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Abstract: 
To master English is a clear advantage in Swedish society and throughout compulsory school, 

the English subject is mandatory in each grade. Language learning is a lengthy and 

demanding task that requires effort and determination. Consequently, it is crucial to sustain 

motivation among the learners, which requires motivational and conscious teaching. There are 

a number of strategies that through research have indicated motivational capacity. In this 

empirical study, teachers’ and pupils’ perception of the motivational influence of different 

strategies were examined. The method was quantitative and surveys were used to collect data 

from the teachers (N=10) and the pupils (N=142). The results show that the teachers regard 

their own behavior and a stimulating, varied teaching as most important, whilst the pupils 

prioritize clear and understandable instructions and are concerned with a pleasant classroom 

climate, where humour is present and where it is safe to make mistakes. In addition, the 

results indicate that teachers, as well as pupils, are not particularly interested of a transmission 

of responsibility from the teachers to the pupils. 
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1. Introduction 
There is no doubt that English as a school subject is highly regarded as important by the 

Swedish school system. Firstly, it is the only mandatory foreign language throughout 

compulsory school. Furthermore, English is, since the most recent curriculum as of 2011, 

introduced as a subject already in the first grade (Skolverket, 2011a). Lastly, a passing grade 

is required in order to qualify for upper secondary school, regardless of whether if it concerns 

vocational education or university preparatory education (SFS 2010:800). 

 

The Swedish National Agency of Education as well as the Swedish Schools Inspectorate, 

emphasize the necessity of a solid knowledge of English in order to successfully participate in 

Swedish society (Skolinspektionen, 2010, p. 8; Skolverket, 2011b, p. 8). The Swedish 

Schools Inspectorate also states that, in addition to the pupils’ prerequisites, the teacher and 

his or her teaching have the greatest influence on the pupils’ ability to achieve the aims of the 

curriculum and the English syllabus, as they have the possibility to affect factors related to the 

individuals (Skolinspektionen, 2010, p. 10). Consequently, motivating pupils is definitely an 

important task for teachers. In the 1990s, the substantial motivational impact from the 

physical, social and pedagogical learning environment became acknowledged by social 

psychologists. Longitudinal studies strongly indicate that teachers and teaching could be 

paramount in the development of L21 learner motivation. These results have contributed in a 

development of motivation research where aspects of L2 pedagogy have become the center of 

attraction (Lamb, 2017, pp. 4-5).  

 

One of the aspects that has been given more attention in recent years, according to The 

Swedish National Agency of Education, is the use of strategies for teaching and learning a 

foreign language (Skolverket, 2012, p. 1). Being synonymous with plan of action 

(Thesaurus.com, 2017), strategies refer to methods and means used to accomplish something. 

In the syllabus for English, it is pronounced that “[The pupils] should also be equipped to be 

able to use different tools for learning, understanding, being creative and communicating” 

(Skolverket, 2011a, p. 32). The tools, in this context, partly concern tangible facilitators such 

as dictionaries and computers and partly strategies that help the pupils learning to understand 

and communicate in a foreign language (Skolverket, 2012, p. 1). Lamb (2017) acknowledges 

that a good teacher could be perceived as a motivator of learning. To him, however, there is a 

distinction between what in general is called good teaching, and motivationally conscious 

teaching. According to Lamb, the latter is advantageous in reinforcing and invigorating 

motivation. This enhanced motivation is likely to encourage the learner to make a greater 

effort, which in turn could imply improved results. Lamb also includes a possibility that 

deepened motivation could entail sustained motivation (Lamb, 2017, p. 6), a feature that 

would come in handy in a school system where learning English is not only mandatory from 

grade one to nine, but also must lead to a passing grade for further studies. In order to 

accomplish motivationally conscious teaching, it becomes important to achieve a better 

understanding about what motivates language learners and which strategies are beneficial to 

use as a teacher.  

                                                           
1 L2 is an abbreviation for Language two or second language, and is primarily used to define a 
language that is spoken in the learners’ surrounding environment. However, L2 is also used as an 
umbrella term, where foreign languages are also included (Abrahamsson, 2009, p. 15) and that is 
how the concept is used in this thesis. 
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1.1. Research aim and questions 
This study aims to find out pupils’ and likewise teachers’ preferences for different 

motivational strategies that teachers can make use of in order to teach English. The intention 

is also to compare the outcome to find out if the teachers’ view corresponds to the pupils’ 

view. The research questions are: 

 

 Which strategies do teachers regard as the most motivational when teaching pupils in 

grade 4-6, in English as a foreign language in a Swedish context? 

 Which strategies do pupils in grade 4-6 regard as the most efficient to motivate them to 

learn English as a foreign language, in a Swedish context? 

 Do teachers’ and pupils’ perception of which are the most motivational strategies, 

correspond? 

2. Background 
In this section, the growing interest concerning motivational strategies within the educational 

system and likewise within the research field of L2 motivation is introduced. Furthermore, 

previous empirical studies are presented to enable a comparison and to support the findings of 

this thesis.   

2.1. Tasks of the school 
The school has the responsibility to promote learning by stimulating the acquisition and 

development of knowledge. In addition, a varied and balanced composition of content and 

working methods should support a harmonious development of pupils. The school should also 

develop the pupils’ ability to take responsibility by involving the pupils in planning and 

evaluation and further by creating opportunities for the pupils to make choices of subjects, 

themes and activities (Skolverket, 2011a, pp. 10-11).  In addition, the teacher should 

encourage the pupils to perceive knowledge as meaningful and experience that they make 

progress in their own learning (Skolverket 2011a, p. 16). 

2.2. A beneficial learning atmosphere as starting point 
During the last decades of the 20th century, there was a shift in educational context from 

teaching to learning, which means that creating benign conditions for teaching learners to 

learn became the focus, rather than how different teaching styles enhanced the transmission of 

knowledge. Considering that learning a foreign language is much about will and dare, a 

positive and safe learning environment is essential. The pupils need to feel competent and 

comfortable in an open and friendly atmosphere, circumstances that teachers definitely have 

the potential to affect. According to the author, several researchers have tried to survey what 

characteristics and abilities a language learner ought to possess in order to succeed. In 

general, the items below are mentioned (Skolverket, 2012, p. 1). 

 

 Belief in their own ability to learn 

 Motivation 

 Awareness about why they want to learn 

 Courage to dare making mistakes 

 Volition to take risks  

 Ability to guess well 

 Ability to recognize the pattern of a language 

 Positive attitude towards the language and its culture 

 Tendency to search practice opportunities  
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 Volition to take some responsibility of their learning (Skolverket, 2012, pp. 1-2). 

 

To possess all of them is considered rare. However, teachers’ ability to help learners to gain 

these characteristics is regarded as substantial. In addition, language teachers should 

demonstrate learning strategies and encourage the use of them  (Skolverket, 2012, p. 2).  

2.3. The emergence of a pragmatic aspect of L2 motivation  
Until the 1990s the prevailing paradigm of L2 motivation research had been focused on a 

view initiated and researched by Gardner and Lambert. Their model emphasized the volition 

to learn a foreign language in order to enhance communication and increase affiliation with 

the target language community, as the main L2 motivational factors (Dörnyei & Csizér, 1998, 

p. 204). However, the urge for a more educational perspective led to a revaluation of the L2 

motivation concept. Motives within the learning context gained interest and were ascribed 

greater significance. The new approach implicated possibilities to generate tools, such as 

strategies to motivate learners, applicable in the classroom (Dörnyei & Csizér, 1998, pp. 204-

205).  

 

Based on a prior study by Clément, Dörnyei and Noel from 1994, where the results indicated 

three different forms of learner motivational components, Dörnyei established a framework 

where a substantial list of motivational components were distributed over three categories: 

 

 Language Level – comprising integrative and instrumental motives (i.e. values and 

attitudes towards the target language. 

 Learner Level – comprising characteristics that the learner possesses (need for 

achievement and self confidence). 

 Learning Situation Level – comprising course-specific, teacher-specific and group-

specific motivational components (Dörnyei & Csizér, 1998, pp. 205-206).  

 

However, the high complexity of motivation entails a vast number of valid strategies, and 

consequently, difficulties to adequately apply them in practice. There arose a need for a set of 

strategies of a more general character that could promote teachers to develop a motivationally 

conscious teaching. Dörnyei identified the need for a more comprehensible and useful set of 

strategies, which subsequently resulted in a list of ten macro strategies: Ten commandments 

for motivating language learner (Dörnyei & Csizér, 1998, pp. 208-209). 

 

In order to ensure a scientifically valid list, Dörnyei and Csizér carried out a study in 

Hungary, where 116 teachers from various institutions were asked to rate how relevant they 

perceived different strategies to be. From 51 defined strategies, the ten most highly weighted 

are shown in rank order in Table 1 (Dörnyei & Csizér, 1998, pp. 209-211). In order to 

reconnect to the tripartite categorization of Dörnyei’s framework all top ten strategies, but two 

(no. 5 and 10), relate to the Learning Situation Level. 
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Table 1. Ten commandments for motivating language learners (Dörnyei & Csizér, 1998, p. 215). 

 1.  Set a personal example with your own behavior. 

 2.  Creating a pleasant classroom climate. 

 3.  Present the tasks properly. 

 4.  Develop a good relationship with the learners. 

 5.  Increase the learners’ linguistic self-confidence. 

 6.  Make the language classes interesting. 

 7.  Promote learner autonomy. 

 8.  Personalize the learning process. 

 9.  Increase the learners’ goal-orientedness. 

10. Familiarize learners with the target language culture. 

 

The authors conclude that the lists’ validity is assured, partly as it matches a list that Dörnyei 

intuitively compiled and partly by the fact that recent and well-documented aspects within the 

field of L2 motivational research support the strategies on the list. Nevertheless, as only 

European teachers participated, a reservation was made about their universality (Dörnyei & 

Csizér, 1998, pp. 223-224). 

2.4. Universal and context dependent motivational strategies 
In 2007, Dörnyei and Cheng carried out a modified replica of Dörnyei and Csizér’s study 

from 1998, this time in Taiwan. 387 teachers of English in various contexts and from 

elementary school to university level participated in the study. 176 of them answered a 

questionnaire corresponding to the one used in Hungary in 1998. The authors acknowledge 

some differences between both questionnaires, but consider the results of the two studies 

worthy of comparison (Cheng & Dörnyei, 2007, pp. 153, 156). In Table 2 the final result of 

the Taiwanese teachers’ rank order is found along with an additional column for replicating 

the rank order from the Hungarian study.  

