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Abstract

Surprisingly little effort has been spent to examine students’ learning at the Swedish
excellence programmes. This study is an attempt at giving a description of the students’
perceptions of their motivation and their possible use of self-regulation for learning English at
two of these programmes at upper secondary level. For example, are the students
motivationally autonomous or are they compliant? Further, is the social classroom
environment influential in their self-regulation? An implication of this study might be for
teachers to better understand and to improve the teaching of excellence students. Suggested
advice for teachers at these programmes is first, to more carefully explain their reasons for
choices of content and activities, and second, to feasibly enable more room for freedom of

student choice in connection with tasks, topics, and materials.
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1. Introduction

All students unquestionably deserve possibilities to reach their highest academic potential.
Despite this, concern is often directed to the lowest achieving pupils, at least historically in
Sweden, perhaps for political reasons (Dodillet, 2017, p. 258). However, the students at the
other end of the scale, those who read quickly and understand easily, also risk suffering and
not reaching their full potential if not suitably tended to. The highly capable might also
underachieve, develop mental illness, or even quit school, if they are not recognised and
stimulated properly (Lawrence-Brown, 2020, p. 17; Philips & Lindsay, 2006, pp. 59-61).

Students’ desire to learn and curiosity for language-learning are promoted in the Swedish
curriculum for upper secondary school English (The Swedish National Agency for Education,
2021). Thus, the Swedish schooling system should offer every student sufficient support and
learning opportunities. It is in both the individual and the societal interest that all students
reach their highest academic potential. Therefore, academic attention must be given to both

the high- and the low-achievers.

In its curriculum, The Swedish National Agency for Education (2021) stresses student
discussion and reflection, which is one example of where the highly capable students
presumably will find more motivation and mutual enrichment with like-minded classmates. If
so, teachers believably ought to consider the significance of peer motivation (Dornyei, 1997,
p. 487) in their conduct of teaching to optimise the advantage of motivational influence from
classmates. One way to cater for learners of English as a Second Language (ESL) is to regard
how their motivation functions and how their self-regulation is operated. Therefore, this study
has didactic purposes (Cohen et al., 2018, p. 244), but the students’ classroom behaviour is
expected to have sociological influences. “Having opportunities to mix with those of similar
abilities and interests also offers challenge to the gifted, and if challenge per se is motivating
then such contacts should be motivating for them” (Philips & Lindsay, 2006, p. 59).
Intellectual challenges in language and/or content, brought by the students’ interaction ought

to fuel the students’ motivation and willingness to learn more.

In Sweden, there are excellence programmes for students who have high academic ambitions.
Motivation and self-regulation in students at these programmes are clearly under-researched

areas. To my knowledge, no studies of their pedagogical nor educational situations have been



made so far, even though Swedish excellence programmes have been offered since the year of
2009 at upper secondary level and their number keep growing (The Swedish National Agency
for Education, 2021) (See Appendix A). Studies have shown that exclusive schooling for the
gifted and talented is sought for in other countries (Costello, 2017; Swan et al., 2015), and
that consideration of highly capable students’ motivation is essential (Kerr & Malmsten,
2020; Philips & Lindsay, 2006; Salmela & Maétta, 2015). However, there seems to be less
empirical evidence concerning the Swedish situation. Therefore, 1 will in this study look into
what motivational influences there are among these students. First, if the Swedish excellence
students use self-regulation in their motivation for ESL, which self-regulatory style do they
apply? Second, what influences the motivation and self-regulation of these students in their
ESL learning? The purpose of this study is to understand the students’ perceptions of their
ESL motivation and self-regulation, in order to help the teachers in these programmes to
provide their students with sufficient support and space to thrive, aiming to learn as

effectively as possible.

1.1. Backgroud about ESlmotivation

Motivation can be explained as the willingness to act (Ryan & Deci, 20003, p. 54). Both the
level and the orientation of motivation vary according to individual and situational attitudes
and goals (Ryan & Deci, 2000a, p. 54). Motivation is regulated by judgement and decision-
making by the individual. The ideal form of self-regulation creates endurance, persistence,
and enables postponed gratification of actions (Wehmeyer et al., 2017, p. 34). Naturally, some
self-regulation or self-control is necessary to do well in school, but ability to remain curious
and interested is another presumptive piece of the puzzle of motivation. Different regulatory
styles in motivation will be discussed in accordance with Deci and Ryan’s Organismic

Integration Theory1985), to be introduced in section 2.2.

Furthermore, “Depending on the environmental conditions and the chronic motivational
characteristics of the individuals, some of these motives emerge as winners while others lose
in this game of drivers” (Papi & Hiver, 2020, p. 226). Motivational motives might be, for
example, to learn more about a topic, to expand one’s communicative skills, or to reach a
certain level at a test. Motivation might be triggered, even from an already high level, when a

student finds joint interest from a working-partner, appealing materials, or a fruitful



assignment. In this case, the joy of learning might momentarily take over a more long-term
drive, like reaching entrance to a university programme. Vice-versa, a long-term goal might
win over short-term motivation if it for the time being is stronger (Ryan & Deci, 2000a, p. 58;
Wehmeyer et al., 2017, pp. 37-38). Presumed shifts in motivation will be discussed in
accordance with Dornyei & Ottd’s Process Model of L2 Motivatiaii998), to be introduced
in section 2.3.

1.2.Purpose ad research questions

The aim of this paper is to shed some light on the Swedish excellence students’ self-
regulation and motivation in their ESL school-context. There is a need to understand the self-
regulation and motivation of highly proficient students in order to know how to best possibly
cater for them in their ESL-learning. To provide support to teachers of ESL in these
environments may result in them becoming linguistically responsive and understanding how
to approach and teach the excellence students effectively (Pereira & de Oliveira, 2015, pp.
210-214). The research questions are: 1. If the excellence students use self-regulation, which
self-regulatory styles do they operate in their motivation for ESL learning? and 2. To what
extent are the students’ motivational and self-regulating processes influenced by the factors
outlined in Deci and Ryan’s Organismic Integration Theor{1985) and Ddrnyei and Ottd’s
Process Model of L2 Motivatiaii998)?

These questions may elicit information about to what extent the talented students are
autonomous and dependent on their inner motivation. Moreover, to what extent are they also
influenced by external factors, such as their peers and the social classroom climate? My
hypothesis is that high-performing students have an inner regulatory style and that their
motivation for ESL education is stimulated by their school-environment (Ryan & Deci,
2000b, p. 74). The findings of this study are expected to present peer motivational support and
socio-contextual influences, as presented in Process Model of L2 Motivatigiornyei & Otto,
1998).

1.3. Context of study

The survey research (McKay, 2006, p. 35) took place at Europaskolan in Strangnas, Sweden.

This upper secondary school had a professional reputation and it offered a Business



programme (economics), a European program (social science with three different branches;
societal studies, humanistic studies, and behavioural studies), and a Chemistry-Physics
program (natural science), in addition to the two excellence programmes Modern Humanities
(extended social science) and Science (extended natural science). A third excellence
programme in economics was being planned for. All the current programmes were well
coveted by students and parents, thereby requiring equally high grades from lower secondary
school for entrance. The school had students from Strangnas city and municipality, everyday

commuting students from adjacent towns, and 15 students boarded on weekly basis.

The 485 students at Europaskolan were taking their obligatory courses English 5 and English
6 in their first and second school years respectively. Therefore, the group sizes in English 5
and 6 where 35 pupils or close to it. Meanwhile, the third-grade students taking English 7 in
their final school year, had made the option of this additional course of English. Their choice
gave them an extra point of merit in their final graduation score, as long as they completed the
course with the grade E or more. Sometimes this point was crucial for the students’
competitiveness when applying for university. There were up to 35 students in each class,
however, there were fewer students in the last course of English. This might have been due to
the other programme-specific options available, and/or the more demanding course
requirements of English 7. The English department at this school consisted of four teachers
who temporarily cooperated in pedagogical discussions, assessment-situations, marking of
papers, and in their conduct of teaching materials and assignments. The six groups of
excellence students were taught by three of these teachers, of which only one was a full-time

teacher of English solemnly.

There are multiple perceptions of what gifted and talented students are (Lightbown & Spada,
2013, pp. 78-79). Who may call themselves or others gifted? What are the criteria for
identifying them? Various attempts have been made to produce models to estimate people’s
intelligence and aptness in relation with current societal values (Cross et al., 2019, pp. 11-12).
For instance, the ancient Chinese Han Dynasty nominated civil servants according to their
capacity to recall facts or recite classic works (Cross et al., 2019, p. 2). So far, no complete
test of 1Q, achievement, and/or creativity has been recognised to target the concept of gifted
students (Cross et al., 2019, p. 12). One classification is: “Giftedness is the ability or potential

to achieve at an exceptional (i.e. superior) level” (Cross et al., 2019, p. 1).



The students in this study are referred to as “highly proficient” and addressed as “excellence
students”, simply since they are accepted and actively studying English at, or with, an
Excellence programme at the target school. High-score grades are necessary to enter these
programmes. The maximum result a student can reach in Swedish lower secondary school is
320 points, or 340 points if she takes an optional modern language. This means that the
student achieves the grade A in all of her courses. The lowest requested number of points to
become accepted at the Science programme last year was 225, and at Modern Humanities that
number was 242,5. Still, the average amount of points among the accepted students was 309
for Science and 302 for Modern Humanities. This shows that most of the students are top-
scoring in most subjects. Furthermore, 83 percent of the participating students claim to have
reached a level of A (57%) or B (26%) at the latest, due to the pandemic, local variant of

National Exams in English.

Initially, this master thesis includes an introduction to the study in chapter 1. Then, the
theoretical frameworks in use are described in chapter 2. In chapter 3., an explanation of the
method used in order to explore the presented research questions in this empirical study
follows. Subsequently, the findings are presented in chapter 4. and finally, the project is

concluded in a summarising discussion and future research areas are pointed out in chapter 5.

This thesis draws on a project outline and literature review submitted as part of an obligatory
master cour se i n Qhthdniversity sf Gathertburg (Erdkgsan,202d). a



2. Theoretical frameworks

Motivation can be understood as the initiative to act and the director of action (Deci & Ryan,
2008, p. 182) and motivation leads to goal-directed behaviour (Hussain et al., 2020, p. 17).
Furthermore, motivation seems to be a strong indicator of success in language-learning (Gass
etal., 2013, p. 522). Learner motivation is multidimensional and “influenced by numerous
cognitive, affective, social, physical, and contextual factors in the classroom as well as
learners’ histories and macro-level discourses that extend beyond the immediate classroom
environment” (Sharkey et al., 2020, p. 1119). Intrinsic factors (like cognitive and affective)
and extrinsic factors for motivation (like social, physical, and contextual) co-exist within a
student, and many internal and external components influence her self-regulation and
behaviour in each specific learning-situation. For example, a student might complete a task in
her classroom both because she is intrinsically curious about the topic, and because she wants
positive, external acknowledgement from her teacher or peers. The learners’ “identities, lived
experiences, and classroom expectations often intersect and thus, impact learner motivation
moment-to-moment” (Sharkey et al., 2020 p. 1113). Thereby, the influences of a student’s

motivation may shift between intrinsic and extrinsic.

Intrinsic motivation means committing actions for its pure pleasure or working for an inner
satisfaction (Ryan & Deci, 2000a, p 56). A student who appreciates learning and enjoys her
topics, materials, and activities, possesses intrinsic motivation. Contrastively, extrinsic
motivation is not innate, but actions are committed because of contextual influences and in
order to gain separable outcomes (Ryan & Deci, 2000a, p. 55). As an example, a parent might
offer her child money if a certain result at a test is achieved. The monetary reward might
become this child’s only loci and reason to act, whereas the content of her studies is given less
care and value. There is a potential risk that the newly gained knowledge is lost shortly after
the test-situation, because the prize was the goal instead of the learning. Extrinsic motivation
stems from external circumstances and the will of surrounding people, which means that the
individual does not appreciate the actual activity herself (Papi & Hiver, 2020, pp. 226-228).
The more intrinsic motivation is, the stronger it is connected with volition and freedom of
choice. The more extrinsic motivation is perceived, the stronger it is connected with pressure
and control (Ryan & Deci, 2000a, p. 65). However, extrinsic motivation has an instrumental
value, as a means for achievement, and it becomes more common at school the older the

student becomes (Ryan & Deci, 2000a, p 55). Furthermore, students’ social contexts serve as

10



strong influences in both enhancing and thwarting motivation (Ryan & Deci, 2000b, p. 76). A
list of possible influences of extrinsic and intrinsic motivation is presented in Appendix B.

Self-determination can be seen as setting a goal, and self-regulation can be seen as following
a plan for how to reach this goal. The following sections, 2.1.-2.2.3. will discuss the concepts
of self-determination (in the SelfDeterminationTheory Deci & Ryan, 1985) and human
basic psychological needs (in the Basic Psychological Needs Theobeci & Ryan, 1985),
before finishing with ideas about self-regulation and descriptions of different types of
motivation and regulatory styles in the Organismic Integration Theor§Deci & Ryan, 1985).
Next, in section 2.3., the Process Model of LRIotivation (Doérnyei & Ott6, 1998) will be
presented, in which motivation is described according to changes over time. Finally, the
Organismic Integration Theomnd the Process Model of L2 Motivatiomill be contrasted
briefly in section 2.4. These models will be used because of the assumption that they will help

to shed some light on the students’ motivational and self-regulating processes.

2.1. Selfdeterminationand psychological needs

As earlier stated, motivation consists of a dynamic web of individual combinations of
elements, influenced by both intrinsic and extrinsic factors. However, motivation is not
synonymous with effort (Guay et al., 2008, p. 233), but is rather what initiates effort.
Motivation and self-determination to try entering a specific University programme, might
launch a student’s effort to study. Further, whether a person is active or passive, depends on
the quality of motivation in connection with social conditions. An example of a positive social
condition for learning, is when teachers and/or parents have fostered a climate of internalised
studying, where the students have found the personal significance of learning (Ryan & Deci,
20004, p. 54).

Since Deci and Ryan (1985) believe in strong influences from our environments, they focus
on socio-contexts in their over-arching framework SeltDetermination Theor{SDT). In SDT,
sources of self-motivation and psychological health are explained (Ryan & Deci, 2000b, p.
68). The essence of SDT is that human-beings are born interested and curious, and that they
adapt to their social environments and develop in self-organisational processes in which they
adjust to their surroundings. SDT organises motivation into intrinsic or extrinsic types, and

has been appreciably useful in many different fields, such as organisation, clinic, health,
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sports, and educational psychology (Krettenauer & Curren, 2020, p. 275). SDT is equally
“important for understanding how students thrive and succeed at school” (Guay et al., 2008,
p. 233), because it vocalizes how to foster students’ “internalization and integration of values
and behavioral regulations” on a scale from unwillingness, to passive compliance, to active
and personal commitment (Ryan & Deci, 2000a, p. 60). Motivation in SDT refers to why an
action is operationalised, underlying reasons for behaviour, and individual goals (Ryan &
Deci, 2000a, p 55). Self-determination is the cognitive behaviour of an intrinsically motivated
person, while an unmotivated person is “nonself-determined” since she does not carry any
agency (Ryan & Deci, 2000b, p. 72). Psychological health means that an individual is at inner
peace and has found a healthy balance in her perceptions of herself and her world. (Ryan &

Deci, 2000b, pp. 74-76).

