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Chapter One: Preliminaries

1.1 Introduction

Learners are the main element of language teaching and learning. The history

of autonomy and learner autonomy goes back to about thirty years ago; however, as

Lamb and Reinders (2005) believe, interest in autonomy probably dates back as far as

Aristotle. A learner is autonomous when he is responsible for his own learning. 

Recently, however, learner autonomy has attracted a surge of interest from researchers

and language educators. 

Moreover, promoting learner autonomy has become even more important. 

Dafei (2007) suggests that teachers should promote students' autonomy "by giving

students more responsibility, teaching learning strategies, cultivating positive attitudes

and guiding reflection"(p. 16). The influence of language learning strategies, one of the

focuses of the present study, on language learning is undeniable. The investigation of

which strategies learners use, when and how, helps teachers and researchers to find out

the development learners have regarding using their abilities, skills, aptitude and

proficiencies.

At the same time, there is a wide variety of factors which affect learner

autonomy and language learning strategies. Among such factors age, prior knowledge, 

attitude, motivation, cooperative learning, aptitude, amount of exposure, and anxiety in

second language learning were shown to be strongly related to learner autonomy and the

choice of language learning strategies (Ames & Archer, 1988; Guilloteax & Dornyei, 

2008; Lucas, Pulido, Miraflores, Ignacio, Tacay & Lao, 2010; Ortega, 2003; Towns, 

1998; Vandergrift, 2005). The present study will focus on motivation and attitude. 

Naturally, language teachers use various ways to motivate their students because they



clearly know that without motivation no learning can occur. They, also, try to help their

students attain positive attitudes toward learning a language. To do this, they need to be

aware of students' needs, personalities and many other features. 

1.2 Statement of the problem and purpose of the study  

Although many researchers have investigated strategies, motivation, 

autonomy, attitudes, proficiency, cooperative learning and gender (Ames & Archer, 

1988; Guilloteax & Dornyei, 2008; Littlewood, 1999; Ortega, 2003; Rotundo, Nguyen

& Sackett, 2001; Towns, 1998; Vandergrift, 2005), few have done research on variables

affecting learner autonomy and the choice of learning strategies; therefore, this study

will focus on the variables affecting learner autonomy and language learning strategies. 

1.3 Research questions and hypotheses

The present study aims to find answers to the following questions:

1- Is there any significant relationship between motivation and learner autonomy?

2- Does motivation level significantly influence the choice of language learning

strategies?

3- Is there any significant relationship between attitude and learner autonomy?

4- Does attitude level significantly influence the choice of language learning strategies?

In line with the above questions, the following null hypotheses are formulated:

H01- There is no significant relationship between motivation and learner autonomy.  



H02- Motivation level does not significantly influence the choice of language learning

strategies. 

H03- There is no significant relationship between attitude and learner autonomy. 

H04- Attitude level does not significantly influence the choice of language learning

strategies. 

1.4 Definition of key terms

The key terms of the present study are defined as follows:

Learner autonomy: According to Collins' COBUILD dictionary (2006), it is the ability

of the learner to make his own decisions about what to do rather than being influenced

by someone else or being told what to do. Dikinson (1995) defines autonomy as "an

attitude towards learning in which the learner is prepared to take, or does take, 

responsibility for his own learning"(p. 167). For the purpose of the present study, 

autonomy is defined as the learners' scores on an established autonomy questionnaire.

Language learning strategies: According to Collins COBUILD dictionary (2006), 

language learning strategies are the art of planning the best way to achieve success in

language learning. The present study adopts Oxford and Crookall's (1989) definition of

learning strategies according to which strategies are behaviors, techniques or actions

utilized by the learner to help the acquisition, storage, retrieval and use of information. 

They define strategies as follows:

Cognitive strategies: strategies which help students understand and think about new

language. 

Memory strategies: strategies which help students remember new language items. 



Compensation strategies: strategies which help students compensate for lack of

knowledge. 

Meta-cognitive strategies: strategies which help students have more control over their

learning. 

Affective strategies: strategies which relate to how students feel about the new

language. 

Social strategies: strategies which relate to interaction of students with other people. 

