahe most important (Ellis, 1994).
O'Malley and Chamot (1990) distinguish metacogmeitiwcognitive, and social/affective
strategies, while Oxford (1990) differentiates betw memory, cognitive, compensation,
metacognitive, affective, and social strategiesarhing strategies are said to have a
“mediating role” between learner factors and leamédcome (Ellis, 1994, p.529). According
to Dérnyei (2005), the term self-regulation hadaeed learning strategy research, which can
be justified on the basis of the difficulty to cene of learning strategies. He also points out
that learning strategies, and what researchersitategies or techniques in general, are only
“surface manifestations” (p.195) of a complex isainéch is now known as self-regulation. If
we consider the various groups O’Malley and Cha®90) and Oxford (1990) created,
however, more or less the same dimensions are agedsas was described above in
connection with self-regulation: (i) cognitive antetacognitive, (i) motivational, self- and
goal-related, and (iii) socio-cognitive studies (N&r, 2002a). This shift has allowed
researchers to investigate motivational and sejiHegory issues from a broader perspective,
and also allows for a cross-disciplinary invesiigat(Dornyei, 2005; Boekaerts, Pintrich, &
Zeidner, 2000a).

Let us now turn to motivational and self-motivatinstrategies. Motivational
strategies “refer to those motivational influentiest are consciously exerted to achieve some
systematic and enduring positive effect” (Dérny2D0la, p.28). Motivational strategy
research gained its first insights at the turnhef 1980s and 1990s. The so-called educational
shift (Crookes & Schmidt, 1991) opened up the wayards more situation-specific research
breaking with the social-psychological paradigmt Nenying past research, scholars started
to focus more on the classroom and the events daklace there. Gardner's (1985)
conceptualisation of motivation was no longer seethe only way to conceive of motivation.
The everyday reality of the classroom seemed ttudeca host of variables quantitative
research had had to ignore before. Lists of adeic@ow to motivate learners appeared, and
research results indicated practical techniquestipnag teachers could use (see, for instance,
Brophy, 1987; Jones & Jones, 1990; and Good & ByppB94). Dornyei's (1994a) tripartite
system of motivation and the resulting motivatiosiategies were mentioned in Section 1.1.
The most comprehensive work related to motivatiatedtegies is that of Dornyei (2001a),
who, on the basis of the process model of motimaf{idornyei & Otto, 1998), created the
model of Motivational Teaching Practice. This fqirase cycle consists of the following
stages: creating basic motivational conditions,egating initial motivation, maintaining and
protecting motivation, and encouraging positiveragpective self-evaluation (Ddrnyei,
2001a, p.29). The 102 corresponding strategiearaexhaustive list of advice, but one that is
to be implemented step by step to become a “goodginmotivator” (p.136).

Doérnyei and Csizér's (1998) empirical study alsseatees to be mentioned. They
conducted a nationwide study to investigate howuldeachers think different motivational
strategies are and how frequently they use thasg¢egtes. The end result was the “Ten
commandments” for motivating language learnerss Bhildy shed light on several important
issues, one of which is that “no motivational ®gyt has absolute and general value”
(Dornyei & Csizér, 1998, p.224). Zimmerman (2000 &6rnyei (2001a) have also pointed
this out. Dérnyei and Csizér (1998) also found thatl-related issues are somewhat
neglected in the classroom despite the fact thatirtiportance of this issue is stressed in
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studies about self-regulation (e.g., Lemos, 199@trieh, 2000). The replication of the
Dornyei and Csizér (1998) study (Cheng & Dorny€i0?) has sadly stated the same about
goals.

The paradigm shift and Dérnyei’'s model (2001a) hawéh contributed to a more
profound understanding of everyday classroom evdrtey have also allowed us to gain a
deeper insight into the practice of teaching ang thelp us conceptualise what a motivating
teacher is like. It is not only the teacher’s sitwever, that is of importance when
investigating motivation and motivating studentsléarn. Recent research has started to
emphasise the importance of self-motivating stiage(Dornyei, 2005), which are also part of
Dornyei’'s (2001a) Motivational Teaching PracticdnisTis in line with research on the self-
regulatory processes mentioned above because tieyemphasise that it is the student who
is responsible for his/her own learning in the tfidace. Dornyei (2001a) divides self-
motivating strategies into five categories, namelgommitment control strategies,
metacognitive control strategies, satiation constohtegies, emotion control strategies, and
environmental control strategies, while Wolters 93P on the basis of factor analytical
results, mentions interest enhancement, performaetietalk, self-consequating, mastery
self-talk, and environmental control as part of iwattonal regulation and at the same time
predictors of the use of learning strategies. Rimt€2000) gives an overview of strategies to
control motivation and affect, while Réthy (2003)nsiders how the learning environment
can affect language learning motivation, and, ¢joseked to motivation and self-regulation,
what the key concepts of quality teaching are.