A sub-theory which has grown out of SDT is the Basic Psychological Needs ThedBPNT).
Here, Deci and Ryan claim that the human psychological needs ‘autonomy’, ‘competence’,
and ‘relatedness’ are the three keys which nourish and enhance intrinsic motivation, self-
regulation, and well-being. The feeling of autonomyrefers to agency, self-initiation, self-
belief, and independence. Competencécludes knowledge, skills, self-empowerment, and
ability to master one’s own circumstances. RelatednesBas to do with attachment, security,
and meaningful connectedness. For example, a teacher who supports her students’
independence (autonomy), who acknowledge her students’ progress and achievements
(competence), and who manages to create an inspirational environment including positive
relationships with her students (relatedness), simultaneously fosters her students’ basic
psychological needs (Reeve & Jang, 2006, pp. 210-211). Thus, when a student feels
autonomous, competent, and personally related to the social context, her intrinsic motivation,
self-regulation, and comfort are positively stimulated (Krettenauer & Curren, 2020, p. 276;
Ryan & Deci, 2000b, pp. 70-71).

Consequently, if there is a personal lack of the three innate needs of autonomy, competence,
and relatedness, there will be a decrease of the individual’s intrinsic motivation, self-
regulation, and well-being (Deci & Flaste, 1995, p. 71; Ryan & Deci, 2000b, p. 68). This
means that an amotivated student’s psychological health is thwarted.

In humans, intrinsic motivation is not the only form of motivation, or even of
volitional activity, but it is a pervasive and important one. From birth
onward, humans, in their healthiest states, are actigyisitive, curious,

12



and playful creatures, didaying a ubiquitous readiness to learn and explore,
and they do not require extraneous incentives to do so

(Ryan & Deci, 20004, p. 56).

Connectedly, when the psychological needs ‘autonomy’, ‘competence’, and ‘relatedness’ are
met, there is natural room for intrinsic motivation to grow. “Intrinsically motivated
performance is superior in many ways to externally controlled performance” (Deci & Flaste,
1995, p. 81) and supportive and affirming social contexts add to people’s perceived autonomy
and perceived competence. Hence, intrinsic motivation is fostered (Deci & Flaste, 1995, p.
81).

2.2. Selfregulationand Organismic Integration Theory

Further, “motivation can control human behaviour” (Hussain et al., 2020, p. 18), and self-
regulation controls judgement and decision-making. Self-regulation has the potential to make
a student avoid temptation, persevere through difficulties, and endure postponed gratification
of fulfilled requirements (Wehmeyer et al., 2017, p. 34). However, the motivational influence
might shift in time and in different situations, even within the individual. To differentiate the
different types of motivation, Deci and Ryan (1985) developed a continuum in their
Organismic Integration Theor§OIT), another branch of the SeltDetermination Theory
Organismic integration is the propensity of personal internalisation of an individual’s style of
regulation and the value of the same regulation (Deci & Flaste, 1995, p 93). Thus, this
involves individual negotiation of inner and outer motives for behaviour. Organismic

integration refers to the general process of when

development follows a general pattern in which one distinguishes specific
elements of one's internal and external environmendstia@n brings those
elements into harmony with one's existing structures, thereby elaborating
and refining the structures (Deci & Ryan, 1985, p. 114).

Not only does the level of individual motivation differ, but also its orientation (Ryan & Deci,
20004, p. 54). Here follows a discussion about different types of intrinsic and extrinsic
motivation and their utilitarian regulatory styles based on Organismic Integration Theory
according to Deci and Ryan (1985). To the far left of the continuum (cf. Figure 1. below)
there is amotivation, which is the least autonomous form of motivation and self-regulation.

This style is perceived as the most controlled and impersonal. To the far right on the

13



continuum there is intrinsic motivation, which is the most autonomous and self-determining
form (Ryan & Deci, 2000b, p. 72). Note that when students realise the value of an activity and
when the activity is self-endorsing, both intrinsic and extrinsic motivation lead to autonomy
(Deci & Ryan, 2008, p. 182). Yet, autonomy caused by intrinsic motivation is the most
internal, self-determining, and lasting form. The four types of extrinsic motivation in the
middle of the continuum range from amotivational to intrinsic. The suggested motivational

factors and regulatory styles will be examined in the context of the present study.

Figure 1

The Self-Determination Continuum Showing Types of Motivation With Their Regulatory Styles, Loci of Causality,
and Corresponding Processes

Behavior Nonself-Determined Self-Determined

] V

‘ ’
Non-Regulation H External Introjected Identified

| Regulation Regulation Regulation

Motivation

Regulatory

Integrated !‘. o :
Styles ' Intrinsic Regulation

Regulation

Perceived Impersonal External Somewhat Somewhat Internal Internal

Locus of External Internal

Causality

Relevant Nonintentional, Compliance, Self-control, Personal Congruence, Interest,

Regulatory Nonvaluing, External Ego-Involvement, Importance, Awareness, Enjoyment,

Processes Incompetence, Rewards and Internal Rewards Conscious S)(nthesns Inher‘enp
Lack of Control Punishments and Punishments Valuing With Self Satisfaction

Table of Organismic Integration Theorfrom Ryan & Deci (2000b, p. 72).

2.2.1. Amotivationand nonrregulation

Both controlled and autonomous motivation “energise and direct” behaviour, but amotivation
refers to lack of intention (Deci & Ryan, 2008, p. 182). If a student does not feel any
motivation, she is not aware of, nor does she possess, any regulatory style. This results in
inactivity or mechanical actions without intent. In this state, the student does not value a
specific activity or its potential outcome positively, or she might feel too incompetent to carry
it through. This state also involves a sense of lack of control or agency in the situation (Ryan
& Deci, 2000b, p. 72). Amotivation might be the result of excessive external control, inner

lack of connectedness where the student cannot see the point of commitment, or an unsuitable
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challenge put forward by a teacher. Just like the other statuses, amotivation ought to be seen
as dynamic and temporary. For example, to from time to time persevere boredom caused by
slow tempo or low level of teaching is essential for the high achievers (Mammadov et al., p.
124; Phillips & Lindsay, 2006, p. 63).

These are examples of students’ school amotivation:

1 When a student cannot see the meaning or value of an activity (Ryan & Deci, 2000b,
p. 72).

1 When a student does not feel competent to complete an activity (Ryan & Deci, 2000b,
p. 72).

1 When a student finds her motivation thwarted by her social context (Ryan & Deci,
2000b, p. 76).

1 When a student experiences too low levels or too slow tempo of teaching (Mammadov
et al., p. 124; Phillips & Lindsay, 2006, p. 63).

2.2.2. Extrinsic motivation

As previously mentioned, motivation includes both intrinsic and extrinsic elements in
individual combinations. Furthermore, these conditions change over time (Gass et al., 2013,
pp. 525-527). When a student acts by extrinsic motivation, the expected outcome of the
activity is perceived as demountable from the students’ individual goals. For learning,
extrinsic motivation offers both negative and positive forms (Ryan & Deci, 2000a, p. 55). The
first stages of extrinsic motivation in Organismic Integration Theompcludes two types
where the student feels detached from the classroom activity and the locus of causality is
external, or somewhat external. Suggestively, these are not optional conditions for learning.
The last two stages of extrinsic motivation in the spectrum of Organismc Integration Theory
cover a somewhat internal, and an internal locus of causality. Students in these stages
personally feel more attached to the tasks and the learning outcomes are predicted to be
deeper and more beneficial (Guay et al., 2008, p. 234; Ryan & Deci, 2000b, p. 72). All four
extrinsic types of motivation will now be presented from the most controlled to the most

internal form.
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2.2.2.1. External regulation

The least autonomous and the most controlled type of extrinsic motivation is regulated
externally. In this state, the actions are involuntary, but the student is able to carry activities
through due to the external regulation or, in other words, outer obligations. However, the
student does not feel agency, nor an inner drive, but rather a personal alienation from the
work that is perceived as forced upon her. This student is compliant, and tries to receive
external rewards or to ward off external punishments (Ryan & Deci, 2000b, p. 72). Deadlines,
imposed goals, directives, and threats undermine intrinsic motivation and, hence, enhance
external regulation (Ryan & Deci, 2000b, p. 70). Examples of students’ motivation by
external regulation are when they study for the purpose of being rewarded with gifts from
their families, or in order to avoid having to take an extra test. In these cases, attention is
brought away from the actual activity and students who feel controlled experience pressure to
think and behave in certain ways (Deci & Ryan, 2008, p. 183).

These are examples of students’ extrinsic motivation with external regulation:
1 When a student completes tasks only because of teachers’ directives (Ryan & Deci,
2000b, p. 70).
When a student completes tasks only to pass a course (Ryan & Deci, 2000Db, p. 72).
When a student completes tasks only because of parental pressure (Ryan & Deci,
2000b, p. 72).
1 When a student completes tasks only to meet deadlines (Ryan & Deci, 2000b, p. 70).

2.22.2 Introjected regulation

The second form of extrinsic motivation is regulated introjectedly, meaning that a student acts
voluntarily, but cannot personally accept the regulation as her own. This state includes
avoiding guilt and anxiety, or attaining pride and ego-enhancement. This type of motivation is
self-controlling, offering internal rewards and assigning internal punishments (Ryan & Deci,
2000b, p. 72). Students commit actions because they intrinsically feel that they should meet
the external expectations, but motivation would vanish without the force from outside.
Introjected regulation includes conditional self-esteem and conditional feelings of self-worth
(Ryan & Deci, 20004, p. 62).
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These are examples of students’ extrinsic motivation with introjected regulation:

1 When a student completes tasks for the reason of being rewarded with a grade or
parents’ praise (Ryan & Deci, 2000b, p. 72).

1 When a student completes tasks for the reason of showing others what she is capable
of (Ryan & Deci, 2000b, p. 72).

1 When a student completes tasks for the reason of avoiding personal feelings of guilt or
anxiety (Ryan & Deci, 2000Db, p. 72).

1 When a student completes tasks because she understands and appreciates her abilities
(Phillips & Lindsay, 2006, p. 71; Ryan & Deci, 2000b, p. 72; Salmela & Maaitta, 2015,
p. 131).

2.2.2.3 ldentified regulation

The third form of extrinsic motivation is called identified regulation and it is more
autonomous, self-determining, and sustaining than the previous styles. In this state, the
students make intrinsic decisions. They feel motivated because they find an activity
personally important, and they are consciously valuing potential outcomes (Ryan & Deci,
2000b, p. 72). This is the first form of motivation where the student acts both voluntarily and
for her own sake. Motivation and self-regulation due to the fulfilments of expectations from
others are extrinsic types. However, intrinsic motivation can also be achieved by influence
from parents, teachers, and peers, if they are supportive and encourage the students’ inner
desire to learn. To meet course criteria, pass exams, and achieve high grades are initially
extrinsic. The types of motivation in these situations might turn more intrinsic, if the studying
processes and completion of tasks also appeal to the students’ inner satisfaction and if those
tasks feel interesting and meaningful (Ryan & Deci, 2000a, p. 63). Personal empowerment
and joy of learning are all-intrinsic types of motivation and will be further discussed in

section 2.2.3.

These are examples of students’ extrinsic motivation with identified regulation:
1 When a student completes a task because she assesses it positively and sees the
personal value of it (Ryan & Deci, 2000b, p. 72).
1 When a student completes a task because she understands that its learning outcome is

personally important (Ryan & Deci, 2000b, p. 72).
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1 When a student completes tasks because she wants to learn more about topics she
finds interesting (Papi & Hiver, 2020, p. 225).

1 When a student completes tasks because she appreciates the course content and wants
to achieve high grades (Papi & Hiver, 2020, p. 225).

2.2.2.4. Integrated regulation

The fourth and last form of extrinsic motivation is called integrated regulation. This type is
autonomous and the importance of an introduced activity corresponds to a students’ personal
beliefs of its necessity and utility. The source of motivation is still external, yet in complete
congruence with personal values and needs (Ryan & Deci, 2000b, p. 73). Thus, suggested
learning objectives are exactly the same as the individual’s personal goals. Moreover, self-
monitoring and self-evaluation are involved in assessing goal status (Wehmeyer et al., 2017,
p. 63) and thereby these two skills are necessary for integrated regulation. One needs to be
capable of pairing intrinsic motivation with a specific challenge and deliberately act towards
the desired goal (Wehmeyer et al., 2017, p. 38). When a challenge is congruent with inner

values, the motivation to act is based on integrated regulation.

In line with SeltDetermination Theor{SDT) and Basic Psychological Needs Theory
(BPNT), contexts supportive of autonomy, competence, and relatedness are “found to foster
greater internalization and integration” (Ryan & Deci, 2000b, p. 76). The question whether
the learning context is more important than other factors, like exempli gratia autonomy and
competence, when it comes to motivation and self-regulation will be investigated later on in
sections 4.1., 4.2.5., and 5.

These are examples of students’ extrinsic motivation with integrated regulation:
1 When a student completes a task because she is deeply interested in the topic (Ryan &
Deci, 2000Db, p. 73).
1 When a student completes a task because it is satisfactory and she loves the activity
(Ryan & Deci, 2000b, p. 73).
1 When a student completes a task because she is supported by her peers and/or
stimulated by her teacher (Deci & Ryan, 2008, p. 183).
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2.2 3. Intrinsic motivatiorand regulation

Intrinsic motivation takes an inner regulatory style. In this form of motivation, the student
finds pure pleasure in an activity and the action is the juice. This style of motivation is based
on interest, joy, and inherent satisfaction (Ryan & Deci, 2000b, p. 72). It means “persistent
self-direction” (Deci & Flaste, 1995, p. 18) and makes a student keep learning and producing.
When students are intrinsically motivated the reward is the activity in itself (Deci & Flaste,
1995, p. 19). This is more stable and beneficial for learning, than when students are rewarded
for being compliant, because intrinsic motivation cannot be “done to people” by others (Deci
& Flaste, 1995, pp. 20-21).

Still, one’s inner motivation might be coloured by others and one’s social context if the
stimulus is intrinsically directed. Intrinsic motivation is, of course, also influenced by a
variety of factors. The intrinsic joy of learning could be a cause of life-long stimuli by, for
example, skilful teachers. If there are no external incentives, it is believed that a student works
with an activity longer, since the only reason for action is internal (Ryan & Deci, 2000a, p.
57). If a student is motivated to abide by self-endorsed morality, this type of intrinsic
motivation is more self-sustaining than its more extrinsic equivalents. Further, autonomous
moral motivation makes the students more easily accept their own mistakes and persevere
towards their goals (Krettenauer & Curren, 2020, pp. 277-278).

Lastly, it is claimed that intrinsic motivation is stronger, more productive, and more
persistent, than extrinsic motivation (Deci & Ryan, 2008, p. 183; Hussain et al., 2020, pp. 26-
27). Intrinsic stimulation like options and choices about, for example, tasks and time, make
people work longer on an assignment (Deci & Flaste, 1995, p. 33). “Intrinsic motivation is
associated with richer experience, better conceptual understanding, greater creativity, and
improved problem solving, relative to external controls” (Deci & Flaste, 1995, p. 51).
Autonomous motivation also seems more beneficial in terms of resilience and psychological
health, compared with controlled or extrinsic motivation (Deci & Ryan, 2008, pp. 182-183).
Acknowledgement of feelings, and opportunities for choice and self-direction support
autonomy and intrinsic motivation (Ryan & Deci, 2000Db, p. 70).