Motivation: Ryan and Deci (2000) state "Motivation concerns energy, direction, 

persistence and equifinality--all aspects of activation and intention (p. 69). Gardner and

Lambert (1972) and McIntosh and Noels (2004) define types of motivation as follows:

Intrinsic motivation: This involves performing activities because of experiencing

positive affect which exist in the activity.  

Integrated regulation: It refers to one's participating in an activity not because of

motivating by experiential goals but because it supports a valuable part of his/her

identity and self-concept.  

Instrumental motivation: It refers to learning a language for a specific purpose such as

employment. 

Identified regulation: It is also a high self-determined form of motivation and includes

tasks in which one participates because of helping him/her achieve an important

personal goal.  

Introjected regulation: It includes situations in which a person forces pressure on

him/herself to do an activity.  

External regulation: It includes total external control of the activity by anticipation of

reward or punishment.  



Amotivation: It refers to situations in which there is no controlling means for the

behaviors that the individual can identify. For the purpose of this study, motivation is

operationally defined as the learners' scores on a motivation questionnaire. 

Attitude: The present study adopts Ajzen's (2005, p. 3) definition of attitude as "a

disposition to respond favorably or unfavorably to an object, person, institution, or

event". For the purpose of this study, attitude is operationally defined and measured as

the learners' scores on an attitude questionnaire. 

Proficiency: For the purpose of this study, proficiency is defined and measured as the

learners' scores on a proficiency test. 

1.5 Limitations and delimitations of the study  

In the present study, the following limitations and delimitations should be

taken into account:

1- The present study only focused on EFL students.  

2- There were only 108 participants. So, care must be taken in generalizing the results. 

3- The present study focused only on intermediate level learners and other levels of

proficiency were not concerned. 

4- The different types of motivation and attitude were not considered in this study. 

Moreover, age was not a variable. 

5- Finally, the participants who took part in the present study were male and female. But

the possible differences between the male and female participants were not

investigated. In other words, gender was not a variable in this study. 





Chapter Two: Literature Review

2.1 Introduction

This chapter presents a summary of the relevant literature relating to learner

autonomy, language learning strategies, motivation as well as attitude and includes four

sections; the first section is related to learner autonomy, the second section to language

learning strategies, the third section to motivation and finally, the fourth section to

attitude.

2.2 Learner autonomy

The term autonomy has been variously defined. Dikinson (1995) maintains

"autonomy can be seen as an attitude towards learning in which the learner is prepared

to take, or does take, responsibility for his own learning"(p. 167). Bruce (1995) gives a

similar definition. Cortes and Lujan (2005) define autonomy as “moving away from

conventional and restrictive contexts and moving towards self-direction and self-

regulation"(p. 134).

Learner autonomy is different from autonomy and is believed to be a

contentious concept. While Cotterall (2000) argues that learner autonomy must be the

goal of all learning, Breeze (2002) believes that learner autonomy is an inquiry of

attitudes and experience. 



2.3 Language learning strategies

Researchers would like to find out which strategies learners use in their

learning, how and when they use them, as well as what makes them assign specific

strategies to themselves. As Rivera-Mills and Plonsky (2007) state, the main issue is

how to use learning strategies to enhance student autonomy.

Chamot (2004) defines learning strategies as “the conscious thoughts and

actions that learners take in order to achieve a learning goal"(p. 14). She holds that:

"Strategic learners have meta-cognitive knowledge about their own thinking and

learning approaches, a good understanding of what a task entails, and the ability to

orchestrate the strategies that best meet both the task demands and their own

learning strengths" (p. 14). 

        Learners are different, so they choose different strategies based on their

understanding of which strategies can possibly contribute to their learning (Cotterall, 

2000). In addition, Oxford (1992) believes that in order to teach successfully, teachers

must be aware of variables such as gender, age, motivation, self-confidence, anxiety, 

language learning styles and strategies and many other factors which differ in various

learners. 

         Ehrman, Leaver and Oxford (2003, p. 315) claim that three factors are important

to make strategies useful  : " (a) the strategy relates well to the L2 task at hand, (b) the

strategy fits the particular student’s learning style preferences to one degree or another, 

and (c) the student employs the strategy effectively and links it with other relevant

strategies". 

