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1. INTRODUCTION 

 

Action research is one of those terms that we hear quite often in today’s educational circles. But 

just what does it mean? If you ask three people to define action research, you may find yourself 

with three different responses. Typically, action research is undertaken in a school setting. It is a 

reflective process that allows for inquiry and discussion as components of the “research.”  

Often, action research is a collaborative activity among colleagues searching for solutions to 

everyday, real problems experienced in schools, or looking for ways to improve instruction and 

increase student achievement. Rather than dealing with the theoretical, action research allows 

practitioners to address those concerns that are closest to them, ones over which they can exhibit 

some influence and make change. Practitioners are responsible for making more and more 

decisions in the operations of schools, and they are being held publicly accountable for student 

achievement results. The process of action research assists Teachers in assessing needs, 

documenting the steps of inquiry, analysing data, and making informed decisions that can lead to 

desired outcomes.  

What is Action Research? 

Action research is a process in which participants examine their own educational practice 

systematically and carefully, using the techniques of research. It is based on the following 

assumptions: 

 Teachers work best on problems they have identified for themselves   

 Teachers become more effective when encouraged to examine and assess their own work 

and then consider ways of working differently  

 Teachers help each other by working collaboratively 

 Working with colleagues helps teachers in their professional development 

(Watts, 1985, p. 118) 

Although there are many types of research that may be undertaken, action research specifically 

refers to a disciplined inquiry done by a teacher with the intent that the research will inform and 

change his or her practices in the future. This research is carried out within the context of the 

teacher’s environment—that is, with the students and at the school in which the teacher works—

on questions that deal with educational matters at hand. While people who call for greater 

professionalisation say that teachers should be constantly researching and educating themselves 

about their area of expertise, this is different from the study of more educational questions that 

arise from the practice of teaching.  

Implicit in the term action research is the idea that teachers will begin a cycle of posing questions, 

gathering data, reflection, and deciding on a course of action. When these decisions begin to 



change the school environment, a different set of circumstances appears with different problems 

posed, which require a new look. Indeed, many action research projects are started with a 

particular problem to solve, whose solution leads into other areas of study. While a teacher may 

work alone on these studies, it is also common for a number of teachers to collaborate on a 

problem, as well as enlist support and guidance from administrators, university scholars, and 

others. At times, whole schools may decide to tackle a school-wide study to address a common 

issue, or join with others to look at district-wide issues. 

What Action Research is not 

Action research is not what usually comes to mind when we hear the word “research.”  

Action research is not a library project where we learn more about a topic that interests us. It is 

not problem-solving in the sense of trying to find out what is wrong, but rather a quest for 

knowledge about how to improve. Action research is not about doing research on or about 

people, or finding all available information on a topic looking for the correct answers. It involves 

people working to improve their skills, techniques, and strategies. Action research is not about 

learning why we do certain things, but rather how we can do things better. It is about how we can 

change our instruction to impact students. 

Types of Action Research 

Part of the confusion we find when we hear the term “action research” is that there are different 

types of action research depending upon the participants involved. A plan of research can involve 

a single teacher investigating an issue in his or her classroom, a group of teachers working on a 

common problem, or a team of teachers and others focusing on a school-or district-wide issue. 

Individual teacher research usually focuses on a single issue in the classroom. The teacher may be 

seeking solutions to problems of classroom management, instructional strategies, use of materials, 

or student learning. Teachers may have support of their supervisor or principal or an instructor for 

a course they are taking.     

The problem is one that the teacher believes is evident in his or her classroom and one that can be 

addressed on an individual basis. The research may then be such that the teacher collects data or 

may involve looking at student participation. One of the drawbacks of individual research is that it 

may not be shared with others unless the teacher chooses to present findings at a faculty meeting, 

make a formal presentation at a conference, or submit written material to, for example, a journal 

or newsletter.  

It is possible for several teachers to be working concurrently on the same problem with no 

knowledge of the work of others. Collaborative action research may include as few as two 

teachers or a group of several teachers and others interested in addressing a classroom or 

department issue. This issue may involve one classroom or a common problem shared by many 

classrooms. These teachers may be supported by individuals outside of the school, such as a 

university or community partner.  School-wide research focuses on issues common to all. For 

example, a school may have a concern about the lack of parental involvement in activities, and is 

looking for a way to reach more parents to involve them in meaningful ways. Or, the school may 



be looking to address its organisational and decision-making structures. Teams of staff from the 

school work together to narrow the question, gather and analyse the data, and decide on a plan of 

action. An example of action research for a school could be to examine their state test scores to 

identify areas that need improvement, and then determine a plan of action to improve student 

performance. Team work and individual contributions to the whole are very important, and it may 

be that problem points arise as the team strives to develop a process and make commitments to 

each other. When these obstacles are overcome, there will be a sense of ownership and 

accomplishment in the results that come from this school-wide effort. 

District-wide research is far more complex and utilises more resources, but the rewards can be 

great. Issues can be organisational, community-based, performance-based, or processes for 

decision-making.  A District may choose to address a problem common to several schools or one 

of organisational management. Downsides are the documentation requirements (communication) 

to keep everyone in the loop, and the ability to keep the process in motion. Collecting data from 

all participants needs a commitment from staff to do their fair share and to meet agreed-upon 

deadlines for assignments. On the positive side, real school reform and change can take hold 

based on a common understanding through inquiry. The involvement of multiple constituent 

groups can lend energy to the process and create an environment of genuine stakeholders. 

 

Figure 1. Types of action research 

 



A Brief History of Action Research 

The idea of using research in a “natural” setting to change the way that the researcher interacts 

with that setting can be traced back to Kurt Lewin, a social psychologist and educator whose work 

on action research was developed throughout the 1940s in the United States. “Lewin is credited 

with coining the term ‘action research’ to describe work that did not separate the investigation 

from the action needed to solve the problem” (McFarland & Stansell, 1993, p. 14). Topics chosen 

for his study related directly to the context of the issue. His process was cyclical, involving a “non-

linear pattern of planning, acting, observing, and reflecting on the changes in the social situations” 

(Noffke & Stevenson, 1995, p. 2). Stephen Corey at Teachers College at Columbia University was 

among the first to use action research in the field of education. He believed that the scientific 

method in education would bring about change because Teachers would be involved in both the 

research and the application of information. Corey summed up much of the thought behind this 

fledgling branch of inquiry. We are convinced that the disposition to study…the consequences of 

our own teaching is more likely to change and improve our practices than is reading about what 

someone else has discovered of his teaching. (Corey, 1953, p. 70) 

Corey believed that the value of action research is in the change that occurs in everyday practice 

rather than the generalisation to a broader audience. He saw the need for teachers and 

researchers to work together. However, in the mid-1950s, action research was attacked as 

unscientific, little more than common sense, and the work of amateurs (McFarland & Stansell, 

1993, p. 15). Interest in action research waned over the next few years as experiments with 

research designs and quantitative data collection became the norm. By the 1970s we saw again 

the emergence of action research. Education practitioners questioned the applicability of scientific 

research designs and methodologies as a means to solve education issues.  

The results of many of these projects were seen as theoretical, not grounded in practice. The 

practice of action research is again visible and seen to hold great value. Over time, the definition 

has taken on many meanings. It is now often seen as a tool for professional development, bringing 

a greater focus on the teacher than before (Noffke & Stevenson, 1995).  

It is increasingly becoming a tool for school reform, as its very individual focus allows for a new 

engagement in educational change. Action research emphasises the involvement of teachers in 

problems in their own classrooms and has as its primary goal the in-service training and 

development of the teacher rather than the acquisition of general knowledge in the field of 

education. (Borg, 1965, p. 313). 

When I sat down to write about my experience with action research, I began by looking over ESOL 

provision, my meeting notes, and my e-mails to awarding bodies, other colleges, students and 

other professionals. I am glad I did. Doing action research can be a little like a job  that you once 

did - you forget what it was really like! 

The notes and e-mails reminded me of the messiness of our meetings and my struggle to pare 

down the project into something manageable.  



I hadn’t given much thought to what educational research could teach me about my own busy 

classroom. Researchers, it seemed, imagined a reality quite different from my own. Rubrics, flow 

charts, and scaffolding offered me little in the way of keeping my students engaged or of 

personally gauging how many of my lessons led to serious learning.   

As a tool to help teachers ask questions about their everyday work, action research promised 

something a little different: a chance to study my own practices and the proficiencies of my 

students with an eye toward what worked and what didn’t.  

I looked into breaking down my focus into the motivations of learning English as a second (or 

third) language, and how best I could research into this.  There has been a huge amount of 

migration to English speaking countries for various economic and political reasons. Migrant 

communities from ex-colonies started living in English speaking countries such as UK, Australia, 

Canada and USA during the last four to five decades of the twentieth century. These migrant 

communities felt the need for learning English to communicate with others in their daily life, to get 

a good job and to live in a comfortable way in their new environment. These adult migrants, in 

many cases, already spoke at least one or two languages and they came from another country 

which has got very different cultural, social and economic background. Their learning of English 

raised various linguistic, cultural, psychological, social and pedagogical issues which needed to be 

solved and evoked interest in several researchers. One of these issues is motivation towards target 

language, which is a critical area of concern itself for second language Teachers. A major concern 

to second or foreign language (L2) researchers has been the role played by motivational factors in 

L2 learning and it is a complex phenomenon as these factors are deep within the students’ mind. 

And this shall form the central focus of this study. As a teacher of these students, what matters 

most to me can be summed up in the simple question that forms the basis of my enquiry: 

What are the attitudes and motivation in Learning English? 

 

It has been established that there are key motivation issues confronting L2 learners as they strive 

to study, understand, and acquire the English Language. It is the intention of this research to 

closely assess those factors which may likely affect the motivation of the learner and how such 

factors may impact on attitude (especially in the classroom and outside it) 

Moreover, can the local community where the L2 learner finds his/herself affect his attitude and 

ability to acquire certain lexico-grammatical items considered essential to attaining the target 

language? What about the external resources available to the learner at the period while he/she is 

undergoing training? Can such issues as social interaction (for instance listening to third party 

conversation in public places), access to media (electronic) and simulating scenes have any 

meaningful effect on the learner’s eagerness and preparedness to acquire the target language?   

Implicitly, can the primary reason for L2 learning serve as a motivational factor or could the very 

reason for L2 study actually be a de-motivating factor? Perhaps, if English were not that important 

to achieving a desired aim, would actually still be interested in acquiring the language? Let us look 

at the events within the L2 classroom. Can such simple issues as eye contact, seating arrangement, 



teaching materials, methodology and a combination of learning tools have any reasonable effect 

in attitude (to learning) and motivation? 

In addition, can there be variation in the level of motivation between the male learner and the 

female learner? If so, what could be responsible? For the purpose of this research, I have 

randomly selected a group of 20 Bangladeshi learners who had been living in Austria for a period 

not less than 5 years before moving to the United Kingdom for progression reasons. Besides their 

mother tongue, all could speak German reasonably well but English has now become a problem in 

their new environment.  

Hence, for this group of learners, the first ‘motivation’ for learning, is what Gardner & Lambert 

(1972) referred to as Instrumental Motivation which touches directly on the very reason for 

coming to study the language. Below, I shall talk more on other types of motivation and how it 

relates to this study.  

MOTIVATION IN THE L2 CLASSROOM 

Motivation has a complex set of variables, including the endeavour or energy expended in 

attaining the language, as well as the reason for L2 learning, which serves as a goal to orient this 

effort. Several goals have been proposed by linguists, but two have received the most empirical 

attentions.  

The first is the instrumental orientation, which refers to the reason for language learning that 

emphasizes the pragmatic consequences of L2 learning, such as getting a job or becoming better 

educated. The second is the integrative orientation, which referred to reasons related to 

interaction and communication with members of the L2 community for social-emotional purposes. 

Gardner and Lambert distinguished between two types of motivation which could be related with 

L2 learning: instrumental and integrative.  

Integrative motivation reflects learners’ willingness to be the representative member of the L2 

community (Gardner and Lambert 1972).  

Moreover integrative motivation reflects an interest in L2, desire to learn target language and a 

positive attitude towards the L2 community and learning situation (Gardner 1982).  