 
Table 2. Rank order from the Taiwanese study and corresponding from the Hungarian study (Cheng & 
Dörnyei, 2007, p. 161) 

Taiwanese study Hungarian 

study 

 1.  Proper teacher behavior. 1, 4 

 2.  Recognize students’ effort and celebrate their success. - 

 3.  Promote learners’ self-confidence. 5 

 4.  Creating a pleasant classroom climate. 2 

 5.  Present task properly. 3 

 6.  Increase the learners’ goal-orientedness. 9 

 7.  Make the learning tasks stimulating. 6 

 8.  Familiarize learners with L2-relared values. 10 

 9.  Promote group cohesiveness and set group norms. - 

10. Promote learner autonomy. 7 

 

Due to the differences between the questionnaires used in the different studies, Dörnyei and 

Cheng note that comparing the rank orders straight of will not reflect the results properly 
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(2007, p. 172). However, according to the authors, their main finding consists of the fact that 

four of the macrostrategies were ranked top five in both studies, despite differences in 

context: 

 

 Proper teacher behavior. 

 Promote learners’ self-confidence. 

 Creating a pleasant classroom climate. 

 Present task properly. 

 

They conclude that these strategies can be perceived as universal and relevant in any 

educational setting. On the other hand, some strategies seem to be culture sensitive. In 

Hungary for example, the teachers perceived learner autonomy as more important to promote 

than their Taiwanese colleagues. By contrast, Taiwanese teachers prize students’ effort to a 

larger extent than Hungarian teachers (Cheng & Dörnyei, 2007, p. 169). 

 

According to Lamb, who has carried out a meta study on the motivational effects of language 

teaching, the previously limited amount of research on this area has been boosted during the 

last decade (Lamb, 2017, p. 4). In accordance with Cheng and Dörnyei, Lamb also 

acknowledges that different cultural and educational traditions are important aspects that can 

affect which strategies are adequate in different contexts. In addition he raises a point about 

differences in motivational needs according to age of the learners, a factor that Lamb expects 

to involve even greater differences (Lamb, 2017, pp. 11-12). 

2.5. What about research on the effects on students’ motivation? 
In addition to Dörnyei and his associates, other researchers have examined Dörnyei’s 

framework empirically. In contrast to the studies that Dörnyei have engaged in, there are 

studies that also involve the students (Lamb, 2017, p. 9). 

 

For example, Ruesch, Bown and Dewey performed a study on students of different foreign 

languages in the USA (2012, p. 15). Both instructors (N=30) and students (N=126) were 

involved in ranking 49 strategies, whereas 17 were regarded as macrostrategies. The 17 

macrostrategies were replicated from Dörnyei and Csizér’s study 2001 in Hungary (Ruesch et 

al., 2012, pp. 17-18). The results strengthened Dörnyei and Csizér’s assumption of universal 

strategies, since the macrostrategies that were found most important, i.e. teacher behavior, 

climate, building learners’ self-confidence and present task properly, are also found on top of 

the ten commandments (see Table 1).  

 

In addition, the study also supported the assumption that some strategies are more context 

sensitive. Their most striking example of cross-culture differences concerns the microstrategy 

Avoid social comparison. Teachers in the USA ranked it third, while in Dörnyei and Csizér’s 

study in Hungary as well as in Cheng and Dörnyei’s study in Taiwan, this microstrategy was 

ranked in the bottom group (Ruesch et al., 2012, p. 21). Also teachers’ and students’ rank 

orders were compared. Once again, the microstrategy Avoid social comparison generated 

considerable differences. In contrast to their teachers, the students ranked this strategy low 

which could indicate that American learners are encouraged by being compared in the 

classroom. Nonetheless, the authors mention studies in Russia and Egypt where American 

students studying abroad disapprove of comparing practices. The authors refer the 

unexpectedly positive attitude towards comparison that this study indicates to the fact that the 

students are not used to social comparison and might not be aware of the possible impact on 

their motivation (Ruesch et al., 2012, pp. 23-24). 
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Lamb illustrates the complexity of motivational strategies by referring to different texts by 

Dörnyei, where one text embraces cooperation and rejects competitive elements, and the other 

promotes competition within the group. Lamb concludes that in order to be a successful 

motivator, it requires more than simply learning which strategies to use in different situations 

(Lamb, 2017, p. 10). 

 

Another empirical study, using Dörnyei’s framework, was carried out by Sugita and Takeuchi 

in a lower secondary school in Japan in 2008. Their study focused on the correlation between 

teachers’ use of motivational strategies and what effect these seemed to have on their pupils’ 

motivation. They also examined if the strength of the effect was dependent on the learner’s 

proficiency. Their data consists of five teachers’ self reports on their use of 15 strategies 

during two months and recurring questionnaires for their students (N=190) during the same 

period. The 15 strategies, which derive from 102 strategies compiled by Dörnyei in 2001, 

were thoroughly selected in order to adequately match the circumstances of this study (Sugita 

& Takeuchi, 2010, pp. 21, 23-24). In Table 3, a record of the 15 valid strategies is found. 

 
Table 3. The 15 strategies used in Sugita & Takeuchi’s study of 2010. 

1 Indicate your mental and physical availability for all things academic. 

2 Apply continuous assessment that relies on measurement tools other than pencil-and-paper tests. 

3 Provide multiple opportunities for success in the language class. 

4 Focus on the motivational flow in your lesson. 

5 Regularly include tasks that involve the public display of students’ skills.  

6 Share your own personal interest in the L2 learning (e.g. in learning strategies or target culture) with 

your students. 

7 Vary the learning tasks and other aspects of your teaching as much as you can.  

8 Help learners accept the fact that they will make mistakes as part of the learning process. 

9 Bring in and encourage humour in the classroom. 

10 Encourage learners to attribute their failures to lack of effort. 

11 Keep the class goals achievable. 

12 Provide regular feedback about the areas on which they should particularly concentrate. 

13 Make assessment completely transparent. 

14 Assess each student’s achievement (improvement) not by comparing with other students but by its own 

virtue. 

15 Create a pleasant and supportive atmosphere (for studying English) in the classroom.  

 

Sugita and Takeuchi found a frequent use of motivational strategies. On average, nine 

different strategies were used each of the 40 lessons that were part of the study. All of the 

strategies were used at least once and on average each strategy was used in 23 of the lessons. 

The three strategies that were most frequently used in one and the same lesson were (in 

order): no: 4, 15 and 1. 

 

Nonetheless, only four (no: 2, 6, 8, 12) of the 15 strategies showed considerable correlation 

between the frequency of use and the strength of students’ motivation. When checking the 

same correlation within a selection of the students categorized by their proficiency level, they 

noticed that the strategies that motivated the lower proficiency group (no: 1, 2, 3, 8, 12) were 

different from the higher proficiency group (no: 2, 5, 10, 14). Finally, Sugita and Takeuchi’s 

(2010) results indicate that six of the frequently used strategies (no: 4, 7, 9, 11, 13, 15) did not 

affect the students’ motivation. Consequently, their conclusion is that there seems to be a 

difference, depending on proficiency level, in which strategies that are efficient and also that 
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frequency does not always correlate with the efficiency of a motivational strategy (Sugita & 

Takeuchi, 2010, pp. 29-30). 

 

Sugita McEown and Takeuchi carried out an additional study in 2014, based on their previous 

one. However, this time they chose a slightly different approach. They hypothesized the 

relation between teachers’ strategies and students’ motivation as a dynamic process dependent 

on context and perhaps also reciprocal. During one semester, the authors monitored one 

instructor from a university in Japan and five classes of full-time undergraduate EFL-students 

(Sugita McEown & Takeuchi, 2014, pp. 22-23). The students were tested and divided into 

two groups, where the first (A) includes 40 students with higher English proficiency and 

higher motivational intensity, and the second (B) 40 students with lower English proficiency 

and lower motivational intensity (Sugita McEown & Takeuchi, 2014, p. 27). 17 motivational 

strategies were used in the study. These were selected through a pilot survey in Japan, where 

EFL students (N=224) declared what they perceived as the most influential teachers’ behavior 

on positive attitudes toward English learning. A thorough procedure involving categorization 

of 325 different suggestions led to the final list of 17 strategies (Sugita McEown & Takeuchi, 

2014, p: 24). 

 
Table 4. Motivational Strategies’ correlation with students’ motivation, in at least one session, from 
Sugita McEown & Takeuchi’s study of 2014. 

Motivational Strategies Positive 

correl. 

Negative 

correl. 

No 

correl. 

1. Circulate around in the classroom to observe each student carefully   A & B 

2. Ask students to be quiet when needed to maintain a better learning 

environment in the classroom  

B   

3. Start the class exactly on time A & B   

4. Make a clear explanation for class assessments and exams A & B   

5. Make clear answers and explanations for students’ questions and 

also the content of the textbook 

B   

6. Provide individual support for each student A   

7. Bring a variety of learning materials  A   

8. Keep pace with the students and get them involved in the activities  A  

9. Speak in English with proper pronunciation  B  

10. Speak in a clear and loud voice B   

11. Write clearly on blackboard/whiteboard  B   

12. Provide positive rewards and praise to the students   A & B 

13. Provide some background knowledge/ supplement information A   

14. Bring in humour in the classroom    A & B 

15. Perform in a positive manner in the classroom   A & B 

16. Perform in a friendly manner in the classroom   A & B 

17. Display enthusiasm of teaching English  B  

 

The results showed that none of the motivational strategies exhibited a continual correlation 

between the frequency of use and the students’ motivation, irrespective of proficiency group. 

However, nine of the 17 strategies showed a positive correlation in at least one of the four 

sessions. Nevertheless, as seven of them apply to either group A or B and only two of them 

apply to both groups, their previous findings about differences in what affects students 

motivation according to proficiency level seem to be adequate, also when the intensity of 

initial motivation is taken into account. Moreover, five of the strategies showed no effect at all 
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in either of the groups and even more unexpected, three strategies actually showed a negative 

correlation in at least one session in either group A or B. An overview of the result can be 

found in Table 4 above (Sugita McEown & Takeuchi, 2014, p. 32).  