2.3.1 Types of language learning strategies  

According to Oxford and Crookall (1989), language learning strategies

include Cognitive strategies, Memory strategies, Compensation strategies, 



Communication strategies, Meta-cognitive strategies, Affective strategies and Social

strategies. Cognitive strategies refer to skills which directly manipulate or transform the

language. Memory strategies are techniques to store and retrieve new information, 

respectively. Compensation strategies are behaviors to compensate for missing

knowledge. Defining Communication strategies, Oxford and Crookall (1989) maintain

that although they are used in listening, reading and writing, they are typically those

compensation strategies used in speaking. Meta-cognitive strategies are behaviors to

center, arrange, plan and evaluate one's learning. Affective strategies refer to techniques

to gain better control over emotions, attitudes and motivations related to language

learning. They also hold that Social strategies are actions which involve other people in

language learning.

2.3.2 Language learning strategies and learner autonomy

Learner autonomy is a shift from teacher-centered learning to learner-centered

learning. Although, as Cotterall (2000) puts it, tenets to direct the design of courses are

currently lacking, learner autonomy will be promoted by transferring responsibility from

the teacher to the learner. This transfer may include setting goals, selecting strategies

and evaluating progress. Obviously, awareness of these ways plays an important role in

promoting learners' autonomy without which transfer cannot take place and learners

become 'consumers' of language (Cotterall, 2000, p.111). Awareness cannot be easily

raised; it needs a lot of practice. Thanasoulas (2000) believes that to promote learner

autonomy, factors such as learners' motivation, needs, attitudes, language awareness, 

learning styles and strategies are important. Learning strategies play a crucial role in

promoting learner autonomy. 

A number of studies have been conducted on learner autonomy and learning

strategies and variables affecting them (Griffiths & Parr, 2001; Kato, 2005; Oxford &



Ehrman, 1995; Sheorey, 1999; Yahong, 2009). Some of the more relevant studies

include the following. 

Green and Oxford (1995) conducted a study involving 374 students to

consider the relationship among language learning strategies, L2 proficiency and gender. 

Results indicated that successful students used strategies more than other students. Also, 

females used strategies more than males. Considering gender and proficiency, it was

shown that only a few items had considerable differences. Green and Oxford (1995)

maintain that this considerable difference regarding proficiency level does not imply that

more successful students use strategies more frequently.  

Based on the results of another study with 520 participants, Oxford and

Ehrman (1995) concluded that the most frequent strategies were compensation

strategies. They also found that females used compensation strategies more than males. 

In a different study, Martinez (1995) compared language learning strategy use

of 50 secondary school students and 30 university students. Results indicated that

although no considerable difference was found between university and school students, 

university students used more strategies than high school students. Spanish university

students used cognitive and pronunciation strategies the most and memory and

compensation strategies the least. Also, it was reported that the use, selection, and

number of strategies differed concerning the activity which the learners did.  

Supporting Green and Oxford (1995), Goh and Foong (1997) conducted

another study involving 175 Chinese ESL students to find out the frequency of strategy

use and the impact of proficiency level and gender on it. Results indicated that meta-

cognitive strategies and memory strategies were most frequently and least frequently

used by learners, respectively. Female learners used compensation (lending support to

Oxford & Ehrman, 1995) and affective strategies more frequently than male learners. 



Also, Chinese students with a high proficiency level used cognitive and compensation

strategies more frequently than those with a low proficiency level. 

In addition, supporting Goh and Foong (1997), Sheorey (1999) found that

meta-cognitive strategies were used most frequently. 1261 Indian college students were

involved in the study wherein it was reported that the cultural background and the

educational patterns influenced some of the strategies which Indian students used. 

Moreover, concerning gender and proficiency, they found that female learners used

strategies more frequently than male learners, and learners who had a high proficiency in

English used functional practice strategies more frequently than learners who had a

lower proficiency in English. 

As teachers and students are different, their thought, level of proficiency and

use of skills as well as strategies are different. In this regard, Griffiths and Parr (2001)

compared teachers' and learners' perceptions of learning strategies. 569 students from 31

different nations and 30 teachers were involved. It was found that students used social

strategies most and memory strategies least while teachers thought that students would

use memory strategies the most and affective strategies the least. 