1.4 Summary

To summarise the complex interrelations that charse motivation and self-
regulation, and also the stages of the processlbfegyulated learning, | adapted Pintrich’s
(2000, p.454) conceptualisation to illustrate thinp Table 1 shows the areas for regulation
and the phases through which self-regulation iksexh

Areas for regulation

Cognition Motivation/affectBehaviour Context
1. Goal setting Goal orientation Planning time, Perceptions of
Forethought, Content knowledge Efficacy effort, self- task and context
planning, and metacognitive  judgements observation
activation knowledge activation Interest
activation
2. Metacognitive Awareness and Awareness and Monitoring task
Monitoring awareness and monitoring of monitoring of  and context
monitoring of motivation and effort, time, need conditions
cognition affect for help
3. Selecting and adaptingelecting and  Increase/decreas€hange/
Control cognitive strategies adapting effort renegotiate/leave

strategies of Persist/give up task or context
motivation and Help-seeking

affect
4. Cognitive judgements Affective Choice Evaluation of
Reflection  and attributions reactions and behaviour task and context

attributions

Table 1. Pintrich’s (2000) adapted framework of phases of self-regulated learning
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As the student is going through the four phasesetffregulation (first column of
Table 1), various actions and activities are redlisn the different areas of cognition,
motivation/affect, behaviour and context (column$ »f Table 1). That is how goals,
efficacy beliefs, strategies, etc. shape self-igal language learning behaviour. Pintrich
(2000) highlights that the various phases mighteamo play in a nonlinear fashion, and that
they are not necessarily separable. The cyclicalreaof self-regulation is also emphasised,
that is, the final phase feeds back to plannind,anew cycle begins.

2 Rationale for the research and research questions

From the brief literature review above, it is cléerw complex motivation and self-
regulation research is, and how intricately interam relations exist between and within the
participants of education, even if only the classnas considered. What is unquestionable,
however, is the fact that there is an increasinegdrier developing students’ self-regulatory
strategies and self-regulatory system (Molnér, 2002003), and also for mapping the
Hungarian situation (Molnar, 2002a). Researchemms¢o agree that students use self-
regulatory strategies by default (Zimmerman, 20@6|nar, 2002a), which is a good starting
point for this study. In Hungary self-regulatorysearch is in its infancy; mostly
guestionnaire-based studies have been done (Md08gb; Réthy, 2003), and classroom-
based qualitative studies are apparently lackingefeception is Nikolov’s (1999) study about
Hungarian pupils). As Pintrich (2000) puts it: “Theis a clear need for more descriptive,
ethnographic, and observational research on hoierdiit features of the context can shape,
facilitate, and constrain self-regulated learnif@493). It is this realisation that motivates my
research, that is, to describe and compare twaessfid (as judged by the teacher) language
learners regarding their self-regulation and seitimation. The focus is on four aspects: (i)
description of the learners’ self-regulatory systemnd self-motivating strategies, (ii)
identifying the sources of the strategies, (iiijding a link between the self-regulatory system
(including self-motivating strategies) and the nfestiation of its elements (behaviour), and
(iv) identifying possible similarities and differees between the learners. To investigate these
issues, the following research questions guidedtingy:

(1) What strategies do these successful students useotivate themselves and
regulate their own learning?

(2) What are the sources of these self-motivatingesgias?

(3) How does using these strategies shape the studemgsiage learning?

3 Method
3.1 Participants and setting

The two participants were selected because theycansidered to be ‘atypical’
language learners in the sense that they show ab@rage self-regulatory learning skills (for
details see Section 4). An atypical case in qualéaresearch is advantageous as the given
phenomenon can be investigated more thoroughlytfia2006), and it can contribute to a
more comprehensive picture (cf. critical case sargpDornyei, 2007), where the case can be
studied from several angles (Santha, 2006). ItIshioe noted that these students are atypical
considering language learners in general, buthareght to represent self-regulating learners
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appropriately on the basis of how Pintrich (2000) olnar (2002a, 2002b) describe self-
regulation and self-regulating learners. In additithey are successful in the sense that — in
my judgment as their teacher — they achieve mard,more easily, than average language
learners. Selecting these two students was dueneaience too since they are my students.
They participate in company English courses, ang thork in an environment where English
is a tool of understanding and communicating, dngs tboth contexts can be labelled as
‘business English environments’. However, the nta@mson why they were chosen was that
they have characteristics that harmonise with tings aof this study (purposive sampling,
Dornyei, 2007). The researcher’s being part ofdbetext where the research takes place is
common, more and more accepted, and cannot bedeoedia flaw as it does not bias the
results (Szokolszky, 2004).

Laszl6 (pseudonym) is a 29-year-old logistics @astsat a multinational company in
Budapest. Earlier he had learnt English in secgnsanool for two years but had practically
lost his knowledge by the time he started Englghimin summer 2006. | have been teaching
him since June 2006 in a group of two people. Heeiy much interested in English and
learning English, comes to the lessons with plegsasks questions, is not afraid of failure,
grabs every opportunity to learn new words (spambabcasts, films, etc.), does his
homework, and seems to have an overall positivieuddt towards the language (cf. good
language learner studies, Rubin, 1975; Stern, 18@8,Csizér & Kormos, in press; Kormos
& Csizér, in press). However, he primarily needglish for his work (instrumental reasons).
He is now at a lower intermediate level (when wartet, the group was labelled beginner).
We have two double lessons a week. Originally veetestt with one double lesson but the
students asked for the number of lessons to bed:ais

Betti (pseudonym) is 27 years old and works foraakbas a relationship manager in
Budapest. | have been teaching her in a group offtw one year. She has been learning
English for approximately ten years and spent aifsignt period of time in the US. At one
time her German was better since she had attendedaal grammar school where she had
learnt German intensively, and she had even pexfd@erman to English. The time spent in
the United States changed this, and now she likggigh very much. Recently she started to
attend German classes again. Due to her stay ghmeadEnglish is at a very high level: her
pronunciation and communication skills are excellaand her vocabulary is wide. Not
surprisingly, it is grammar where she needs moetie, but her ability in this area is
appropriate for the level (upper intermediate)cless she likes to practise the language areas
in which she, in her opinion, lags behind, andh&t $ame time she likes to keep the class
‘light’, that is, having a chat about issues urnedato business is welcome when she is tired
or has had enough of work. She likes the class#dehds to skip them for work-related and
sometimes personal reasons. Unlike Laszl6, Bets taher more intrinsic reasons for
learning the language: she likes it, and likesrigay it for the sake of the language. However,
her secondary reason is somewhat pragmatic, namoehe able to communicate effectively
and smoothly like a native speaker according tcskaese.