 

The background has given us a picture of research into the possible effect of motivational 

strategies on learners’ desire to learn English as a foreign language. Next the background 

theory to my study will be presented.  

3. Theoretical Perspective 
In this section, the theories that are relevant to the analysis of the collected data are described. 

3.1. L2 Motivational Self System 
The L2 Motivational Self System (L2MSS), developed by Dörnyei and based on the research 

done in the 60’s - 70’s by Gardner and Lambert, has expanded the L2 motivation concept, 

influenced by the psychological theories about the self (Dörnyei, 2009, pp. 9-10). Three 

fundamental elements constitute the system (Dörnyei, 2009, p. 29). The first element, Ideal 

L2 Self, represents who the learner would like to become concerning her/his L2. This idea 

derives from the field of psychology and was developed by Markus and Nurius in 1986 

(Dörnyei, 2009, p. 11-12). According to Dörnyei, imagery is a fundamental part of Markus 

and Nurius’ concept, a part that indeed appeals to Dörnyei, who implies that to visualize 

oneself in the future be able to speak fluently in the desired target language, is a powerful 

element of the Ideal L2 Self, that is expected to spur and also keep up motivation in the long 

run (Dörnyei, 2009, pp. 12, 25). In contrast to the Ideal L2 Self that concerns intrinsic 

motivation, the Ought-to L2 Self is about what you perceive others expect you to manage or 

master regarding the L2. Also the aspiration to avoid failures is part of the Ought-to L2 Self 

(Dörnyei, 2009, p. 29). The third component of the system, L2 Learning Experience, does not 

derive from the field of psychology, but instead from L2 motivation research. This component 

relates to the learner’s experience, but also to everything in the learning environment that has 

any possible impact on the learner (Dörnyei, 2009, p. 29). 

 

According to Dörnyei the classroom climate is a crucial factor in L2 education. Considering 

that L2 learning is a long-term process that requires a continuing motivation within the 

learners, the educational environment needs to be inspiring and joyful. A supportive and 

trusting classroom climate improves the possibilities to learn, whilst a more competitive and 

threatening climate could have a hampering effect on learning (Dörnyei, 2007, pp. 719-720). 

Dörnyei regards motivational teaching as a three-phase process starting with Generating 

Initial Motivation. The different aspects that applies to this phase are categorized into five 

groups: 

 

1. The learners’ attitude and values towards the target language need to be 

strengthened, as this will affect the volition to engage. This comprises the approach 

to learning in general, attitudes towards the target language and its speakers and 

finally the advantages related to mastering the target language.  

2. The learners’ expectancy of success is crucial to make it feel worthwhile. 

3. Increasing learners’ goal orientedness by involving the students in setting realistic 

goals. 

4. Make sure that the teaching materials are relevant for the learners. 

5. Help the learners to achieve realistic expectations of language learning in order to 

avoid disappointments (Dörnyei, 2007, p. 727). 
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The next phase in the process is Maintaining and Protecting Motivation, which actually can 

be harder than initiating it. From a variety of strategies, Dörnyei has selected six areas that he 

regards as viable especially in an educational context:  

 

 Make learning stimulating and enjoyable. 

 Present tasks in a motivating way. 

 Set specific learner goals. 

 Protect the learners’ self-esteem and increase their self-confidence. 

 Create learner autonomy. 

 Promote self-motivating learner strategies. 

 

Lastly, the process comprises Encouraging Positive Retrospective Self-Evaluation, which 

involves helping the learners to regard their prior performances in a beneficial and 

constructional way. Thus, it is beneficial to relate failures to factors that the learner can 

control, such as effort rather than to more stable factors like low ability (Dörnyei, 2007, pp. 

728-729). 

3.2. Self Determination-Theory 
Self Determination-Theory (SDT) concerns human motivation in general and is applicable not 

only in educational contexts, but also in other social spheres like for example parenting, work, 

sport and health care. Within SDT, intrinsic motivation is differentiated from extrinsic 

motivation: Intrinsic motivation corresponds to the volition that emerges from within an 

individual to engage in something because it is interesting and naturally satisfying. In 

contrast, extrinsic motivation refers to the phenomenon that prompts individuals to engage in 

something in order to achieve a desired consequence, e.g. to obtain a reward or to avoid a 

punishment (Deci & Ryan, 2008, p. 14). In order for human beings to develop and function 

optimally, we need, according to SDT, not only biological nutriments but also psychological 

ones. Three different psychological needs are regarded as essential in order to achieve 

optimum development: Competence, autonomy and relatedness (Deci & Ryan, 2011, pp. 2-3). 

These fundamental needs are used to explain the complex relationship between extrinsic and 

intrinsic motivation. SDT takes the standpoint that extrinsic motivation in general decreases 

the amount of intrinsic motivation. Irrespective of whether it is a reward or a punishment, 

extrinsic motivation seems to reduce the sense of autonomy and consequently the motivation 

(Deci & Ryan, 2008, p. 15). Nevertheless, although rewards are expected to trigger extrinsic 

motivation and inhibit intrinsic motivation, experiments showed that in some situations the 

intrinsic motivation was enhanced by rewards in the form of positive feedback. This is 

explained by the fact that the competence need is being supported. The autonomy need is 

supported when people feel free of choice, thus intrinsic motivation is enhanced, and likewise 

intrinsic motivation will diminish within an individual that experiences coercion or pressure 

(Deci & Ryan, 2011, p. 4). The theory also acknowledges that other impact from the 

surrounding social context can entail the reverse result. Tangible reward could, during 

beneficial conditions, increase intrinsic motivation, and positive feedback could, in 

disadvantageous conditions, decrease intrinsic motivation (Deci & Ryan, 2008, p. 15).  

 

The motive for engaging in something is central within SDT. Autonomous motivation will 

probably result in a deeper engagement and a higher quality result, than controlled motivation 

(Deci & Ryan, 2008, p. 16). In a school context, it makes a significant difference whether the 

classroom climate is autonomy-supportive or –controlling, and this is something the teacher’s 

orientation has a great influence on. Studies show that autonomy-supportive teachers increase 
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the intrinsic motivation within their students, make them feel more competent and raise their 

self-esteem (Deci & Ryan, 2008, p. 18).   

 

4. Methodology 
This section describes with whom, with what and how the collection and the analysis of data 

was carried out.  

4.1. Chosen method 
This study aims to find out what English teachers and their pupils in grade 4-6 generally 

perceive as important strategies in order to motivate pupils in learning English as a foreign 

language. The general approach requires a method that provides commensurable answers that 

are possible to bundle and measure, which are features that quantitative methods offer 

(Eliasson, 2013, p. 30). Although it is possible to carry out quantitative research with the use 

of structured interviews, the typical instrument are written questionnaires (Dörnyei & Csizér, 

2012, p. 74) and that is also the instrument used in this study, one questionnaire aimed for 

teachers and one aimed for pupils. 

4.1.1. Questionnaire construction 
When constructing a questionnaire that is quantitatively measurable, it requires questions with 

an ordered set of answers, each corresponding to a numeric value (Eliasson, 2013, p. 29). This 

presupposes a view that accepts reality as dividable into separate, measurable parts (McKay, 

2006, p. 6) and enables possibilities to draw conclusions of a large population, by 

investigating only a fraction of it (Dörnyei & Csizér, 2012, p. 74). Since this is study partly a 

replica of Dörnyei and Cheng’s study in Taiwan (Cheng & Dörnyei, 2007), the teacher 

questionnaire is in all essentials retrieved from Cheng and Dörnyei’s original questionnaire 

“Motivational Strategies Questionnaire” (see Appendix 2). Dörnyei’s set of strategies is built 

by a categorization of strategies. Each category or macrostrategy covers two to seven 

microstrategies that constitute the macrostrategy /category.  

 

Although the teachers participating in this study master English well, Cheng and Dörnyei’s 

English version was translated into Swedish, in order to minimize the risk of diverse 

perceptions of any question. During the translation, I noticed that some of the questions were 

double-barrelled. According to McCay (2006, p. 39) and Dörnyei & Csizér (2012, p. 78), 

questions that ask more than one thing should be avoided, as you could agree on one part of it, 

but not the other. With the ambition to accurately replicate Cheng and Dörnyei’s 

questionnaire and at the same time avoid double-barrelled questions, I carefully rephrased a 

number of questions (1, 2, 5, 8, 12, 17, 22, 29, 31, 34, 36, 38, 40, 43, 44 and 47), aspiring to 

keep the core meaning. Similarly to the original studies, a continuum from Not important to 

Very important with six intervals was used as the scale. In the original study the semantic 

differential scale was used, a frequently used scale in questionnaires with close-ended 

answers (Dörnyei & Csizér, 2012, p. 77). Considering that I provided the intervals with 

numeric values 1-6, the scale I used was a numeric rating scale. At the end of the 

questionnaire, the teachers were asked to report for how long they had taught English, their 

gender, in which grade they presently taught English and finally whether any of their pupils 

had another mother tongue than Swedish. 

 

When constructing the questionnaire aimed for the pupils, it required modifications beyond 

merely translating them into Swedish. Firstly, too many questions could imply difficulties in 

concentration for these young pupils and consequently the quality would be endangered 
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(Borgers, Leeuw & Hox, 2000, p. 66). Accordingly, I decided to select two questions per 

macrostrategy. This was achieved by deselecting questions that ask the same thing, even 

though having basically repeating questions could increase the reliability. Further, doubled-

barrelled questions were avoided or rephrased. Finally, questions that were found hard to 

reformulate to a suitable level for the pupils were excluded. From the remaining 

microstrategies, the most appropriate for the purpose was selected. Apart from one of the 

macrostrategies: Familiarise learners with L2-related values, from which three 

microstrategies were selected, the number of questions was limited to two per macrostrategy. 

All 21 questions were adapted to a pupil perspective, and also modified in order to achieve a 

child-appropriate language. Finally, the continuum was replaced with smileys and each of the 

six intervals were represented by a different smiley. In addition to the 21 questions/strategies, 

a set of three personal questions initiated the form. The nature of these more private questions 

was not sensitive. The requested information concerned grade, gender and their appreciation 

of English as a school subject, compared to other school subjects. Concerning the question 

about gender, as only boy and girl were the options, I was explicit about that they did not have 

to answer it.  