These are examples of students’ intrinsic motivation and regulation:
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1 When a student completes more tasks than what the teacher has suggested, simply
because she loves the activities (Ryan & Deci, 2000b, p. 73).

1 When a student studies more out of class, simply because she is deeply interested in a
given topic (Ryan & Deci, 2000b, p. 73).

1 When a student completes tasks because they are satisfactory (Ryan & Deci, 2000b, p.
73).

1 When a student completes tasks because her supportive social environment has taught

her how to feel intrinsic motivation (Deci & Ryan, 2008, p. 183).

In sections 2.2.2-2.2.3, behaviour which seem possible in excellence students is explained.
Therefore, Deci and Ryan’s Organismic Integration Theor§1985) will be utilised in this
study.

2.3.ProcesModel of LMotivationfor ESL learning

Another theoretical framework which is relevant for understanding more about students’
classroom motivation in progress is Dérnyei & Ottd’s (1998) ProcessModel ofL2 Motivation
with three different motivational stages developing over time (cf. Figure 2. on the following
page). A
process model of Liadotivation breaks down the overall motivational process
into several discrete temporal segments organized along the progression that
describes how initial wishes and desires are first transformed into goals and
then into operationalized intentions, and htiese intentions are enacted,

leading (hopefully) to the accomplishment of the goal and concloyl¢ae
final evaluation of the process (Dornyei, 20034, p. 18).

The stages are called the Preactional stage, the Actional stage, and the Postactional stage.
Noteworthy is that what makes a student embark on an activity, is not necessarily the same
reason for the student’s maintenance, or positive evaluation after a finished activity (Dornyei,
2003a, pp. 18-20; Gass et al., 2013, p. 526). Even during one single lesson, students’
motivation may well fluctuate and this process-model approach explains the different
segments of motivation from wishes, via accomplishments, to summary (Dornyei, 2003a, pp.
17-18). Here follow descriptions of the significance of each stage accordning to Dérnyei,
where strategies for goal-setting, language learning, motivation maintenance, and self-

regulatory styles are differentiated (Ddrnyei, 2001, p. 90).
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Figure 2

Preactional Stage

Actional Stage

Postactional Stage

CHOICE MOTIVATION

EXECUTIVE MOTIVATION

MOTIVATIONAL RETROSPECTION

Motivational functions:
* Setting goals

* Forming intentions

* Launching action

Motivational functions:

* Generating and carrying out subtasks
* Ongoing appraisal (of one’s
achievement)

* Action control (self-regulation)

Motivational functions:

* Forming causal attributions

* Elaborating standards and strategies
* Dismissing intention and further
planning

Main motivational influences:

« Various goal properties (e.g. goal
relevance, specificity and proximity)
* Values associated with the learning
process itself, as well as with its
outcomes and consequences

* Attitudes towards the L2

and its speakers

* Expectancy of success and perceived
coping potential

* Learner beliefs and strategies

* Environmental support or hindrance

Main motivational influences:

* Quality of the learning experience
(pleasantness, need significance,
coping

potential, self and social image)

« Sense of autonomy

* Teachers’ and parents’ influence
* Classroom reward- and goal
structure

(e.g. competitive or cooperative)

« Influence of the learner group

» Knowledge and use of self-
regulatory

strategies (e.g. goal setting, learning
and self-motivating strategies)

Main motivational influences:

* Attributional factors (e.g.
attributional

styles and biases)

* Self-concept beliefs (e.g.
self-confidence and self-worth)

* Received feedback, praise, grades

Table of ProcessModel of L2Motivation (Ddrnyei, 2003a, p. 19; Gass et al., 2020, p. 526)

2.3.1 Preactional stage

Before engaging in a classroom activity, motivation functions to set goals, form intentions,

and initiate action. This stage of choice determines if, how, and why an activity will be

launched. It includes selection and generation of action (Dérnyei, 2003a, pp. 18-19). The

formation of a goal is initiated by a wish, which qualifies by enough motivatiton to make an
attempt at achieving it. In turn, if the goal qualifies to the next level, an intention is created.
Lastly, the intention is launched with chosen intensity, or “instigation force” (Dornyei, 2001,
p. 92). Commitment is essential in the process of motivation, yet a feasible plan for action
with appropriate timing is as important and makes the last part of the preactional stage
(Dornyei, 2001, pp. 87-88).

These are examples of influences in motivation during the preactional stage:
1 Goals, for example, goal relevance, specificity, and proximity
9 Values connected with the learning process and expected outcomes and consequences

1 Attitudes towards the L2 and its speakers
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9 Expectancy of success and coping potential
9 Learner strategies and beliefs

1 Environmental support or hindrance

2.3.2. Actional stage

While engaged in a classroom activity, motivation functions to create and complete subtasks,
appraise one’s own ongoing achievements, and apply self-regulation or action-control. Now
the motivation that arose in the previous stage must be maintained and protected against
destraction. This executive stage determines the quality and length of engagement in an
activity (Dornyei, 2003a, pp. 19-20). During the course of an action, the strongest influence is
probably the percieved quality of the progress and the learning experience. That is, for
example, how well the activity meets the need and expected goal, and how well the activity
can be completed successfully. Further, the teacher and the learner group now play important
parts in the appraisal of an activity (Dérnyei, 2001, pp. 97-99). Exempli gratia, if there is
competitiveness and/or cooperation in the classroom, it might affect the learner positively
(Dornyei, 2003a, p. 19).

These are examples of influences in motivation during the actional stage:

1 Quality of learning experience, e.g. pleasantness, need significance, coping potential,

self- and social image

Autonomy

Impact of parents or teachers

Classroom reward and goal structure, e.g. cooperative or competitive

Impact of learner group

= == == =4 =2

Self-regulation, e.g. knowledge and use of goal setting, learning, and self-motivating

strategies
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2.3.3. Postactional stage

The postactional phase starts when a goal has been reached or when an activity is paused or
terminated (Dornyei, 2001, p. 90). This stage of motivational retrospection summarises and
evaluates a completed activity. After engagement in a classroom activity, motivation
functions to form casual attributions. That is, evaluating one’s behaviour with respect to
internal factors such as ability and effort, but also considering external factors like the chance
of luck or the difficulty of an assignment. After completing a classroom activity, motivation
also functions to elaborate standards and strategies, id est, to work on the level or quality of

performance and achievement.

Besides, motivation functions to dismiss intentions and further planning in the postactional
stage. This might include the changing of plans and the forming of new goals (Dérnyei,
20034, pp. 19-20), since a student might think differently about an activity after its
completion. It might be percieved as more, or less, useful, difficult, interesting, or joyful than
initially expected in the preactional stage. Another example of motivation discourse in the
postactional stage, might be a student who had to struggle to persevere a tedious or
overwhelming task during the actional stage, but who thrives and appreciates her performance
and learning outcome afterwards. Contemplation of previous intentions and experiences may
create new goals and self-concepts (Dornyei, 2001, p. 91). Students with high self-concept
beliefs are better equipped to tackle occasional failures, than students who think less of
themselves (Dornyei, 2001, p. 100; Ushioda, 2011, p. 201). Furthermore, the attribution
theory explains how students’ perceptions of their previous successes, or shortcomings, direct

their predicted coming outcomes of future tasks (Ddornyei, 2001, p. 99).
These are examples of influences in motivation during the postactional stage:
1 Attribution, e.g. styles and biases
1 Beliefs of self-concept, e.g. self-confidence and self-worth

1 Feedback, grades, received praise

2.4. Contrasting the theoretical framorks

Intending to elucidate the areas of the research questions, Deci and Ryan’s Organismic

Integration Theory1985) can broaden our understanding of how and to what extent self-
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regulation is operated among the target group of students. The core notions of Organismic
Integration Theoryare that motivation is partly internally regulated and develops with
experience, and that human beings are naturally active (Ryan & Deci, 2000a, p. 56).
Similarly, Dérnyei and Otté’s Process Model of L2 Motivatidii998) can shed light on
perceived and dynamic motivational influences over time (Dérnyei, 2003a, pp. 17-21). These
theories may also serve as a guide in the discussions of potential findings. The similarity of
the two models is that they both focus on reasons for students’ classroom-motivation. They
both consider extrinsic and intrinsic influences (Dornyei, 2003a, p. 8), often the same
motivational influences (perceptions of autonomy, environmental support or hindrance, et
cetera) with the purpose of better understanding students’ perceptions of their own motivation
and self-regulation (Gass et al., 2020, p. 526; Ryan & Deci, 2000b, p. 72). The differences
between the two models are that the Organismic Integration Theorf§peci & Ryan, 1985)
describes different types of motivation and regulatory styles, while the Process Model of L2
Motivation (Dornyei & Otto, 1998) shows how motivation is influenced differently before,

during, and after learning-activities.
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3. Method

This chapter will focus on explaining how this study was carried out. The intention was to
find answers to the research questions whether or not the excellence students used self-
regulation in their motivation for ESL learning, and if so, to what extent the students’
motivational and self-regulating influences could be described in line with Deci and Ryan’s
Organismic Integration Theor§1985) and Dornyei and Otté’s Process Model of L2
Motivation (1998). First, a description of the research participants will be given in section 3.1.
Second, the research design of the study will be presented in section 3.2., including
descriptions of the survey in section 3.2.1. and the collection of data in section 3.2.2. Third,
the analysis of data will be discussed in section 3.3., including arguments about the research
credibility in section 3.3.1., validity in section 3.3.1.1., and generalisation in section 3.3.1.3.
Finally, in section 4. the research ethics will be mentioned, including a covering letter prior to

the survey in section 4.1.

3.1. Research participants

There were 16 to 32 excellence students of English in six different groups of up to 35 students
in total. Two of these groups, the first graders in Modern Humanities and the second graders
in Science, were mixed with eight (six participating in this study) respectively six (all
participating in this study) non-excellence students from the most closely related programmes
(the European programme and the Chemistry-Physics programme). The non-excellence
students at the excellence programmes all claimed to be A or B-students and were taking all
of their programme specific and obligatory courses with their so-called elite classmates.
Therewith, they shared the exact same courses, formed the same groups of students, and each
group was taught by the same teachers in the same classrooms. Therewith, the research
participants were all of the accepted students presently taking English at, or together with, the
excellence programmes. However, no tests of the actual excellence of these students were
held. It was important to include the entire sample to be able to strive for finding overall
patterns of motivation in the groups of students studying English together at an excellence
programme at this school. Conceivably, the findings could perhaps also be applicable to
student groups of excellence beyond this school. Therefore, more concern was given to the
perceptions among all of the target students, rather than the opinions of a few participants,

which the preceding pilot-interviews offered.
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3.2.Research design

This empirical study commenced by qualitative pilot-interviews with two voluntary first-
grade excellence students of English. The reason for starting with the interviews was the
possibility of the students themselves providing new or modified ideas for the survey of ESL
motivation (Cohen et al., 2018, p. 509). The interviews offered the ability to be responsive to
the students’ answers (McKay, 2006, p. 52) and to find out more about the kind of
information they would bring. However, in interview-situations with more long-sectional
intentions, the interviewees produce free and spontaneous speech which has to be analysed
somehow (Gass et al., 2020, p. 20). Ideas about possibly including more interviews in this
study were quickly abandoned, because of the predicted complicated task of summarising
varying, and perhaps even misleading, student answers (Dérnyei, 2001, pp. 238-239; McKay,
2006, pp. 51-52). Further, for in-depth and qualitative data-collection, some participants
somehow need to be selected, and these representatives might not share their opinions with
the majority of the population. Rather, cross-sectional data-collection shows more clearly how
common an opinion is and the closed questions enable an easier digestion of data. Survey
research is appropriate when trying to describe opinions and attitudes about second language
motivation within a specific sample at a given time (Dornyei, 2001, pp. 216-217).
Quantitative research is more precise, produces clearer evidence, and easier shows broader
tendencies than qualitative research (Dérnyei, 2001, pp. 192-193). Moreover, the number of
respondents to a questionnaire and the overall reliability are usually higher, than in interviews
(Cohen et al., 2018, p. 508). These advantages made me choose questionnaires for my

research.

With the ambition to find out how the individual Swedish excellence students perceived their
motivation and self-regulation for studying ESL, a battery of cross-sectional survey-questions
was formed (Gass et al., 2020, p. 21). The digital surveys were carried out in questionnaires
for quantity and simplicity (McKay, 2006, pp. 35-36). A questionnaire with a quantitative
design and the ambition to cover the entire sample of excellence students seemed relevant,
since | wanted to learn more about the perceptions among all of these students (Dornyei,
2001, p. 216; McKay, 2006, pp. 35-36) and the intention was to “map the field” (Cohen et al.,
2018, p. 173) of motivation for learning of English in the groups of excellence at the target
school. Disadvantages of questionnaires might be difficulties in producing effective survey
questions and difficulties for the students to interpret these questions and producing valid

answers to the same (Do6rnyei, 2003b, pp.10-14).
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With the aim of finding out which (if any) self-regulatory style these students operated, a set
of questions based on Deci and Ryan’s Organismic Integration Theorf1985) was composed.
To find out more about how the students’ motivation for ESL changed over time,
questionnaire-items based on Ddrnyei and Ottd’s Process Model of L2 Motivatiofi998)
were organised. The survey was carried out on one occasion for each group and the students
were at this moment in time asked to reflect upon what motivated them before, during, and
after a proposed classroom-activity. The ambition was to shed some light on the students’
reported behaviour, in addition to their opinions and attitudes (McKay, 2006, p. 51).
Furthermore, to enable some autonomy in the student responses and to give the study a partly
qualitative approach, the last question opened up for free production (Dornyei, 2003b, p. 14).
It was intriguing to see if and how the students would response on their own initiative, in

connection with the topic of their ESL motivation and self-regulation.

Prior to the main data collection, pilot-questionnaires (Dornyei, 2003b, pp. 63-65) with
identical items were distributed in a test group of second graders at the Business programme
at the target school. In this group, 32 out of 35 students participated. This event made an
actual probe to see that the questions were interpretable and that their number was user-
friendly (Cohen et al., 2018, pp. 496-497). Simultaneously serving as a potential control
group, the results from the Business students created possible references to compare the
answers from the target groups with. Most feedback on the test-questionnaire was approving,
but criticism that was given said that some questions felt similar to one another, which
supposedly was an accurate student response. However, with the theoretical frameworks
described in chapter 2. in mind, the questionnaire-items were aimed at highlighting the

different aspects and features of those theories. Therefore, no adjustments were made.

The third step in the procedures of the survey research, was the distribution of the digital
questionnaires for the target students of excellence and their classmates in their English-
classes. Involvement of the engaged students at all three grades and both excellence
programmes at this school, was made feasible with the electronic tool Google Docs. |
attended each class to talk the students through the survey items and to clarify or answer
questions if necessary. My own presence at the time for the questionnaires did enable the
students to ask complementary questions, if they wanted to ask out loud or call for my

attention, which some did.

After the survey, | had prepared an oral vocabulary game with elicited words and word units

used in the survey. In pairs, one student tried to make his or her partner utter given vocabulary
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by explaining and negotiating it (Lightbown & Spada, 2013, p. 210; Nation & Chung, 2011,
p. 551). At the same time, the pairs were optionally competing with each other. To show my
gratitude for the students’ participation, they were given something engaging and educational
in return. It also simplified the teachers’ planning when I, by adding the practice of
vocabulary, borrowed an entire lesson for each of the six groups instead of an undetermined
part of them. Finally, the gathered material from the digital questionnaires could be

summarised and analysed (McKay, 2006, pp. 42-46).