The two learners can be characterised on the lmstie data gained from the
motivational/attitudinal questionnaire (see Sect®@.3 and Appendices C and D). They
show striking similarities in their motivational @rattitudinal disposition in the case of four
scales: vitality of the language community (botidsints 4.5 points in the case of the United
Kingdom, and 5 points in the case of the UnitedeSba interest in the L2 culture (4.5 points
for Laszl6 and 5 points for Betti in the case @& tnited Kingdom, and 5 points in the case of
the United States for both students), milieu (Shfsofor Laszl6 and 4.75 points for Betti), and
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linguistic self-confidence (4.33 points for botlugents). They differ though in their attitudes
to native speakers. Laszl6 consistently scored igvaénts on the integrativeness scale (2
points as opposed to Betti’'s 5 points), and thiud# towards native speakers scale (3.33
points vs. 4 points in the case of the United Kmmmdand 1 vs. 4.33 points in the case of the
United States). The difference in integrativeness loe explained with the help of Dérnyei’'s
(2005, in press) L2 Motivational Self System, whibblds that the Ideal Self does not
necessarily comprise an identification aspect withiven language community (cf. global
English). The differences in attitudes towards veatspeakers, on the other hand, might
originate from differences in personality and légperiences in the sense that Laszl6 has
never spent a longer period of time abroad, whi&tiBhas. The 0.75 point difference in the
case of instrumentality (4.25 points for Laszlé @ngoints for Betti), however, cannot be
accounted for on the basis of a sole questionnh#ezld’s need for a good command of
English is more pressing, still, he is the one wbared lower on this scale, which, in fact, can
be considered high enough. This issue would reduitber qualitative investigation to reveal
hidden reasons. The English version of the motwvati/attitudinal questionnaire can be found
in Appendix C, while the results are presented ppéndix D.

3.2Instruments and data analysis
3.2.1 Interview with the students

In this study the way students regulate their le@rrand also the strategies the
students apply are in focus; therefore, the intevwvas the main instrument in order to gain
an insight through the students’ own words. A diftjuestions, which Patton (2002) calls an
interview guide, was devised on the basis of ttezdture, and also the participants’ context
was taken into consideration. The main source @f itfiterview guide was Pintrich’s
Motivated Strategies for Learning Questionnaire /@S Pintrich & De Groot, 1990). The
three motivational factors (self-efficacy, intriosialue and test anxiety) and the two cognitive
scales (cognitive strategy use and self-regulatibay identified served as the basis for the
guestions, which were first worded and ordered onnduitive basis. After this stage, an
expert was consulted, who gave useful advice abote to change certain questions to
enhance efficiency. The first interview also helgedefine the guide for the second round
and only slight wording changes were made in otdeglicit information more easily. The
first interview conducted with the advanced lewebdsnt lasted 36 minutes, while the second
one with the pre-intermediate level student lagtédninutes. Both interviews were carried
out in Hungarian and covered the following mairuess perceived language competence,
way of learning and preparing for tests, sourcesdfudents draw on to learn English, and
future plans to learn English (see Appendix A far interview guide).

The interview was the main instrument used in gtigly. However, only self-report
data could be obtained to account for the studdr@Baviour in terms of self-motivation and
self-regulation in the interview. To balance oustveakness, and to strengthen validity, the
classmate was asked about the students in eachmadsdservations were made (see below).

3.2.2 Questionnaire to the students’ group mates

An invaluable insight into the English learning happrocesses and sources of the
participants was expected from group mates. Foarosgtional and personal reasons, an
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interview was not possible in either case, butdh®up mates agreed to write down their
opinion. As a matter of fact this instrument coulat yield as much and as rich data as an
interview would have provided but it contributed ttee understanding of the processes in
guestion nevertheless.

The questions drew on four sources: (i) the MSLQredsrred to in the previous
section, (ii) the student interviews, (iii) theeliaiture review, and (iv) the researcher’'s
intuition. The questions concern the English languanowledge of the main participants,
that of the respondents (that is, the classmaths, filled in this instrument), a comparison
between them, a question about the attitude ofri@ participants and the possible source of
their knowledge. The five questions were introduséith a short presentation of the project,
and anonymity and confidentiality were guaranteedseveral occasions. The questionnaire
was in Hungarian. (See Appendix B for the questjons

3.2.3 Motivational/attitudinal questionnaire

The motivational/attitudinal questionnaire is anstardised and validated instrument
in the Hungarian context (Dornyei, 2001b). Althoughvas used in studies in a secondary
school environment for a large number of studemtsstatistical purposes, it seemed suitable
for use in this study for orientation, that is, gain an approximate picture about the
participants’ motivational and attitudinal dispasit Only the first two sections were used:
the first one is a 5-point Likert-type scale abdwue target languages (German, French,
Russian, English and Italian) consisting of 14 ¢joes, and the second section is about six
target cultures, which are the same as the langualgeve, but the United Kingdom and the
United States are separated. This part consistigdajuestions using a 5-point Likert-type
scale. There are eight further questions abouesssot related to languages and cultures per
se. Seven scales were aggregated: integrativeimssgjmentality, attitudes towards native
speakers, vitality of the language community, ie$éiin the L2 culture, milieu, and linguistic
self-confidence. It must be stressed again hetethiigaquestionnaire was used for orientation
only. The questionnaire was administered in Humgparlts English version can be found in
Appendix C, while the results are summarised in&jjx D.