4.1.2. Questionnaire piloting 
In order to avoid problems when starting to collect data, the questionnaires were pretested. 

Two teachers, one working in third grade and one doctoral student who used to teach English 

in grade 4-6, piloted the teachers’ questionnaire. During the pilot study it became obvious that 

48 questions are too many and one of the pilot respondents alerted me to the risk of focus loss. 

Further, it turned out that some questions were still indistinct and possible to interpret in more 

than one way. As a result of the pilot study, the number of questions was reduced. In the 

procedure of deselecting questions I decided to keep four microstrategies for each 

category/macrostrategy, except for one of the macrostrategies (Present tasks properly), where 

there originally were only two. The purpose of having several items for each macrostrategy is 

to increase reliability. Survey specialists agree that at least four items addressing a certain 

issue are needed to assure the result (Dörnyei & Csizér, 2012, p. 76).  

 

The pupils’ questionnaire was also perceived as too long. The 5th-grade boy who piloted it 

also remarked on one question that he found confusing. The vague question was rephrased, 

but all 21 questions were kept. However, I decided to attend and read question by question to 

each class and let them answer it, individually of course, but all at the same time. In this way 

it is possible to clarify and keep them on track, in case of confusion or distraction.  

 

Which questions were kept from Cheng and Dörnyei’s original set for the teachers’ and the 

pupils’ questionnaire in this study are demonstrated in Table 5. Strikethrough options were 

removed from the teachers’ questionnaire. For the corresponding pupils’ questionnaire only 

options in bold were kept.  
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Table 5. Selection of questions from Cheng and Dörnyei’s original set of questions.  

1 Proper teacher behaviour  

2, 17, 23, 40, 47 

2 Recognise students’ effort 

8, 15, 42, 46 

3 Promote learners’ self-confidence 

11, 28, 33, 34, 36 

4 Creating a pleasant classroom climate 

1, 21, 30, 41 

5 Present tasks properly 

6, 25 

6 Increase learners’ goal-orientedness 

10, 20, 26, 31 

7 Make the learning tasks stimulating 

12, 13, 18, 27, 43, 45 

8 Familiarise learners with L2-related values 

4, 7, 9, 19, 32, 38, 39 

9 Promote group cohesiveness and group norms 

3, 5, 16, 35, 44 

10 Promote learner autonomy 

14, 22, 24, 29, 37, 48 

  

The full list of the strategies can be found in Appendix 1. 

4.2. Participants 
10 teachers and 142 pupils from six classes in grade 4-6 from three different schools in the 

same municipality participated in this study. All three schools are located in suburban villages 

where the socioeconomic differences are relatively small. The participating teachers are 

currently teaching English in grade 4, 5 and/or 6 and have from 1 to 23 years of experience. 

Nine of the teachers are females whereas one is a man. Most of the participating teachers 

teach English in classes where there are less than four pupils with a mother tongue other than 

Swedish. Two teachers, however, declare that there are more than four with another mother 

tongue among their pupils and finally, two of the teachers report solely native Swedes in their 

classes. Seven of the teachers teach English in more than one grade and it is unclear which of 

their classes they referred to regarding mother tongue. Approximately 65% of the 

participating pupils are in 6th grade, 17% in 4th grade, and 18% in 5th grade.  

4.3. Procedure 
The teachers’ questionnaires were handed to one teacher at each of the three schools who had 

agreed to assist me in distributing and gathering them. The outcome was quite low, which 

might have to do with the fact that I did not address everyone in person. The teachers I 

happened to meet and had a chance to talk to while visiting the schools generally chose to 

participate. However, due to limited time, I had to settle with the ten filled in questionnaires 

that I ended up with.  

 

When introducing the questionnaires for the children, the meaning of motivation in this 

particular study was explained. What each smiley symbolizes was also thoroughly explained, 
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e.g. that the happiest smiley should be ticked when they think something is very necessary in 

order to get motivated and should not be perceived as representing a situation that is 

particularly funny. Finally, they were informed that they should not answer how they perceive 

their own teacher in these situations, but rather how motivating they appreciate each 

alternative to be. To read each question aloud to the pupils turned out to be very satisfying. 

Direct questions from the pupils could be sorted out immediately, and there were also chances 

to add clarifying comments regarding each question. In addition, the risk of pupils 

unintentionally skipping questions was reduced. Each session took approximately 30 minutes. 

Two of the questions turned out to be particularly complicated: 

 

 I feel motivated during English lessons.. 

o when the tasks are not too difficult, so that I will manage. 

o when the importance of understanding and make oneself understood exceeds 

the importance of grammatical correctness. 

 

In relation to the first one, the pupils asked about the degree of challenge and were informed 

that it referred to not very challenging tasks. The second question was quite hard to describe 

and instead examples describing situations of both conditions were used, which seemed to 

satisfy the pupils.  

4.4. Analysis 
All data collected from the teachers’ questionnaires was entered and processed in Excel 

spreadsheets. The teachers’ answers were analyzed as one group, but also divided by years of 

experience in teaching English. The intention was to also divide them according to which 

grade they teach, but several of the teachers had assigned more than one grade, a circumstance 

that also impeded the division concerning mother tongue. Finally, the intended division by 

gender seemed irrelevant as only one male participated. 

 

In addition, the data collected from the pupils’ questionnaires was entered and processed in 

Excel spreadsheets, and categorized in different ways. The smileys used in the questionnaires 

were converted into figures from 1-6, where six equals the happiest smiley, i.e. the highest 

level of importance. Three pupils had skipped between one and six questions. Whether it was 

voluntarily or not is unknown; however, this was accounted for when calculating mean 

values. The pupils were analyzed as one solid group, but also divided by grade, gender and by 

their perception of English as a school subject. This was accomplished by sorting the pupils in 

different tables and by the use of Excel functions to distinguish selected values, calculate 

mean values and standard deviation, and to categorize and sort. 

4.5. Reliability & Validity 
McKay considers two types of reliability: Internal and external reliability. Internal reliability 

is about how consistent the results will be, regardless of who is analyzing the data. Since the 

method used in this study was quantitative and the surveys contained exclusively close-ended 

questions corresponding to numeric values, the collected data from the teachers’ 

questionnaires ought to return the same result regardless of the analyzer. The External 

reliability concerns replicability (McCay, 2006, pp. 12-13). In other words, if another 

researcher carried out a similar study, would the conclusions be the same as mine? The 

teachers’ questionnaire can be considered replicable. All information about how to carry it out 

was explained initially on the form and no information about the aim of this study was 

provided. One way to achieve reliability is, according to McKay, to have several items asking 

similar questions in different forms and check the consistency of the answers covering the 
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same issue (2006, p. 41). In this study, all macrostrategies were covered by four 

microstrategies, with one exception: Present tasks properly, a category that in Dörnyei’s 

questionnaire also comprised only two microcategories. The part concerning the pupils’ 

questionnaire could be more difficult to replicate, since the explanations I provided orally for 

each question would most likely be different from another reader. There are only two 

questions connected to each category, which might be rather minimal when consistency 

should ensure reliability. However, considering that too many questions could reduce the 

pupils’ engagement, more questions was not an option. The age of the pupils, combined with 

the fact that some questions are not all that tangible, might have affected the quality of the 

answers. Nevertheless, since each question was explained and the pupils had opportunities to 

ask in case of difficulties, this should have reduced the risk of misunderstandings.  

 

In quantitative research like this study, three types of validity should be considered, firstly, 

Construct validity, which refers to how adequate the instrument is according to what is being 

examined. In this study the strategies were borrowed from a previous study conducted by 

Cheng & Dörnyei in 2007. To borrow questions from established questionnaires is in fact 

something that Dörnyei & Csizér recommend, as borrowed questions probably have been 

tested and piloted before (2012, p. 77). The second type External validity deals with the 

matter of generalization, i.e. if the results are applicable to a wider population. The external 

validity for this study could not be regarded as particularly high, although the sample was 

randomly selected, due to the limited number of participating teachers (N=10) and also 

because the sample represents only schools in middle-class areas and does not reflect the 

segregated society. The third aspect of validity is Internal validity and is about to what extent 

the design of the research affects the outcome (McKay, 2006, p. 12). In this study internal 

validity is not relevant as there are no variables influencing the results. 

4.6. Ethical considerations 
The Swedish Research Council has summarized recommendations about how to conduct 

research in an ethical, proper manner, in eight general rules, which is presented below. The 

requirements of all rules are fulfilled in this study. 

 
1) You shall tell the truth about your research. 

2) You shall consciously review and report the basic premises of your studies. 

3) You shall openly account for your methods and results. 

4) You shall openly account for your commercial interests and other associations. 

5) You shall not make unauthorised use of the research results of others. 

6) You shall keep your research organized, for example through documentation and filing. 

7) You shall strive to conduct your research without doing harm to people, animals or the 

environment. 

8) You shall be fair in your judgement of others’ research  

(Vetenskapsrådet, 2017, p. 10). 

 

The participants, and as for the pupils also their parents, were informed in advance about the 

study and that all participation was voluntary. The teachers that assisted by informing the 

parents did not find consent forms necessary, as the questions are not of a sensitive nature. 

The anonymity of the participants is ensured and consequently, the involved schools are not 

identified by name in the thesis. 

5. Results 
In this section all collected data will be accounted for.  
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5.1. The teachers’ perception of the included motivational strategies 
The results of the teachers’ perception are presented initially for the group as a whole and 

then divided by level of experience.  

5.1.1. Coherence between the teachers 
Each strategy was rated between one and six, which means that highest possible score for 

each of them was 60 points. Five strategies achieved those 60 points. However, as three of 

them are related to the same macrostrategy Proper teacher behavior, and the fourth 

microstrategy in this category scored an average of 5.9, this is the category on top with 5.98 

points. In Table 6, the microstrategies of the highest regarded macrostrategy are displayed 

along with each strategy’s mean value and standard deviation (SD). 

 
Table 6. The category in top of the teachers’ rank order. 

Mean SD 

Proper teacher behavior  5.98 0.04 

 Show every pupil that you care about them 6.00 0.00 

 Show your enthusiasm for teaching 6.00 0.00 

 Be yourself in front of the students 6.00 0.00 

 Establish good rapport with students 5.90 0.30 

  

The other two strategies scoring full marks are microstrategies from two different 

macrostrategies: Promote group cohesiveness and Familiarize learners with L2-related 

values. In these categories there is a total score of 5.05 and 4.45, whereas the latter represents 

the lowest score of the ten macrostrategies included. Since one of the four constituting 

microstrategies scored full, consequently the other three scored low. In Table 7, it is displayed 

how the points are divided between the microstrategies that constitutes this macrostrategy. 