In an investigation of the effect of memory, cognitive and compensation

strategies (direct strategies) on learning as well as short and long term retention, Marefat

and Shirazi (2003) conducted a study involving 60 Iranian students. Based on the

results, students used memory strategies mostly in short and long term retention; also, 

the use of learning strategies was more significant in short term retention than in long

term retention. 

In another study, Rasekh and Ranjbary (2003) investigated the effect of meta-

cognitive strategy training and the use of explicit strategy instruction on the

improvement of lexical knowledge of 53 students. Results indicated that explicit meta-



cognitive strategy training considerably and positively influenced students' vocabulary

learning.  

Predicting differences in autonomy versus competence, Levesque, Zuehlke, 

Stanek and Ryan (2004) conducted a study in American and German settings to

investigate students' autonomy as well as competence. Results indicated that although

American students were less autonomous than German students, they were more

competent. In addition, it was reported that positive informational feedback and

perceived pressure were related to competence as well as autonomy. 

Contrary to Oxford and Ehrman (1995); Goh and Foong (1997); and Sheorey

(1999), Su (2005) demonstrated that students used social strategies the most. In addition, 

supporting Goh and Foong (1997), he found that memory strategies were among the

least used strategies. Also, students with high English proficiency level used language

learning strategies more frequently than students with a low proficiency level. 

Furthermore, Kato (2005) found that Meta-cognitive-Affective strategies were

used most frequently and Entrance- Exam- Measured strategy, which was a

characteristic of students of Chinese, was used least frequently. Also, like the above

studies, he found gender differences in strategy use. In addition, students who used

Meta-cognitive-Affective, Social and Cognitive strategies were successful in learning, 

but students who used Memory-Compensation and Entrance-Exam-Measured strategies

were not successful. He reported that Japanese male students used affective (lending

support to Goh and Foong, 1997) and social strategies less than female students. 

Contrary to Goh and Foong (1997), Sheorey (1999) and Su (2005), Kato (2005) showed

that students' use of strategies was not related to their proficiency. 

Moreover, there are those, like Hong-Nam and Leavell (2006), who believe

that nationality affects the use of language learning strategies. They conducted a study

with 55 ESL students from various countries to consider the relationships among the use



of language learning strategies, proficiency, gender and nationality. Contrary to Su

(2005), results indicated that intermediate students used more learning strategies than

other proficiency level students. In addition, supporting Goh and Foong (1997), it was

found that students used meta-cognitive strategies the most. Also, they used affective

and memory strategies the least. Furthermore, concerning the relationship between the

use of strategies and gender, it was found that females used affective and social

strategies more commonly than males. Concerning the relationship between nationality

and the use of language learning strategies, it was reported that Chinese (China and

Taiwan) students used social strategies the most and memory and affective strategies the

least. Students from Japan, Korea and Other (Brazil, Germany, Indonesia, Malaysia, 

Thailand, Togo) used meta-cognitive strategies the most; students of Japanese and Other

used affective strategies, and Korean students used memory strategies the least.  

Believing that different educational settings have an effect on learning as well

as using strategies, Rao (2006) conducted a study involving 225 Chinese students to

investigate their strategy use at three levels: overall strategy use, the use of strategy

categories and individual categories concerning cultural and educational settings. 

Distinctive features in participants' use of learning strategies were found. Supporting

Sheorey (1999), Rao (2006) maintained that these distinctive features were related to

traditional Chinese educational pattern, cultural beliefs and values and English as a

foreign language setting. So, it was suggested that not only should English teachers use

fewer teaching methods, but also Chinese students should choose different strategies for

different tasks. The most utilizable strategy was affective strategies.  

In another study involving 380 third- to sixth-grade Taiwanese elementary

school students, Hsu (2007) examined the learning style preferences and learning

strategies which were used frequently along with the relationships among the learners'

styles, strategies and English achievement as well as factors which affected strategy use. 