3.2.4 Observation

The purpose of the observation was twofold. Onesaeavas ‘traditional’, that is,
prolonged observation is advised for qualitativeesrchers (e.g., Golnhofer, 2001; Ddrnyei,
2007), and this requirement was met since at the of the research | had been teaching
these students for more than one year. A secondmson was to ‘replace’ the teacher
interview. As the researcher-observer and the tyawrere the same in this project (c.f.
participant observation in Dornyei, 2007), no imiew was available with the teacher.
Prolonged observation, however, ensured rich dédasystematic researcher diary was kept
but notes about the students’ behaviour, learnirejegjies used and quotes were taken on a
regular basis, and a general overview was gaineid.also allowed for a richer description of
the participants and a more profound understandirtgeir actions and behaviour. The data
gained with the help of this instrument was usesgport results from the other instruments.
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3.2.5 Data analysis

Data were gained from student interviews, groupengaestionnaires with open-ended
guestions, a motivational/attitudinal questionnaral observation. Data triangulation was
thus ensured (Szabolcs, 2001; Szokolszky, 2004).akalysing the data, Molnar's (2002a)
framework, which was discussed in Section 1.2, agepted. It can be seen in Table 2, along
with the sources of data which can help answeqthestions.

Aspect of self-regulation Evidence from

1. Is learning student-initiated? Does the stu#tantv
what he/she should do to become more efficient?

2. Is the student autonomous? Does he/she find
(efficient) learning strategies?

3. Does the student reflect on his/her learning? Is
he/she aware of his/her knowledge/level?

4. Is the student interested in learning? Doeshke/s Interview, motivational/attitudinal
have intrinsic goals? guestionnaire, observation

5. Is the student realistic? Self-confident? Dititie Inte_rweyv, group mates: opinion,
Persistent? motlvatlonqllattltudmal

guestionnaire

Interview, observation

Interview

Interview

Table 2. Molnar’s (2002a) adapted framework fomdatalysis, and the sources of data to answentbgiqns

The information that can be gained from answerrggquestions in Table 2 can shed
light on the participants’ self-regulatory systerasgarch question 1). The sources of these
strategies are various, which is something theestisdtalked about in the interview (research
guestion 2). Observation is of help when analy$iog the system and the strategies affect
language learning behaviour (research questionTBg constant comparative method, as
suggested by Maykut and Morehouse (1994), was wstdther analyse data. With the help
of this technique, categories can be establishedeading the interviews thoroughly and
several times. Emerging categories can be addedaavibus categories can be merged if
necessary. Categorising data ends when re-reaghidg ko no more changes in the categories,
which cover the raw interview data.

4 Results and discussion

In this section, a thick description of the langaiégarners will be provided in order to answer
the research questions. Thus, the way the studelftsegulate their learning, the source of
self-regulating strategies, and also their languagening shaped by these strategies will be
described.

4.1 Self-regulation
In this section the strategies Laszl6 and Bettiduse learning English will be
described with the help of Molnar’s (2002a) adagtachework (see Table 2) along with how

they regulate their English learning behaviour.

1. Learning is self-initiated and the student knowsth do and how to do it in order to
become more efficient
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The fact that adults are not forced into a languaegeing situation is a good indicator
of whether their learning a language is self-itéith or not. The two participants both
mentioned in the interviews that they were learrfmgthemselves and they were not forced
to be in the English class: Laszl6 said, “I dooit myself.”, while Betti stated, “This class is
for me.” Laszlé’s case, as he is not a fluent comicator yet, is slightly different in that he
has an external pressure as well, namely, thatesammater he will need to demonstrate that
he has improved quite a lot. During the interviéws issue kept recurring (“I should be able
to speak here”, “I don’'t know how soon the big besmts results. He didn’t know | didn’t
speak English”, etc.).

Betti clearly expressed her view about efficienfthe class the way it is] is much
more efficient this way.” In addition, she was clea to what she should do to become more
efficient: “I know learning would be much more eféint if | could sit down to study at the
weekend.” She contemplated the issue for longet,ste had a ready answer as to how to
organise learning:

| would like to prepare [for the tests] like | wdlt down at home, revise the tasks, and
yes, | need to cram a bit, learn the words, ike ljoing back to secondary school. I'm
sure it would be easier to learn smaller amountso. I will try to sit down and study
regularly.

The fact that they attend an English course at tbempany was definitely self-
initiated in both cases, the way they study at hasnaccording to their wishes, and Betti
seems to be more knowledgeable as to what to d@¢ome more efficient. This was also
visible in L&szl6’s replies of “I don’t know” to vebus questions in the interview, which
occurred far more often than for Betti.