 
Table 7. The category in the bottom of the teachers’ rank order. 

Mean SD 

Familiarize learners with L2-related values  4.45 1.04 

 Increase the amount of English you use in class 6.00 0.00 

 Familiarize students with the cultural background 

of the target language 

4.50 0.81 

 Remind students of the future benefits of mastering 

English 

4.20 1.33 

 Invite English-speaking foreigners to class 3.10 0.70 

 

The complete rank order of the ten macrostrategies is presented in Table 8. For an overview 

of the full table including microstrategies, see Appendix 4. Three of the teachers had chosen 

not to answer one of the questions related to the macrostrategy Recognize students’ effort. 

This is accounted for when calculating mean values. In order to compare the result of the 

limited sample of Swedish teachers with previous results from the Hungarian and the 

Taiwanese studies, their rank orders are also attached. 

 

 

 

 

 



 

 16 

Table 8. Rank order of the ten Swedish teachers, compared with previous studies. 

This study Taiwanese 

study, 2007 

Hungarian 

study, 1998 

 1.  Proper behavior. 1 1, 4 

 2.  Make the learning tasks stimulating. 7 6 

 3.  Promote learners’ self-confidence. 3 5 

 3.  Recognize students’ effort. 2 - 

 5.  Promote group cohesiveness and set group norms. 9 - 

 6.  Creating a pleasant classroom climate. 4 2 

 7.  Present tasks properly 5 3 

 8.  Promote learner autonomy. 10 7 

 9.  Increase the learners’ goal-orientedness. 6 9 

10. Familiarize learners with L2-related values. 8 10 

The Hungarian and Taiwanese study shared four items in the top five. The Swedish teachers 

agree only on two of them: Proper teacher behavior and Promote learners’ self-confidence.  

5.1.2. Comparison between less and more experienced teachers 
In addition to the group of all ten teachers, there was also a comparison between the six more 

experienced teachers (>8 years of L2 teaching) and the four less experienced teachers (<5 

years of L2 teaching). Although there was no difference in rank order, the differentiation 

revealed that less experienced teachers seem to score higher overall with one macrostrategy 

excepted: Familiarize learners with L2-related values. Due to lower perceived importance 

related to the microstrategy Remind pupils about future benefits of mastering English, the less 

experienced teachers scored lower in total, despite the fact that they valued the item Invite 

English-speaking foreigners to class higher than the more experienced teachers. Nevertheless, 

the microstrategy that differed the most in score between more and less experienced teachers 

was Strengthen the pupils by explaining that failure primarily depends on insufficient 

engagement than on inability. The less experienced teachers scored it 1.5 points higher than 

the more experienced ones.  

5.2. The pupils’ perception of the included motivational strategies 
The results of the pupils’ responses are presented for the group as a whole to begin with, and 

then divided by grade, by gender and finally by the level of their appreciation of English as a 

school subject. The strategies in this paragraph are numbered to facilitate reading. 

Macrostrategies correspond to whole numbers, while microstrategies are numbered in 

accordance with the macrostrategy it belongs to and with an additional figure that corresponds 

to which of the constituting microstrategies it is. For example, macrostrategy 1 Create a 

pleasant classroom climate is constituted by two microstrategies; subsequently their number 

is 1.1 and 1.2, where the first figure represents which macrostrategy it belongs to and the 

second figure represents which microstrategy it is. The numbers are found in their context in 

Table 9. 

5.2.1. The pupils’ perception, based on the whole group  
The microstrategy that the entire group of pupils regarded as the most important is 3.1. When 

the instructions are very clear and understandable. This item is related to the macrostrategy 

3. Present task properly, which ended in third position in the pupils’ importance ranking. The 

second item related to this microstrategy 3.2. When the teacher explains why the different 
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tasks are meaningful; thus was not perceived as that important. The macrostrategies that 

outmatched this were 1. Creating a pleasant classroom climate, which attained the top 

position and 2. Recognize students’ effort as number two. The rank order scale in full is 

displayed in Table 9. The pupils’ scale options were similar to the teachers’, accordingly 

between one and six.  

 
Table 9. Final rank order - pupils, with attached mean score and standard deviation (SD) 

 Mean SD 

 1.  Creating a pleasant classroom climate. 5.16 1.12 

1.1 When the teacher likes to joke now and then. 5.18 1.04 

1.2 When I know that no one is going to make fun of my answer, even if it is wrong. 5.13 1.20 

 2.  Recognize students’ effort. 4.99 1.11 

2.1 When the teacher not solely praises success, but also effort. 5.10 1.05 

2.2 When the teacher notices and praises me for a success. 4.88 1.17 

 3.  Present tasks properly. 4.88 1.07 

3.1 When the instructions are really clear and understandable. 5.30 0.97 

3.2 When the teacher explains why the different tasks are meaningful 4,46 1.17 

 4.  Proper teacher behavior. 4.79 1.05 

4.1 When the teacher shows enthusiasm for teaching English. 4.80 1.01 

4.2 When the teacher seems to be interested in my learning. 4.78 1.08 

 5.  Promote group cohesiveness and set group norms. 4.71 1.35 

5.1 When the teacher involves the class in making class rules. 4.81 1.29 

5.2 When we get to work in groups. 4.60 1.40 

 6.  Make the learning tasks stimulating. 4.55 1.32 

6.1 When the teaching is various so that we do not have to do the same thing too 

long. 

5.05 0.98 

6.2 When we get to produce something creative. 4.05 1.66 

 7.  Familiarize learners with L2-related values. 4.33 1.44 

7.1 When the teacher increases the amount of English used in class. 4.56 1.27 

7.2 When we are reminded about the future benefits it implies to master English. 4.38 1.42 

7.3 When we learn about the culture of countries where English is the native 

language. 

4.05 1.64 

 8.  Promote learners’ self-confidence. 4.31 1.29 

8.1 When the tasks are within my ability. 4,26 1.41 

8.2 When the teacher prioritizes communication instead of grammar. 4.35 1.16 

 9.  Promote learner autonomy. 4.24 1.40 

9.1 When we are involved in planning and get to choose activities or tasks. 4.69 1.30 

9.2 When I get to assess myself and value my accomplishment. 3.79 1.49 

10. Increase the learners’ goal-orientedness. 4.21 1.40 

10.1 When the teacher lets me set learning goals of my own. 4.26 1.45 

10.2 When the teacher briefs us about the learning goals and our progress towards 

them. 

4.15 1.34 
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One of the two microstrategies that compounds macrostrategy 6 Make the learning tasks 

stimulating concerns creativity (6.2 When we get to produce something creative) and qualifies 

as the strategy with the highest standard deviation (1.66). Apparently, there are different 

opinions among the pupils’ preferences on creation. 10% of the pupils had scored the lowest 

value = 1 and 25% of the pupils had scored the highest value = 6. The dispersion applied to all 

groups; boys, girls, 4th-graders, 5th-graders, 6th-graders and the three groups divided by their 

perception of English as a school subject. However, the 4th-graders characterized themselves 

by being more favorable in general towards creative tasks, 4% of them scored 1 and 33 % 

scored 6. 

5.2.2. Pupils’ perception, divided by grade 
On account of the great majority of 6th -graders, which is demonstrated in Figure 1, the results 

of all pupils should represent mainly the view of a 6th -grader.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 1. Percentage of participating pupils from each grade. 

 

However, there are differences between the rank order of the group as a whole, compared to 

the pupils in any of the grades. In Table 10 the rank order of the macrostrategies is displayed 

as a whole and also divided by grade. The mean score from each grade on each strategy is 

shown in brackets.  

 
Table 10. Overview of differences between the rank orders of the different grades.  

Macrostrategies in rank order of the group as a whole 
Pupils in 

6th-grade 

Pupils in 

5th-grade 

Pupils in 

4th-grade 

1.  Creating a pleasant classroom climate. 1   (5.08) 2   (5.28) 2   (5.31) 

2.  Recognize students’ effort. 2   (4.82) 1   (5.35) 4   (5.17) 

3.  Present tasks properly. 5   (4.39) 4   (5.21) 3   (5.29) 

4.  Proper teacher behavior. 3   (4.63) 3   (5.22) 7   (4.96) 

5.  Promote group cohesiveness and set group norms. 4   (4.52) 7   (4.69)  1   (5.36) 

6.  Make the learning tasks stimulating. 8   (4.05) 6   (4.74) 6   (4.98) 

7.  Familiarize learners with L2-related values. 7   (4.15) 5   (4.94) 9   (4.80) 

8.  Promote learners’ self-confidence. 8   (4.05) 10 (4.40) 5   (5.03) 

9.  Promote learner autonomy. 10 (3.93) 9   (4.55) 8   (4.85) 

10. Increase the learners’ goal-orientedness. 6   (4.33)  7   (4.69) 10 (4.52) 

 

Despite their large majority, the pupils in sixth grade have scored slightly different from the 

group as a whole. The top and bottom five of the macrostrategies, are the same though, and as 

17%

18%

65%

Pupils per grade

4th-grade - 24 pupils

5th-grade - 26 pupils

6th-grade - 92 pupils
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the 4th- and 5th-graders generally scored higher, their influence on the results is more 

substantial than the distribution in Figure 1 suggests. The microstrategy that scored highest 

for the pupils in total, 3.1 When the instructions are very clear and understandable, did not 

equal the choice of the pupils in grade 6 who prioritized:  

 

 1.1 When the teacher likes to joke now and then, followed by  

 1.2 When I know that no one is going to make fun of my answer, even if it is wrong.  

 

These constitute the same macrostrategy 1. Creating a pleasant classroom climate, which 

consequently is the macrostrategy on top for the pupils in 6th grade, in accordance with the 

pupils in total. At the very bottom, the sixth graders placed the microstrategy 7.3 When we 

learn about the culture of countries where English is the native language, in contrast with the 

pupils in total, that scored lowest on the microstrategy 9.2 When I get to assess myself and 

value my accomplishment.  