Results indicated that the preferred learning style was group learning style. In addition, 



supporting Goh and Foong (1997) and Hong-Nam and Leavell (2006), Hsu (2007) found

that more frequent learning strategies were meta-cognitive strategies. Also, concerning

the relationships among strategies, styles and English achievement, all strategies and

three preferred learning styles including visual, tactile and group styles had positive

though low relationships with English achievement, while memory strategy use and

group learning style mostly affected achievement. Furthermore, factors such as level of

students' grade, previous experience of English and gender were found to affect strategy

use. Lower grade students used strategies more often than upper grade students and

students without previous experience used strategies less frequently than students with

previous English experience. Although regarding scores, girls had higher mean in each

strategy category, no considerable differences were reported.  

Considering the impact of language proficiency as well as ethnicity on

language learning strategy use, Yang (2007) conducted a study with 451 students. 

Results indicated that although both language proficiency and ethnicity affected the

students' use as well as selection of language learning strategies, students used memory

strategies the least and compensation strategies the most (lending support to Oxford and

Ehrman, 1995) without relation to ethnic background. Also, contrary to Kato (2005) and

supporting Goh and Foong (1997), Sheorey (1999) and Su (2005), Yang (2007) found

that students with high proficiency level used strategies more than students with a low

level of proficiency. Yang (2007) suggests that the knowledge of which strategies

students use would help teachers in students' strategy training and developing their

English language skills. 

Additionally, Zare-ee (2007) conducted a study with 30 Iranian students to

investigate the relationship between the use of cognitive and meta-cognitive strategies

and reading achievement. Based on the results, students with a high level of reading

ability used meta-cognitive strategies more than students with a lower level of reading

ability. Also, it was reported that there was a considerable relation between cognitive



strategies and reading achievement, but no considerable relation between meta-cognitive

strategies and reading achievement. In addition, gender had no effect on the use of

cognitive or meta-cognitive strategies.  

Similar to Hong-Nam and Leavell (2006), Dhanapala (2007) conducted a

study with 101 Japanese and Sri Lankan advanced learners of English. Supporting Goh

and Foong (1997), Hong-Nam and Leavell (2006) and Hsu (2007), Dhanapala (2007)

found that Sri Lankan students used meta-cognitive strategies most frequently and

memory strategies least frequently. But Japanese students used compensation strategies

most frequently (lending support to Oxford and Ehrman, 1995) and affective strategies

least frequently. They also found that although certain strategy items significantly

related to proficiency, high language proficiency and learners' use of broad strategy

categories were unrelated. 

In a study conducted by Dafei (2007) to investigate the relationship between

learner autonomy and students' English proficiency, it was found that learner autonomy

and English proficiency were considerably and positively correlated. In addition, it was

reported that when there is no significant difference among students' English

proficiency, there are no significant differences among students' autonomy, but when

there is a significant difference among students' English proficiency, there are significant

differences among students' autonomy. 

Investigating the effect of three variables including self-image of English

learning (proficiency), significance of English as well as awareness of strategies, Lee

and Oxford (2008) conducted a study with 1,110 Korean students. They found that

English learning self-image and strategy awareness strongly affected strategy use. 

Students who had high proficiency and believed that English is important were more

aware of learning strategies and used strategies more. In addition, it was reported that all

variables considerably affected students' strategy use as well as strategy awareness, apart



from gender and major. Together with other variables, gender and major influenced

strategy awareness and strategy use though they had no effect on strategy awareness and

strategy use alone. 

Moreover, Wang, Spencer and Xing (2008) conducted a study consisting of 45

students to consider their meta-cognitive beliefs as well as strategies regarding their

learning of Chinese as a foreign language. Based on the results, meta-cognitive beliefs

and strategies were related to students' achievement. Since students used meta-cognitive

beliefs, they had certainty in their abilities, and those students who desired to show

autonomy used meta-cognitive strategies to be more successful. 

Investigating the differences in the frequency of the use of language learning

strategies, Qingquan, Chatupote and Teo (2008) conducted a study consisting of 184

successful and unsuccessful first-year students of a Chinese university.  It turned out that

although successful students used overall strategies more frequently than unsuccessful

students because of being aware of the importance of language learning strategies, both

successful and unsuccessful students sometimes used overall strategies.  