2. The student is autonomous and finds (efficientnieg strategies
The students talked about what they do and how dleiy when learning or preparing
for learning throughout the whole interview. Bettas more satisfied with her level and
knowledge of English, which might be indicative loedr being more proficient. They find
various sources they can exploit to learn; thestude colleagues, e-mail, TV, films, and
clients. (This issue is described in more deta$éttion 4.2.)

The question “How do you learn?” in the intervieancshed some light on their
autonomy. What was common in both interviews reigarthis issue is as follows: neither of
them reported the ability to cram or sit for longubs and learn words for instance; they need
a relaxed environment for studying at home: La$e#ds comfortable with some background
noise, and Betti likes to smoke; they first trydo the homework and if they need to, they
check their notebook only afterwards; if they urstiend something quickly, they tend not to
deal with it any more; they both need exampleserathan rules for better understanding; they
do not think there are boring parts in learning lishg they are visual types and that is how
they can find what they look for in their notebosk, they do not use any special organising
principles or keep separate notebooks and a voagblibok.

What is different, on the other hand, is that Lasehs not forced to learn a language
in secondary school and he blames the teachehigrwhile Betti achieved a very high level
of German in secondary school. Although they hameegthrough different life experiences,
they both realise that a good command of a langigmgeportant and they have seized the
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opportunity to learn English at the company. Thatsgies they use are detailed in Section
4.2.

3. The student is self-reflective and aware of hiskmawledge
Laszl6 talked about what he does with past testsy ‘to understand the mistake. But
often | immediately realise what was wrong when gay it ... several times it's a sudden
realisation.” He keeps the tests and checks whatwvang, that is, he analyses his learning
process and knowledge. However, he is not reakdtaut his knowledge. Betti, on the other
hand, is perfectly aware of her strengths and wesdes: “I know very well what [areas] |
need to improve”. She even gave specific examplawditionals, and business-related words.

There was one example of Laszl6 reflecting on laggurules and not his own
knowledge. As he asked his friend about these,ctse will be described in Section 4.2. An
example of rehearsal was also present in his at@dums preparation for class.

4. The student is interested in learning and hasmsid goals

Both students have both intrinsic and extrinsiclgfo&Vhat is interesting is that on the
basis of the overall impression about them througibservation, and the
motivational/attitudinal questionnaire (cf. AppexdD), it is intrinsic goals that seem to bear
more importance, but more instances were foundhéniterviews of extrinsic, rather than
intrinsic aspects, and sometimes a mixture of these following quotes give examples of all
three variations from the interviews. Laszl6 gawédence of extrinsic motivation: “if |
learned the job well here and | were good at Ehglisvould find a similar [and good] place
with a similar position.” He demonstrated intringimotivation when he said: “I'm interested
in [English]. As | said | would love to deal witEfglish] all day long for days.” Intrinsic and
extrinsic motivation can be observed in this quotat‘l do it for myself, and on top of that
the company pays for it ... | would mess it up forsely [if | didn’t come] and if they asked
why | didn’t know [English] | could say | was hew least.” Betti showed extrinsic
motivation: “I'd like to take a business Englisha@x;” and intrinsic motivation: “I fell in love
with English.” Some of these quotes also show hamttie students are interested in learning
the language.

5. The student is realistic, self-confident, diliggreysistent

Laszlé, the pre-intermediate level learner, is vixty realistic about his knowledge,
whereas Betti is. Laszl6 used expressions suchl’as riot at all [satisfied with my
knowledge]”, “I would like to know everything as@was possible”, “I don’t know anything”,
and so on. Betti said, “[I think my knowledge] isagl but there are some problem areas.”
Classmates supported these opinions: Betti's clagsisaid, “she’s really hardworking and
it's not difficult for her because this is almo#itel her second mother tongue”, and Laszlé’s
classmate highlighted “his thirst for knowledge’lsé, the interview question about how long
they would like to go on learning English reassurezlthat they are not likely to give up any
time soon but would like to carry on as long assfigie and as long as they do not judge their
English knowledge to be ‘good enough.” Their lirsiig self-confidence is 4.33 out of 5 in
the case of both of them (see Appendix D) accordimgthe motivational/attitudinal
guestionnaire; this figure is considerably high.

In conclusion, it can be said that these studemtsself-regulated learners to varying
degrees (cf. Winne, 1997; Zimmerman, 2000). Howeaepre-intermediate level student is

! Goal structures and properties are a complex jsstich is reduced to this dichotomy for the sake o
simplicity.
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not necessarily completely conscious, autonomou$ seif-regulating in effect. Molnar
(2002a) also emphasised that the characteristesustined in her article are typical features
only, not necessarily characteristic of all seljukated learners. On the basis of observation
and a holistic view in the interviews, Betti, thpper intermediate level learner, is close to
complete self-regulation as opposed to Laszld, wshon the way to becoming a fully self-
regulated student. In the next section, a moreilddtpicture of self-regulatory processes and
strategies will be developed.

4.2 The source of self-regulatory strategies

Both students use relatively common sources foulegimg their language learning
behaviour, but it has to be noted that despitdabethat these sources are not unusual in any
sense, a wide range of them are at their disposdhltlzey are happy to make use of these
sources.