Instrumental motivation, on the other hand, is slightly different from integrative motivation and it 

is characterised by a desire to gain a social recognition or economic advantages through learning 

the target language (Gardner and Lambert 1972). It is also characterised by an interest in learning 

L2 for utilitarian reasons such as a high salary or power (Johnson 2001). This means, according to 

Johnson (ibid), that the motivational factor behind some types of learning may not be motivation 

per se, but a determination to endure a learning process in order to acquire a target language skill 

which in itself becomes a means to a perceived end my only worry here is which actually is the 

motivation here? The decision to learn the language itself or the inherent reason behind it, or 

there perhaps is a deeper motivation beyond the obvious.  

However, (Cook 1991) insists a learner might learn the target language with either an integrative 

motive or an instrumental one or with both. In this case can it then be inferred that the motive for 



learning a language is virtually similar or the same with the motivation associated with it? On this 

one, I do seriously have my doubts. I could remember in my college days, even though I despise 

mathematics, but because I realised I learn it and pass it (acquisition) in order to progress to the 

university, I stuck with it and endured all the rigours of having to cope with the process of learning 

it. For me I had no motivation whatsoever while I learnt the module except the fact that the 

teacher made it interesting and that very reason encouraged me to attend more classes and pay  

more attention. 

I do clearly believe motivation goes beyond motive contrary to Cook’s suggestion. 

THE TARGET POPULATION 

The target population are learners from a funded organization which is a national training provider 

named The London School of Enterprise (TLSE).  They have so far studied English language in the 

organization for between six to twelve months and most of their training has been held together 

by similar tutoring and exposed to same materials and teaching tools. They attended ESOL classes 

which can best be described as multilingual (consisting of learners from different countries apart 

from Bangladesh, such as India, Italy and Pakistan.)  

The age range of the learners was between twenty five and fifty-five. In the group 45% were 

female and 55% were male. All learners in the group were literate in their native language Bengali 

which is standard Bengali, not other dialects, such as Sylhety, and they achieved higher secondary 

school certificate which is equivalent to ‘A’ levels in the UK. They studied English language when 

they were in school but they did not have to use the language for a long time as they were in 

Bangladesh and later moved to Austria. 

Over time, because of the dormancy in the use of English, they lost most of their ability in 

grammar and communicative competence. Commendably however, they were able to achieve 

ESOL Entry 1 or 2 full awards.  What in the real sense was responsible for this feat?  

THE RESEARCH QUESTIONS  

As an ESOL educator, I am interested in researching this group with particular reference to their 

attitudes to English and their motivation to learn it. The research questions/issues (a template is 

included in the appendices) intend to address such issues as:  

The motivational level of the learners and how they were able to arrive at such level of motivation 

despite their very poor background in the study of the language. 

Can attitudes play important role(s) towards providing motivation for the learners or lack of it? For 

example, can constant encouragement from native speakers to join-in for conversation activities 

have any real motivational effect on the learners or could it result in intimidation and thereby 

subconsciously result in de-motivation? 

The internal course designs and L2 programmes with regulated tools and content, can these in any 

way play apart in helping the learning zeal of the learners? 



Can there be any other variable not immediately prominent but equally important to learning? For 

instance, how does the cultural background of the learner or his/her past learning experience 

affect his ability, desire and motivation to learn in a new environment and under different 

circumstances? 

The learning styles and patterns of the individual learner, could this in any way affect motivation 

or acquisition? 

I have also wondered if it can in any way affect the learners’ motivation where the teacher is a 

non-native speaker or where the teacher has the same L1 as the learners (as is actually the case 

with these learners). 

Also, can such factors as IQ (Intelligent Quotient) play a major role in the level of motivation 

enjoyed by individual learners and can this affect the learners as a group?  

These are pertinent research enquiries which this study intends to look at. 

 

Steps in Action Research 

Within all the definitions of action research, there are four basic themes: planning, action, 

monitoring and reflection. 

 

 

However, I tend to agree more with McNiff (1988). 

All representations of the action research process on paper are simplistic. In reality, life is complex 

and things rarely go as planned. Indeed, although action research may start with a carefully 

planned action, the nature of the process makes the outcomes uncertain. Links emerge with 

aspects that were not anticipated - perhaps the understanding of individual needs is as important 

a factor as the development of language skills itself? – and the inquiry can deviate from its original 

path as these aspects are explored.  



McNiff (1988, p 45), drawing on the work of Whitehead, reminds us of the ‘messiness’ of action 

research, showing a process that becomes spirals on spirals: 

 

McNiff, J. (1988) Action Research: Principles and Practice, Basingstoke, Macmillan 

In my case this was ever present, as the detail of my data collection was different from person to 

person.  It, to a general level, would be expected, that the learning of another language is of 

intrinsic importance to the learner for personal and social reasons.  It was my assertion that the 

attitudes to learning, and the motivation to undertake that learning were different from student 

to student.  There were similarities, but the similarities were tangential to the original 

investigation. 

I found that with this spiralling model it gave me the flexibility to produce a study that looked at all 

areas of the investigation, rather than be bound by the ‘flat’ model of 

planning/action/monitoring/review.  This gave a holistic look at why action research into this area 

is important.   

Analysis of this approach brought me to understand the following: 

1. Action research, in this instance, is appropriate for a number of reasons. Foremost among 

these is simply the desire to know more. Good teachers are, after all, themselves students, 

and often look for ways to expand upon their existing knowledge. 

2. Research done with the students, in a setting with which the teacher (me) is familiar, helps 

to confer relevance and validity to a disciplined study. Often, academic research is seen as 

disconnected from the daily lives of Teachers. While this might not always be true, it can 

be very helpful for teachers to pick up threads suggested in academic circles, and weave 

them in to their own classroom. It is also worthwhile to know, that Action Research allows 

me to not just blindly following what the latest study seems to suggest, but gives me the 

ability to transform the knowledge into something meaningful. 

3. Research and reflection allowed me to grow and gain confidence in my work. Action 

research projects influence thinking skills, sense of efficacy, willingness to share and 



communicate, and attitudes toward the process of change. Through action research it is 

possible to learn about myself, my students, my colleagues, and can determine ways to 

continually improve myself. 

4. Isolation is one of the downsides of teaching. Teachers often have little or no time 

scheduled for professional conversations with others. Action research allowed me time to 

talk with others about teaching and teaching strategies. By working on this I was allowed to 

describe my own teaching style and strategies and share my thoughts with others. Through 

these discussions with colleagues I developed stronger relationships 

5. As I got more into action research, I became  more apt to look at questions that address 

school and the general quality/curriculum concerns for this type of learner ‘globally’ rather 

than questions that affected me as the individual teacher. This process created new 

patterns of cohesiveness, communication, and sharing. Contributions to the body of 

knowledge about teaching and learning may also result. Development of priorities for 

school-wide planning and assessment efforts arise from inquiry with potential to motivate 

change for improvement’s sake. 

6. Opportunities for teachers to evaluate themselves in schools are often few, and usually 

happen only in an informal manner. Action research gave me the chance to really take a 

look at my own teaching in a structured manner. While the focus of action research is 

usually the students, I also investigated what effect their teaching is having on their 

students, how they could work better with other teachers, or ways of changing the whole 

school for the better. Conversations can take on a different focus from attempting to “fix” 

to arriving at “understanding”. 

7. Through Action Research I am have become more flexible in my thinking and more open to 

new ideas (Pine, 1981).  

Conclusion 

Teachers are working in their own environment, with their own students, on problems that affect 

them directly. They are at the place where research and practice intersect and real change can 

occur. Results of their actions can be seen first-hand, and they can build on this information. There 

are many uses for action research. It is used in curriculum development, as a strategy for 

professional development, as part of pre-service and in-service programs, and in systems planning 

for schools. The active participation of teachers and others is part of what makes this a viable and 

useful tool. The investment of time and energy by the participants provides a sense of ownership 

and connection to the process and outcomes. Activities of action research and the mindset of 

those involved in the process become an integral part of the professional repertoire of many 

teachers. When they see the value of their work as they progress through the steps and the 

reflection time that is used to discuss strategies and methods, they find that the benefits go far 

beyond student achievement. Practitioners develop skills in analysing their own teaching methods 

and begin to unconsciously utilise the principles of action research in their professional life. 



Action research will not provide all the answers to our questions about how students learn or 

what teachers can do to improve practice. But action research happens at the place where these 

questions arise; it happens where the real action is taking place; and it allows for immediate 

action. 

 

 

  



 

2. LITERATURE REVIEW 

INTRODUCTION 

The section begins with the perspective on motivation where commentaries on previous researches 

on motivation, especially the review of the pioneer researcher on motivation; Gardner. In this section, 

it will be appropriate to propose a concise definition of motivation, assess different hypotheses on 

motivation and look at how different factors affect motivation. Such factors include age, learning en-

vironment and so on. Next, it will be appropriate to shed light on different scholarly views and studies 

of various researchers who have worked extensively on motivation. Also in this section, the signifi-

cance of changes in attitudes to learning and performance shall be examined. 

PERSPECTIVE ON MOTIVATION 

Motivation has a crucial role in learners’ performance. Study of motivation was initiated by Robert 

Gardner and his Canadian associates. Their integrative-instrumental duality became widely accepted 

and became a classical model. (Wei 2007). Gardner proposed that in order to understand learner’s 

motivation, it is important to understand the learner’s ultimate goal and Gardner refers to this as 

learner’s orientation and identified two distinct orientations for learning a language: integrative and 

instrumental. Motivation has aroused great interest to L2 teachers as it has got great influence on 

language performance.  

In early researches (e.g., Gardner and Lambert, 1959, 1972), it was suggested that the integrative ori-

entation might prove a better predictor for eventual L2 competence, because it was related to con-

structive attitudes towards the L2 community. Subsequent research, however, did not necessarily 

support such a clear distinction between the two variables, in part owing to varying operational defi-

nitions (Au, 1988; Gardner, 1988).  



Intellectual capacity and language aptitude play important roles in second or foreign language learn-

ing (Gardner & Lambert, 1972), just as motivation is one of the major factors in the successful study of 

language. These, in my view are quite predictive of all learning endeavour, even where the target is 

not related to language learning. It is then not surprising that the theories of the duo of Gardner and 

Lambert on learner motivation have become classical models upon which other theorists have based 

their arguments. 

Motivation can be considered goal directed and Gardner sees it as “the combination of effort plus de-

sire to achieve the goal of learning the language plus favourable attitudes toward learning the lan-

guage” (1985:10). Linguistic outcomes such as vocabulary, grammar and pronunciation and the four 

basic skills of the language, including listening, understanding, reading and writing can be achieved 

through motivation (Gardner, 1985). Individuals may learn a second language mainly to achieve two 

types of goals which are integrative and instrumental (Gardner & Lambert, 1959; Gardner, 1985; 

2002).  

Learners with integrative motivation learn the language in order to use it to communicate with the 

other group of people which is L2 community and know more about their (L2 community) life (Gard-

ner, 1985). Generally, motivation is the desire of a learner to learn the language but it can differ be-

tween individuals. It can generally be stated that a motivated person applies effort, is determined and 

attentive to the task at hand, has goals, desires, and aspirations, enjoy the activity, and experiences 

reinforcement from success.  

A motivated individual will be disappointed by failure. The person will make attributions concerning 

success and/or failure, and try to use strategies for achieving objectives. There are differences be-

tween motivated and unmotivated individual as motivated individual will exhibits different behav-

iours, cognition, etc. (Masgoret & Gardner; 2002).  These are cognitive prescriptions which have prov-

en to be very useful and purposeful in language learning. However, there are other important consid-



erations which could alter the motivational reactions of the learners. Issues such as religious inclina-

tions, beliefs (which in fact applies to the group of learners representing my target population in this 

study) could have been left outside of Gardner’s motivation model. For example, many Muslims may 

have reservations about learning some kind of language (i.e. Jewish) even if it’s for integrative or in-

strumental reasons. This invariably, will affect motivation going by the Gardner models. The same ap-

plies to learners whose cultural beliefs do not agree with certain learning principles such as a recom-

mended mode of dressing, rather than the right to dress in ‘purdah’ (covering the head or face with 

scarf for women) and other culture coded appearances. Can a learner reacting to such secondary 

principles still be as motivated as the one without any of such inhibitions? 