3.2.1. Survey

The survey questions were constructed in order to place predicted findings on the same
continuum as Deci and Ryan’s Organismic Integration Theor§1985). Survey questions in
line with Dérnyei and Ott6’s Process Model of L2 Motivatiofi998) were added for an
expected clearer didactic understanding of excellence students’ changes in motivation over
time. There were 23 questions referring to Organismic Integration Theorfghree items about
the foundational Basic Psychological Needs Thegttyree items about students’ school
amotivation, three items about students’ extrinsic motivation with external regulation, four
items about students’ extrinsic motivation with introjected regulation, three items about
students’ extrinsic motivation with identified regulation, four items about students’ extrinsic
motivation with integrated regulation, and three items about students’ intrinsic motivation and
regulation). Furthermore, there were 17 questions based on Process Model of L2 Motivation
(five items about students’ preactional stages, eight items about students’ actional stages, and
four items about students’ postactional stages). Initially in the questionnaire, there were items
about the students’ consent, school-year, programme, course-grades, and possible grades from
the latest National Tests (which for some was a local variant due to Covid-19 and not even
occurring for others). Finally, the students were invited to an open-ended question to
optionally add information free of choice (Ddornyei, 2003b, pp. 49-50) in connection with the
topic of their ESL motivation and self-regulation. Questions like this can be of high value for

a study since they invite honest and personal reflections (Cohen et al., 2018, p. 475).

The majority of questionnaire items were produced with closed-ended alternatives for rating
on seven-points Likert scales (Dornyei, 2003b, pp. 35-39), offering three negative, one
neutral, and three positive options to choose from (Dérnyei, 2001, p. 200). The alternatives of
responses on the continuums were “1. No, not at all”, “2. No, only very seldom”, “3. No,

usually not”, “4. So-so, it happens, it does occur”, “5. Yes, sometimes”, “6. Yes, quite
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frequently, most of the time”, and “7. Yes, indeed”. At times, there was an alternative not to
answer a specific question, in case the participants did not perceive the conditions as valid.
For example, to see if a student felt influenced by her parents’ support, it was taken for
granted that the student did experience support from her parents. Accordingly, the answer “1.
No, not at all” to this question simply assumed that the student did not feel influenced by her
present parental support while studying at school. For this reason, the students were asked not
give any answer to the same question, if they contrastively did not experience any parental

support at all. The questionnaire items are found in Appendix D.

3.22. Data collection

All the currently 148 excellence students and the 14 non-excellence studying together at
Europaskolan in Strangnés, Sweden, were invited to participate. The students who enrolled
were 121 excellence students and 12 of the non-excellence students mentioned. The collected
sample included 133 students in total, 82% of the population of students of English at or with
the excellence programmes. The survey took 25-30 minutes for the students to complete, and
somewhat longer for the students who wanted to add extended viewpoints in the last question
for free production. The fact that lesson-time was devoted for each class to answer the
questions presumably made the number of participants significantly higher than if the surveys
solemnly had been presented via, exempli gratia, e-mail. Exceptionally, only four out of
sixteen students were present in one group due to misunderstandings and, perhaps, the fact
that the time allotted for the questionnaire was their only scheduled lesson for the day. The
absent students in this group were by e-mail asked to fill in the questionnaire on their own,
which five of them did. Separating the two programmes, 67 out of the in total 80 Modern
Humanities students studying English participated in the survey (84%) (in addition to the six
non-excellence students). Out of the 68 Science students studying English, 54 participated in
the survey (79%) (in addition to the six non-excellence students). Singling out three school-
years, 48 of the 56 first-graders participated (86%) (in addition to the six non-excellence
students), 45 of the 54 second-graders participated (83%) (in addition to the six non-
excellence students), and 28 of the 38 third-graders studying English participated (74%).

3.3.Data analysis

Once more, all the excellence students plus the non-excellence students studying jointly with

the excellence students were invited to the digital questionnaires. Quantitative did by no
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means equal qualitative. Regardless, the broad involvement of participants added to the
credibility of the study, since no selection or limitation for participation other than being a
student at or within an excellence programme was made. Digestion of student answers in
higher numbers was made feasible because of the digital questionnaires. Another advantage
of the digital survey was that agency was permitted to choose an overview of the answers in
tables and percentages (Cohen et al., 2018, p9. 476-478). The computer programmes Google
Docs and Microsoft Excel provided for contrasts of chosen variables, and hence, made
analysis of results easier (Dornyei, 2003b, pp. 62-63). For time and safety reasons, these
simpler and familiar programmes were applied. The quantitative data, closed-response items,
were analysed according to percentages of the students’ questionnaire options. The mean
score and the average deviation were calculated for each item. The qualitative data, the
answers to open questions, were included in the study if they expressed views in consonance
with the questionnaire items. Further, samples which hinted diversity were included aiming at
giving a valid picture of the students’ expressed perceptions. There was no definite way of
analysing discourse (Cohen et al., 2018, p. 701) and there were various comments from 79
students in the last survey question. These narrative texts had multiple layers and they were

open for multiple interpretations (Cohen et al., 2018, p. 700).

3.3.1.Research credibility

Here follows a discussion about the attempts in this study to test the abstract phenomena of
excellence students’ ESL motivation and self-regulation, in other words, the “researchability”
of the study (Doérnyei, 2001, p. 183).

3.3.1.1. Validityand eliability

There are three types of validity in quantitative research; internal, external, and construct
validity (McKay, 2006, p. 12). Concerning construct validity, the first issue was whether or
not the survey questions asked for sufficient information to answer the research questions
(Dornyei, 2003b, p. 110). To take a critical stance to this study, the theoretical frameworks
had to be operationalised and presented in adequate questions. Hence, the survey questions
had to correspond to the essence of the theoretical models and be formulated distinctly. To
create items which captured the core concepts of Deci & Ryan’s and Dérnyei & Ott0’s
constructs was striven for, by making suggestions for the components and carefully

comparing them with the items of the questionnaire. Subsequently, the students needed to
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interpret the questionnaire items desirably (Dornyei, 2001, pp. 183-186). | participated on
each occasion where the groups of students answered the questionnaire, to read the items
aloud and to avoid misinterpretation by being able to clarify when necessary and answer the
students’ follow-up questions. Finally, a sufficient analysis of the collected data needed to be
carried out. The gathered information had to be contrasted as objectively as possible and valid
conclusions ought to be drawn (McKay, 2006, pp. 42-46). In the answers given by numbers |
tried to see tendencies in percentages. When it came to the students’ open-ended answers |
chose to include samples that expressed different opinions and samples that showed the

different parts of the theoretical frameworks.

Further, concerning external validity (McKay, 2006, pp. 12-13), to which degree could the
findings of this study be generalised to a broader population, for example, Swedish students
of excellence at other schools? It was assumed that the students at the Swedish excellence
programmes were extra talented and highly achieving. However, this was only asked about in
the student questionnaire questions and checked in the results from previous National Tests,
which (if performed) was a local solution because of the cancellation of the mandatory
National Tests due to Covid-19. The assumption was, that since only interested students with
high grades from compulsory school applied and became accepted, they were extra talented.
Furthermore, since the theoretical background in chapter 2. suggested that social contexts
influence students’ motivation, it might have been that excellence students elsewhere

perceived their ESL motivation and self-regulatory styles differently.

Lastly, and concerning internal validity (McKay, 2006, p. 12), the students might have been
conscious and attentive, or unconscious and less careful when answering the questions
(Dornyei, 2001, p. 9). An undesirable scenario was if students did not consider their responses
enough, that they perhaps drew conclusions about their situations too quickly, or simply
clicked one of the boxes to produce an answer (Dornyei, 2003b, p. 10). Another possible
shortcoming was the participants’ abilities to estimate their situations correctly. The students
had to consider their own situations and predict the most fitting answer to each item (Ddrnyei,
2001, p. 207). At the time of this survey I did not personally teach any of these students in
English, so possible effects of my relationship with the participants was expected to have less
importance. Yet, reactivity was of course plausible. For example, even though the participants
were asked to reply honestly, there might have been a type of Hawthorne effect in that the

students possibly could have answered what they thought were the best or expected answers
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(Dornyei, 2001, p. 235; Dérnyei, 2003b, p. 11). There might also have been a tenable Halo
effect, if the students “overgeneralised” by feeling positive or negative altogether, and letting
those feelings spill over to the detailed questions (Dérnyei, 2003b, p. 13). Moreover, | was
present in the room at the time of the survey and gave examples and explained items orally,
but the students might have experienced some research fatigue and thereby lowered their
amount of concentration (Dornyei, 2003b, p. 14). The given answers to the survey questions
indicated only what the students claimed to do and what they claimed to believe (McKay,
2006, p. 51).

Akin to valitidy, the reliability of quantitative research also takes the internal and external
forms. Internal reliability refers to transparency and to what extent another researcher would
come to the same conclusions of the same data in the same study. External reliability refers to
what extent different researchers would come to the same conclusions if they conducted
similar, but separate, studies of their own (McKay, 2006, pp. 12-13). A way to ensure
reliability is to carefully conduct homogenous, multi-item scales (Dornyei, 2003b, pp. 110-
112) aiming to even out odd, misleading, or sprawling results. For example, the reliability of
the survey in my study was intented to be checked in the multiple items on each sub-category
(for example, the four items of “extrinsic motivation with introjected regulation”, and the five
items of “students’ preactional stage”). Reliability was intended to be controlled in the
reversed items too (for example, “After engagement in a classroom activity, | often feel
encouraged to study more because of my received grade, feedback, or praise”, versus “After
engagement in a classroom activity, | often feel discouraged to study more because of my

received grade, feedback, or critical comments.”) (McKay, 2006, p. 41).

3.3.1.3. Generalisation

This study strived towards measuring non-linguistic information, namely motivation and self-
regulation, via a survey with attitudinal ratings for the participants to choose from (Cohen et
al., 2018, pp. 478-481; Gass et al., 2013, p. 33). Regarding internal generalisability, a question
was how individual effects could be traced in average samples (Dérnyei, 2001, p. 193). Key
advice in summarising collected data was not to overgeneralise the participants’ responses,
however, one must generalise when interpreting data (Dornyei, 2003b, p.120). Conveyance of
a general picture of all the research items was aspired to, but some of the students’ answers to
the last open-ended questions were picked and presented in the categories of the utilised

theoretical frameworks described in section 2.
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Regarding external generalisability, if the excellence students in this study truly were
excellent, if students at other excellence programmes possess the same abilities, and if the
social contexts at other schools offering excellence programmes are similar, the expected
external validity (described in section 3.3.1.1) of this study may be high (as proposed in
section 3.1.1.). Hopefully, the students provided true and reliable information (McKay, 2006,
p. 36). An idea is that there is no such phenomenon as generalisability, since all generalisation
is nothing but “a working hypothesis” and not applicable to other “local conditions and
contexts”. Besides, the readers of a study are the ones who decide whether or not results are

transferable to other situations (McKay, 2006, p. 15).

3.4. Bhics

A point of view was that my colleagues might well have been affected and even felt
intimidated by the presence of and research made by another teacher. | felt obliged to explain
my friendly and objective intentions, in order to gain approval and to reach unbiased results.
It also felt comforting to be able to stress that my research was not directed towards my

colleagues’ teaching. Still, the teachers might indirectly have influenced the participants.

The ethical research principles about the participants’ well-being, safety, integrity, privacy,
animosity, and rights of information were followed (Dérnyei, 2003b, pp. 91-93). The code of
conduct was that all participants contributed with their digital answers on an optional and
anonymous basis (McKay, 2006, pp. 24-25). The research was exclusively meant to bring
possible and positive effects on the participants. Firstly, the students might have been starting
to reflect on their own perceptions of learning, motivation, and self-regulation, because of
their involvement in the survey (McKay, 2006, p. 28). Secondly, the students will hopefully
be more clearly understood and given more effective support by their teachers in the future.
Lastly, perhaps the students learnt a little more vocabulary and appreciated to practice their
oral skills in the game of active production that rounded off the survey lessons (Lightbown &
Spada, 2013, p. 64).

3.4.1. Informed consent

The students and their parents were in a digital letter (Cohen et al., 2018, pp. 495-496)
informed about the purpose of the study, and the voluntary and anonymous participation prior
to the survey (Dornyei, 2003b, pp. 84-86; McKay, 2006, pp. 25-26). Hopefully, the overt
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research design prevented reactivity (Cohen et al., 2018, p. 233). Predicaments for
anonymous participation in the digital surveys were chosen in beforehand. All but one of the
participants confirmed their consent in the first survey question. The students were also
informed that they did not fully accept to contribute until they pressed the send-button at the
very end of the questionnaire. In Sweden, the rules of GDPR did not apply when participation
was anonymous. Still, the students’ digital answers were erased after the completion of this

study and kept confidential until then.
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4. Findings

The individual students probably had different motivational approaches for different subjects,
while this study focused exclusively on motivation and self-regulation for the subject of
English. Many interesting, and sometimes surprising, results were seen in the student
responses to the survey. All research items have been summarised and presented in tables. In
addition, some chosen samples of the students’ open-ended answers were categorised and
presented in consonance with the theoretical frameworks described in chapter 2. The
combined results from the participating students at the two excellence programmes Science
and Modern Humanities, plus the twelve non-excellence participants studying with the

excellence classes will be discussed below.

4.1.Basic Psychological Neddwory

A clear tendency in the results was that the ideas of basic psychological needs (including
student autonomy, competence, and relatedness), foundational of the theories of self-
determination and organismic integration, applied to this sample of students. As many as 59%
of the students claimed that their motivation was strongly dependent (option six and seven on
the Likert-scale) on feelings of autonomy, independence, self-support, self-control, or
freedom of choice. The mean score of the alternatives from 1-7 was 5.5 and the standard

deviation was 1.3.

To be motivated, | need to feel autonomous, independent, self-supported, in control, or a freedom
of choice.
129 svar

60

40

20

0

A second-grade Science student had the following to say about autonomy in class:

- An assignment leaving room for free interpretation of said task and how to execute it
granting me creativéfeedom and a way to let my assignment stand out is utterly important to
me as a learner, not necessarily in a sense of presenting as a way of gaining praise but but as
a way to motivate myself is necessary for (sie)

Next, a third-grade Modern Humanities student expressed a severe outcome of personal lack

of autonomy:
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Motivation stems in my opinion from freedom to choose something that intrests me, doing an
exercise | despise leads to me learning nothing. Also many tasks can be repetative and not
stimulating. Personally | feel like since | began learning English in High School my English
has slightly worsened due to thsic)

Similar to the findings concerning autonomy, as many as 64% of the students claimed that
their motivation was strongly dependent (option six and seven on the Likert-scale) on feelings
of competence and capability. The mean score was 5.6 and the standard deviation was 1.5.

To be motivated, | need to feel competent and capable.
133 svar
60

40

20

(o}

A presumptuous A or B-student commented on the question of competence and capability by
expressing a connection between competence and his or her personal perception of human
value:

A lot of my everyday is in english so | mostly learn from that but | use that in my school work.
| also work for academic validation becausenékes me feel more worthy as a pergsio)

Finally, 50% of the students chose option six or seven, the two strongest alternatives on the
scale (“Yes, indeed” or “Yes, very frequently”) for describing their need of a positive social
environment with friendly relationships in order to feel motivated. The mean score was 5.1

and the standard deviation was 1.7.