Four sources were mentioned by both learners: amlies, the internet, a computer-
based dictionary, and e-mails. It is very interegtihat L4szI6 mentioned his colleagues as
sources in connection with formulaic language. Heipin the following way: “These basic
communicative things. They work very well with mi&e you're welcome.. they are very
easy for me ... nothing extra.” Other examples ajeéarchunks of language he memorised are
“Thank you for your cooperation” or “It's done.” Hecalled the story of how he memorised
the latter one:

Well, it has a story, some guy sent a letter [eHnfi@m New M. when | had been here
for a month, and | should have transferred somgtsmmewhere, and | should have
written back that | had done it, and L. P. wasmgjtopposite me, he’s left since then,
but he spoke English slowly but well, and I: hegwtdo you say “megvan” in English?
And he said “It's done.” And that was that, | reglithe e-mailHi, A. It's done.And
that was that.

From time to time when he arrives for class inti@ning, he uses a pre-prepared chunk of
language to greet me, for instance: “Hi, how are?/dHe admitted that he loves using these
pieces of language: “and | sa§ou’re welcometo everyone if they safhank you And
Pleasure’

Both students use the internet to look for conciefermation, for example Betti
checks grammar, or LaszIl6 looks up sports res@tsaiise they are in English. A computer-
based dictionary is of great help for both of thketause it is comfortable and at hand. E-
mails are not surprising sources in today’s glatealiworld: Laszl6’s case was mentioned
above and an interesting story happened to Betti, in contact with foreign clients, she
realised that some words and expressions are uffedently in different countries (e.g.,
contract vs. agreement), and it happens to her fnom to time that she consults colleagues
or her boss to learn about unknown vocabulary itefie says that she builds these new
words into her mental lexicon, both in English améHungarian.

Laszl6 also mentioned the following sources: musgpecially songs, sports events
(baseball, ice hockey, etc.), his friend at the gany, subtitled films and in general anything
that is subtitled. He started to listen to musithi@ spring and asked me to bring some music
to class where we could listen to the songs, teghem and learn some new words. He is
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most interested in slang and spoken items of Bm@ésy.,gonna, wanna The reason why he
can learn new words from sports events is thabtes them and says that “It's easy. During
a match. There’s not much talk.” He also mentiohisdattitude towards learning new words
in general: “they [the words] stay if | do it wigileasure, like entertainment, then they stay.”
When asking colleagues about something in Enghshdifferentiates between them and his
friend. Colleagues were mentioned above, but wighfitend it is different because he really
trusts him. There is a routine Laszl6 practicey ovith his friend:

Sometimes | come up with a sentence and | try &ntally, it goes in my head, I'm
travelling or something and | try to say it in Bsbl Simple things, don’t think of
anything extra, and when | get to work, | tell thés English to D., my buddy, and |
ask him whether he understood. And he corrects me.

Regarding subtitled films, he admitted that he newetes down new words because
that would reduce the entertainment. Rather he exurates on what is being said: “I try to
pay attention and I'm very happy if | understancheovords.” There is another more curious
source which Laszl6 used. He used to read the sagwk writings on BKV (Budapest
Transport Ltd.) vehicles regularly but he gave hjs thabit after | warned him about the
potential dangers of incidentally memorising sormggltthat is incorrect: “I don’t read things
any more on the bus because you told me to fotgetléss | want to memorise something
really stupid.”

Betti's additional sources are the following: bookswspapers/magazines, TV,
foreign friends, text messages, and clients. Simkghthat books and magazines, as well as
reading in general are a great source of learridgw, after the language exam [intermediate
level], | feel very motivated to read English bodiecause | can learn a lot from them.” She
prefers to watch CNN to BBC as she spent a ye#inarlJnited States. It is easier for her to
understand American English as a matter of factti Bea sociable person, which means that
she has several foreign friends she met eitheradbor in Hungary, and with whom she
regularly keeps in touch. She says she likes ‘gtimgp situations in which she can speak in
English. As she puts it:

| always learnt German and | loved the German lagguand | never wanted to learn
English and when | was in the US, | started Enghsid | fell in love with it. I've
always looked for occasions to speak with somebmaly it's like this now, | love
speaking.

Also, she learns a lot from text messages too aarh fforeign (i.e., British or
American) friends. Sometimes she shares thesencestawith me in class. One case with
clients was mentioned above, and she talks to tsliem English on the phone and via
telephone conferences quite often. One more integeform of how Betti learns new words
is by way of hearing an intriguing word she lateecks in the dictionary.

The students’ classmates could partly reinforceinkerview data in connection with
the resources used. Betti's classmate supportethtttiview data by stating that she uses e-
mails and native speaker friends as sources olukgeg learning, while Laszlé’s classmate
could only partly identify his sources. He also t@med TV as a source but not the press in
general. As a matter of fact, the classmates cdigtdhe whole spectrum of these students’
resources, which is realistic as much of the lemytakes place outside class.
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Comparing the two students, however, leads to sateeesting claims, one of which

is that the higher level learner seems to be magae of the sources she uses, and seems to
use them more consciously. Additionally, she is mbetter at articulating both the sources
and the way she exploits them. Of course, this tighdue to individual differences, namely
that Betti is a good communicator, as was also imeed by her classmate. In sum, the
students use various sources to learn the new dgegmore or less consciously, Betti more
actively, Laszl6 maybe more passively, but whatnigortant is that he does not avoid getting
in contact with the language.