Similarly, Wu (2008) examined the relationship between the use of language

learning strategy and proficiency level. Supporting Oxford and Ehrman (1997) and Yang

(2007), results indicated that students used compensation strategies the most; also, 

contrary to Kato (2005) and supporting Goh and Foong (1997), Sheorey (1999) and Su

(2005), it was found that more proficient students used strategies more than less

proficient students, but there were no differences regarding the use of memory strategies

between them. Furthermore, it was found that cognitive strategies had the most effect on

English proficiency of students. 

In addition, Huang (2009) conducted a study involving 190 Taiwanese

students to examine the relationship between language learning strategies and their

English proficiency in speaking English. Findings indicated that not only was students'



use of learning strategies regarding promoting their English speaking proficiency

moderate, but also their English speaking proficiency had no considerable effect on

using different learning strategies. 

Yahong (2009) explains how, as an English language teacher, she helped her

students develop learner autonomy. She could not evaluate the level of learning of each

student, but three particular students were evaluated and it was reported that they had a

lot of progress in setting their goals, making decisions, working hard according to their

plans and even discovering new strategies. 

In another study conducted by Lee (2010) consisting of 214 Taiwanese

students to consider their use of language learning strategies and its relationship with

gender differences as well as different academic levels, results showed that Taiwanese

learner's use of learning strategies was moderate. Also, contrary to Oxford and Ehrman

(1995) and Goh and Foong (1997), it was reported that males used more strategies in

learning English than females. In addition, no considerable differences were found

among the strategy use of students at different academic levels. 

As self-efficacy is an important factor in learning, Li and Wang (2010)

investigated the relationship between reading strategies and reading self-efficacy. It

turned out that the use of reading strategies and reading self-efficacy were positively

correlated. In particular, meta-cognitive, cognitive and social/affective strategies were

correlated with self-efficacy.      

Comparing students from three different nationalities, Deneme (2010)

conducted a study with 55 English major students from Turkish, Jordanian and Spanish

universities to investigate their language learning strategy selection. Results indicated

that Jordanian students were more successful than the other two groups in using

strategies and the Jordanian and Turkish students used memory and affective strategies



more frequently than Spanish students in learning English. Also, Jordanian students used

social strategies more frequently than Turkish students.  

Investigating the relationship between language learning strategies and years

of studying English with English proficiency of students, Magno (2010) conducted a

study with 302 Korean students. Contrary to Wu (2008), findings indicated that

compensation strategies significantly enhanced students' English proficiency. Also, it

was reported that the more students spend time learning formal English, the more their

English proficiency increases. So, students can choose the most appropriate strategies to

apply. 

In another study conducted by Bozinovic and Sindik (2011) consisting of 181

participants learning Spanish, German, Italian and French to investigate gender

differences concerning the use of language learning strategies as well as differences in

the use of particular sorts of strategies, findings indicated that memory strategies were

used the most and cognitive strategies were used the least. In addition, concerning

gender differences in the application of learning strategies, it was found that except for

socio-affective strategies, females used all other strategies more frequently than males. 

To examine the most and the least used vocabulary strategies as well as the

relationship between using strategies and gender, Arjomand and Sharififar (2011) found

that students used social strategies the least. Also, although males tended to use meta-

cognitive strategies the most and memory strategies the least, females tended to use

cognitive strategies the most and meta-cognitive strategies the least. In addition, 

considerable differences were reported only in meta-cognitive strategies between males

and females.  

Similarly, Radwan (2011) investigated the effect of gender and English

proficiency on the use of language learning strategies. Meta-cognitive strategies and

memory strategies were found to be used the most and the least, respectively. In



addition, males showed more tendency in using social strategies than females. 

Furthermore, students with high proficiency level used cognitive, meta-cognitive and

affective strategies more than students with low proficiency level. Also, supporting

Sheorey (1999) and Rao (2006), it was suggested that EFL cultural environment may

affect the type of strategies students use.     

In addition, Chang (2011) conducted a study with 360 undergraduate

Taiwanese students to investigate their language learning strategy use regarding four

variables including target language fondness, previous experience in TL, major subject, 

as well as gender. Results indicated that fondness of the target language had

considerable relation with students' use of language learning strategies. In addition, 

supporting Lee and Oxford (2008), Chang (2011) found that gender had no considerable

influence on students' strategy use alone while in combination with fondness of English, 

considerable influence was found on the use of meta-cognitive strategies. In addition, 

previous experience in target language and major subject had no significant effect on

strategy use. 