In the socio-educational model, Gardner (1985) defines motivation by arguing that four elements 

must be present for a student to be considered motivated: a goal, desire to achieve goal, positive atti-

tudes and effort. Gardner referred motivation and attitudes as ‘affective variables’ and differentiated 

them from cognitive factors associated with language learning. Affective variables include attitudes, 

and motivation, language anxiety and self-confidence. Cognitive factors include variables, such as in-

telligence, language aptitude, and language learning outcomes (Gardner and MacIntyre, 1992, 

1993a). There are four major parts of this model which have socio-cultural milieu; individual differ-

ences, language acquisition contexts and language learning outcomes. According to Gardner and Mac-

Intyre (1992) the socio cultural milieu plays a role in influences both cognitive and affective individual 

variation among language learners. Gardner’s primary research interest is directed towards integra-

tive motive which comprised with attitudes toward the learning situation, integrativeness and motiva-

tion and its key concepts measured by the Attitude/Motivation Test Battery (AMTB, Gardner 

1985).Gardner emphasises that the active learner who engage with the language can be considered 

as motivated.  



Undoubtedly motivation is a one of key factors behind learner’s good performance, but it differs from 

individual to individual, group to group. If it is possible to know the motivational pattern such as 

whether the particular group of learners has got instrumental motivation or integrative motivation, 

the data can be useful to design lessons for that particular group or similar groups, e.g. learners from 

the same country or origin. If the learners want to communicate with L2 community, it shows they 

might have positive attitude towards the L2 community and I want to find out the attitudes towards 

L2 community of this particular group of learners. Whether the particular group of Bangladeshi immi-

grants have positive attitudes towards the L2 community or not might be useful for language teach-

ers. Instrumentally motivated learners are learning the language for more “utilitarian value of linguis-

tic achievement” (Gardner & Lambert, 1959, p. 267), or for some “pragmatic reasons”, such as educa-

tion or employment opportunities (Gardner, 1985, p. 11). In their early research, Gardener and Lam-

bert (1959, 1972) suggested that an individual’s motivation to learn an L2 is continued by both atti-

tudes toward the L2 community and the goals, or orientation. Gardner and Lambert (1972) identified 

two types of orientations. First, the integrative orientation refers to a desire to learn the L2 in order 

to have contact with, and perhaps to identify with, members from the community and this orienta-

tion, which refers to a desire to learn the L2 to achieve some practical goal, such as job or course 

credit. Gardner and Lambert (1972) suggested that individuals with an integrative orientation would 

display greater motivational effort in learning an L2, and, thus, achieve greater L2 competence which 

might indicate learners with integrative motivation will learn target language with greater compe-

tence than the learners who have got instrumental motivation, but again in Noels and Clement’s 

(1989), view orientations do not necessarily reflect motivation and they demonstrated that some ori-

entations are associated with motivation and some are not. That is one might profess an integrative 

orientation in language study but still may or may not to be motivated to learn the language. Similar-

ly, one might profess an instrumental orientation and either be motivated or not to learn the lan-

guage. In the socio-educational model (Gardner, 1985) of second language acquisition, the factor 



most directly linked to achievement is motivation. Thus, it is conceivable that an individual who is in-

strumentally oriented and because of the differences in motivation may experience more success at 

learning the language (Masgoret & Gardner 2002).  

It is true that the role of attitude and motivation in language achievement can vary in different situa-

tion. Qualities of learners, learning situation, age, etc can affect the learning achievements.  

As Gardner and Masgoret state:  

For example, some researcher have proposed specific hypothesis speculating whether 

the role of attitudes and motivation in language achievement may vary as a function of 

certain qualities of the learning situation (Is the language available outside of the class-

room?), and/or qualities of the learner (Do attitudes and motivation play a stronger 

role depending upon the age of the learner?) (2002:168) 

In this hypothesis there has been a raised concern about the effect that age and experience with the 

language could have on the relationship of attitudes and motivation to second language acquisition. 

Crookes and Schmidt (1991) has made a claim about the relationships between integrative motivation 

and achievement in a second language ‘disappeared when other influences such as age were statist i-

cally controlled’ (p.473), thus implying that relationships differ as a function of age. In 1978, Oller has 

an observation regards the arguments favouring to opposing hypothesis,  

(H1) the strength of the relationship between attitudes and achievement increases 

with increments in time versus (H2) the relationship tends to remain unchanged 

(p.175, cited from Masgoret & Gardner, 2002, p.181).  

For adult learners such as this particular group of ESOL learners ‘age’ could be a major factor for their 

motivation. In their age, the learners could be less motivated then finding out how ESOL programme 

can meet their needs and what types of needs they have towards their learning is one of the reasons 



behind this study. There are another two hypothesises on motivation. One hypothesis raised by Oller 

(1978) and Au (1988) is that the relation between attitudes, motivation, and orientations and 

measures of second language achievement are inconsistent. Similar research observations have been 

made by Crookes and Schmidt (1991), Donrnyei (1990), Ellis (1994), and Oxford (1996).These re-

searchers indentified the relationships of second language achievement to measures of attitudes, mo-

tivation, and orientations and they proposed the relationship is inconsistent, and it is influenced by 

different conditions, such as, the learning environment, the age of the students, etc. Gardner and 

Smythe (1975) anticipated that attitude variables support motivation to learn another language as 

well as motivation encourages second language attainment. In the early 1970s, it was hypothesized 

that individuals with integrative motivation will exhibit constructive attitudes towards the learning 

situation, and will hold open integrative attitudes. They will be motivated to learn the language and 

will be able to achieve high levels of expertise in the language (Gardner 1979, 1985a, 2000), but in the 

socio-educational model of second language acquisition motivation and orientation has got clear dis-

tinction, and Gardner and his colleagues have referred to this difference many times (Gardner, 1973, 

1985), Gardner and MacIntyre, 1991; Gardner and Smythe, 1975). In this model it is not stated that an 

integrative orientations will be more highly related than an instrumental orientation. In the original 

article on the role of attitudes and motivation in Second language acquisition, Gardner and Lambert 

(1959) hypothesized that ‘a strong motivation to learn a second language follows from a desire to be 

accepted as a member of the new linguistic community’ (p272 cited from Masgoret & Gardner 2002, 

p.176).  

Gardner and Masgoret discuss, 

One hypothesis based on the socio-educational model of second language acquisition 

(Gardner, 1985a) is that there are positive relationships between second language 

achievement and attitudes, motivation, and orientations and that the correlations of 



motivation with achievement are higher than those for the attitude and orientation 

measures……Thus, a formal statement of Hypothesis 1 is as follows: 

The relationships of second language, achievement to measures of attitudes, motiva-

tion, and orientations are consistently positive, and the correlation of motivation with 

achievement in the language is higher than for the other measures. (P. 176). 

And hypothesis 2 concerns the influence of the socio-cultural environment on the relationship of the 

attitude, motivation, and orientation with second language achievement (Au, 1988; Oxford, 1996; Ox-

ford and Shearin, 1994; Schmidt, Boraie, and Kassabgy, 1996). And hypothesis 2 is formulated as an 

experimental hypothesis in where it is stated that the relationship of attitudes, motivation, and orien-

tations to language achievement will be stronger in second language than in foreign language envi-

ronment (Masgoret & Gardner, 2002).  

Crookes and Schmidt (1991) were some of the first to question Gardner’s approach. They state that 

empirical evidence is not clear enough to support that integrative motivation is the cause and second 

language achievement is the effect. Crookes and Schmidt draw attention to conduct more research 

and classify L2 learning motivation as it relates to language classroom. They identify four areas of L2 

motivation which are micro level, the classroom level, the syllabus level and a fourth level which in-

volves the factors from outside classroom. The evidence of leaner’s motivation at the micro level is 

the amount of attention given to learning input. The classroom level includes the techniques and ac-

tivities in classroom and Crookes and Schmidt apply self-determination theory to this level stating 

that the control over activities and the expectancy of success contributes to learner’s motivation. The 

choice of content presented in the syllabus can influence motivation by the level of curiosity and in-

terest aroused by learner and this is the syllabus level. Finally, the factors from outside of classroom 

engage informal L2 interaction and long term factors. 



Dornyei (1994a) acknowledges the importance of social dimension of second language (L2) in motiva-

tion. He outlines the distinction between integrativeness and instrumentality. Dornyei (2001) has 

listed and described several concepts related to motivation, and by following the initiative of Crookes 

and Schmidt and developed three-level framework of motivation: the Language level, the learner lev-

el and the Learning Situation Level. The language is the broadest level which focuses on orientations 

and motives related to different aspects of L2. The motives and orientations determine the language 

studied and learning goal. Dornyei used the concept of orientation introduced by Gardner. The learn-

er level involves the influence of individuality of language learners. Learners need for achievement 

and self –confidence influence motivation in learners level. At Learning Situation level, motivation is 

influenced by intrinsic and extrinsic motives which are teacher specific, course specific and group spe-

cific. Noels (2001a, 2001b) applies Self-Determination theory (Deci and Ryan, 1985, 2002, cited from 

Dornyei, 2003) to various L2 motivational issues as well as to the examination of the relationship of 

student autonomy and the language teacher’s communicative style. The terms associated with Self-

Determination theory is intrinsic and extrinsic motivation which are frequently used in L2 field. Gard-

ner (2007) states that motivation is the general desire to acquire a language, and different models of 

second language acquisition, such as socio-educational model of second language acquisition (Gard-

ner 1985), the social context model (Clement, 1980), the Self-determination model (Noels & Clement, 

1996), the Willingness to Communicate model (MacIntyre, Clement, Dornyei, & Noels, 1998), and the 

extended motivational framework (Donrnyei, 1994) agree that motivation is a kind of attribute of in-

dividual which can differ in terms of what is relates with that attribute and how it is going to assess. 

There are controversy and debate regards whether instrumental or integrative motivation is more 

important for learners’ performance. The two types of motivation which are instrumental and inte-

grative motivation are slightly different form each other and identifying which type of motivation the 

particular group has might be useful for designing syllabus or classroom materials for this particular 

group. In the next section, I will summarise the two major types of motivation and the differences. 



INSTRUMENTAL AND INTEGRATIVE MOTIVATION 

Integrative Motivation 

Integrative motivation was thought of greater importance than instrumental motivation for long time 

though Dornyei (1996) opposes Gardner (1985; Social Psychology and Second Language Learning: The 

role of attitudes and motivation) and claims that instrumental motivation and learner’s need for 

achievement are more crucial than integrative motivation. Knowing learner’s motivation and desire of 

learning another language is essential for any language teacher as Nunan (1993) argues that teachers 

should find out what the students  think and feel about what they want to learn and how they want 

to learn. 

A learner with integrative motivation wants to learn the second language, has openness to identifica-

tion with other language community, and has positive attitudes toward the learning situation. In the 

socio-educational model, integrativeness and attitudes toward the learning situation are viewed as 

two different correlated variables which support motivation, but motivation is seen to be the fore-

most affective individual-difference variable which has got major effects on achievement in learning, 

but the instrumental orientation refers to the practical reasons for learning the language. It could be 

getting job or getting into higher education, but it is without involving any concern in getting closer 

socially to the language community. There are another two ways of conceptualising motivation of 

motivation (Deci and Ryan 1985, Vallerand et al., 1992, 1993, cited from Dornyei, 2003) which is in-

trinsic and extrinsic motivation Dornyei (2003) states that has been related to self-efficacy, language 

use, grammar sensitivity, speaking and reading proficiency, and teacher rating of L2 competence 

(Ehrman, 1996), greater interest in L2 community which might be for English culture and people and a 

desire to improve test scores (Tacibana, Matsukawa, & Zhong, 1996), and the decision to continue 

language study (Ramage, 1990).Extrinsic motivation is those actions carried out to achieve some in-

strumental end, such as avoiding a punishment or getting reward(Dornyei, 2003).The integrative ori-



entation is similar to intrinsic motivation in that it refers to positive attitudes toward the learning sit-

uation and the learning process. At the same time, the integrative orientation also addresses atti-

tudes toward the L2 community (Dornyei, 2003)  

Later on Skehan (1989,) proposed a comprehensive model for to describe and explain various types of 

motivation. According to this model, the intrinsic orientation refers to motivation which derives from 

an inherent interest of the  learner for the task the learner needs to perform. According to his model, 

the  resultative motivation refers to learners’ performance in tasks .The learners who perform well 

will persevere the motivation, but the learners who do not perform well, will not persevere motiva-

tion as they will be discouraged and will try less.  

According to Skehan, the internal Cause Hypothesis refers to the fact that the learner brings a certain 

quantity of motivation to the learning situation and the carrot and stick hypothesis refers to external 

influences and incentives. These external factors usually can affect the strength of the learner’s mot i-

vation. 