4.3Language learning shaped by self-regulation

Self-regulation does not seem to be a dichotomousept, rather it can be imagined
as a continuum (Zimmerman, 2000), which was showrddscribing these students’ self-
regulated learning. They are going through thess@&mmerman (2000) hypothesises to be
the Developmental Levels of Regulatory Skills (p,Z8om observation, through emulation
and then self-control, to full self-regulation. Thehearsal strategy Laszl6 showed is an
example of the observation/emulation level. Usidgpive resources to find the meaning of a
word with the help of an online dictionary, natifilgends or comparing and contrasting
languages are examples of the self-control levad, paraphrasing in the case of the upper
intermediate student can be considered to be oselfieegulation level.

Sections 4.1 and 4.2 showed what steps, technigusategies these students take
and use to move towards the self-regulatory ertliefcontinuum. The fact that they initiated
their learning, they more or less know how to beeamnore efficient language learners, they
possess and use strategies to make use of themt@btthey have goals, they are more or less
realistic about their possibilities in connectioithvEnglish, and that they are self-confident
and persistent all point towards one conclusiorirtprospects are very promising. Their
behaviour, capacity and learning and self-regwastrategies all shape them in a positive
way: they persist and want to improve their skills.

Zimmerman (2000) also notes that “[n]o self-reguigtstrategy will work equally
well for all persons, and few, if any, strategief work optimally for a person on all tasks or
occasions” (p.17) (cf. Dérnyei & Csizér (1998) afdction 1.3). This is in line with how
Pintrich (2000) describes self-regulated learniiigis dynamic and cyclical (with four
phases), but the phases are not necessarily separdimear. Zimmerman (2000) concludes
that “self-regulated individuals must continuoualjjust their goals and choice of strategies”
(p-17), which is exactly what the two students désd in this study are doing.

5 Conclusion

This paper aimed to show how two language learaedsfferent levels of English motivate
themselves to learn and regulate their own langleg®ing behaviour. On the basis of the
analysis | arrived at the following tentative carsbns:

» The higher-level learner is more conscious aboetpfocesses of her learning, and
also of how to regulate her learning behaviour.

» The lower-level learner is less realistic aboutkmswledge, and the whole language
learning process seems to be more vague to him.
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* The higher-level learner seeks opportunities totrtiee language, whereas the lower
level learner happens to meet them (but definidelys not avoid them).

* In business contexts, extrinsic reasons (e.g.etalide to talk to foreign colleagues)
seem to be a very strong motivational factor exemtagher level.

However, the main limitation of the study is thatlyo one student from each
proficiency level was observed and interviewede8earcher’s diary could have been kept to
enhance the validity and reliability of the studye ability to verbalise thoughts might be
different in each case, rather than the level oflish proficiency being the variable that
differentiated between the two learners. This assioh is in line with Pintrich’s (2000) claim
about the role of potential moderating factors eif-segulation. However, this study was a
useful step towards understanding more about hodests regulate their learning as this has
been a neglected research area in Hungary (Md&082a, 2002b).

Future research needs to clarify whether the aboetioned differences are due to
individual differences or whether a pattern can dixserved according to, for instance,
proficiency level or individual difference factorBhe following aspects seem to be potentially
fruitful directions for further enquiry:

» level of proficiency,

» individual difference factors, e.g., ability to fsetgulate,

» the possibility that learners have different seljulatory capacities in learning
different languages.

More classroom-based studies are needed to deterhdw students can start to
become self-regulating and autonomous, and howthiar capacity is teachable because,
according to McKeachie (2000), “new self-regulatskylls are difficult to perfect. But with
practice these skills can become habitual” (p.xxiieachers can be of assistance to students
in various ways: either with the help of motiva@bistrategies (Dornyei, 2001a), scaffolding
their learning by teaching learners what self-ragjah is through collaborative project work
(Randi & Corno, 2000), or providing students withample amount of practice and feedback
(Winne, 1997). Also, students need to be encourdgedighout the learning process so that
they can become more self-regulated and autonomasgsDdrnyei (2005) points out, it is not
automatic for learners to take ownership of thefiroas; they need to be supported.

Proofread for the use of English by: Francis J. §tett-Pickup, Department of English Applied Linguois
School of English and American Studies, E6tvés matdniversity, Budapest
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APPENDIX A

Student interview guide

* How would you describe your English language knolge®? How far do you think
you have managed to learn what we have covereldss?

* How efficient do you consider your English knowle@d/Nhy?

*  How much do you know compared to your classmate® Wow persistent/motivated
are you compared to your classmate? And comparedhirs who you learnt with
previously?

* What and how can you use from what we learn ins@las

* You are never late, you don’'t miss classes. Irara phenomenon. How is it possible?
(= Why do you like coming to the English class?)

* How do you learn?

* How do you organise in your notebook what we lgarolass? How do you fix these
things?

 How do you go about learning? What does it look M¢en you're studying / how
can | imagine it? (place, time, equipment, etc.)

* How do you prepare for the tests? What do you db thie corrected tests? What do
you do with the things you did wrong in the tests?

« Apart from the English lesson, what sources do gi@w on to learn English (words,
etc.)? How do you manage to learn English outsidddésson?

* How do you learn the boring parts? (e.g., the tfoems of the verb, etc.)

» If you have ever been demotivated by learning Bhglhow did you get over it? Does
it happen nowadays? Why?

* How can you remain concentrated during the lesson?

* How do you imagine yourself going on learning Esigh How long? Ultimate goal?

* Would you like to add anything?