To be motivated, | need a positive social environment with friendly relationships.
131 svar

40
30
20
10

Q

Interestingly, a third-grade Science student made a very thoughtful comment on the factors
generally affecting her motivation:

| find that my reasons for staying motivated and-s=ulated are not consistent. While these
might be my answers today you could have just as well recieved completely different answers
from meon another day, due to things like stress in other classes or at-haneny
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motivation/seHregulation in English class is very affected by factors not directly related to
the class itself or the learning environme(sic)

In conclusion, the concepts of autonomy, competence, and relatedness seemed highly relevant
for many of these students, in line with Basic Psychological Needs ThedBeci and Ryan,
1985).

4.2.0rganismic Integration Theory

Here, the findings will be discussed according to organismic integration and the participants’

self-regulatory styles (Deci & Ryan, 1985). That is, the process of when internal and external

elements are harmonised with personal and improved structures of motivation (Deci & Flaste,
1995, p 93; Deci & Ryan, 1985, p. 114), or why we do what we do.

4.2.1.Amotivationand nonregulation

As expected, the excellence students in this study did not show much of this first stage of pure
amotivation. For example, they rarely felt incompetent of completing tasks, 72% chose one of
the two weakest options on the scale (“No, not all” or “No, only on very rare occasions”). The

mean score was 2.1 and the standard deviation was 1.5.

When my teacher of English presents a task, | often feel incompetent of doing it.
130 svar
60

40

20

o

Neither did the students frequently fail to complete tasks due to surrounding negativity. As
many as 66% chose the two weakest options on the scale. The mean score was 2.2 and the

standard deviation was 1.5.
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| often fail to complete tasks in English-class because of negative attitudes in my environment.
128 svar

60
40

20

Remarkably though, the mean score of answers to the claim “When my teacher of English
presents a task, | often cannot see the meaning of doing it” was as high as 3.7 and the standard
deviation was 1.8. Meanwhile, the three least affirmative answers to this statement made 36%

of the responses.

When my teacher of English presents a task, | often cannot see the meaning of doing it.
132 svar

40
30
20
10

1]

The following statement revealed a regretful and exclusive reason for the results pointing

towards lack of motivation in this study, from a student in need of professional help and

support:

| would like to add that | haven't felt motivated to study anything for over a year, therfore |
suspect that inight have depression and my answers are not of any value to your(sit)dy.
Likely, the respondents to the last item did still carry their activities through, even though

they claimed to not see any reason of doing so. In this case, the previous item did not measure

non-regulation.

4.2.2. External regulation

The feature of external regulation was very visible, since quite a few of these students claimed
to complete tasks only because of their teacher’s directives. The two most confirming options

on the scale was chosen by 47%. The mean score was 5.0 and the standard deviation was 1.8.
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When my teacher of English presents a task, | often do it only because he/she tells me to.
131 svar

40
30
20
10

1]

Likewise, 47% chose the two strongest options on the scale for completing tasks only to pass

a course. The mean score was 4.9 and the standard deviation was 1.9.

When my teacher of English presents a task, | often do it only to pass the course.
131 svar

40
30
20
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Moreover, the two strongest options on the scale for completing tasks only to meet dead-lines

was chosen by 53%. The mean score was 5.1 and the standard deviation was 1.9.

| often complete tasks in English-class only to meet deadlines.
130 svar

60
40

20

The incentives in this stage of external regulation were also amotivational traits, though less
profound than in the previous stage of non-regulation, according to Dornyei and Otto’s
theoretic scaffold (1985). Even these findings strongly contradicted to the initial expectations
of this study. Here follow views on external regulation from two students. First, a Modern
Humanities third-grader who reflected on his or her deplored motivation due to the past
distance teaching:

Im not a language guy, i never have been. French was a pain. I've never had any problems
with learning english, but i don't find it very interesting or exciting. | simply takedbese
because i find it rather easy and i don't have to put down as much effort as in other courses
like math. Overall; my selhotivation has been low since lockdown and homeschooling. My
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grades haven't taken a hit but i don't feel as motivated towardsosin general as i did pre
covid (not just english]sic)

Second, negative opinions from an amotivated third-grade Science student who seemed to
miss suitable ESL challenges in class:

While | am highly unmotivated and often bored in English clasdess as though | can't

really learn anything new (though | know for sure | could improve my English, just not in this
class), | really do enjoy consuming English media, like books and novels and video essays. |
am unmotivated because | often don't entl@yexcersices we do (maybe except for some
roleplay and reading), and | can achieve the highest grade without any major effort from my
part, and compounded with the fact | have other more interesting classes so English isn't my
priority, leads to me havino interest in trying to improvésic)

To conclude, the use of external regulation was obvious and more evident than expected
(Guay et al., 2008, p. 237). Stressful schedules and lengthy assignments without proper
scaffolding and advertisement are two ideas of explanations to be further considered later on
in section 4.2.5., 4.2.6., and 5.

4.2.3. Introjected regulain

The next, introjected type of regulation, showed ambiguous tendencies in this study. The
participants showed that they completed tasks in class in order to be rewarded with a grade,
because 64% chose one of the two strongest options. The mean score was 5.6 and the standard
deviation was 1.6.

| often complete tasks in English-class to be rewarded with a grade.
132 svar
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1]

Also, the students expressed that they understood and appreciated how capable they were of
learning the English language (62% of them chose the two strongest options on the scale),
which were traces of the students’ perception of their own competence. The mean score was

5.7 and the standard deviation was 1.5.
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| understand and appreciate how capable | am of learning the English language.
130 svar
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40

20

Moreover, 61% of the students chose one of the three most approving alternatives for often
completing tasks in English-class to avoid personal feelings of guilt or anxiety, which showed

traces of the students’ conscientiousness. The mean score was 4.6 and the standard deviation

was 1.9.

| often complete tasks in English-class to avoid personal feelings of guilt or anxiety.
133 svar
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20
10

[+]

On the other hand, in the item signalling introjected regulation phrased: “I often complete
tasks in English-class to be rewarded with praise from others”, 50% of the students opted for
the two weakest alternatives. The mean score was 3.0 and the standard deviation was 1.9.

This could possibly be interpreted as a sign of students’ autonomy.

| often complete tasks in English-class to be rewarded with praise from others.
132 svar
60

40

20

4.2.4. |dentified regulation

In the items asking about identified regulation, more unexpected results appeared. Answers to

the question whether tasks in English-class were completed because of an understanding that
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the students’ learning outcomes were personally important to them, gave the mean score 4.2

and standard deviation 1.9.

| often complete tasks in English-class because | understand that their learning outcomes are
personally important.

132 svar
30

20

10

Further, answers to whether tasks in English-class were completed because of desire to learn

more about interesting topics, resulted in the mean score 3.8 and the standard deviation 1.7.

| often complete tasks in English-class because | want to learn more about interesting topics.
132 svar
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20

The previous two items showed a surprising spread. Indeed, a stronger representation of
intrinsically motivated excellence students was predicted and perceptions like the following
was expected. A second-grader at Science argued this way about, for instance, autonomy and
the value of topics:

I'm mostly influenced by myself so there isn't something others could do to make me
motivated, it has to be nifeit's going to work. But generally | enjoy learning more if the tasks
are important and by that | refer to topics that are giving me experience or knowledge.| also
learn more when the teacjer is balanced (not to strict and not "chgit)

However, in the two-folded question about liking of activities and/or wanting to achieve high
grades, the answers were clearly supportive. The two strongest alternatives (“Yes, indeed”
and “Yes, quite often”) were picked by 67% of the participating students. The mean score was

5.7 and the standard deviation was 1.6.
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| often complete tasks in English-class because | like them and/or | want to achieve high grades.
130 svar
60

40

20

1]

In sum, there were tendencies towards both external regulations and more intrinsic motivation
for ESL within this group. This was how a third-grade Modern Humanities student expressed
motivation connected with tasks and grades:

Fun and intresting task is motivational for me. To get a high grade and feel lika | have a use
fot the things i learn in the classroom is also motivational for(sie).

Last, this was how a presumptuous A or B-student communicated his or her learner needs and
identified self-regulation:

| percive english as a key to the world and future studies as well as a way to make my way
through life easier which has been significant in my way of maintaining motivtitiongh

the english classes | have attended. However, | feel like | get less motivated when my specific
needs in the learninrgnvironment aspect aren't méic)

4.2.5.Integrated regulation

According to the results of this survey, neither did the students apply extrinsic motivation
with integrated regulation as initially expected. As many as 65% of the students chose the
three weakest options as response to the claim that they committed themselves in class-room
tasks because of their deep interest in topics. The mean score was 3.0 and the standard

deviation was 1.7.

| often complete tasks in English-class because | am deeply interested in the topic.
132 svar
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Similarly, 56% opted for the two most negative alternatives for the love of activities in the

classrooms for English. The mean score was 2.7 and the standard deviation was 1.5.
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| often complete tasks in English-class because | love the activities.
131 svar
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Nonetheless, this was a comment made by a Modern Humanities third-grade user of
integrated regulation (at least topic-wise) who seemed strongly content-driven:

The things we do in class might not always be the most fuex@onple writing a text) but the
subject of the text is. For example | don't find it interesting to write a text but | like the
subject, colonialism. Colonialism is the thing keeping me engaged.

Further, the impact of positive support or influence from classmates in the completion of tasks
was barely visible. Remarkably, only a number of 10% chose the two strongest alternatives,
while 56% chose one of the three least supportive responses. The mean score was 3.2 and the

standard deviation was 1.7.

| often complete tasks in English-class because of positive support or influence from my
classmates.

130 svar

30

20

These results could be interpreted in different ways. For example, these students might have
felt independent, autonomous, and individualist in the explicit phase of completing a task,
and/or they might have perceived their inner drive and self-regulation as stronger than
external influence from peers. Also, there was a possibility that these students might have felt
accustomed and jaded about the atmosphere in the classrooms, since they probably only had
their previous school for younger students to compare with. Further, the answers to the
previous statement (“I often complete tasks in English-class because of positive support or
influence from my classmates’) were ambiguous compared with the answers to the initial
claim of need of a positive social environment with friendly relationships in order to feel
motivated, which was strongly expressed by 50% of the students in response to Basic
Psychological Needs Theofipeci & Ryan, 1985).
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A first-grade Modern Humanities student expressed, among other things, positive influence

from peers this way:

Having an energetic teacher helps a lot. Being able to choose what you want to write about or
talk about gives motivation. Talking in groups or whole class is alweye fun than only

reading and awnseringsic)

Moreover, the baffling score for the item in the battery of questions phrased: “I often
complete tasks in English-class because my teacher has taught me their high value” was only
11% for the two most confirming options combined. Meanwhile, 48% of the participants
picked one of the three least supportive answers. The mean score was 3.4 and the standard
deviation was 1.7. Note that only 122 out of the 133 students answered this question. Perhaps,
integrated regulation was easier explained and identified in the students’ last open-ended

answers of which some are presented at the end of this section.

| often complete tasks in English-class because my teacher has taught me their high value.
122 svar

30

20

The oral description of this item made clear that its focus was the students’ perceptions of
their own understanding of the value of tasks, and had nothing (directly) to do with the
efficacy or success of the teachers’ explanations of meaning and meaningfulness. For some
reason or reasons, the students showed much more of the clearly amotivational trait of non-
realised task-value than anticipated. This was a first-grade Science student’s thoughts of both
the importance of competence and autonomy, as well as an experienced default in taught task-
value:

| find learninh english extremely fun, however there are times when | can become a little
stressed either because of the amount of work in one assignment or the complexity. | also
have a hard time with motivation, often sirsmene assignments are quite boring/me not
understanding why we are working on this specific assignr{sg)t

Subsequently, some notes expressed reasons for lack of motivation which probably were
highly valid and worth considering. This was how one of the third-grade Modern Humanities

students phrased him- or herself:

45



Since we have so much to study all the time i feel like | dont have time to appreciate the
courses im taking, therefore some of these answers will be a bit asiged

Here, a similar holistic viewpoint from another third-grade Modern Humanities student, about
the aspect of time:

| like this class and the tempo is good! But | would probably appriciate it more if we didn't
have so much to study in other subje(si)

The following three student answers pointed to the use of English in its prominent role of an
international language, and that global English may create natural motivation to learn more of
it at school. English is globally perceived as a “gatekeeper to economic success” (Bi et al.,
2012, p. 396) and for many European teenagers, English is their first choice of language for
global communication and a part of their everyday lives (Kangasvieri, 2019, p. 200).
Motivation to learn English as a means of personal, academic or professional success, the way
these students argued, involved integrated regulation. This was an answer from a first-grade
Modern Humanities student about integrated and global aims:

My main focus is the importance of the English languagmasof the leadinganguages
around the globe, thus meaning a huge importance when it comes to opportunities of
studying, travelling and working abroad as | have high ambitions for my future.

Moreover, a reflection produced by a seemingly autonomous third-grade Science student who
struggled with his or her out-of-school social connections (Henry & Cliffordson, 2017) and
who also had identified long-term goals:

| like to work by myself and often learns best when | get to dive into my tasks on my own. Of
course | need/want som guidance by my teacher but mostly | do a lot of learning on my own. |
am not so effected of what others do around me, like my friends, when in class but if | am
having troubles socially outside school it can effect my schoolwork ativhtian. The social

life is important to me and my motivation. My biggest motivation today is probably my long
term goals of later education adn wofllo speak english is an important part of that job and

it makes me more motivated to use and learn endti)

Finally, a presumable third-grade Modern Humanities operator of integrated regulation:

| want to study abroad, so that motivates me
To conclude the theme of extrinsic motivation with integrated regulation, the students

appeared to be much more self-regulated by compliance and less intrinsically motivated than

expected.
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4.2.6. Intrinsic motivation and regulation

Exemplification of students’ intrinsic motivation and regulation was sought for in the last
questions based on Organismic Integratn TheoryDeci & Ryan, 1985). It was found that
78% of the students never, or very seldom, did more tasks than what their teacher had
suggested simply because they loved the activities. The mean score was only 1.9 and the
standard deviation 1.4.

| often do more tasks than what my teacher has suggested, simply because | love the activities.
132 svar

80
60
40

20

4]

Conversely, 57% of the participants claimed that they often studied more English at home,
simply because of their interest in a given topic. The mean score was 4.6 and the standard
deviation was 2.2. A note to this finding, was that the oral explanation of the word “studying”
in this question was explained as anything that also could be done in class, for example,

reading a novel, writing a text, watching the news, listening to a podcast, discussing, et cetera.

| often study more of English at home, simply because | am interested in a given topic.
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To the statement: “I appreciate studying English because my social school environment is
supportive. (If you do not find your environment supportive, do not answer this question.)”,
118 out of 133 participating students responded. This suggested that 118 students did perceive
their school environment as supportive. Still, a majority of the answers (28%) were placed in
the middle alternative for “Yes, sometimes”. The mean score was 4.0 and the standard
deviation was 1.8. A note to this finding was that the oral presentation of this item made clear
that even alternative 1. (“No, not at all”’), meant that the environment was perceived as

supportive, however, not important for the appreciation of studying English.
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| appreciate studying English because my social school environment is supportive.
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These results of intrinsic regulation and the relatable findings about introjected regulation,
might be seen as the students’ independence and autonomy. However, the first items in this
subcategory more or less dismissed the beliefs of the students’ intrinsic motivation. An idea to
consider was if students’ truly intrinsic motivation and regulation even were achievable in the
school-situation, where most activities were initiated externally by a teacher. In addition,
there might not have been time for the students to immerse themselves outside of their rather
hectic schedule, as hinted in section 4.2.2. and 4.2.5. To summarise, the attempt to
operationalise the Organismic Integration Theoyyed to more revelation of the students’
compliance than confirmation of expectations about their intrinsic motivation (Guay et al.,
2008, pp. 235-237).