Instrumental Motivation 

Instrumental motivation is slightly different than integrative motivation. When a learner starts learn-

ing for some specific purpose such as to get a better job or to get good grade then the motivation can 

be called instrumental motivation. Crookes & Schmidt (1991) identified integrative motivation as the 

learner's orientation with regard to the goal of learning a second language. It means that learner's 

positive towards the target language group and the desire to incorporate into the target language 

community, but instrumental motivation was characterised by Hudson (2000) as the desire to obtain 

something practical or concrete from the study of a second language. Instrumental motivation under-

lies the goal to gain some social or economic reward through L2 achievement. Dornyei states,  

http://en.wikipedia.org/wiki/Target_language


The motivated individual expends effort, is persistent and attentive to the task at hand, 

has goals, desires, and aspirations, enjoys the activity, experiences reinforcement from 

success and disappointment from failure , makes attributions concerning success 

and/or failure, is aroused, and makes use of strategies to aid in achieving goals.” 

(p173).  

No formal study can be found to find the motivation of learners of this kind of particular group on 

which I want to do my study. It was my concern that whether this particular group of learners are mo-

tivated enough or not and if they are motivated what types of motivation they have and whether 

ESOL curriculum can meet their expectation of learning or not.  Dornyei states,  

It has been generally been acknowledged that motivation to learn a second language 

(L2) is at least as important as language aptitude for successful acquisition of that lan-

guage (Gardener, 1985). Unlike aptitude, however, motivation is a particularly interest-

ing concept for L2 teachers, administrators, and researchers, because it can presuma-

bly be enhanced in the appropriate social context. (2003 p. 99) 

 

Attitude towards L2 community is crucial as it is related with intregrative motivation and it can af-

fect the performance of learner. In the next section, I will summarise the importance of attitudes 

towards target community which is one of the areas of concerns in this study. 

ATTITUDES TOWARDS L2 COMMUNITY 

In this section, the importance of attitudes towards target community and its relation with language 

learning will be considered. Attitude towards the second language community is an important consid-

eration for L2 performance. Whereas positive attitude may strengthen motivation for language learn-

ing, negative attitude towards the L2 community hinders the learning process. Dorneyei (2003) states 



that integrative motivational orientation concerns a positive attitude towards L2 community and 

learners with integrative motivation want to be a representative of L2 community as it implies an 

openness to L2 culture and their (L2 community) way of life. In extreme, it might involve complete 

identification with L2 community and possibly even withdrawal from one’s original group. For this 

particular group, attitude towards L2 community is different as their recent migration is from another 

European country on which they have a positive opinion. The religious identity of this particular group 

of learners carries enormous significance to their attitudes towards the L2 (English) community and 

can be regarded as an important factor in their learning.  

As it is known that after the formation of European Union people from different European countries 

are coming to the UK for better job opportunities. Some parts of these immigrants are of Bangladeshi 

origin living in another European country such as Austria, German, and Italy and so on for a long peri-

od of time. This number is increasing day by day. An important consideration for exploring the atti-

tudes of these learners towards the L2 community is how these learners identify themselves in the 

host community. This learner group strongly identify themselves with Muslim community in Britain. 

This identification has a similar feature of many students I came in contact with, who moved from 

Austria, Italy, and German and so on. If their motivation of learning English and attitudes towards the 

L2 community can be found out through this research, it might be proved beneficial for the language 

teachers who might come to contact with this sort of immigrants in UK, Canada, Australia or USA. 

However, little confirmation is available to understand motivational types and attitude towards L2 

community of Bangladeshi learners who were resident in one of the non English speaking European 

countries for long period of time and moved to UK due to different reasons. In ‘Adult ESOL Learners in 

Britain-A cross-Cultural Study’, Khanna et al (1998) conducted a formal study to examine adult ESOL 

learners in UK, but no formal study was conducted to examine the connection of motivation and atti-

tude of Bangladeshi learners who are in slightly different situation than other Bangladeshi immigrants 



in the UK as they are not living here for a long time unlike other Bangladeshi immigrants. Most of the 

other Bangladeshi immigrants came to UK almost 20-30 years back. Many of them did not start off by 

learning English right away but started learning English after living here for several years. This part of 

Bangladeshi immigrants can be called fossilised though the particular group of learners (the subject of 

this study) are not fossilised learners as they came to the UK within last 3 or 4 years. Dorneyei and 

Csizer (2002) state that motivation is a complex phenomenon which can be situation specific, and 

some can be rooted in learner’s immediate learning environment and other can be in student’s past 

experiences. For this particular group of learners, English is not a foreign language as they have de-

cided to stay in an English speaking country which is UK, their motivation to learn English should be 

stronger now than the previous span of their life when they were in Bangladesh or any other Europe-

an country. Finding out attitude and motivation for learning English of a particular group who are 

Bangladeshi can open a new understanding of the way to teach Bangladeshi group of students who 

are a vast number in the immigrant community in UK as  Dornyei states, 

Without sufficient motivation, even individuals with the most remarkable abilities can 

not accomplish long-term goals, and neither are appropriate curricula and good teach-

er enough on their own to ensure student achievement. (p. 1) 

In this connection I would to like explore the relevance of identity in SLA (Second Language 

Acquisition) research and how it forms the attitudes towards L2 learning experience.  

 

IDENTITY AND SLA 

The literature on identity and how it affects motivation and attitudes in second language 

learning is examined here. According to David Block (2007): 



• Identities are socially constructed, self-conscious, ongoing narratives that individuals 

perform, interpret and project in dress, bodily movements, actions and language.  

• Identity work occurs in the company of others - either face-to-face or in an electroni-

cally mediated mode- with whom to varying degrees individuals share beliefs, motives, 

values, activities and practices.  

• Identity work is about both self-positioning and positioning by others.  

• Identities are about negotiating new subject positions at the crossroads of the past, 

present and future.  

• Individuals are shaped by their socio-histories but they also shape their socio-histories 

as life goes on.  

• The ongoing process of identity construction is often more conflictive than it is harmo-

nious - In this process, individuals often feel ambivalent.  

• There are unequal power relations to deal with, around the different capitals- econom-

ic, cultural and social that both facilitate and constrain interactions with others. 

• These interactions with others take place in different communities of practice with 

which individuals engage in their lifetimes.  

• Identities are related to different traditionally demographic categories such as ethnici-

ty, race, nationality, migration, gender, social class and language.” 

 

The different dimensions of identity are ethnic, racial, national, gendered, social class, lan-

guage, sexual, and religious.  

• One thing at least is clear- identity only becomes an issue when it is in crisis, when 

something assumed to be fixed, coherent and stable is displaced by the experience of 

doubt and uncertainty. (Mercer, 1990: 43)  



• No thoughts are given to identity when ‘belonging’ comes naturally, when it does not 

need to be fought for, earned, claimed and defended; when one ‘belongs’ just by going 

through the motions which seem obvious thanks simply to the absence of competitors. 

(Bauman, 1999: xxx)  

• By critical experiences, I mean periods of time during which prolonged contact with an 

L2 and a new and different cultural setting causes irreversible destabilization of the in-

dividual’s sense of self. There is, in a sense, an element of before and after in critical 

experiences as the individual’s sociohistorical, cultural and linguistic environment, once 

well defined and delimited, becomes relatively ill defined and open-ended. (Block, 

2002: 4)  

 

Alexander Guiora et al (1972) and the language ego 

• Essentially, to learn a second language is to take on a new identity. Since pronunciation 

appears to be the aspect of language behaviour most resistant to change, we submit 

that it is therefore the most critical to self-representation. Hence, we propose that that 

the most sensitive index of the ability to take on a new identity, i.e. the degree of per-

meability of language ego boundaries, is found in the ability to achieve native-like pro-

nunciation in a second language (Guiora, Beit-Hallahmi, Brannon, Dull and Scovel, 

1972: 422).  

 

John Schumann’s (1978) acculturation model and Alberto 

• Social factors: e.g. relative dominance in political, cultural, economic and technological 

terms of the host community; ; relative size and cohesiveness of learner’s group; the 

learner’s integration option - assimilation, acculturation or conservation …  



• Psychological variables: e.g. language and culture shock, motivation, attitudes towards 

the learning environment.  

 

Identity in Adult Migrant Contexts 

By adult migrant contexts, I mean cases in which adults (understood to be 18 years of age or 

older) have moved across geographical borders and immersed themselves in new cultural and 

linguistic environments.  

In some cases, the migrant is immersed, sink or swim, in the new cultural and linguistic envi-

ronment and must get on with all aspects of the new life without the help of language classes.  

In other cases, language classes form a significant part of the migrant’s story of adaptation and 

even assimilation.  

Conditions mitigating against immersion in the Target Language (TL) environment (Bremer et 

al):  

(1) isolation from TL users 

(2) conversations lacking in effective negotiation for meaning 

(3) conversations that are threatening (testing) rather than  fulfilling  

(4) limited cultural/linguistic capital and therefore lower status as an interlocutor  

The migrant /naturalistic context 

Critical experiences  

New subject positions around the target language in terms of: 

race, ethnicity, nationality, gender, social class. 



Muslim Identity and Multicultural Britain 

It is important to focus on the multicultural nature of Great Britain, especially in the East London 

area which houses a large number of Bangladeshi immigrants. As discussed earlier, race, ethnicity, 

nationality, gender and social class are factors affecting attitudes of target language community 

towards the target language learner group. The Muslim presence especially Bangladeshi Muslims 

in Great Britain in all walks of life is markedly different than any other English Speaking or Europe-

an countries. In the latest election, for the first time in the political history of UK, a Bangladeshi 

Muslim female was elected as an MP from one of East London’s constituency. Representation of 

Bangladeshi community members in the mainstream politics and economy creates a positive 

attitude among immigrants willing to settle in the country. The UK also has a relaxed policy when 

it comes to allowing minorities practise their religion. ‘Curry’ the most popular culinary culture in 

the UK was imported and flourished by Bangladeshi immigrants. Street signs and shop signs in 

Bengali language, monuments commemorating the language movement of Bangladesh, Bengali 

language television channels and cultural festivals like Bengali New Year celebration all contribute 

to a sense of home among Bangladeshi immigrants. Therefore, members of the community do not 

feel any threats to their religious and cultural identity. This contributes to a positive attitude 

towards host community and the target language. 

FEATURES OF ADULT LEARNERS 

As adult learners are different from child learners, knowing adult learners’ motivation might be valuable 

for lesson planning as well as identifying types of motivation can be useful to prepare appropriate lessons 

for adult learners which can affect their performance. Gardner describes motivation as “the combination 

of effort plus desire to achieve the goal of learning the language plus favourable attitudes toward learn-

ing the language” (1985, p .10).  



Sometimes it is hard for adult learners to learn a new language than child immigrants. Child immigrants 

often learn better than adult immigrants. It may be for the loss of adult’s plasticity of mind-which means 

in order to learn or memorize a fact or skill, there must be persistent functional changes in the brain that 

represent the new knowledge. The ability of the brain to change with learning is what is known as neuro-

plasticity, so the ability of learning a new skill can be decreased by the time or age (Hoiland 2002).The 

differences in situations, attitudes, motivation and pressure could be different for adult learners than 

child learners (Khanna, 1998). 

Another aspect which can affect the motivation of adult learners is educational background. It is pre-

sumed that if an ESOL learner has got good educational background, their performance will be better as 

Khanna et al.(p. 66) also state, ‘It appears that if an ESOL learner has good educational background and a 

positive image of his abilities in English, his proficiency level is likely to be high.’  

It can be one aspect to consider as the educational background of the learners of this particular group is 

high as all of them have completed Higher Secondary School Certificate which is equivalent to ‘A’ level 

and some of them completed under graduation as well, and it can be expected that motivation to learn 

L2 will be higher within this particular group of learners. 

SUMMARY  

As motivation has been recognized as important part of second language performance, understanding 

motivation for the learning of any particular group can be proved as valuable to prepare lessons for them 

or for similar groups who are in same origin or country or have similar needs. Second language research-

ers have long been aware that second language learning is often associated with affective variables; one 

of these is motivation and attitudes towards learning. Sometimes language performance correlated with 

the attitudes towards the society associated with the language. Positive attitudes and motivation are held 

to be a vital key factor for learners’ success. As Zoltan Dornyei states:  



Without sufficient motivation, even individuals with the most remarkable abilities can 

not accomplish long-term goals, and neither are appropriate curricula and good teach-

er is enough on their own to ensure student achievement (1998 p.1).  