 

Four of the strategies in top five of pupils in both 4th- and 5th-grade equalled the strategies that 

the group as a whole agreed on. However, it was not the same strategy that was outmatched 

for 4th- and 5th-graders. 5th-graders had prioritized 7 Familiarize learners with L2-related 

values, above the strategy ranked as number five by the pupils in total 5 Promote group 

cohesiveness and set group norms. For the pupils in grade four it was strategy 4 Proper 

teacher behavior that was replaced in top five by strategy 8 Promote learners’ self-

confidence. 

5.2.3. Pupils’ perception divided by gender 
The distribution between genders is even, with 69 boys and 73 girls. In Table 11 the rank 

order of the macrostrategies are displayed as a whole and divided by gender. The mean score 

from the genders for each strategy is shown in brackets.  

 
Table 11. Overview of the differences between the rank orders of different genders.  

Macrostrategies in rank order of the group as a whole Girls  Boys 

1.  Creating a pleasant classroom climate. 1   (5.32) 1   (5.13) 

2.  Recognize students’ effort. 2   (5.27) 2   (4.96) 

3.  Present tasks properly. 3   (5.13) 4   (4.80) 

4.  Proper teacher behavior. 4   (5.03) 3   (4.85) 

5.  Promote group cohesiveness and set group norms. 5   (4.99) 5   (4.73)  

6.  Make the learning tasks stimulating. 6   (4.77) 8   (4.42) 

7.  Familiarize learners with L2-related values. 9   (4.57) 6   (4.69) 

8.  Promote learners’ self-confidence. 7   (4.71) 10 (4.40) 

9.  Promote learner autonomy. 8   (4.58) 9   (4.31) 

10. Increase the learners’ goal-orientedness. 10 (4.40)  7   (4.28) 

 

The girls scored generally higher than the boys and although the results of both the gender 

groups are similar, the girls rank order is the one closest to the order of the pupil group as a 

whole.  

5.2.4. Pupils’ perception divided by level of appreciation of English as a subject 
The final division made within the group of pupils was based on their answers on one of the 

initial questions of their questionnaire: Compared to other school subjects I think English is.. 

The three response alternatives are displayed in Figure 2, along with the distribution of pupils.  
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Figure 2. Pupils’ appreciation of English as a subject compared to other school subjects. 

 

However, the majority of pupils rated English as in the middle subject, in terms of how fun 

they perceived it to be. This group will from now on be referred to as group M. The group that 

perceived English as more fun will henceforth be referred to as group F, and finally the group 

that perceived English as more boring will henceforth be referred to as group B. Group M and 

group F regarded 3.1 When the instructions are really clear and understandable as the most 

important microstrategy. Group B favored 6.1 When the teaching is various so that we do not 

have to do the same thing for too long. All three groups agreed on the same macrostrategy 

though: 1. Creating a pleasant classroom climate. 

 

Concerning in particular one of the macrostrategies, group B showed significantly different 

opinions than the others. In Table 12, that macrostrategy, along with its three constituting 

microstrategies is shown, with comparing mean values of the different groups.  

 
Table 12. Category with significantly lower scores from group B, than in groups M and F. 

Group F Group M Group B 

7. Familiarize learners with L2-related values  4.44 4.62 3.48 

7.1 When we learn about the culture of countries where 

English is the native language. 

4.08 4.31 2.57 

7.2 When we are reminded of the future benefits it 

implies to master English. 

4.39 4.58 3.71 

7.3 When the teacher continuously increases the 

amount of English used in class. 

4.86 4.66 3.25 

 

No other strategy generated significant differences between groups F, M and B. 

5.3. Comparison between teachers’ and pupils’ perception 
In comparisons between teachers’ and pupils’ responses, both groups are treated as a whole. 

In Table 13, the final rank order of the pupils compared with those of the teachers is 

displayed. 

 

 

 

 

 

12%

58%

29%

1%

One of the most boring = group B

In the middle = group M

One of the most funny = group F

No answer (One pupil)
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Table 13. Comparison between pupils’ and teachers’ rank orders. 

Pupils’ order Teachers’ 

order 

1. Creating a pleasant classroom climate 6 

2. Recognize students’ effort 4 

3. Present tasks properly 7 

4. Proper teacher behavior 

 

1 

5. Promote group cohesiveness and group norms 5 

6. Make the learning tasks stimulating 2 

7. Familiarize learners with L2-related values 10 

 8. Promote learners’ self-confidence 3 

9. Promote learner autonomy 8 

10. Increase learners’ goal-orientedness 9 

 

There is a certain disharmony between the teachers’ and the pupils’ results. The pupils’ 

preference for a pleasant classroom climate is preceded by five other macrostrategies in the 

teachers’ ranking. The pupils’ second choice (Recognize students’ effort) can also be found 

within top five for the teachers, but the third strategy of the pupils’ order (Present tasks 

properly) is found in seventh place in the teachers’ rank order. Likewise the teachers’ top 

strategy (Proper teacher behavior) only makes it to a fourth position in the pupils’ order, and 

the teachers’ second and third choice (Make the learning tasks stimulating and Promote 

learners’ self-confidence) are even further down on the pupils’ list, as numbers six and eight 

respectively. However, in position five the same strategy is found for the teachers as well as 

for the pupils: Promote group cohesiveness and group norms. Other similarities are that both 

groups ranked Promote learner-autonomy and Increase learners’ goal orientedness low. 

6. Discussion 
In this section, the results are reviewed. Initially, the collected data will be interpreted from 

the perspectives of the chosen theories, previous research and national policy documents and 

discussed in relation to the aim of this study. Subsequently the choice of method and 

limitations will be discussed and finally, suggestions for future research will be presented.  

6.1. Results discussion 
Motivational strategies seem to have established as a part of language learning. Sugita and 

Takeuchi found in their study (2010) that motivational strategies are frequently used in the 

classrooms of Japan (2010, p. 27). In this study, the teachers’ overall high rating indicates that 

motivational strategies are perceived as legitimate and important tools in language teaching. 

Accordingly, this is a result that is in line with Dörnyei’s reliance on the benefit of a 

conscious use of strategies. The Swedish teachers’ rank order of the 10 macrostrategies differs 

partially from the Hungarian and Taiwanese orders. Four of the strategies in the top five were 

the same in both the Hungarian and the Taiwanese study, whilst the Swedish teachers of this 

study agreed only on two of them. Nevertheless, the other two were found in sixth and 

seventh place and as the Swedish teachers scored high on almost every strategy, Cheng and 
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Dörnyei’s suggestion about universal strategies (Cheng & Dörnyei, 2007, p. 169) seems to be 

appropriate. The Swedish order seems to match the Taiwanese order better than the 

Hungarian, which can be perceived as a bit unexpected as European conditions ought to be 

more similar to each other than to Asian conditions. Anyhow, this could be a reflection that 

the questionnaire used in Sweden was more similar to the Taiwanese (Cheng & Dörnyei, 

2007, p. 172).  

6.1.1. Which strategies do teachers regard as the most motivational  
The Swedish teachers’ rank order positioned the eight macrostrategies that according to 

Dörnyei’s tripartite frame-work (Dörnyei, 2007, p. 727) are related to Learning Situational 

Level prior to the two macrostrategies that relate to Language and Learner Levels. This is 

interesting, as L2MSS so far has focused research on future selves, which relate to Learner 

Level. The third element within L2MSS: L2 Learning Experience (Dörnyei, 2009, p. 29) that 

are related to Learning Situation Level, have not been explored to the same extent. However, 

at the very top of important motivational strategies, the Swedish teachers ranked their own 

behavior. This suggests that they are well aware of their possibilities to increase motivation 

within their young learners, which is also expressed by authorities as well as researchers 

(Skolinspektionen 2010, p. 10; Lamb, 2017, p. 4). The teachers also seem convinced of the 

importance of creating a varied teaching with stimulating tasks as they ranked it second most 

important. This is in line with Swedish policy documents, in which a varied and balanced 

composition of content and working methods is recommended (Skolverket 2011:a, pp. 10-11). 

The teachers in Hungary (Dörnyei & Csizér, 2001) and Taiwan (Cheng & Dörnyei, 2007) 

ranked the same strategy as number six and number seven, which indicates that Swedish 

teachers regard a varied and stimulating teaching as more important than their colleagues 

abroad. In Dörnyei’s three-phased motivating process, stimulating an enjoyable teaching is 

considered as highly important, in terms of keeping up motivation (Dörnyei, 2007, p. 729).  

 

In addition to their concern about proper behavior and stimulating tasks, the teachers also 

regard it as important to make the pupils believe in their ability. According to SDT, to feel 

able or competent satisfies a fundamental need which leads to increased intrinsic motivation 

(Deci & Ryan, 2011, p. 4). Promote learners’ self-confidence, the third most regarded 

macrostrategy, is definitely about strengthening the pupils’ sense of competence, but also the 

macrostrategy that was ranked number four: Recognize students’ effort, contributes. Knowing 

that the teacher recognizes and acknowledges hard work, and learning that failure depends on 

insufficient engagement will enhance self-confidence. Nevertheless, one of the 

microstrategies that constitutes Recognize students’ effort caused the greatest difference of all 

strategies, within the teachers’ answers, namely: Strengthen students’ confidence by 

explaining that failure primarily depends on insufficient engagement than on inability. Three 

of the teachers chose to not answer that question. One of them confronted me and explained 

that she felt that the question was inappropriate, since in her opinion it definitely depends on 

inability for some pupils. This reason might also be applicable to the other two teachers that 

chose to not answer that question. In addition, one teacher scored 1 and another 2, which 

could imply similar associations. Regardless, the five remaining answers indicated another 

perspective with scores between 4-6. Within this higher scoring group all less experienced 

teachers are found along with one experienced. Dörnyei recommends helping the learners to 

attribute failures to effort and not to ability. In order to stay motivated, the learners have to 

realize that they can exercise influence on their results (Dörnyei, 2007, p. 729). Accordingly, 

it could be worth considering how it affects young pupils when their teacher perceives them 

as unable to manage, irrespective the amount of effort.  
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A pleasant classroom climate is, according to Dörnyei, crucial in order to initiate and maintain 

motivation (2007, p. 726). Obviously, there are several factors involved in achieving a 

beneficial climate. The teachers seem to advocate a supportive and trustful environment, also 

characterized by joy and humour; still the macrostrategy Create a pleasant classroom climate 

was not ranked better than number six. Their overall score on this macrostrategy was lowered 

by one of the microstrategies in particular: Avoid that the pupils compare their knowledge and 

results, a strategy that the teachers did not seem to fully agree with. Three of the teachers 

actually scored less than three, which indicates that these teachers in fact encourage 

competition or at the least do not mind a competitive climate. This is in agreement with 

Hungarian teachers (Dörnyei & Csizér, 2012) as well as Taiwanese teachers (Cheng & 

Dörnyei, 2007), but not with American teachers (Ruesch et al., 2012). Furthermore, the 

American researchers, Ruesch, Bown & Dewey, seem to be doubt that anything good comes 

out of comparison. They questioned the American students’ ranking, as it indicated that the 

students seem to be in favor of comparison, a circumstance that the researchers associated 

with a lack of awareness about the effect of comparison (Ruesch et al., 2012, p. 23-24). This 

view ought to also question the teachers in Hungary, Taiwan and Sweden about their 

knowledge and experience of comparison practice. Nevertheless, even Dörnyei seems to be 

dubious about the effect of comparison and Lamb seems to be right in that what is 

motivational or not is too complex to merely reduce to pedagogical rules (Lamb, 2017, p. 10). 