Despite the responses to the questionnaire items, there were many comments suggesting
intrinsic motivation at the open end of the survey. A sample of future goals from a student in
second grade at Modern Humanities read this way:

My motivation comes not with english itself but how | can use it in my future, since | dream of
working internationally. | therfore use myself mostly as a motivatiore to mypersonal
goals.(sic)

Besides, English is often the language in use on the Internet, in music, films, and other media,
and that creates a natural desire to learn the language (Kangasvieri, 2019, p. 200). Here follow
ideas about intrinsic motivation to learn English, but out of the school context. A second-
grade Science student communicated the following beliefs:

Hobbies have great influence on my and many others motivation for learning english. This
could be anything from reading, writing, playing videges or watching movies. | believe

these things are very important for a lot of students motivation for studying English. It is also
what differentiates it from most other languages E.g. French, German, Spanish and so on.
Since English is frequently useddaimportant in daily life and activities it provides a natural
motivation and need to know the language. This in turn can become seperate from English as
a school subject and all tasks involved with it, which can result in a feeling of the subject
being kArgely unnecessary or slow pac¢sic)
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Another example of language-learning through gaming and implicit learning (Gass et al.,
2020, p. 322), expressed by a third-grade Modern Humanities student who also seemed to
focus on learning outside of school:

| find learning english is easier for me when i dont think about learning englistbeen

playing games since many years back and due to that i've learned more than i have during
lessonsSo by playing games and learning new words i find itemootivating than focusing

in learning english(sic)

4.3.Process Model of L2 Motivation

In this section, the findings of this study will be presented in consonance with Dérnyei and
Ott6’s Process Model of L2 Motivatiqii998). We will see what influences the students’
motivation before they embark on a classroom-activity, while they are engaged in an activity,

and after completion of an activity.
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The first part of Process Model of L2 Motivatiomas Students’ Preactional Stage, in which
influences of student motivation preceding an activity were suggested (Dornyei, 2003a, pp.
18-19). The first questionnaire item from this theory was “Before engaging in a classroom-
activity, I consider how important its goal might be for me personally” and 47% of the
students opted for one of the three strongest responses. The mean score of the alternatives

from 1-7 was 4.2 and the standard deviation was 1.6.

Before engaging in a classroom activity, | consider how important its goal might be for me

personally.
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More visibly, most students considered learning processes and which effort a classroom
activity would take, before engaging. The same three, most agreeing responses were picked
by as many as 75% of the students. The mean score was 5.3 and the standard deviation was
15.
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Before engaging in a classroom activity, | consider its learning process and which effort it will take.
131 svar
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Similar to the first claim of this theory, 46% of the students stated, by opting for the one of
the three most affirmative responses, that they considered the expected profits and learning
outcome of a classroom activity before starting to work with it. The mean score was 4.2 and

the standard deviation was 1.8.

Before engaging in a classroom activity, | consider its profits and learning outcome.
132 svar
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To reflect upon the question whether a student’s own attitude towards the English language
and its speakers was relevant before engaging in a classroom activity, 47% gave supportive
responses by one of the three strongest alternatives (“Yes, sometimes”, “Yes, quite

frequently”, or “Yes, indeed”’). The mean score was 4.0 and the standard deviation was 1.9.

Before engaging in a classroom activity, | consider my own attitude towards the English language

and its speakers.
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Earlier, when measuring the students’ responses to supportive environments, put forwards by
Basic Psychological Needs Theand Organismic Integration TheorfDeci & Ryan, 1985),
ambiguous results were found. Here, in the item phrased “Before engaging in a classroom

activity, | consider whether my environment is supportive or not”, 55% of the participating
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students chose one of the three most supporting responses. The mean score was 4.3 and the

standard deviation was 2.0.

Before engaging in a classroom activity, | consider whether my environment is supportive or not.
133 svar

40
30
20
10

1]

On the topic of supportive environments, this description was given by a presumptuous A or

B-student: The enviorment mostly effects me if it's group activi{ses).

The respondents’ diversity might be explained by their various personalities; the co-operators
and the competitors versus the individualists and the loners (Gass et al., 2020, p. 534). In
general, the participants seemed to be influenced by the suggested factors in Dérnyei and
Ottd’s preactional stage of Process Model of L2 MotivatioRor example, many of the
students seemed to consider their learning outcome and support in their environment before
engaging themselves in activities. The clearest tendency was the students’ consideration of
predicted effort, which meant that teachers could help by either explaining the estimated
workload and/or by stressing the learning goals. Thereby, the teacher could help in shifting
the students’ focus from an extrinsic influence (the predicted effort) to more intrinsic and
persevering motivation (the predicted award in the form of learning) (D6rnyei, 2003a, pp. 23-
26).
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The second part of Process Model of L2 Motivationas Students’ Actional Stage (Dornyei,
2003a, pp. 19-20). All items in this section referred to the periods of when the students were
engaged in classroom activities. The response to the item about consideration of learning-

experience quality (what it felt like or its learning outcome) was supportive, since only 14%
chose one of the three declining options. The mean score was 5.1 and the standard deviation

was 1.6.
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While | am engaged in a classroom activity, | consider the quality of my learning experience (what

it feels like, or my learning outcome).
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Here follow a student’s thoughts about his or her learning experiences:

The tempo is high, but it is optimized well. Even though we go through a new topic every
week, it ismuch moreeffective and | feel more productive during lessons. Of course personal
goals is what motivates me, but previously mentioned factors are crucial for proper learning

To the claim of importance to feel self-supported and in control, only 8% chose one of the
three negative options. The mean score was 5.5 and the standard deviation was 1.4. This

showed clear signs of student autonomy.

While | am engaged in a classroom activity, it is important for me to feel self-supported and in

control.
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In addition, supportive teachers’ importance for the students’ learning was expressed in the
three most affirmative alternatives chosen by as many as 81% of the participants. Eight
students did not give their response to this question, according to the instructions. This either
meant that these students did not know the answer, or that they did not find support from their
teacher of English. Still, the mean score of the submitted answers was 5.9 and the standard

deviation was 1.4.
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While | am engaged in a classroom activity, | learn more if my teacher is supportive.
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This was how two presumptuous A or B-student expressed themselves about teacher
importance and other motivational aspects:

The environment is quite nice. It's not stressing at all. | am comfortable with all my
classmates and | am not afraid to engage in class activitdgeir presence. | would say we

are an individualist group, since being individualist is more natural in this type of
environment. | think the teacher is really important to how willing | personally am to study,
but[title and surname of teacher] is a vew kind and comforting teacher. The tempo of

teaching is fine. Somtimes it can feel quite slow. | feel motivated by topics that are relevant to
my political views(sic)

Our teacher has also showed that she is of high value, oughtrésbected, but also does
fun activities with the class. She knows how to catch the attention of all students, and speaks
clearly so that everyone can hear. | noted that because there are teachers that fail to do so.

Conversely, contemplation from a teacher-critical student who seemed intrinsically motivated
for English, but not at school:

For me, | find it more motivating if the tempo is on the higher side. If | have an assignment
which is constantly being postponed, | lose my motivation. Of coursspinistimes good to

get a little bit of extra time, but when | am finished with something, | want to turn it in/present

it. Also, | think that the teacher plays a big role for me personraligybe not for my
learning/motivation, but I look at what teacherholding a specific course. For instance, |

will not take Engelska 7 as a class next year, simply because | am not content with the teacher
and the learning methods. | feel like | could learn more if the teacher was more motivating.
However, | will contiue learning English at home.

Furthermore, another example of the perceived importance of teacher characteristics from a
second-grader at the Modern Humanities programme:

The teacher plays a big part in how motivating the class becomes. Aegober that

motivates all the students makes me much more motivated to do the assignments compared to
a teachers that comes in just to "do" their job and then leave. | feel a big difference in a
teacher that's really passionate about what their theachimywant to teach compared to
someone who just do it for the salafsic)

Moreover, supportive parents seemed less significant. Fifteen students chose not to answer

this question, suggesting that they either did not know, or that they did not experience support
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from their parents or caregivers (if they had some). Out of all the participants, 22% opted for
the most declining response: “No, not at all”, while 35% chose one of the three most
affirmative alternatives about their parents’ influence while they were studying in the

classrooms. The mean score was 3.7 and the standard deviation was 2.2.

In English-class, | study more because my parents are supportive.
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Some of the respondents seemed to lack perception of parental support and no student

mentioned their parents as a motivational influence in their last open-ended survey item.

Moreover, 100 out of the 133 participants (75%) claimed that they learned more if their
classmates were cooperative. Eleven students did not give any response to this statement,
either revealing that they did not find their classmates cooperative, or that they did not know
their answer this question. The mean score of the submitted answers was as high as 5.5 and

the standard deviation was 1.5.

While | am engaged in a classroom activity, | learn more if my classmates are cooperative.
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A presumptuous A or B-student contributed with the following quote about peer support:

The class is also very supportive, which motivates and elevates everyone

Shifting focus to competitiveness, 117 students responded to the statement “While | am
engaged in a classroom activity, | learn more if my classmates are competitive. (If you do not
find your classmates competitive, do not answer this question.)”, hinting that many of the
students interpreted their peers as competitive. Followingly, 44% of all participants chose one

of the three most confirming responses, suggesting that they did find competitiveness
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beneficial for their learning of ESL. One student response on the topic of competitiveness
was: | learn better when I'm competing against my classmates. We often push eachother
which makes us better at the e(sic)

In contrast, 32% chose one of the most negative responses to this question, suggesting that
they either did not find competitiveness relevant for their learning, or possibly even contra-
productive. The mean score was 4.3 and the standard deviation was 1.9.

While | am engaged in a classroom activity, | learn more if my classmates are competitive.
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The students in the group of first-grade Science students seemed rather heterogenous in that
some expressed a longing for competition and peer cooperation, while a few others expressed
a clear individualist approach like this:

Having freedom of choice. Individualist, the teacher's got contral theeassignments but we
students can alone decide the specifics like topic, length, style and where we'd like to be to
learn the best. Our class are mostly individualists and the tempo is very slow. | don't really
care really have a good idea of the gtabf the situation right now and I've got nothing

more to say.

An aspect of independence in contrast to environmental influence was searched for in the item
about whether the students learned more because of their learner group. A large group, 48%,
of the students opted for one of the three most affirmative responses to the impact of their

peers. The mean score was 4.4 and the standard deviation 1.6.

While | am engaged in a classroom activity, | learn more because of my learner group.
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A first-grade Science student mentioned the importance of relatedness: | really enjoy and

learn alot from group projekts and activitise that forced us to work toge(bie).
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A presumptuous A or B-student had made the following observation about peer impact:

The class consists of students with the best grades in their previous English courses, which
motivates everyone to work better in order to stay on top, however it is a healthy competition

There were also responses indicating individual preferences, like this one from a second-
grade Science student:

The setting in our classroom | feel is preatbpd athough more people should speak
up and express their opinions. | also feel like our teacher wants us to be more unified
while we most of the student prefer to work indiviually. Otherwise | feel like
everything works pretty gooic)

Last but not least in this section concerning motivational influences in in-class activity, 62%
expressed that they learnt more because of their self-regulation and self-motivating strategies,
by choosing one of the three most supportive responses. The mean score was 4.9 and the

standard deviation was 1.8.

While | am engaged in a classroom activity, | learn more because of my self-regulation and

self-motivating strategies.
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This was a reflection made by a seemingly autonomous third-grade Science student who had
realised some future goals and directed his or her self-regulation towards them:

What | would say my main motivation comes frorkisowlige about the importance of

English, both in profeccional aspects but also for my free time. For instance, | have been able
to comunicate with people around twerld and make international friends. This also opens
huge travel oppertunities which | really value. So in my mind, it is worth to do some
homework and do some tasks during class that are not very interesting, to then be able to use
this language in all inds of situations(sic)

Overall, the participants seemed to be more strongly influenced by the suggested factors in
Dérnyei and Otto’s actional stage of Process Model of L2 Motivatigthan the factors in the
preactional stage. The clearest tendencies for the students’ motivation in this stage were
teacher support, cooperative classmates, and student autonomy. This meant that many of these
students needed support from their teacher and their classmates, but they also needed to feel

that they were self-going (Guay et al., 2008, p. 237).
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The last part of Process Model of L2 Motivatiomas Students’ Postactional Stage (Dornyei,
2003a, pp. 19-20). When it came to how the students perceived their learning situations after
engagement in classroom activity, the results in this survey showed that 59% of the
participants often felt encouraged to study more because of their feelings of capability and
previous success, and thereby opted for one of the three positively strongest responses. At the
same time, 30% chose one of the three negative strongest responses. The mean score was 4.6

and the standard deviation was 2.0.

After engagement in a classroom activity, | often feel encouraged to study more because of my

feelings of capability and previous success.
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These were expressions of competence, and opinions about grades and praise, from an
intrinsically motivated third-grade Modern Humanities student:

| love the english language. Now, the activites in the classroom aren't always the most fun or
exiting, sometimes they can even be tedious, but I'm deeply interestaygsil can use and
explore my capabilites with the language. | read, write and speak english on a regular basis
and | always enjoy it. This is my main motivation. | like grades and doing activites with my
peers, as well as gaining praise from both paseartd teachers. These things all motivate but
my central enjoyment is of the language itself. This is true especially when | am down on
motivation for studying in general. The insight that | am good at the english language, so to
speak, is greatly motivatnal. (sic)

Relatedly, after engagement in a classroom activity, 61% of the students opted for one of the
three most negative responses to feelings of discouragement to study more due to perceived
incapability and previous failure. On the other hand, 27% chose one of the three positively
strongest responses to this claim. The mean score was 3.2 and once more the standard

deviation was 2.0.
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After engagement in a classroom activity, | often feel discouraged to study more due to my

feelings of incapability and previous failure.
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Additionally, 74% of the entire sample chose one of the three most approving responses for a
feeling of encouragement to study more due to a received grade, feedback, or praise. The

mean score was 5.3 and the standard deviation was 1.7.

After engagement in a classroom activity, | often feel encouraged to study more because of my

received grade, feedforwards, or praise.
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These were thoughts of a first-grade Modern Humanities students with an inner drive for
progress:

Becoming better and evolving my skills is what is most motivational fok praise, good
feedback and high grades are of course a great positive addition to matiootiwhen it
comes to learning english. | am driven by becoming better and devel(git)g.

This was a first-grade Modern Humanities student’s contemplation about self-regulation:

Grades are the most important thing when it comes to motvatin§imply showing how
work will efect my grades rather then my personally ability is going to have a better impact
and boost my mora(sic)

More about the influence of feedforwards, produced by a Modern Humanities second-grader:

| get motivation from getting good feedback, feeling that my effort is worth it and feeling that
| will learn from it. Unclear environment and tempo of teaching makes me stressed.