The cultural differences, values of education, different historical and social background can affects this 

particular group and all this research can have slightly different implications for them. There is no formal 

research especially on Bangladeshi community who has a large number within immigrant communities of 

UK, USA, Australia or Canada. Finding out the motivation and attitudes of this particular group of Bangla-

deshi learners can open a new area of understanding which might be proved beneficial for many coun-

tries where huge numbers of Bangladeshi immigrants can be found, such as UK, Australia, USA and 

Canada. It could also be constructive to identify what form of motivation these learners could have as 

there is a slight difference between instrumental and integrative motivation. All these research created 

my desire to study a particular group of Bangladeshi students who is in a slightly different situation as 

they are not fossilised immigrants, but whose numbers are increasing in UK day by day after the Europe-

an Union working rules were published which can be found in  ‘Charter of Fundamental Rights of the 

European Union (Article 15)’ and  which stipulates:  

1. Everyone has the right to engage in work and to pursue a freely chosen or accepted 

occupation; and 2. Every citizen of the Union has the freedom to seek employment, to 

work, to exercise the right of establishment and to provide services in any Member 

State.  

The rules states that any European citizen can come to UK and work without any obligation.  

 

 

 

 

http://www.eurofound.europa.eu/areas/industrialrelations/dictionary/definitions/charteroffundamentalrightsoftheeuropeanunion.htm
http://www.eurofound.europa.eu/areas/industrialrelations/dictionary/definitions/charteroffundamentalrightsoftheeuropeanunion.htm


3. METHODOLOGY 

The data was collected in two ways; one was questionnaire and another was interview. I have cho-

sen questionnaire because the questionnaire was designed to collect information about learner’ 

motivation of learning and attitude towards the target community which is the man focus of this 

study. I have calculated the mean score of the multiple choice questions which are designed to elicit 

the instrumental and integrative motivation of learners as Cohen et al (2000) explain that multiple 

choice questions can be used when researcher design the range of choices to capture the likely 

range of responses to given statements. These multiple choice questions helped me to collect quan-

titative data for my research. It is true that multiple choice questions seldom gives more than crude 

statistics so I have included open-ended questions to invite honest and personal questions. (ibid, 

2000) To get more dept of that chosen area I have chosen interviews as interviews have been de-

scribed as an effective method of investigating beliefs (Silverman 1993), which is appropriate in the 

present study. Conversely, a questionnaire only or very structured interview would not be so suita-

ble. As my research areas need to be included personal honest opinions which help me to analyse 

well. An interview, however, allows longer responses to be analysed in more detail, which I consider 

suitable as well. 

However, for the present study, I agree with Silverman (1993) that semi-structured interview allows 

each participant to express their attitude more effectively. A semi-structured interview allows some 

guidance but also permits deviation from the planned questions, it lets the interviewee use their 

own concepts to discuss the topic, and allows the interviewer to respond to the interviewees with 

flexibility (Cohen et al, 2000, Silverman,1993).In this chapter, I’ll discuss about participants and then 

move on to data collection process which was conducted through questionnaire and interview and I 

will discuss the variables in questionnaire and method of conducting semi-structured interview. 

 



PARTICIPANTS 

In this research, 20 adult ESOL learners (9 female and 11 male) were selected from a national training 

provider named Adult Training Network (ATN) from the total learners of this organization which is lo-

cated in Manor Park, East London. These 20 learners are from Bangladesh, but they used to live in an-

other European country which is Austria for several years. The male learners were born and broad up 

in Bangladesh and they moved to Austria for better job opportunity earlier in their life. The female 

participants were also born and broad up in Bangladesh and moved to Austria after their marriage as 

their spouses were living there. After living in Austria for several years they decided to move to UK for 

various personal reasons. This dissertation is a case study of a group of Bangladeshi students who mi-

grated from Austria to the UK. The educational background of this group is quite impressive as most 

of them have completed their Bangladeshi higher school certificate (equivalent to ‘A’ level) and some 

of them have completed undergraduate and postgraduate qualifications in Bangladesh. The group 

moved from Austria to the UK mainly for religious reasons because of the Muslim presence especially 

Bangladeshi Muslims in Great Britain, and for their children to learn English as it is the international 

language. After coming to London, where they are based, they started learning English possibly with a 

view to increasing their employment opportunities. As their teacher I perceived them to have a high 

level of motivation initially. However, their progression was poor and the level of motivation ap-

peared to decline. All of the participants had studied English for 7/8 years before starting attending 

ESOL classes in UK.  

DATA COLLECTION PROCEDURE 

Data collection procedure was conducted through two types of tools, one was in the form of a survey 

questionnaire and another one was interview. 

 



Questionnaire 

First data collection tool is a questionnaire which was adopted from Zehra (2008) where the integra-

tive and instrumental motivation scale of the original 7-point Likert Scale format of Gardner’s Atti-

tude/Motivation Test Battery (AMTB) and Clement et al.’s were adapted to a 5-point scale, ranging 

from ‘Strongly disagree’ to ‘Strongly Agree’ and they were coded as (Strongly disagree=1, Disagree=2, 

Neutral=3, Agree=4, Strongly Agree=5). The tools consisted of a Questionnaire (Appendix 1) divided 

into four sections. Questions 1 to 6 were designed to elicit the sociolinguistics background of the par-

ticipants. Question 7 to 17 was designed to elicit the learner’s integrativeness towards the target lan-

guage. Question 18 to 29 was aimed at discovering to measure learner’s utilitarian reason for learning 

English. Question 30 was aim to elicit self evolution of learner’s ability of target language. Two open 

ended questions were included in the survey questionnaire to elicit qualitative information. These 

two questions are open ended so that learners can elaborate their opinion. 

The questions are:  

32. Are you more or less motivated to learn English when you started taking English classes in UK? 

33. Which activity do you like to participate (Speaking, Reading, Listening, or Writing) and why do you 

like this particular activity in ESOL classroom? 

The first section of the questionnaire was designed to elicit participant’s sociolinguistic background 

which was adapted from Khanna at el. (1998).  

The purpose and different terms of the questionnaire were explained into their L1 Bengali by me as 

my L1 is also Bengali. Regarding ethical issues, the respondents were well informed about the re-

search and they enthusiastically gave their consents. Learners were informed that the information 

they gave would be kept confidential and be used for research purpose only. In the questionnaire 

there was no option for writing their names so their anonymity has been maintained. As I used to be 



their (the learners) ESOL teacher, the learners have good relationship with me and did not feel un-

comfortable or had any hesitation expressing their views.  

Individual and social variable 

On the basis of the data elicited these questions the following variables were quantified on appropri-

ate scales in the questionnaire: 

Age 

Length of stay in the UK and Austria 

Gender: Male/Female 

Occupation: It ranged from ‘unemployed’ to professional’. 

Occupation                                                           

Unemployed                                                             

Student/Housewife                                                   

Unskilled labour                                                       

Skilled labour/Small business                                  

Professionals                                                            

Education of the informant: The informants ranged from being illiterate to holders of degrees.  

Level of Education                                           

Illiterate                                                               

Primary                                                                



Middle                                                                 

SSC [‘O’ Level]                                                  

HSC [‘A’ Level]                                                 

BA/equivalent degree                                          

Masters and above                                               

Integrativeness (INT): 

On this scale, there are 11 items (items 7-17, appendix 1) that would show learner’s Integrativeness 

towards the target language. These 11 items in the questionnaire are designed to elicit learners’ mo-

tivational orientation which refers to a positive interpersonal or affective disposition towards L2 

community and the desire to interact with the L2 community  

Instrumentality (INS): This scale includes 12 items (items 18-29, Appendix 1) and the participants are 

asked to measure utilitarian reason for learning the target language. 

Two open ended questions: 

As a measure to language self efficacy or student’s perception of themselves as learners one item was 

designed for respondents to rate their own English proficiency level. One question was included in the 

survey questionnaire on a scale rating from ‘Very Bad’ to ‘Very Good’. Also two open-ended questions 

were designed. Question 31was designed to elicit qualitative information to check whether there is 

any change in their motivation after entering on ESOL class or not. Question 32 was designed to elicit 

learner’s preference of learning style/strategies in ESOL classroom. 

 

 



INTERVIEW 

In this study, interviews were considered as an effective means of collecting such data. Interviewing, 

as Dornyei (2007, p. 134) points out, is a ‘know communication routine’ which works very well as a 

‘versatile research instrument’ and is the ‘most often used method in qualitative inquiries’. Similarly, 

quoting Silverman (1993, pp. 92-3), Cohen et al. (2000, p. 146) maintain that interviews in qualitative 

research are useful for gathering facts, accessing beliefs, identifying feelings and motives, comment-

ing on the standards of actions, present or previous behaviour, eliciting reasons and explanations. 

Richards (2009, p. 187), in the same vein, argues that interviews ‘offer the possibility 

of understanding the lived world from the perspectives of the participants involved’ providing insights 

into their ‘experiences, beliefs, perceptions, and motivations at a depth that is not possible with ques-

tionnaires’. Therefore, interviews seemed to be ideal as a data collection method for this qualitative 

study. Interviews were conducted with 4 learners. Two were male learners and two were female 

learners. The interviewees were randomly selected and chosen on the basis of their availability. As 

mentioned earlier, the learner group has a similar profile in their socio-cultural background but dif-

fered in their gender profile. There is also a strong possibility to differ in types of variation across gen-

der. Therefore, random selection was thought appropriate. The interviews were semi structured. Dur-

ing the interviews I tried to be as informal as possible in order to ensure an authentic response from 

the participants. There were some specific themes in mind to be covered during the interviews, so 

‘semi-structured’ interviews were preferred to completely unstructured ones. As Silverman (2005:79) 

warns, an unfocused exploration of the social world can be ‘a recipe for disaster’ as ‘too much data’ is 

often reported to be a problem in qualitative research.  

 

The interview questions were chosen carefully to avoid researcher’s bias and elicit responses that 

concerned their own interest. The interview questions as well as the transcripts are attached in the 



appendix 3.  As a native speaker of Bengali, I had the benefit of taking the interview using Bengali. The 

learners were comfortable to speak in their own mother tongue and it was easy for them to express 

themselves using their native language. The interview was approximately 30 to 45 minutes long. All 

the interviews were tape recorded with prior permission from the participants for transcription and 

analysis later. Before starting the interview I informed the learners that the interview would be rec-

orded but their names wouldn’t be used and all the information of the interview would be strictly 

confidential and only for research purpose. 

  



4. DISCUSSION AND CONCLUSIONS 

After analysing the data, I have identified the following results which are interesting. First I will discuss 

about the learners’ high instrumental motivation and the possible reasons behind this. Next I will 

shed a light on the gender differences in motivation within this particular group of learners and their 

attitudes towards the L2 community. Finally I will discuss about the appropriate ESOL programme 

which can meet their expectation and affect their performance in learning English. I will then evaluate 

this analysis and make recommendations for further research. 

This study supports Gardner and Lambert’s (1972) hypothesis that the role of socio psychological var-

iables, such as attitudes and motivation in second language proficiency will be different from one set-

ting to another. This study shows that this particular group has got high motivation towards learning 

the target language although instrumental motivation is higher than integrative motivation, especially 

among female learners. It might be caused for affection towards their own culture and community as 

according to Gardner ‘Integrativeness’ is,  

a general interest in learning the second language in order to come closer to the other lan-

guage community. At one level, this implies openness to the other language community. At 

one level, this implies an openness to, and respect for other cultural groups and ways of life. In 

the extreme, this might involve complete identification with the community and possibly even 

withdrawal from one’s original group), but commonly it might well involve integration within 

both communities. (Gardner 2001 p.5)  

so they might unconsciously show high instrumental motivation towards target language as they 

might want to preserve their identity. It can be clearer through the interview session as all the in-

formants showed great respect toward their community and culture and reported as one of the main 

reasons to move from Austria to UK. They stated clearly that they can maintain their own culture and 

religion and interact with their own community more in Britain than Austria. As Vaezi (2008) noticed 

in Iranian L2 learners that aspiration related to integrativeness might threaten their identity and fear 

of identifying with English (western) culture can be one of the reasons behind there high instrumental 

motivation, it can be true for this particular Bangladeshi learners as well. Also the American colony 

and campaign against some countries might effect their integrative motivation as all the informants 

are Muslim and they feel harmony within Muslim community which they can find in multi-cultural 

Britain. 