2.4 Motivation

One of the factors affecting learner autonomy and the choice of language

learning strategies is motivation. It is widely accepted that learners who are more

motivated tend to use more learning strategies (Rivera-Mills & Plonsky, 2007). 

According to Dornyei (1994a), “the exact nature of the social and pragmatic dimensions

of second language motivation is always dependent on who learns what languages

where” (p. 275). Ryan and Deci (2000) state that "Motivation concerns energy, 

direction, persistence and equifinality--all aspects of activation and intention" (p. 69). 

Similarly, Whiteley (2002) believes that motivation involves the encouragement of

people and helps them act in a particular way. He holds that "Motivation is elusive: it



exists in the unlikeliest places; it is absent in the most promising locations" (p. 6). In

addition, he states that motivation can be neither assessed nor easily observed.  

According to MacIntyre (2002), questions about motivation address three

issues. The first issue is why behavior is directed toward a specific goal. The second one

refers to the determination of intensity or effort investment in pursuing goals. The third

issue addresses why different people in the same situation differ in the direction and

strength of motivated behavior.

2.4.1 Types of motivation  

Gardner and Lambert (1972) introduced integrative and instrumental

motivation. Integrative motivation involves integrating oneself with target culture while

Instrumental motivation refers to learning a language for a specific purpose such as

employment.  

According to McIntosh, and Noels (2004), there are some orientations in self-

determination. First and the most important one is intrinsic motivation, which involves

performing activities because of experiencing positive affect existing in the activity. 

Second is integrated regulation referring to one's participation in an activity not because

it motivates by experiential goals, but because it supports a valuable part of his/her

identity and self-concept. The third orientation is identified regulation. It is also a highly

self-determined form of motivation and includes tasks in which one participates because

it helps him/her achieve an important personal goal. Fourth is introjected regulation

including situations in which a person forces pressure on him/herself to do an activity. 

The fifth orientation is external regulation including total external control of the activity

by anticipation of rewards or punishment. The last one is amotivation in which

motivation is absent. In other words, there is no controlling means for the behavior that

the individual can identify.



2.4.2 Motivation and language learning

One of the most interesting research questions is to find the relationship

between motivation and language learning. In this regard, many studies have been done

(Dwaik & Shehadeh, 2010; Kuo, 2011; Lamb, 2004; Yashima, 2002). Some of them are

reviewed here.

In a study which was conducted by with 1,464 students, Schmidt, Boraie and

Kassabgy (1996) considered students' motivation toward learning a foreign language. 

Results showed that 'Affect', 'Expectancy' and 'Goal Orientations' are elements in

motivation toward learning a foreign language (Schmidt et al., 1996). In addition, 

motivation was related to gender, age, proficiency as well as language learning strategies

and preferences in particular classes and tasks in learning. Highly motivated students

showed a tendency toward communicative classes.

In another study, Noels, Clement and Pelletier (1999) reported language

learning outcomes because of stronger feelings of intrinsic motivation. The outcomes

included greater motivational power, decrease in anxiety and better self-evaluations of

competence.

The results of a different study by Williams, Burden and Lanvers (2002), 

conducted with 228 students to examine their motivation toward leaning German and

French, indicated that motivation decreased with age. The results also suggested that

girls were more motivated than boys. In addition, boys had higher motivation toward

learning German than French. 

Additionally, Mori (2002) found that motivation of students to read English

could be divided into four parts including intrinsic value, extrinsic utility value, 

expectancy and attainment values in reading in English.



Moreover, Yashima (2002) found that motivation played a crucial role in

communication. It was reported that international posture influenced motivation, which, 

in turn affected proficiency in English. Also, motivation had an impact on self-

confidence in a foreign language communication and caused willingness to

communicate in a foreign language. In a study with 219 Indonesian students, Lamb

(2004) found very high levels of motivation including both integrative and instrumental

orientation in language learning.