Connectedly, 59% claimed to feel discouraged to study further because of their received
grade, feedback, or critical comments, by opting for one of the three positively strongest

responses. The mean score was 3.1 and the standard deviation was 1.8.
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After engagement in a classroom activity, | often feel discouraged to study more because of my

received grade, feedback, or critical comments.
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To summarise, the participants seemed to be influenced by the suggested factors in Dornyei
and Ottd’s postactional stage of Process Model of L2 Motivatidno. For example, many
students felt encouraged by their received grades or comments (the mean score was 5.3). This
meant that feedforward was important for the students’ motivation in the postactional stage
and that teachers therefore ought to give careful concern to their tasks of providing useful and

supportive comments.
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5. Discussion

The research questions were whether or not the Swedish excellence students used self-
regulation in their motivation for ESL learning, and to what extent the students’ motivational
and self-regulating processes were influenced by the factors outlined in Deci and Ryan’s
Organismic Integration Theor§1985) and Dornyei and Ottd’s Process Model of L2
Motivation (1998). Below, an aspiration is made of summarising the findings in a discussion

in line with the theoretical frameworks.

5.1.0rganismidntegration Theory

Deci and Ryan’s Organismic Integration Theor§1985) was utilised in order to find out if the
target students used the regulatory styles described in this framework. Which were the
perceptions of motivation and self-regulation for ESL among the students at the Swedish
excellence programmes? Were the students autonomous or compliant? To what extent did the
social learning climate affect these students? Indeed, a higher number of more intrinsic
motivation, and appreciation of course content and topics, were expected at this level of
schooling. Especially, since student agency, student-centred and metacognitive learning are
proclaimed in modern research (Gass et al., 2020, pp. 502-503). Therefore, it was astonishing
to realise how compliant and extrinsically motivated many of these students were. For
example, 78% of the students never, or very seldom, did more tasks than what their teacher
had suggested simply because they loved the activities. However, the phrase ‘love of
activities’ might have been too strong for the students to accept. Nonetheless, the expectation
was that more students would choose to, for instance, read more texts of an introduced author

or to continue working with classroom activities and materials at home.

Another question to consider was if true intrinsic motivation in a school-context even was
possible, where the tasks were presented and initiated by the teacher and where the students
were dependent on the grade they achieved and needed for further education and resumé
(Ryan & Deci, 20004, p. 57). Moreover, the aspect of time seemed essential according to
some of the open-ended answers. To support the three general and basic psychological needs
at school (Reeve & Jang, 2006, pp. 210-211), teachers could enhance autonomy, by listening
to their students and engaging them in activities with options. Teachers could enhance

feelings of competence, by encouraging effort and acknowledging improvements made by the
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students. Moreover, teachers could enhance relatedness, by building positive relationships in

the classrooms.

Findings about the different types of regulation akin to Organismic Integration Theonyill
now be discussed in brief. The first two questions about students’ school amotivation and
non-regulation, confirmed beliefs of low feelings of incompetence and perceived social
negativity. Despite this, the third question revealed that 36% of the students could not find
task-value (by opting for one of the three least affirming answers to the claim of not seeing
the point of activities in the classroom), while 52% did (and opted for one the three most
affirming answers to the same claim). Teachers claim that supporting active and autonomous
students is easy and that passive students seem to ask for control, however, teachers have the
ability to change students’ behaviour (Deci & Flaste, 1995, p 180). To argue the purpose and
utility of classroom activities carefully enough ought to be a feasible teacher task, if its
necessity is realised. Besides, the seemingly amotivated 36% of the students were likely in
need of practice of a structured and organised, progressive and futuristic, as well as optimistic
personal mind-set (Salmela & Maitta, 2015). High-achieving students’ human resources
ought to include self-confidence, optimism, a sense of mastery, and some coping strategies
(Salmela & Maatta, 2015, pp. 125).

Concerning the findings about students’ extrinsic motivation with external regulation, that
is, to often complete tasks only because of teachers’ directives, et cetera, about half of the
respondents claimed to apply these types of external regulations sometimes, quite frequently,
or even most of the time. Surprisingly, teachers must consider the fact that even some of the
excellence students were very compliant and that they seemed to obey the teachers’
commands without necessarily understanding why an activity was initiated. More effort than
expected ought to be spent on explaining the significance of each activity, and possibly also
on enthusiasm for raising the pupils’ expectations of different topics and learning outcomes.
In point of fact, individual goals and needs, like course-related motivation, can be learned
(Deci & Ryan, 2008, p. 183). To make the students more aware, involved, and autonomous in
their own learning trajectories (Reeve & Jang, 2006, p. 217) are other suggestions to evoke

more intrinsic types of ESL motivation and regulation.

The students’ extrinsic motivation with introjected regulation, was visible in perceptions of

seemingly strong and general learning-capability, which was a positive condition for learning.
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Conversely, the students’ conscientiousness in the form of avoidance of guilt or anxiety was
present in more than half of the students. Regrettably, such negative signs of introjected
regulation could have been self-punishment or an inner burden of having to constantly
perform perfectly (Salmela & Maittd, 2015, pp. 132). More positive traces of introjected
regulation due to reward by a grade also seemed relevant, but not particularly, praise from
others. Ryan & Deci (2000a, p. 57) argue that the students would have been more intrinsically
motivated and suggestively spent more time with their tasks, if there had been no extrinsic

reason to do them (e.g., no reward, nor approval).

Apparently, students’ extrinsic motivation with identified regulation, as in studying to reach
a specific learning outcome or to learn more about a given topic, showed contrasting opinions.
Roughly, the supporting and declining respondents equalled each other in these two items.
The two-folded question about appreciation of activities and/or reaching for high grades gave
more unified and confirming findings. Referring to the previous findings in sections 4.2.2.
and 4.2.3., the situation might have been that the students motivated themselves more by
grades, than by activities. That students at upper secondary level are driven by motives of
value in connection with meeting course criteria, passing exams, and achieving high grades
seemed to be common (Papi & Hiver, 2020, p. 225). If these motives were the students’ main
drives, the students may have perceived these motives as either partly external (introjected) or
partly internal (identified) (Ryan & Deci, 2000b, p. 72).

The students’ extrinsic motivation with integrated regulation, was expected to be the most
profound and applied form among the participants. However, the findings about deep interest
in topics (mean score 3.0), satisfying activities (mean score 2.7), peer support (mean score
3.2), and taught task-value (mean score 3.4), all revealed a different picture. Ryan and Deci
(20004, p. 59) made this analysis: “autonomy-supportive (in contrast to controlling) teachers
catalyze in their students’ greater intrinsic motivation, curiosity, and the desire for challenge”.
Perhaps, students would have been more intrinsically motivated if the teachers had focused on
supporting curiosity and offered more challenges. A more open-minded approach to new
materials and activities might have increased the excellence students’ interest of topics.

Language teachers work in contexts of practice that are constrained by particular linguistic,
cultural, societal and educational parameters. The unique nature of the local contexts in which
teaching takes place means that ttiellenges facing teachers of English in developing a
motivational practice need to be understood in relation to logaditaining conditions

(Henry etal., 2019, p. 14).
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Moreover, two main factors have bearing on students’ motivated classroom-behaviour;
students’ course-related motivation and teachers’ motivational influence (Guilloteaux &
Ddrnyei, 2008, p. 69). The “effectiveness and excellence of teachers when referring to
students’ learning has shown to be more important than other factors such as family income,
parent education, ethnicity, and race” (Ferguson & Ladd, 1996, in Barr & Clark, 2012, p. 42).
A teacher has great possibilities to motivate her students in-class during each and single
lesson, but also over longer periods of time during the school years. Similarly, ’Positive
teacher agency and efficacy is positively correlated with student excellence” (Barr & Clark,
2012, p. 61). Assumingly, teacher motivation and proficiency enable student motivation and
proficiency. Plausibly, stress was predictively deploring for both creativity and motivation,
and the possible aspect of insufficient time (or too vague time-limits, or too slow tempo) as
expressed in some student responses was another way of trying to find explanations for the

findings of lacking integrated regulation.

The first two items about students’ intrinsic motivation and regulation, to study more than
suggested because of love of activities or interest in topics, also gave different findings. The
results of the first claim about activities were much disapproving and the results of the second
claim about topics were more approving, perhaps because parts of their everyday use of
English could be inferred into the later statement. When learning is experienced as self-
developing and when using English is a means for self-expression, there is intrinsic
motivation (Ushioda, 2011, p. 204). The third item about appreciation of studying English in
supportive social school environments showed affirming results by many (46 students chose
alternatives 5-7), yet the contrary by 39 students who opted for the negative responses 1-3.
However, these students might just have felt more independent than cooperative. Many (33
students out of the 118 responding to this item) chose the middle, “so-so, it does occur”
alternative. Moreover, 15 students did not reply at all, possibly suggesting that they did not
find their environment supportive. The students’ characteristics and the social context were
affecting each other (Deci & Flaste, 1995, p. 180), therefore the individual students perceived

their environment differently.

Did the gifted ESL students’ motivation, self-regulation, and learning processes benefit from
their environments? The indication was yes, and especially so it seemed among the A and B-

students, according to the samples of narrative writings. The fact that 59 % of the students
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contributed in the last question and explained their own situations, showed that many of them
cared about their schooling and their motivation. To become autonomous, you need to
develop “integrated regulatory processes for managing behaviour”, thus, choosing one’s own
response when experiencing emotions (Deci & Flaste, 1995, p. 191). “Establishing the
structures and regulatory processes necessary to manage emotions effectively is a major

developmental challenge for everyone” (Deci & Flaste, 1995, p. 187).

Regarding the findings pertaining to Organismic Integration Theoyyhe findings indicated
that students’ motivation was connected with self-regulatory and intrinsic factors, in addition
to extrinsic circumstances in their social surroundings. A positive attitude to the environment
is important, in that the context does influence second language motivation (Bernaus &
Gardner, 2008, pp. 398-399; Ryan & Deci, 2000b, p. 76). The social context of a school
entails students, teachers, peers, and their relationships, which all serve as possible
extrinsically motivational influences in the students’ surroundings. Literally, social context is
a strong force in the enhancement or hinderance of the integration of social values and
responsibilities (Ryan & Deci, 2000b, p. 76). How the students perceived their learning
situations and strategies was what influenced their motivation and achievements (Bernaus &
Gardner, 2008, pp. 399).

5.2.Process Model of L2 Motivation

Starting with the Students’ Preactional Stage, the students preceding validation of activities,
their predicted effort and outcomes, was present among a majority of the students.
Interestingly, their estimation of the workload clearly seemed more important than the
learning goals. Likewise, the classroom atmosphere was considered, as was attitudes towards
the English language. Unfortunately, there might at times be a need for talented students to
avoid or cope with peer hostility due to the students’ giftedness. Jealousy or nuisance from
classmates could affect the talented students negatively (Kerr & Malmsten, 2020, p. 5;
Phillips & Lindsay, 2006, p. 71; Salmela & Maatta, 2015, pp. 128-129). Perhaps, these were
feelings that the students bore in mind when they considered the social climate in the
classroom before engaging in activities. If so, the teachers must try to understand the students’
individual perceptions when creating motivational ESL learning experiences in their specific
school contexts together with their students (Bernaus & Gardner, 2008, pp. 387-388; Henry et
al., 2018, p. 268).
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Furthermore, the items about the Students’ Actional Stage showed that the ongoing learning
experience was commonly considered by the students. In general, the learning environment
and the learning group were motivational influences. However, cooperative classmates
seemed more important for more respondents, than competitive classmates did. Competitive
peers seemed to generate contradictive opinions. Also, supportive teachers and peers tended
to be more useful in creating motivation, than parents. Though positive parental guidance was
expected to show clearer signs in the students’ visualisation of their capabilities (Ushioda,
2011, p. 203). Perhaps, it was too farfetched for the students to see the significance of their
parents’ influence while in the school situation, but the students’ use of self-regulation in the

classrooms was visible in the findings and should be elicited, discussed and encouraged.

So how did the high-achieving students thrive and motivate themselves and each other in
action? Was the environment the most important influence in the students’ motivation?
According to Dornyei (1997, p. 487), students tend to prefer collaborative learning, rather
than individualist and competitive situations. Plainly, there were many students in this study
who found maotivation in their classmates, both cooperatively and competitively. At the same
time, there seemed to be independent and individualist students who preferred isolation. One
may well assume that the solitary students also appreciated the friendly and open-minded
atmosphere in the classrooms, even if they did not connect their environment with their ESL
learning. The findings of this study showed tendencies of both collaborative and competitive
preferences, in addition to solitaire predilections in learning. Perhaps, the teachers were the
most important influence in the students’ motivation during this stage, as indicated in this

study (the mean score was 5.9 in the item about teachers’ support).

Finally, most of the students expressed positive feelings about themselves and their work in
the Students’ Postactional Stage. A stimulus for adept students’ motivation is to realise their
own talent and to understand how capable they are (Phillips & Lindsay, 2006, p. 71; Salmela
& Maittd, 2015, p. 131). However, there were also students who expressed most negative
experiences due to previous performances and feedback. Hopefully, these students and their

teacher(s) had talked about this and were aware of the reasons to their problems.

5.3.@nclusion

The expectations of this study were to understand highly proficient ESL students’ reasons for

motivation and self-regulation. The findings may support the understanding of what the
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excellence students benefit from the most, and how to take best care of these students in their
learning processes. The gifted students need to be tended to, just like any other type of ESL
learners, by practicing “in functional and meaningful contexts” (The Swedish National
Agency for Education, Aim of Subject2021). To answer the thesis research questions about
whether or not the excellence students used self-regulation in their motivation for ESL, and if
these processes could be described with support from the two theoretical models, the answers
were yes. As predicted, many of the target students were highly autonomous, intrinsically
motivated, and positively supported by their classroom climates. However, there was also

surprising evidence of compliance including the most negative forms of extrinsic motivation.

5.3.1.Limitations andmplications

This was a small-scale study with a non-randomized sample of respondents. The results could
therefore not be statistically generalised. Further, the questions of researchability and validity
are always valid in research. One might of course ask whether the survey questions actually
tested the students’ perceptions of their motivation and self-regulation. Also, there might have
been weaknesses regarding the respondents’ lack of understanding the questionnaire items.
Still, the attempt to research these areas was very interesting and generated in many new

questions (presented in the following section 5.3.2.).

In order to cater for the students’ motivation to a larger extent, more careful presentations of
the purpose of tasks might support the students’ intrinsic motivation and self-regulation in
their learning of ESL. Teachers probably need to introduce their materials and activities more
carefully. They need to stress the usefulness of each task and explain what is to be practiced
and why.

recogni zing the significance of tasks i
ent husiasm coincides with practicing cl a
the quality of theactivities used in language classes and the way these

activities are presented and administered make an enormous difference in
studentsod6 attitudes toward | earning; thei
fully in line with theGeducational shifi (Dornyei, 2003a, p. 14).

Additionally, appropriate challenges were sought for by students. With a firm grip of the
teachers’ over-arching planning, perhaps more possibilities for student autonomy could be
created by extended options of topics, activities, and programme-specific materials. Thereby,

student choice and initiative could likely be given greater attention and made use of in order
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to support student autonomy (Ddrnyei, 20033, p. 23; Reeve & Jang, 2006, p. 209). Possibly,
there also ought to be more elements of persuasion, raising of expectations, and advertisement
of activities. Finally, to encourage positive student retrospective self-evaluation is a method
that could be applied in the students’ postactional stage (Guilloteaux & Ddornyei, 2008, p. 58).
To discuss individual learning patterns and metacognition of the same processes might be

other ways of enhancing students’ intrinsic motivation (Gass et al., 2020, p. 539).