This study also shows the gender differences in the area of motivation as female learners showed 

high motivation towards learning English. One of the causes behind this might be for social cultural 

background of Bangladesh where women have to take care of their children and they cannot go for 

outside work for several years unless their children grow up. In this study, most of the women 

thought they can start looking for job now as their children have grown up. These female learners 

have long desire to get any job, especially in any school or organisation where they will be able to 

work as a Dinner Lady, or Teaching Assistant. They are seeking for job which does not include long 

hours so that they can take care of their family members and work at the same time.  



Another reason, behind this high motivation of female learners could be these female learners have 

not got any previous experience of work. They have not work in Bangladesh or Austria before so they 

are unaware of work pressure or similar negative feelings which the male learners might have. The 

male learners had to work in Austria for long time and they used to work in mostly Fast Food shops or 

Super market which is undoubtedly not high graded job that can give anyone comfort and satisfac-

tion. The male learners have long experiences of struggle of life in compare to female learners as they 

(female learners) did not have to maintain their livelihood by earning money as the male learners 

were responsible for that.  

The female learners think, if they have good command in English, they might get a good job in any 

place. Though the male learners have got higher education background than the female learners, fe-

male learners have got higher motivation than male learners which provoke curiosity. 

Most of the learners have got neutral attitude towards L2 community. It can be easily understood by 

noticing their higher instrumental motivation than integrative motivation. The learners thought Eng-

lish people as friendly and they informed that they did not get chance to know about Americans 

which is understandable as they were living in one of the European countries where they hardly get 

any chances to meet with Americans. In another early research on Adult ESOL learners in UK, it was 

identified that Bangladeshi students have got clearly positive stereotypes for both target language 

and the British people (Khanna et al., 1998), but those learners were living in Bangladesh before com-

ing to UK unlike this group of learners of this study, who lived in an another European country. Living 

in another European country and knowing another community apart from English community might 

affect their attitudes towards British people as the learners have positive ideas regards Austrian 

community. 

This study has some important pedagogical implications for the teachers or curriculum planners. The 

ESOL programme for these learners should be designed in such a way that they provide positive atti-

tude towards target language and L2 community but without any disrespect for the learners’ own cul-

ture and religion. In this study, it can be seen that the learners have got high self-esteem and respect 

for their own culture and religion.  

In ESOL curriculum for these learners,  the importance should be given in ‘speaking’ and ‘listening’ 

activity as these learners have got high instrumental motivation which shows they attended ESOL 

classes for getting a good job in the UK. According to these learners, they have to increase their effi-

ciency in spoken language. Some of the learners informed that they liked to do ‘reading’ and ‘writing’ 

activity in the class as they felt uncomfortable to speak in front of others as well as they feel nervous 

about speaking English.There should be more ‘speaking’ activity which can make the learners more 

confident and make them ready for job interview. Functional syllabuses with different types of speak-

ing activity can be constructive for this group of learners. The syllabus for this group of learners 

should be designed: 

 To enable communication between these learners and the native-English-speaking people. For 

that these learners need to improve their basic skills with special emphasis on listening and 

speaking. 

 To provide learners with functional English and to help them to learn that could help them in 



target situation which is getting a job in London. 

 To create equal opportunities for every learner and to create an atmosphere that is based on 

respect to each other’s individuality.  

 To help the learners to be capable of using polite form of English and to help students gain 

confidence and to be able to work and communicate with others. 

 

For this particular group of learners, ESP (English for Specific purpose) syllabus will be appropriate as 

they have specific need and a functional-notional syllabus can be encouraging for this particular group 

of learners. I have conducted another small research for another essay (2010) where I have conduct-

ed need analysis and prepared Functional-Notional syllabus for this same group which includes vari-

ous speaking and listening activities as well as writing and reading activities which might be beneficial 

for this particular group. Previously, they joined in an ESOL class which was following EGP (English for 

General purpose) syllabus and that could be a reason for the learners’ poor performance. These 

learners previously attended ESOL class where they failed to achieve ESOL Entry 3 full award which 

they wanted to achieve. Though these learners had high motivation towards learning English, they 

could not perform well. In my opinion, designing a ESP syllabus according to these learners needs and 

using materials which are appropriate in this context will be able to change the poor performance. 

Teachers should always take into consideration the view that learning is an emotional process. Alt-

hough, second language learners are communicatively competent in their own mother-tongue, some-

times they can feel shy or irritated to communicate with the target language. In these cases, my opin-

ion is that the teacher has to be more delicate in dealing with the matters of religious and cultural 

identity. The teacher should be aware of the learners’ needs at every stages of the learning process. 

Providing chances of group or pair presentation can help the students overcome their drawbacks in 

fluency. With regard to the emotional experiences Hutchinson (1988) cited in Jordan (1997:110) sug-

gests: 

the good teacher will try to minimize the negative effects of the learner’s emotional reactions 

to learning and will instead try to boost the positive emotions. These might involve: using pair 

and group work to minimize the stress in speaking in front of the whole class . . . 

Tasks for these learners should be designed in particular way which should involve learners in com-

prehending, manipulating, producing or interacting, in the target language while their attention 

should be principally focused on meaning rather than form (Nunan 1989) 

In closing, research has a variety of methods that can be done. The researcher wants to improve a 

student’s way of life.     Research allows educators to take a look at how they can improve in the pro-

fession.  Research in education investigates questions about the instructional dynamic at play in prob-

lems directly related to schooling and the formal educational process. (Ball, & Forzani, 2007) Although 

for this scenario I chose what I thought would be the best research practice; depending on a re-

searcher perspective, each person could possibly use another approach.   

EVALUATION 



The most important steps in an action research project or study is accomplishing a literature review.  

A literature review is a significant and a detailed evaluation of earlier research. It is a summation and 

abstract of a particular aspect of research, allowing the individuals evaluating the paper to under-

stand why one is tracking a particular research study. It is not an assortment of quotes and rephrase 

from additional sources. A good literature review should have selected evaluations of the quality of 

the study, and conclusions of the research study.  In this particular case I chose a literature review 

based on the immigration needs of travellers from the sub Asian continent.  It suited the needs of this 

study as a base for development.  However, in accordance with the model of action research pro-

duced by McNiff (1988), it only acted as that.  I think further investigation into the attitudes and moti-

vations of language learning in the country of origin might be a more suitable starting point, and the 

needs of individuals to travel (to foreign countries).  In this case I think I would have established a dif-

ferent set of attitudes and motives to the ones I have produced.  I am more than aware that if I had 

tried to specifically ‘genderise’ the proposal, then again, as is evident with the findings, I would again 

have resulted in a different set of conclusions. 

 

Conclusion and Recommendations 

Using a mix of quantitative and qualitative strategies, the study found that the surveyed group of 

students chose to engage in English language learning in order to, first and foremost, join the 

dominant language culture and community. Instrumental reasons, though quite important to the-

se students, appeared to be outweighed by the integrative ones. The student’s social identity 

proved to be a major factor in this process as student motivation often originated in the disjunc-

ture between the learner’s current and desired identities. Furthermore, students viewed language 

education as a necessary transitional path towards integration and attainment of a desired identi-

ty. 

ESOL scholarship, originating in the field of applied linguistics, has, at times, overlooked non-

language factors and contexts that may affect language learning. Much of the knowledge, howev-

er, gained through education and psychology studies can be applicable to the populations and top-

ics under study in ESOL.   The research presented in this paper appropriates some of the advances 

gained by contemporary adult education and educational psychology scholarship that could fur-

ther the research of second language attainment by adults.  

Psychological developments in adult life, humans bring to the learning situation status, responsi-

bilities, and functions different from those of children, including a larger body of experience, dif-

ferent motives, and learning needs. More specifically, adult learning, according to Knowles (1990), 

is based on the following six factors:  

1. Justification for learning, that is possession of reasons for learning, prior to engaging in it. 

2. The transformation of the adult concept of the self into that of an independent, self-

directed human being  



2. Possession of life experience which affects adult knowledge and needs and is a constituent 

part of their identity  

3. Readiness to learn which relates the timing of learning experiences to stages of human de-

velopment  

4. A problem-centered approach to learning with the immediate application of knowledge to 

real-life situations  

5. Motivation to learn by internal factors (originated in the self), rather than external ones 

Kidd (1973) expanded the connection between adult learning and the concept of the self, 

stating “all new experiences for the [adult] learner are symbolized and organized into some 

relationship to the self, or ignored because there is no perceived relationship” (p. 127).  

6. Voluntary participation in education thus only happens when education itself is meaningful 

to the adult students’ sense of who they are and what they want to be. 

Kolb (1984) proposed a model of learning as a continuous cycle in which concrete experiences lead 

to their evaluation, conceptualization and the subsequent active experimentation. For example, a 

student’s experience of adjustment to a new social environment leads to the development of edu-

cation goals and the subsequent participation in an organized learning activity. Learning as a psy-

chological process happens in a           multi-faceted interaction with the learner’s world. Set in a 

social context, adult learning is not an acquisition, or receptive process but also one of externalisa-

tion. Jarvis (1987) and Mezirow (1981) suggested a correlation between the adults’ potential to 

learn and the harmony between them and the environment in which they function. “When there 

is disharmony or discontinuity – both subsumed under the idea of disjuncture – then people have 

to seek to adjust (learn), so that harmony can be re-established” (Jarvis, 1987, p.79).  

Learning activity may occur as a pro-active, relevant, and meaningful response of the adult to the 

conflict generated by disjuncture. A disjuncture thus may become both “the point at which needs 

and wants and interests converge” (ibid.) and the start of engagement in a learning experience. 

Applying this concept to the adult immigrant experience, it appears that fundamental life changes 

brought about by immersion in a society communicating in an unfamiliar language, compounded 

by the necessity to function in it, may cause disjuncture in these adults’ lives and prompt them to 

seek language education in order to adjust to these changes. Some immigrants may seek language 

education immediately upon arrival, for others, the language disjuncture may occur later in their 

lives when higher levels of language proficiency (i.e., beyond the survival skills) may be needed for 

various reasons. Deficiency of knowledge combined with an evolved self-concept set in a specific 

socio-cultural milieu may then generate a new need – a need to learn. 

My preferred definition of motivation explains it as “the choices people make as to what experi-

ences or goals they will approach or avoid, and the degree of effort they will exert in that respect” 

(Keller, 1983, p. 389). Motivation is not a stable condition. Keller pointed out relevance of the 

learning situation as a prerequisite to sustaining motivation over time. Relevance extends beyond 

the learner’s education goals to include the fulfilment sought from the learning process for the 

psychological needs of achievement, affiliation, and, ultimately, power. A failure in a learning situ-

ation dissolves a student’s motivation, causing learned helplessness (Bandura, 1982; deCharms, 

1984; Weiner, 1984) or a motivation. Through the influence of sociocultural and situated cognition 

theories, educational psychology recognized that student motivation also varies according to the 



multiple contexts in which learning occurs, e.g., culture of learners and the classroom setting 

(Volet & Jarvela , 2001). 

 

Motivation for Language Learning Study of motivation for language learning began in 1959 with 

Gardner and Lambert’s socio-linguistic study of English-speaking students studying French as a se-

cond language in Montreal. Gardner and Lambert identified two factors that shared variance in 

common with the measure of L2 proficiency: Language Aptitude (language learning ability) and 

Motivation, the latter comprised of attitudes towards the L2 community, interest in learning L2 

and reasons for learning L2. Following a series of studies (Gardner & Lambert, 1972; Gardner & 

Smythe, 1975), Gardner proposed a ‘socio-educational’ model of second language acquisition 

which centres on two overarching classes of reasons for language learning called orientations: the 

Integrative Orientation (desire to learn a language in order to interact with, and perhaps to identi-

fy with, members of the L2 community) and the Instrumental Orientation (driven by the learner’s 

practical goals, such as attaining an academic goal or career advancement). The two orientations 

are not always mutually exclusive. The socio-educational model has undergone a few changes 

(Gardner and Lambert 1959, 1972; Gardner, 2001), and though none of the proposed full versions 

of the socio-educational model of L2 motivation have been found universal for all L2 learning con-

texts (Au, 1988; Canagarajah, 2006), the integrative/instrumental dichotomy continues to domi-

nate the field. To test his socio-educational model, Gardner developed and extensively used the 

Attitude/Motivation Test Battery (AMTB), a set of Likert scale subtests with which he would assess 

motivation constructs. The AMTB has been used “pervasively” (Jacques, 2001) in motivation re-

search, with some of the studies involving large samples, up to 4,500+ participants at a time 

(Dornyei & Clement, 2001). Recently, qualitative methodologies for motivation research began to 

emerge as well, employing interviews and observation to study language learning motivation (Ush-

ioda, 2001; Syed, 2001). A further distinction was made between intrinsic (learning for self-

accomplishment) and extrinsic (driven by external circumstances) factors in student motivation 

(Brown, 1991). Brown asserted that most research showed the “superiority of intrinsic motivation 

in educational settings” (p. 247). Early 1990s saw a surge of interest in language learning motiva-

tion, following Crookes and Schmidt 1991 article “Motivation: Reopening the research agenda” in 

Language Learning. In 1994 alone, The Modern Language Journal (MLA) published seven articles 

on the subject. Several important books combining current studies with historical overviews have 

been published on the subject. One of them, “Motivation and second language acquisition” 

(Dornyei & Schmidt, 2001), which followed a AAAL 200 colloquium included 20 research reports 

and overviews, featuring language learning motivation research from all around the world. Some 

recent studies focused on relations between specific motivational factors, rather than the overall 

picture. Jacques (2001), for instance, found that low motivation among the students who study 

language solely as a university requirement correlated to their preference for non-challenging 

learning activities. Other studies focused on the contextual factors in student motivation which 

may shape student motivation and the ability to achieve their learning objectives. Julkunen (2001), 

for example, attempted to collect data on learner motivation at the micro-level, that is before, 

during, and after performing different types of tasks and in different educational settings. He 

found that certain tasks in certain settings corresponded to higher levels of motivation. Social 



identity, a person’s definition of his or her ‘meaning in the world’ and value to others (Eckert, 

2000), has emerged as a new focus in the study of student motivation. As early as 1977, Taylor, 

Meynard, & Rheault showed that contact and threat to identity related more significantly to L2 

proficiency than instrumental or integrative motivation. 