Thank you very much.
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APPENDIX B

Classmate questionnaire

Dear Participant,

Please answer the following questions. You dorgdhi® give long answers but you can help
me write a paper for my doctoral dissertation. Yasgponses will remain anonymous.

You can send this questionnaire to ittesmost@ hdiroai

Thank you for your help in advance.

Mezei Gabi

1. In what areas of English do you think you are bdttan [classmate’s name]?

2. In what areas of English do you think [classmatelime] is better than you?

3. In the areas [classmate’s name] is better: whatceswlo you think s/he uses to learn
these things, how does s/he manage to learn thegs?

4. On the whole, how would you rate [classmate’s n&iajowledge of English

5. On the whole, how would you rate [classmate’s n&naititude to learning English
(diligence, persistence, enthusiasm, etc., etc.)
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APPENDIX C

Motivational/attitudinal questionnaire

| would like to ask you to help me with my reseaprthgramme. Please answer the following
guestions about learning foreign languages. Thisgsiestionnaire, not a test, so there are no
good or wrong answers. | am interested in your iopinPlease note that you can help me
with my project only if you answer honestly. | prizen that | will not show the questionnaires
to anyone. Thank you for your help.

l. In this section, please, give a mark betweandL5.
5 = very much, 4 = much, 3 =s0-so, 2=notréal 1 =not at all.

For example, if you like hamburgers very much, ytmn’t really like bean soup, and you
don't like spinach at all, answer this way:

hamburgersbean soup spinach
5 2 1

How much do you like the following
foods?

Please, write an integer (one only!) in each arahelox, and don’t leave any boxes empty.
Thank you.

5 =very much, 4 =much, 3 =s0-so0, 2 =notrigl 1 = not at all.
Germarn French Russian English| Italian

1. How much do you like these languages?
2. How much do you think knowing these
languages would help you to become a mare
knowledgeable person?

3. How important do you think these
languages are in the world these days?
4. How important do you think learning these
languages is in order to learn more about the
culture and art of its speakers?

5. How much effort are you prepared to
expend in learning these languages?

6. How much do you think knowing these
languages would help you when travelling
abroad in the future?

7. How much do you think knowing these
languages would help your future career?
8. How well does your mother speak these
languages?

9. How well does your father speak these
languages?

10. How much would you like to become
similar to the people who speak these
languages?
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German

French

Russian English

ltalian

11. How useful do you think it would be to
have an intermediate language certificate i
the following languages? (Write 9 if you
already have one.)

12. How much would knowing these
languages help you in pursuing you hobby
pastime?

or

13. How important would it be for you to
learn these languages so that you can talk
with the natives?

14. How much do your parents encourage
to learn these languages?

you

5 = very much, 4 = much, 3 =s0-so, 2=notréal 1 =not at all.

France

England

Russia

Germany

USA

Italy

15. How much would you like to
travel to these countries?

16. How rich and developed do yo
think these countries are?

o

17. How important a role do you
think these countries play in the
world?

18. How much do you like meeting
foreigners from these countries?

19. How much do you like the filmg
made in these countries? (Write 9
you don’'t know them.)

=N

20. How much do you like the TV
programmes made in these
countries? (Write 9 if you don’t
know them.)

21. How much do you like the
people who live in these countries?
22. How often do you see films / T
programmes made in these
countries?

<<

23. How much do you like the
magazines made in these countries?
(Write 9 if you don’t know them.)

24. How often do you meet
foreigners (e.g. in the street,
restaurants, public places) coming
from these countries?

25. How much do you like the pop
music of these countries? (Write 9|if

you don't like it.)
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26. How much would you like if
someone from these countries moved
to your neighbourhood?

27. How much would you like to liv
in these countries?

28.How interesting do you think thg
culture of these countries are?

0]

U

5 = very much, 4 = much, 3 =s0-so, 2=notréal 1 =not at all.
Have you written a number in each box? Thank you.

Il. In this section you will find statements that htide for some persons, and don't
hold true for others. | would like to know how muttiese statements reflect your feelings and
circumstances. Please put an X in the box that aestribes how much the statement is true
in your case. For example, if you like skiing vemych, put an X in the last box:

Not at all| Not really| Partly | More or | Absolutely|
true true true, less true true

partly not

|1 like skiing very much. X

There are no good or wrong answerkam interested in your opinion.
Not at all| Not really| Partly | More or | Absolutely|
true true true, less true true
partly not

29. 1 am sure | will be able t
learn a foreign language wejl.
30. I think | am the type wha
would feel anxious and ill at
ease if | had to speak to
someone in foreign
language.

32. People around me tend to
think that it is a good thing t
know foreign languages.
33. | don't think that foreign
languages are important
school subjects.

34. | often watch satellite
programmes on TV.

35. My parents do not
consider foreign languages
important school subjects.
36. Learning foreign
languages makes me fear that
| will feel less Hungarian
because of it.

37. Learning a foreign
language is a difficult task.

= U

O
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APPENDIX D

Results on the motivational/attitudinal questionnaie on seven scales (In each case, the
maximum points were 5.)

Laszlo Betti
Integrativeness 2 5
Instrumentality 4.25 5
Attitude towards UK: 3.33 us: 1 UK: 4 US: 4.33
native speakers
Vitality of the UK: 4.5 USs: 5 UK: 4.5 US: 5
language community
Interest in the L2 UK: 4.5 Us:5 UK: 5 Us:5
culture
Milieu S 4.75
Linguistic self- 433 4.33

confidence