5.3.2.Ruture research

This research project opened up for many new and broad questions to address. Future
research ought to focus on the students’ opinions about what is it that makes an activity
motivational (Henry et al., 2018, p. 268; Bernaus & Gardner, 2008, p. 389), about education
at excellence programmes, teaching methods, peer support/competitiveness, the students’
goal-orientations, the students’ workload, and the effect of English as a globally dominant
means of communication. Furthermore, the teachers’ opinions about excellence programmes,
excellence students, teaching in these environments, and their own motivation and self-
regulation, are just a few examples of how to expand research in connection with the present

study.

Questions with a more specific nature are what results would be found if these survey
questions were asked regarding practice of specific skills? Would there be differences found
in how the students motivate themselves for work in course books versus projects, or for
individual versus group assignments? Also, to contrast the findings from the two different
excellence programmes would be interesting. Furthermore, a modified version of this study
could focus on the reasons for compliance and the lack of intrinsic motivation, or on the
reasons for feelings of autonomy and competence. How could it be that students in the same
classroom, at the same course, with the same teacher and classmates, expressed profoundly
diverse views of ESL motivation (Deci & Flaste, 1995, p. 184)? Would it be possible to
predict a student’s motivational preferences according to given traits in her personality?
Lastly, the final and the biggest question, is it possible for teachers to conduct activities which

simultaneously suit and motivate all students?
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Appendix A. Table of approved Swedish excellence programmes

Kommun Skola Program
Luled kommun Lule& gymnasium Matematik
Europaskolan Strangnas AB Europaskolan Scienceprogrammet
Karlskrona kommun Ehrensvérdska gymnasiet Matematik
Danderyds kommun Danderyds gymnasium Matematik
Harndsands kommun Harndsands gymnasium Biomedicin
Lunds kommun Polhemskolan Fysik
Gévle Kommun Vasaskolan Humaniora
Stockholms stad Globala gymnasiet Global inriktning
Lunds kommun Katedralskolan Historia

Uppsala kommun Katedralskolan Bioteknik

Karlstad kommun Alvkullegymnasiet Forskar-NV

Goteborgs stad Hvitfeldska gymnasiet Matematik

Lysekils kommun Gullmarsgymnasiet Marinbiologi

Botkyrka kommun Tumba gymnasium Finansekonomi

Stiftelsen Viktor Rydbergs skolor Viktor Rydbergs gymnasium Danderyd Engelska

Linkdpings kommun Folkungaskolan Hallbar utveckling

Boras stad Sven Eriksonsgymnasiet Entreprenodrskap
MélIndals stad Féassbergsgymnasiet Humaniora

Uppsala kommun Katedralskolan Classe Francais

Lunds kommun Katedralskolan Moderna sprak, profil litteratur och film
Lunds kommun Polhemskolan Matematikprogrammet
Europaskolan Strangnas AB Europaskolan Modern Humanities
Vasteras stad Carlforsskas Ekonomi- och Handelsskola Internationellt féretagande

Linkdpings kommun Berzeliusskolan gymnasium Matematik
Orebro kommun Rudbeckgymnasiet Life Science
Orebro kommun Karolinska gymnasiet Internationella relationer

Engelsk

Goteborgs stad The International High School of the Gothenburg Region

Industritekniska Gymnasiet Bergslagen AB ABB industrigymnasium Vasteras Teknikspets mot smarta system och
prudukter
Boréas stad Sven Eriksongymnasiet Logistik och e-handel

Source: The Swedish National Agency for Education. (2021). Forsoksverksamhet med
spetsutbildningar gymnasieskolan: Godkanda utbildning@vlodified and presented in
chronological order from the years 2009 to 2018).



Appendix B. List of extrinsic and intrinsic types of motivation

Here follows a list of factors which might influence motivation and self-regulation in the

classroom.

Agreeableness — extrinsic/intrinsic motivation

Attitudes from and behaviour of teachers, parents, and/or peers — extrinsic motivation
Autonomy — intrinsic motivation

Competence — intrinsic motivation

Conscientiousness — intrinsic motivation

Dedication and will — intrinsic motivation

Grades and assessment criteria — extrinsic motivation

Openness to experience — intrinsic motivation

Personal benefits, achievements and rewards — extrinsic/intrinsic motivation

Personal long and short-term goals — intrinsic motivation

Relatedness — extrinsic/intrinsic motivation

Satisfaction with activities, materials, or content topics — extrinsic/intrinsic motivation
School status — extrinsic/intrinsic motivation

Self-efficacy - intrinsic motivation

Self-perception (doubt or confidence) - intrinsic motivation

Spare-time activities and out of class friends — extrinsic/intrinsic motivation

Stress (external/internal) - extrinsic/intrinsic motivation

Tempo of teaching — extrinsic/intrinsic motivation
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Appendix C. Letter of consent

Hej!

Jag heter Linda Eriksson och har arbetat pa Europaskolan sedan 2007. Jag uppdaterar och
fordjupar nu mina lararkunskaper genom att lasa Nordiskt Masterprogram for Spraklarare i
EngelskaDet ar dags att skriva en avhandling och jag har valt att fokusera pa elevernas
sjalvreglering och skolmotivation till att lara sig engelska. Jag vill darfor stalla nagra fragor
till dem pa detta tema, pa engelska, i en digital undersokning vid ett lektionstillfalle efter
sportlovet. Deltagande é&r frivilligt och anonymt for eleverna. Min malgrupp ar skolans alla
spetselever, men jag vill anvdnda EU-eleverna i MODEU21, KF-eleverna i KFSCI20, samt
F620 som kontrollgrupp. Jag ar minst lika forvantansfull ver att fa ta reda pa om det rader

nagra eventuella skillnader eller likheter dessa elevgrupper emellan.
Om eleverna/ditt barn vill svara pa mina fragor bidrar de till att skapa en évergripande bild
over vad som paverkar deras motivation och vad som styr deras agerande i

studiesituationerna. Darmed kan de hjélpa oss larare att undervisa dem mer effektivt.

Tack pa forhand och hor garna av dig med eventuella fragor!
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Appendix D. Student questionnaire

Background questions:

I have been informed that my participation in this survey and study is optional and
anonymous. | give my consent of participation by sending my answers at the end of

this survey.

Yes

Which school-year are you in?

First, second, or third

Which programme do you take?

Modern Humanities or Science

Which was you latest course-grade in English?

F-E-D-C-B-A, | do not know

Which was your combined result at your latest National Tests of English?

F-E-D-C-B-A, | do not know

To be motivated, | need to feel autonomous, independent, self-supported, in control, or a

freedom of choice.

1. No, never............ 2,3,4,5,6,....... 7. Yes, always, I do not know

To be motivated, | need to feel competent and capable.

1. No, never............ 2,3,4,5,6,....... 7. Yes, always, I do not know
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To be motivated, | need a positive social environment with friendly relationships.

1. No,never............ 2,3,4,5,6, ....... 7. Yes, always, I do not know

9 Students’ school amotivation:

When my teacher of English presents a task, | often cannot see the meaning of doing it.

2. No,never............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

When my teacher of English presents a task, | often feel incompetent of doing it.

1. No,never............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know
I often fail to complete tasks in English-class because of negative attitudes in my

environment.

1. No,never............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

1 Students’ extrinsic motivation with external regulation:

When my teacher of English presents a task, | often do it only because he/she tells me to.

1. No, never............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

When my teacher of English presents a task, | often do it only to pass the course.

1. No,never............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

| often complete tasks in English-class only to meet deadlines.

1. No,never............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

1 Students’ extrinsic motivation with introjected regulation:

I often complete tasks in English-class to be rewarded with a grade.

1. No,never............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know
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I often complete tasks in English-class to be rewarded with praise from others.

1. No,never............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

| often complete tasks in English-class to avoid personal feelings of guilt or anxiety.
1. No,never............ 2,3,4,5,6, ....... 7. Yes, always, or, I do not know

I understand and appreciate how capable | am of learning the English language.

1. Notatall............ 2,3,4,5,6, ....... 7. Yes, indeed, or, | do not know

1 Students’ extrinsic motivation with identified regulation:
| often complete tasks in English-class because | understand that their learning outcomes are
personally important.

1. No,never............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

| often complete tasks in English-class because | want to learn more about interesting topics.

1. No,never............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know
I often complete tasks in English-class because I like them and/or | want to achieve high
grades.

1. No,never............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

1 Students’ extrinsic motivation with integrated regulation:

| often complete tasks in English-class because | am deeply interested in the topic.

No, never ............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

I often complete tasks in English-class because | love the activities.

No, never ............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know
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I often complete tasks in English-class because of positive support or influence from my
class-mates.

No, never ............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

I often complete tasks in English-class because my teacher has taught me their high value.

No, never ............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

1 Students’ intrinsic motivation and regulation:

I often do more tasks than what my teacher has suggested, simply because I love the
activities.

No, never ............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

I often study more of English at home, simply because | am interested in a given topic.

No, never ............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

| appreciate studying English because my social school environment is supportive. (If you do
not find your environment supportive, do not answer this question.)
No, notatall ........ 2,3,4,5,6,....... 7. Yes, indeed, or, | do not know

9 Students’ Preactional stage (D6rnyei, 2003a, pp. 18-19)

Before engaging in a classroom activity, | consider how important its goal might be for me

personally.

No, never ............ 2,3,4,5,6,....... 7. Yes, always, or, | do not know

Before engaging in a classroom activity, | consider its learning process and which effort it

will take.

No, never ............ 2,3,4,5,6,....... 7. Yes, always, or, | do not know

Before engaging in a classroom activity, | consider its profits and learning outcome.
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No, never ............ 2,3,4,5,6,....... 7. Yes, always, or, | do not know

Before engaging in a classroom activity, | consider my own attitude towards the English

language and its speakers.

No, never ............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

Before engaging in a classroom activity, | consider whether my environment is supportive or

not.

No, never ............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

1 Students’ Actional stage (Dornyei, 2003, pp. 19-20)
While I am engaged in a classroom activity, | consider the quality of my learning experience
(what it feels like, or my learning outcome).

No, never ............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know
While I am engaged in a classroom activity, it is important for me to feel self-supported and
in control.

No, never ............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

While | am engaged in a classroom activity, | learn more if my teacher is supportive. (If you

do not find your teacher supportive, do not answer this question.)

No,notatall ............ 2,3,4,5,6, ....... 7. Yes, indeed, or, | do not know

In English-class, | study more because my parents are supportive. (If you do not find your

parents supportive, do not answer this question.)

No, notatall ............ 2,3,4,5,6, ....... 7. Yes, indeed, or, | do not know
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While | am engaged in a classroom activity, | learn more if my classmates are cooperative. (If

you do not find your classmates cooperative, do not answer this question.)

No, notatall ............ 2,3,4,5,6,....... 7. Yes, indeed, or, | do not know

While I am engaged in a classroom activity, | learn more if my classmates are competitive. (If

you do not find your classmates competitive, do not answer this question.)

No, notatall ............ 2,3,4,5,6, ....... 7. Yes, indeed, or, | do not know

While | am engaged in a classroom activity, | learn more because of my learner group.

No,notatall ............ 2,3,4,5,6, ....... 7. Yes, indeed, or, | do not know

While I am engaged in a classroom activity, | learn more because of my self-regulation and

self-motivating strategies.

No, never ............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

9 Students’ Postactional stage

After engagement in a classroom activity, | often feel encouraged to study more because of

my feelings of capability and previous success.

No, never ............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know

After engagement in a classroom activity, | often feel discouraged to study more due to my

feelings of incapability and previous failure.

No, never ............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know
After engagement in a classroom activity, | often feel encouraged to study more because of

my received grade, feedback, or praise.

No, never ............ 2,3,4,5,6, ....... 7. Yes, always, or, | do not know
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After engagement in a classroom activity, | often feel discouraged to study more because of

my received grade, feedback, or critical comments.

No, never ............ 2,3,4,5,6,....... 7. Yes, always, or, | do not know

1 Finally, to catch possible shortcomings in the questionnaire.

Is there something else that you would like to add on the topic of your self-regulation and

motivation for ESL? (lines for free production)

(The social learning environment among your peers in your class, comforting/stressing,
individualist/unified, teacher influence, tempo of teaching, effective

teaching/learning? What is motivational?)
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Appendix E. Tables of results

| have been informed that my participation in this survey and study is optional and anonymous. |

give my consent to participation by sending my answers at the end of this survey.
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Which was your combined result at your latest National Tests of English?
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Process Model of L2 Motivation
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Before engaging in a classroom activity, | consider its profits and learning outcome.
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Before engaging in a classroom activity, | consider my own attitude towards the English language
and its speakers.
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Before engaging in a classroom activity, | consider whether my environment is supportive or not.
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While | am engaged in a classroom activity, | consider the quality of my learning experience (what

it feels like, or my learning outcome).
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While | am engaged in a classroom activity, it is important for me to feel self-supported and in

control.
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In English-class, | study more because my parents are supportive.
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124 svar

40
30
20

10

While | am engaged in a classroom activity, | learn more if my classmates are competitive.
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While | am engaged in a classroom activity, | learn more because of my learner group.
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While | am engaged in a classroom activity, | learn more because of my self-regulation and
self-motivating strategies.
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After engagement in a classroom activity, | often feel encouraged to study more because of my
feelings of capability and previous success.

132 svar
30

20

10

88



After engagement in a classroom activity, | often feel discouraged to study more due to my

feelings of incapability and previous failure.
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After engagement in a classroom activity, | often feel encouraged to study more because of my

received grade, feedforwards, or praise.
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received grade, feedback, or critical comments.
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Organismic Integration Theory|

To be motivated, | need to feel autonomous, independent, self-supported, in control, or a freedom
of choice.
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When my teacher of English presents a task, | often cannot see the meaning of doing it.
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When my teacher of English presents a task, | often feel incompetent of doing it.
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| often fail to complete tasks in English-class because of negative attitudes in my environment.
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When my teacher of English presents a task, | often do it only because he/she tells me to.
131 svar
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When my teacher of English presents a task, | often do it only to pass the course.
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| often complete tasks in English-class only to meet deadlines.
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| often complete tasks in English-class to be rewarded with a grade.
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| often complete tasks in English-class to be rewarded with praise from others.
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| often complete tasks in English-class to avoid personal feelings of guilt or anxiety.
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I understand and appreciate how capable | am of learning the English language.
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| often complete tasks in English-class because | understand that their learning outcomes are
personally important.
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30
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| often complete tasks in English-class because | want to learn more about interesting topics.
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30

20

10

94



| often complete tasks in English-class because | like them and/or | want to achieve high grades.
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| often complete tasks in English-class because | am deeply interested in the topic.
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| often complete tasks in English-class because | love the activities.
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| often complete tasks in English-class because of positive support or influence from my
classmates.

130 svar
30

20
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| often complete tasks in English-class because my teacher has taught me their high value.
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| often do more tasks than what my teacher has suggested, simply because | love the activities.
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| often study more of English at home, simply because | am interested in a given topic.
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| appreciate studying English because my social school environment is supportive.
118 svar
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