Unfortunately, the pupils’ questionnaire in this study did not cover their view about 

comparison.  

 

In the Swedish policy documents, it is expressed that the school should support a development 

of pupils’ ability to take responsibility by involving them in planning and evaluation of the 

daily teaching (Skolverket, 2011, pp. 10-11). Studies show that autonomy-supportive teachers 

increase the intrinsic motivation within their students, make them feel more competent and 

raise their self-esteem (Deci & Ryan, 2011, p. 18). In addition, Dörnyei accentuates the 

importance of learner autonomy in order to maintain motivation (Dörnyei, 2007, p. 727). The 

teachers’ total rank order (Appendix 1) reveals that the teachers seem quite uninterested in 

promoting autonomy within their young learners. Especially, involving the pupils in 

curriculum planning scored low. Likewise, does not Increase the learners’ goal-orientedness 

seem to be prioritized. The teachers appear to be positive about including the pupils’ interests 

and goals, as long as the planning is taken care of by the teacher. It also seems to be regarded 

as less important to encourage pupils in setting goals of their own. This suggests that the 

teachers are reluctant to let the pupils take responsibility. In addition, there are 

macrostrategies that are relatively high regarded by the teachers, like Promote learners’ self-

confidence and Promote group-cohesiveness and group norms, that include items that scored 

low in relation to the other constituting microstrategies. These items have pupil independence 

in common. The first (connected to learners’ self-confidence) concerns teaching the pupils 

learning strategies, a feature that ought to make the students more independent. The second 

(connected to group-cohesiveness) is about promoting pupils to work towards the same goal 

and as an example set up a theater play is mentioned. Such activities are also related to entrust 

the pupils with responsibility and independence. Could the lukewarm interest that teachers in 

this study seem to agree on regarding pupils to take responsibility in their own learning 

indicate that they do not have much experience of it? Perhaps it is not common practice in 

elementary school to consciously involve pupils in goal setting and gradually hand over 

responsibility 
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6.1.2. Which strategies do pupils regard as the most motivational  
The most favored macrostrategy among the pupils is: Creating a pleasant classroom climate. 

Accordingly, the pupils consider it very important to feel safe and not worrying about losing 

face during English lessons. In addition, they appreciate a humorous teacher. Dörnyei 

accentuates that language learning is a long-term process, which makes it particularly 

important that the learning environment inspires and enjoys the learners. He also stresses the 

importance of a safe and supportive climate (2007, pp. 719-720). Positive feedback has the 

power to enhance intrinsic motivation (Deci & Ryan, 2011, p. 4) and the pupils’ responses, 

regarding the macrostrategy Recognize students’ effort, suggest that they value praise highly 

and especially when it is in relation to effort. Perhaps do they feel that effort is within their 

control as Dörnyei (2007, p. 729) puts it? 

 

Although a pleasant climate was the macrostrategy on top, the pupils showed that they regard 

the importance of really clear and understandable instructions the most of all separate, 

available items. This desire to understand and be on track could from the perspective of SDT 

be related to the basic needs competence and relatedness since losing track of how to proceed 

during a lesson presumably makes you feel more lost than competent and also out of context 

and belonging (Deci & Ryan, 2011, p. 4, 7). Interestingly, this strategy was one of two 

strategies in Sugita McEown and Takeuchi’s study from 2014 that showed correlation with 

the students’ (of both proficiency groups) motivation, in at least one of the four sessions 

(2014, p. 32). All in all, it appears to be of high importance that teachers are explicit and 

communicate exactly what is going on and what the pupils are expected to do. Nevertheless, 

Present task properly the macrostrategy that comprise the mentioned microstrategy was also 

constituted by a second microstrategy that concerns meaningfulness of tasks. In contrast to the 

previous strategy, this strategy scored quite low. Consequently, the pupils seem to find it 

important to keep informed about what and how, but not so important about why a particular 

task or activity should be executed. This is a bit surprising, as the importance of meaning is 

stressed in several educational contexts, for example in the policy documents (Skolverket 

2011a, p. 16). To have a motive in order to carry out something ought to increase the sense of 

autonomy (given the motive makes sense) and consequently enhance the intrinsic motivation 

(Deci & Ryan, 2008, p. 15). Could the low score indicate that pupils in upper elementary 

school are a bit too young to question the meaningfulness of the tasks they are provided by 

their teacher? Perhaps they find the social context meaningful enough to engage in any task. 

On the other hand, it could indicate that the pupils are not used to be enlightened about the 

motive for doing what they are told and thereby they cannot appreciate the benefit of it. 

 

In relation to the teachers, the pupils did not seem to regard Proper teacher behavior as 

particularly important. However, they are quite young, which could imply that some features 

are taken for granted, a fact that might be especially applicable when it, as in this case, 

concerns their teachers’ enthusiasm for teaching and their interest in the pupils’ results. The 

pupils were not in agreement concerning the value of creating things during English lessons. 

However, more pupils were in favour of creative production, and especially in 4th-grade, 

where only 4% of the pupils showed dislike. This might apply only to this particular sample, 

but it could also indicate that younger pupils are more used to creative tasks. Anyhow, as one 

quarter of the pupils in total scored the highest value, there should be opportunities also in 

higher grades to carry out creative tasks. Since the pupils’ opinion differ widely, it could be 

sensible to offer several tasks of different nature and let the pupils choose. According to SDT, 

free choices are known to enhance the intrinsic motivation as the autonomy need is supported 

(Deci & Ryan, 2011, p. 4). 
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In line with the teachers, the pupils seem to be uninterested to partake in planning, goal 

setting and self-assessment. Promote learner autonomy and Increase goal-orientedness were 

both ranked at the very bottom. Hence, the pupils do not seem to appreciate to take charge of 

their learning. According to previous research, volition to take some responsibility of their 

learning is one of the characteristics that is ascribed a successful language learner 

(Skolverket, 2012, p. 2). Likewise Dörnyei’s three-phase process and particularly SDT 

highlight the benefits of promoting autonomy (Dörnyei, 2007, p. 729; Deci & Ryan, 2008, p. 

18). Lamb assumes differences in valid strategies according to age of the learner (Lamb, 

2017, pp. 11-12) and even if that is true, it is difficult to know whether the reluctance to take 

responsibility depends on that the pupils are too young or if they are simply not used to it. 

 

Dividing pupils by grade and gender did not show any noticeable differences, except for the 

4th-graders’ unique choice of strategy in the very top: Group cohesiveness and group norms. 

The reason could be related to phrasing issues, as are discussed further in section 6.2. 

However, there were more differences between the groups divided by level of appreciation of 

English as a subject. Those who find English as more boring than other subjects, agreed on 

another microstrategy in top position than the majority: When the teaching is various so that 

we do not have to do the same thing for too long. This can be perceived as another 

confirmation of their boredom during English lessons. Another substantial difference regards 

to be familiarized with L2 values, which group B valued lower than the other groups. 

Especially, to learn about English speaking cultures scored low, which could imply that it is 

too demanding for pupils with poor motivation to engage in. Striking was also that group B 

did not appreciate that the teacher gradually speaks more and more in English, probably as it 

could indicate difficulties to keep up.  

6.1.3. Do teachers’ and pupils’ perceptions correspond? 
The most pronounced coherence of the results for the teachers, compared to the results for the 

pupils, is that none of them show any indication of willingness to forward responsibility or 

autonomy to the pupils. Additionally, both teachers and pupils scored the importance of group 

cohesiveness in the middle, and both groups valued to mutually set class rules higher than 

group work. In the top it was quite different results between teachers and pupils. The most 

valued macrostrategy for the teachers Proper teacher behavior was preceded by three other 

strategies and the pupils’ favored macrostrategy Create a pleasant classroom climate was 

ranked as number six by the teachers. Nevertheless, the two microstrategies that were related 

to a pleasant classroom climate, also scored high within the group of teachers, instead it was 

primarily the other two microstrategies that caused the low score. However, the pupils’ low 

scores on the teachers’ most valued macrostrategy concern similar strategies that apparently 

are regarded less important by the pupils. 

6.2. Method discussion and limitations 
The choice to use a quantitative method seemed appropriate for the purpose considering the 

limited time of the study. The questionnaires used in this study originate from previous 

research, which supports the contents’ relevance and accuracy. Considering that only ten 

teachers participated in the study and that they all work in similar settings in middle-class 

suburb schools, the sample is too small and too homogenous to represent the viewpoint of 

Swedish teachers in general. With more time it would have been possible to engage teachers 

from various settings and various parts of Sweden. The pupils’ responses need to be treated 

with caution, as the questions that they had to take a stand for, were kind of abstract and 

sometimes hard to understand. In addition, it might be hard for children to estimate their 

degree of feeling motivated and also what made them feel that way. The participating pupils 
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are, like the participating teachers, from middle-class suburb schools, which means that their 

view ought to be more conformed than if they would have different experiences from schools 

of various settings. With more time I would have complemented the questionnaires with 

observations, which I believe is the most practicable way to investigate how children respond 

to strategies that not always are that tangible. 