Recent studies have exposed additional links between language learning and the learners’ chang-

ing perspective of themselves in a new language environment. For example, Peirce (1995) intro-

duced the concept of investment in learning a dominant language in order to “acquire a wider 

range of symbolic and material resources [and] increase the value of [the learners’] cultural capi-

tal” (p. 17), while Sfard & Prusak (2005) suggested learning itself to be the closing of a gap be-

tween the learners’ actual and projected identities. Recent qualitative studies offered a vision of 

language learning motivation as a dynamic, longitudinal process in which the learners’ cognitions 

and beliefs (Ushioda, 2001), or the relevance of the curriculum to the learners’ interests (Syed, 

2001) directly affect involvement in learning. 

Motivational Processes among ESOL Learners Only recently did linguists begin to distinguish be-

tween second and foreign languages learners in the study of motivation and to propose that “the 

dynamics involved in learning these two different types of language may be quite different” 

(Gardner, 2001, p. 11). So far, the overwhelming majority of motivation studies seem to be in for-

eign language (FL) class settings. The very volume of 20 motivation studies from which Gardner’s 

quote is taken contains no studies of ESOL students. Noels, Adrian-Taylor, and Johns (1999) found 

that ESOL students to whom English was a pre-requisite to learning other subjects and/or obtain-

ing an academic degree were more driven by extrinsic motives for learning than heritage and non-

heritage EFL learners. This was consistent with Gardner and Lambert’s (1972) hypothesis about 

the significance of the instrumental orientation when there is an urgency about mastering a se-

cond language. The motivation survey of 580 adult immigrants at a community-based ESOL pro-

gram in Toronto rated highest the following motives for learning English: linguistic needs, basic 

skills, cultural awareness, social interaction, and resume writing (Paper, 1990). The study found no 

noteworthy differences in motivations according to age, education level, and length of residence. 

The significance of integrative orientation in the results led the author to recommend the inclusion 

of teaching of Canadian culture into the program curriculum. Volition for immigration to the U.S. 

emerged as another motivating factor affecting language learning in a qualitative study of adult 

ESOL students in New York City (Brilliant, Lvovich, and Markson, 1995). “Students who make an 

active, internally motivated choice to leave their country of origin,” they noted, “seem to make a 

smoother transition and to acquire English language more readily than do students whose decision 

to leave was a passive one” (p.58). Similarly, Menard-Warwick (2005) situated ESOL experience of 

immigrant Latinas within a larger socio-political context, in which factors such as immigration and 

connected to it life events served as motivating or amotivating factors for language learning. Con-

sistent with educational psychology, student beliefs appear to play a central role in adult learning 

experience and achievements which made them a subject of motivation research. In one such 

study, Bernat (2003) assessed the beliefs of 20 unemployed Vietnamese students in a vocational 

ESOL course in Sydney, Australia. The students scored highly on both motivational orientations: 

85% of respondents expressed the (integrative) desire to get to know English-speaking Australians 



better and have friends among them, while all respondents agreed that learning to speak English 

well would give them better employment opportunities. 

Prior research on motivation for language learning established a link between the adult students’  

attitudes,  motivation and engagement in language learning activities. It revealed that student be-

liefs, attitudes and goals, influenced by the sociocultural context of their lives, played an important 

role in their motivation for language study. These studies, however, did not look specifically at the 

motivational processes of adult immigrant students engaged in English second language study at 

academic institutions. In other words, there is a lack of understanding as to why this group of stu-

dents, many of whom have family and work obligations, would seek language education past the 

survival skill level. The need to further the study of the adult ESOL student motivation is reflected 

in the questions on the 1998 “Research Agenda for Adult ESOL,” prepared by the National Clear-

inghouse on ESOL Literacy Education with support from ESOL: “What are the participation pat-

terns of adult English learners in formal programs? What factors promote or inhibit participation?” 

(p. 4). More recently, ESOL has again called for research that views English language learning as a 

process of individual change, specifically, in “relation between social context and internal cognitive 

changes” (2004 ESOL Research Agenda, 2C).  

This study focused on the attitudes and motivational processes within adult immigrant English 

learners engaged in advanced academic ESOL study. The results suggest that adult immigrants 

choose to engage in advanced academic language learning programs in order to, first and fore-

most, join the L2 culture and community. Many English language learners function in a bilingual 

social context, admire the dominant language culture, and are aware that their achievement of 

projected identity and professional goals in this society depends on high-level proficiency in their 

second language. Student motivation for language learning can often be traced to a particular dis-

juncture between the student’s L2 proficiency and the needs arising from the student’s social 

identity or context. Past immigration history also appears to affect student motivation for lan-

guage learning. Overall, advanced ESOL student learning is driven by internal motives, often con-

nected to specific life goals outside of the education realm. Education, including  language educa-

tion, however, serves as a necessary transitional step on the way to achieving those self-

established goals. Instrumental reasons, including communication needs within the existing and 

projected bilingual and L2 monolingual communities of practice, are quite important to this group 

of students. Yet, the integrative motives for language learning among these adults appear to be 

equal to, if not outweigh, the instrumental ones. Given the general lack of research in applied lin-

guistics about adult ESOL student motivation, I view this study as an exploratory endeavour in-

tended to begin the process of understanding of the phenomenon. On one hand, the study’s lim-

ited sample makes it hard to extrapolate the results to the entire ESOL adult population. On the 

other hand, the multi-method model of research used in the study made the findings more com-

prehensive, and helped solidify them through triangulation. As a matter of fact, using only one 

specific method, for example, a survey, or focusing on one specific behaviour, for example, class-

room participation, would have failed to reveal the true nature of motivation of these students. 

Thus, despite a limited sample, I believe I established a few basic findings which suggest certain 

trends in the motivation for language learning within the target population. 



Future research studies could expand the knowledge about adult ESOL students’ attitudes and  

motivations in several significant ways. First, a comparison of motivational processes among the 

successful, that is participating, students with those who left the studies could highlight the rea-

sons for amotivation. Second, the use of a larger sample for a quantitative study  (something al-

ready done in L2 motivation studies among other groups of language learners) would help maxim-

ize the validity of the study results, and possibly reveal additional reasons for participation. Lastly, 

the study of practical implications of engaging student motivation in learning, including the as-

sessment of the relevance of course content to the student goals, would seem beneficial to the 

ESOL practitioners. 
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APPENDIX 1 

Survey Questionnaire (English Learning Motivation) 

 

1. Gender . . . .                                                                      2. Age… 

 

3. Duration stayed in UK. . . . 

 

4. Duration stayed in Austria:  

 

5. Occupation: Circle the appropriate one. 

 

a. Unemployed 

b. Student/Housewife 

c. Unskilled labour 

d. Skilled labour/small business 

e. Professionals 

 

6. Level of Education: Circle the appropriate one. 

a. Illiterate    

b. Primary school   

c. Middle school   

d. SSC/Secondary School Certificate [‘O’ Level] 

e. HSC/ Higher Secondary School Certificate [‘A’ level]  

f. BA/equivalent  

f. MA and Above  

 

 



Below are a number of statements with which some people agree and other disagree. It would 

be helpful if you indicate your opinion about each statement by ticking the boxes below which 

best indicates the extent to which you disagree or agree with the statement. 

Statements 

 

Strongly  

Disagree 

Disagree Neutral Agree Strongly  

Agree 

7.  Studying English is im-

portant to me because it 

will allow me to be more at 

ease with other people who 

speak English. 

     

8. Studying English is im-

portant for me because it 

will allow me to meet and 

converse with more and 

varied people. 

 

     

9. Studying English is im-

portant for me because it 

will enable me to better 

understand and appreciate 

English Literature. 

 

     

10. Studying English is im-

portant for me because I 

will be able to participate 

more freely in the activities 

in the different cultural 

groups. 

 

     

11. It is important for me to 

know English in order to 

know the life of the English-

speaking nations. 

 

     

12. The more I get to know      



native speakers, the more I 

like them. 

 

13. Studying English is im-

portant to me. 

 

     

14. Studying English is im-

portant for me so that I can 

keep in touch with foreign 

friends and acquaintances. 

 

     

15. I would like to know 

more about native English 

speakers. 

 

     

16. The British are kind and 

friendly. 

 

     

17. The Americans are kind 

and cheerful. 

     

18. Studying English is im-

portant for me because I’ll 

need it for my career. 

 

     

19. Studying English is im-

portant for me because it 

will enable me to get a 

good job. 

 

     

20. Studying English is im-

portant for me because  

other people will respect 

     



me more if I know English. 

 

21. Studying English is im-

portant for me because I 

will learn more about 

what’s happening in the 

world. 

 

     

22. Studying English is im-

portant for me because 

Language learning often 

gives me a feeling of suc-

cess. 

 

     

23. Studying English is im-

portant for me because I 

will be able to search for 

information and materials 

in English on the Internet. 

 

     

24. Studying English is im-

portant for me because an 

educated person is sup-

posed to be able to speak in 

English. 

 

     

25. Studying English is im-

portant for me so that I un-

derstand English-speaking 

films, videos, TV or radios. 

     

26. Studying English is im-

portant for me so that I can 

read English books. 

 

     



27. Studying English is im-

portant for me because it 

will help me to stay in UK. 

 

     

28. Studying English is im-

portant for me because 

without it one cannot be 

successful in any field. 

 

     

29. Studying English is im-

portant for me because I 

want to be able to use it 

with English-speaking peo-

ple. 

 

     

 

 

31. How do you rate your English proficiency? 

  

1) Very Bad   2) Bad   3) Average   4) Good   5)Very good 
 

32. Open-ended question: 

 

Are you more or less motivated to learn English when you started taking English classes in UK? 