 

Although, the questionnaires for the teachers, as well as for the pupils were piloted in 

advance, problems related to imprecise phrasing that might have affected the results of four 

microstrategies emerged. Firstly, the teachers ranked 3 Present task properly unexpectedly 

low and the microstrategy causing the fall was Provide clear instructions about how to carry 

out a task, by demonstrating every step. To demonstrate each step could sound exaggerated 

and cause lower scores. Secondly, the macrostrategy 10 Increase learners’ goal-orientedness 

ended up second to last in the teachers’ ranking. The low score depends particularly on one 

microstrategy Encourage the pupils to set up learning goals of their own, for example to learn 

five English words every day. Some teachers might have focused on the provided example 

about five words a day, and as that can be perceived as overwhelming for elementary pupils 

this might have inclined them to score low. Thirdly, the pupils’ scores of strategy 5 Promote 

group cohesiveness and group norms could have been affected by the fact that group rules 

were exemplified by using a rule about allowing environment, where it is safe also to make 

mistakes. Lastly, microstrategy 8.2 When the tasks are within my ability, was explained as not 

too challenging, which is an indefinite formulation that can imply dissimilar interpretations. 

Consequently, these results ought to be treated with caution. 

6.3. Future research 
Dörnyei’s framework has foremost been used in research concerning teachers of learners from 

a rather high educational level. Since children all over the world and not least in Sweden start 

to learn English at an early stage of their education, it ought to be valuable to focus on 

motivational research that focus on pupils and teachers in elementary school. Due to possible 

difficulties with children’s ability to understand some strategies and to perceive how they are 

affected by them might imply that questionnaires ought to be completed with additional 

methods. It would have been interesting to look at longitudinal studies where observation is 

used as main research method. Initially, questionnaires could be used to investigate how 

motivational English as a subject is perceived to be by different classes. Subsequently, classes 

that in general share a positive attitude and likewise classes of a more negative attitude could 

be observed over some time. What differences can be found in classes with either generally 

positive or negative attitudes? Is it possible to observe differences in for example teachers’ 

attitude, rapport with pupils and teaching style, group composition or class culture? 

7. Conclusion  
The aim of this thesis was to map teachers’ and pupils’ preferences for different motivational 

strategies that teachers could make use of, during English lessons. The intention was also to 

examine if there were similarities and/or differences between their perceptions. The research 

questions were:  

 Which strategies do teachers regard as the most motivational when teaching pupils, aged 

between 10-12, English as a foreign language in a Swedish context? 

 Which strategies do pupils, at the age of 10-12, regard as the most efficient to motivate 

them to learn English as a foreign language, in a Swedish context? 

 Do teachers’ and pupils’ perception of which are the most motivational strategies, 

correspond? 
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The teachers of this study aspire to behave in proper manner. They find it important to show 

enthusiasm for teaching, to establish good rapports with the pupils and to show them care. In 

addition, they value a varying and stimulating teaching. The pupils on the other hand foremost 

appreciate clear instructions. They also express that it is important to feel safe in the 

classroom, knowing that no one is going to heckle failures. Finally, humour in the classroom 

seems to be highly appreciated. However the differences between teachers’ and pupils’ view 

can be perceived as greater than they are, due to the mentioned phrasing problem (6.2). 

Furthermore, it seems like the pupils participating in this study value clear instructions and 

various tasks, but they are not particularly interested in why different tasks are meaningful. 

Meaningfulness is highly regarded within educational contexts and the pupils’ perception 

might be related to their age. Could it be that young pupils do not questioning the teaching, 

but rather confide in their teacher’s ability to select adequate content? Lamb’s assumption, 

that motivation strategies probably are not only context dependent, but also educational level 

dependent, seems to be worth evaluating further.  

 

The most important finding is how both teachers and pupils indicate that they are not 

interested in transferring responsibility and autonomy from the teachers to the pupils. 

According to Dörnyei, autonomy is essential in order for learners to maintain motivation 

(Dörnyei, 2007, p. 729) and within SDT, autonomy is one of three basic needs that are 

necessary to satisfy in order to increase intrinsic motivation and to develop optimally (Deci & 

Ryan, 2011, p. 3). The pupils in this study are younger than learners of other studies and that 

might cause the difference in how much responsibility the teachers are ready to give, and how 

much the pupils are ready to take. Whether it has to do with tradition or maturity is hard to 

say, it could be interesting though, to gradually relinquish responsibility to pupils in these 

grades in order to estimate if their motivation is affected.  

 

The results of this study contribute with the view of rather young pupils perception of 

motivational strategies. It could be of interest to teachers to realize how important clear and 

understandable instructions, are to the pupils. Further, there could be grounds for teachers to 

analyse their approach to pupil autonomy and their attitude towards confiding in their pupils’ 

ability to take responsibility. After all, the shift in educational context at the end of the 20th 

century went from transmitting knowledge to create conditions where learners can learn to 

learn (Skolverket 2012, p. 1). 

 

Finally, to measure something as abstract and complex as motivation is complicated, 

especially when children are involved. It is hard to know if the children understand 

motivation, know how it feels to be motivated and are able to relate it to a strategy. 

Nevertheless I think it is crucial to learn more about how to increase motivation within young 

learners and to build a base of motivation. If they already at an early stage lose motivation and 

faith in their ability it is going to be hard to reverse the trend, no matter how efficient a 

strategy seems to be. 
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Appendixes: 

Appendix 1. The teachers’ rank order with mean values and standard deviation.  

Also the mean values of the teachers divided by experience are displayed in the two most 

right columns.  

Motivational strategies Mean SD Mean - 

less exp. 

Mean - 

more exp. 

1. Proper teacher behavior 5.98 0.04 6.00 5.96 

 Show every pupil that you care about them 6.00 0.00 6.00 6.00 

 Show your enthusiasm for teaching 6.00 0.00 6.00 6.00 

 Be yourself in front of the students 6.00 0.00 6.00 6.00 

 Establish good rapport with students 5.90 0.30 6.00 5.83 

2. Make the learning tasks stimulating 5.38 0.36 5.63 5.17 

 Break the routine by varying the presentation 

format 

5.80 0.40 5.75 5.67 

 Introduce various interesting topics 5.50 0.50 5.75 5.33 

 Present various auditory and visual teaching 

aids 

5.40 0.49 5.50 5.33 

 Encourage students to create products 4.80 1.17 5.50 4.33 

3. Recognize students’ effort 5.331 0.70 5.44 5.06 

 Let the students know that you recognize 

their effort and achievement 

5.80 0.40 5.75 5.83 

 Take the time to regularly observe and praise 

students’ development and progress 

5.70 0.46 5.75 5.67 

 Make sure to praise effort and hard work, 

regardless of results 

5.70 0.46 5.50 5.50 

 Strengthen the students’ confidence by 

explaining that failure primarily depends on 

insufficient engagement than on inability 

4.13 1.76 4.75 3.25 

4. Promote learners’ self-confidence 5.325 0,33 5.50 5.21 

 Encourage the students to try harder, by 

convincing them that you believe in their 

ability 

5.70 0.46 6.00 5.50 

 Design tasks that are within the students’ 

ability 

5.40 0.49 5.50 5.33 

 Make clear to students that communicating 

meaning effectively is more important than 

being grammatically correct 

5.40 0.66 5.50 5.33 

 Teach students learning techniques 4.80 0.87 5.00 4.67 

5. Promote group cohesiveness and group norms 5.05 0.67 5.06 5.04 

 Explain the importance of the class rules, (for 

example not to make fun of each other) 

6.00 0.00 6.00 6.00 

 Enhance for students to get to know each 

other 

5.10 0.54 4.75 5.33 

 Encourage students to share personal 

experiences and thoughts in class 

5.00 0.63 5.0 5.0 

 Include activities that requires students to 4.10 0.54 4.50 3.83 
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work towards the same goal, (e.g. a theater 

play) to promote cooperation 

6. Creating a pleasant classroom climate 4.95 0.98 5.25 4.75 

 Create a supportive classroom climate that 

promotes risk-taking 

5.90 0.30 6.00 5.83 

 Contribute with joy and humour 5.80 0.40 5.75 5.83 

 Use a short and interesting opening activity 

to start each class 

4.60 0.66 5.00 4.33 

 Avoid that students compare knowledge and 

results  

3.50 1.50 4.25 3.00 

7. Present task properly 4.90 0.20 5.13 4.75 

 Provide clear instructions about how to carry 

out a task, by demonstrating every step 

5.10 1.04 5.25 5.00 

 Clarify for the students why each activity is 

meaningful 

4.70 1.19 5.00 4.50 

8. Promote learner autonomy 4.63 0.80 4.81 4.50 

 Teach the students self-motivating strategies, 

in order for them to motivate themselves to 

continue, when they are distracted or 

encounter difficulties 

5.30 0.78 5.50 5.17 

 Adopt the role of a facilitator and support the 

students to think and learn in their own style  

5.20 0.40 5.00 5.33 

 Allow the students to assess themselves 4.70 0.78 4.75 4.67 

 Involve students in as much as possible in 

planning (e.g. selection of material, activities 

and content). 

3.30 1.35 4.00 2.83 

9. Increase learners’ goal-orientedness 4.58 0.58 4.69 4.50 

 Find out the students’ needs, goals and 

interests and try to include them into 

curriculum 

5.10 1.04 5.75 4.67 

 Let the class monitor their progress towards 

learning goals 

4.90 1.14 4.75 5.00 

 Help students develop realistic beliefs about 

English learning 

4.70 1.10 4.75 4.67 

 Encourage the students to set short term goals 

of their own (e.g. learn five new words a day) 

3.60 0.80 3.50 3.67 

10. Familiarize learners with L2 related values 4.45 1.04 4.31 4.54 

 Increase the amount of English you use in 

class 

6.00 0.00 6.00 6.00 

 Familiarize students with the cultural 

background of the target language 

4.50 0.81 4.00 4.83 

 Remind students of the future benefits of 

mastering English 

4.20 1.33 3.75 4.50 

 Invite English-speaking foreigners to class 3.10 0.70 3.50 2.83 
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Appendix 2. Cheng and Dörnyei’s original questionnaire used in their Taiwanese study from 

2007 
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Appendix 3. The teachers’ questionnaire used in this study. 
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Appendix 4. The pupils’ questionnaire used in this study. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

 10 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

 11 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

 12 

 
 
 
 