 

 

33. Which activity do you like to participate (Speaking, Reading, Listening, or Writing) and why do 

you like this particular activity in ESOL classroom? 
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Vaezi, Zehra, Language Learning Motivation among Iranian Undergrad Students, World Applied 

Sciences Journal 5 (1): 54-61, 2008, ISSN 1818-4952, IDOSI: 2008 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

APPENDIX 2 



DATA TABLE 

Table 1: Integrative Motivation of Male Learners 

NO Strongly Disagree Disagree Neutral Agree Strongly Agree Mean 

Q 7     11 5 

Q 8     11 5 

Q 9 2 6 3   2.09 

Q 10   4 7  3.63 

Q 11   1 6 4 4.27 

Q 12  2 6 3  3.09 

Q 13    5 6 4.54 

Q 14   2 7 2 4 

Q 15    5 6 4.54 

Q 16  1 4 5 1 3.54 

Q 17 2  9   2.63 

     Total Mean 3.84 

 

 

 

 

 

 

 

 

 

 

Table 2: Integrativeness of female Learners 
 

  



No Strongly Disagree Disagree Neutral Agree Strongly Agree Mean 

Q 7    1 8 4.88 

Q 8  1  1 7 4.55 

Q 9 2 3 4   2.22 

Q 

10  1 2 2 4 5 

Q 

11   1 3 5 4.44 

Q 

12  2 3 4  3.22 

Q 

13    4 5 5 

Q 

14  1 2 5 1 3.66 

Q 

15   5 1 3 3.77 

Q 

16   5 3 1 3.55 

Q 

17 1  8   2.77 

     Total Mean 3.91 

 

 

 

Table 3: Instrumentality of Male Learners    

No Strongly Disagree Disagree Neutral Agree Strongly Agree Mean 

Q 

18     11 5 

Q 

19    1 10 4.9 



 

 

  

Q 

20  2 2 4 3 4.09 

Q 

21   2 7 1 3.72 

Q 

22  1 3 6  3.18 

Q 

23   2 8 1 3.9 

Q 

24   2 7 2 4 

Q 

25 1 2 5 3  3.81 

Q 

26  2 6 2 1 3.18 

Q 

27   2 1 7 4.09 

Q 

28 1 4 4   1.9 

Q 

29   2 1 8 4.54 

     Total Mean 3.85 



 

 

 

 

 

 

 

 

 

AP-

PENDIX 

3 

Trans-

lated 

tran-

script 

of 

ter-

view: 

 

The interview was conducted in Bengali language. All the informants were informed about the re-

search and willing to contribute in the research. They were informed that all the information 

would be strictly confidential and be used only on research purpose. As they were entry level 

learners, so the interview was conducted in Bengali language. 

 

(…)-Long Pause  

 

(..)- Short Pause 

 

Informant 1: The discussion between the researcher and one of the informants(male) named 

Maizrul. 

M=Mazirul 

Table 4: Instrumental Motivation of Female Learners   

No Strongly Disagree Disagree Neutral Agree Strongly Agree Mean 

Q18     4 5 5 

Q19    4 5 5 

Q20   1 5 3 4.22 

Q21   5 3 1 3.55 

Q22   3 5 1 3.77 

Q23   3 5 1 3.77 

Q24   4 1 4 4 

Q25 1   5 3 4 

Q26  1 4 3 1 3.44 

Q27  2   7 4.33 

Q28  3 1 5  3.22 

Q29   2 2 5 3.77 

     Total mean 4 



D=Researcher 

 

D: Hello M, a…how are you? 

M: Thanks you very much. Fine. 

D: How long did you live in Austria? 

M: I was forty… 

D: How long? 

M: Fifteen years. 

D: Have you ever studied English in Bangladesh? 

M: a…yes 

D: How many years? 

M: a…I’ve done my graduation degree…um… 

D: um? 

M: Up to graduation degree. 

D: Have you studied English till your graduation? 

M: no…12 years. 

D: And how long have you studied English in UK? 

M: In Uk…a…1 year. You know it. You are my favourite teacher. (laugh) 

D: (laugh) Now tell me do you think learning English is important? 

M: Very much. 

D: Why do you think that? 

M: I want to speak in English.To know about different cultural people, to know thir culture, to es-

tablish in life…for everything English is important. 

D: What do you think about English people? 

M: good…um…I think British people are friendly,..um ...may be…I have contact with them…and I 

don’t think they are racist. 

D: American? 

M: no…I don’t have any ideas. 



D: What types of activity do you prefer in English class? 

M: no…(laugh)…I feel scared…nervous…I don’t have clear idea about speaking. I mean I can’t.I 

can’t speak well. Infront of everybody. I enjoy reading , writing… 

D:Well… 

M: no…I think if you speak more in English, you will be better in English.In class, there should be 

more speaking activity even though we don’t like. 

D: What differences do you feel between Austria and UK?  

M: Austria is actually other language speaking country.It is Dotace. Everything in Doyace. .their 

education, culture, life style… all in Doyace. There are no similarity with Bangladeshi people. That’s 

why I don’t like Austria. Though I lived there for long, I get many things, but I don’t have any feel-

ings for Austria. Just for language. In England, the main language is English. …you know..i n Bang-

ladesh who are educated…English is their second language….I don’t like Doyace…really. 

D: Do you like UK then? 

M: Here in London, there are many Bangladeshi people.. I like it. 

D: How do you feel here? 

M: I like here very much.But I love Bangaldesh. I mean that is my birthland…you know…that is dif-

ferent. I went to Bangladesh last year…I felt like staying there forever…I din’t want to come 

back…but my two sons…I came here for my sons. They want to stay here. They din’t like Austria. 

Their education, job…everything here.And…um..there are lots of muslim here.lots of masques. I 

really like it. There are nothing in Ausria. I don’t enjoy at all. 

R: Do you think others will respect more if you know English? 

M: I have contact with many people. No…no…there’s no relation with respect and English. Um..not 

at all. 

D: Well, do you want to say anything about learning English? 

M: Me…no..I think the situation of world..you can’t depend on one country..um..then if we have 

to go to another country, we must need to learn English.It’s international language..you ..you need 

to know English. 

D: Well…thanks a lot M.Thanks a lot for your valuable contribution. 

 

 

 

 



  



Informant 2: The discussion between the researcher and one of the informants(female)named 

Parul 

P=Parul  

D=Researcher 

 

D: Hello,P, how are you? Thanks for coming here. 

P: Long time D, I requested you to visit my home…I sometimes think about you. You know..I’m fi-

ne..how are you? 

D: (laugh), I’m fine, thanks.Now, tell me do you think learning is important? 

P: um…yes..very impotant. If we  want to talk with someone here, we need English. I can make 

friends if I know English , you know…hm..and for job as well.  

D: Have you learnt English in Bangladesh? 

P: Yes..um..but little .not long..may be..aa…5 years.but not good. Only one subject. 

D: How long have you studied English in UK? 

P: 6 months..no..yeah..you know. 

D: Well, How long did you live in Austria? 

P: yeah..hm..five or six , I guess. 

D: Why did move to London? 

P: Well, for my children. I want them to have good career and good education. I mean Austri is not 

English speaking country , you know. And it’s not easy to get very good job there if you aren’t 

white. They are..I ..London is good for my kids. 

D: Whats the difference you feel between London and Vienna? 

P: oh..well…lots of. Vienna is very beautiful city. Very peaceful. London is not.But you know we’re 

muslim..um…and you can maintain your religion here. Lots of muslim people and Bangladeshi, and 

muslim..like somalian, Pakistani..There’re many masques here. East London masque is big one. 

Their (Austrian) culture are different.I can talk with many Bangladeshis here. 

D: Do you feel good about London? 

P: oh..yes..yea…I feel I can keep my culture and religion here.um.. 

D: Do you think if you know better Englisg people will respect you more? 

P: No .. no. People respect me. Um .. I don’t know good English but ..yes .. people respect me. 



D: What do you think about British people? 

P: a…there are some people in my next door. Yeah..I could talk with them more if I know Eng-

lish..you know..I like them..um..they are good. I think they are good.  

D: And do you have any idea about Americans? 

P (laugh)..no  

D:What types of activity do you prefer more in English class? 

P: yeah? Hm..I like grammar..I’m bad in grammar. But ..um..speaking in very crucial..you need  to 

know how to speak Englaih.I could make friends here if I know good Englaih. I can do some work 

may be. In school…like dinner lady..you know.hm. 

D: Do you want to say anything about learning English? 

P: yes..I want to learn English..you know..I want to join again in class..so many times but din’t get 

chance. My daughter was ill. I went to Austria.they are there.It’s very important to learn English 

spcially because we’re in London and English is international language. Really. You can getr good 

job if you know English.I want to join again.Can I join again? 

D: ofcourse , you can. No problem. Ok, P, Thanks lot for your valuable time. 

 

 

 

 

 

 

 

 

  



Informant 3: The discussion between the researcher and one of the informants(female)named 

Rubi 

R= Rubi  

D=Researcher 

 

D: Hello R, how are you? Thanks for giving me time. 

R: You’re welcome. Fine. 

D: Well, Do you think learning English is very important? 

R: a..very very important. I want to learn English. I’m very bad in English you know. I can’t speak in 

English. but I want to join in class. 

D: Why do you think learning is important? 

R: It’s difficult to live in Uk without knowing English. I want to work in children school as a teaching 

assistant or dinner lady, but I don’t know English. I can write, but can’t speak English.It’s important 

to know English. 

D: Have you learnt English in Bangladesh? 

R: hm..yeah..12 years. I’ve completed HSC there . Yes. But I don’t know speaking. 

D: How long did you live in Austria? 

R: 4 years. 

D: Why did you move to London? 

R: My husband moved here so I have to move. You know…I want good education for my kids and 

in English. In Austria..the language isn’t English.um..it’s Doyace. 

D: How do you feel about UK? 

R: Very good.ok..yes..Vienna was very beautiful, and very safe you know. But their …I mean..it’s 

not like us. I don’t know about English pople but there’re many muslim Bangladeshi people here, 

you know. I feel really good. I have many Asian friends here. And  we can go to masque, we can 

wear scrafs here, we can cover if we like. No one feels we’er weird. It’s good here. It’s multicultur-

al country which is very very good. People from different countries feel safe and good here. 

D: What do you think about English people? 

R: White English? 

D: Yes. 



R: I don’t know. May be ok. 

D: Do you know about Americans? 

R: No, I don’t have idea..um..no 

D: Do you think if you know English, people will respect you more? 

R: Oh..yes..ofcourse. Everyone respect me. I think. I can make friends.And educated person should 

know English. 

D:What types of activity do you prefer more in English class? 

R: Hm..I like reading and writing.(laugh).Actually I feel shy in speaking. Well Listening is important. 

I can’t understand what British people are saying in road. Their accent is so difficult to under-

stand..um…the young people..oh..hm..I can’t .But yes, speaking is very very important. 

D: Do you want to say anything about learning English? 

R: Everyone should learn English. I want to as well. My kids are very good English. I think English is 

important to know if we wan to stay in UK. 

D: Thanks a lot R. Thanks a lot for your valuable contribution 

 

 

 

 

 

  



Informant 4: The discussion between the researcher and one of the informants(male)named Ta-

lukder 

T=Takukder 

D=Researcher 

 

D: Hello R, how are you? Thanks for giving me time. 

T: No problem D.You’re my teacher (laugh).We like you very much. If you call we can come any-

time.(laugh) 

D: (laugh) Well, Do you think learning English is very important? 

T: Most important.English if very very important. 

D: Why do you think learning is important? 

T: um…I ..I..I mean for jobs. And for talking with others. I need to know English if I want to talk 

with my foreign friends. Not in Austria, but in here. 

D: Have you learnt English in Bangladesh? 

R: um..not much..no….yeah..3 years. I’ve completed HSC there  and degree..not honours..  

D: How long have you learnt English in UK? 

T: (laugh) you know. About 1 year. I tried, but you know so many things to think, and tension. Now 

I’m much for happier than before. 

D: How long did you live in Austria? 

R: um..Long time D.I  think 20 years..no…17 may be. 

D: Why did you move to London? 

R: Only for my children. You know my kids. I want them to be established in their life. And we’re 

muslim. 

D: What do you mean by we’re muslim? 

R: Well..ok..in Austria it’s not easy. There’re few masques, people are very very different. I came 

to UK before. I visited East London. I heard about this area. I saw many muslim people here…men 

and women. I felt very good you know..um..it’s nice.Austria is very beautiful but they ....I don’t 

know. It’s hard to get good job there if you don’t have white skin. But here I saw many men and 

women are working in office…I mean Asian. I want by sons will be like them. 

D: What do you think about English people? 



T: I don’t know. Not good or bad. 

D: Do you know about Americans? 

T: They are worse. 

D: What do you mean by that? 

T: You see the situation of world? It’s for these people..war and everything..what they are doing in 

Iraq ?um..Mohitun (his wife) thinks same. Yours both students (laugh) 

D: Do you think if you know English, people will respect you more? 

T: Yes.a..You know, if I speak in English, my friends think I’m smart(laugh).Educated person must 

know English.um.. English speaking. 

D:What types of activity do you prefer more in English class? 

T: Speaking..um…speaking. I don’t like writing…I can’t write well. And I should know speaking. I 

need to speak in English.Mohitun likes writing. 

D: Do you want to say anything about learning English? 

T: English is very important for job, but it’s not the only way to be successful. I can be successful 

without English.But you know..I..We live in London, and it’s really important here. I can’t under-

stand others sometimes. And I’ve started using English more after class.  

D: Thanks a lot T. Thanks for your time. 

 

 

 

 



 