To investigate orientation, motivation, source of demotivation as well as self-

perceived proficiency of language learners at college level, Chen (2006) conducted a

study with 358 learners of non-language majors, 130 English majors and 83 Japanese

majors. Four learning orientations including integrative-media, career-instrumental, 

love-of-language, and school-requirement were presented. Based on the results, 

motivation, integrative-media, love-of-language and self-perceived proficiency

orientations were strongly correlated while there was a negative correlation among

motivation, school-requirement and self-perceived proficiency orientations. In addition, 

there were higher levels of integrative-media, love-of-language, self-perceived

proficiency orientations and motivation among English and Japanese majors compared

with non-language majors. Also, although career-instrumental motivation was higher

among English and non-language majors than Japanese majors, school-requirement

motivation was higher among non-language majors than English and Japanese majors. 

Furthermore, participants identified self, teacher, language, environment and

requirement as sources of demotivation.

In a different study, Qashoa (2006) investigated 100 UAE students'

instrumental and integrative motivation towards learning English and the factors

influencing their motivation. Results indicated that the students were more

instrumentally motivated. Also, some demotivating factors such as difficulties in

structure, spelling and vocabulary of English were found. 



To consider the motivational orientations toward learning English and the

effect of students' motivational level, previous experiences of learning as well as self-

efficacy on their motivation, Huang (2007) conducted a study with 509 students. It

turned out that four motivational orientations, which were integrative-media orientation, 

instrumental orientation, self-confidence with requirement orientation and English as

well as self-efficacy and previous experiences of English, had a considerable effect on

students' motivation.

In another study, Pae (2008) investigated the relationship between self-

determination theory and the instrumental and integrative orientations. Based on the

results, a statistically significant relationship was found between the instrumental

orientation and external regulation. In addition, intrinsic motivation had a strong effect

on learners' self-confidence as well as motivation concerning second language learning. 

Also, it was reported that intrinsic motivation was related to achievement, though

indirectly. 

Moreover, Kondo-Brown (2009) conducted a study consisting of 123 foreign

language and heritage language students of Chinese, Korean and Japanese to examine

the effect of heritage language background on their self-rating of reading capability and

motivation. Results indicated that heritage language background did not make a

difference between foreign and heritage language students in their self-rating of reading

capability and motivation. Also, it was reported that intrinsic value made foreign and

heritage language students more motivated to read while high self-rated students had

more intrinsic participation in reading. 

Also, Dwaik and Shehadeh (2010) investigated types of motivation towards

learning. Participants were shown to have extrinsic motivation towards learning, but no

integrative or intrinsic motivation was found among them. Therefore, Dwaik and



Shehadeh (2010) suggested that this kind of motivation be included in the model of

motivation.

Similarly, Rahman, Jumani and Basit (2010) conducted a study on the effect

of motivating as well as de-motivating factors on students' success. Results indicated

that most of the students gained motivation concerning learning English. In addition, it

was reported that previous learning experiences affected students' motivation. Also, 

gender differences were found. It turned out that females had less motivation to learn

than males. Furthermore, a considerable relationship was found between motivation and

students' academic success and the main de-motivation factors were unsuitable methods

for teaching and outdated text material.

To investigate which of students' L2 communicative skills motivated them

more in terms of the intrinsic motivation factors, Lucas, Pulido, Miraflores, Ignacio, 

Tacay and Lao (2010) found that students had intrinsic motivation towards learning

speaking, reading as well as achieving knowledge and success. 

Additionally, Genc and Kaya (2010) studied the effect of motivational factors

on students' achievement towards learning English. Results indicated that students had a

low level of motivation. In addition, factors which affected students' motivation were

students' state, gender, success in foreign language learning, students' type of high

school, and significance of English.

In a different study, Gonzales (2010) investigated 150 students' motivation

and its relationship with gender, age, foreign language as well as length of study. Results

indicated that all the mentioned variables affected students' motivation. In addition, it

was reported that culture and self-pleasure were more important for young students. 

Also, females had more motivation concerning contact, their ability as well as

membership. Furthermore, differences were found between Japanese, French and

Spanish learners. French learners had more motivation concerning contact with



foreigners; Spanish learners were more motivated regarding self-pleasure while

Japanese learners' motivation was towards job as well as economic development. 

In another study, Kuo (2011) sought to find out the relationship between

motivation toward learning English and the types of perfectionism. Results indicated

that most of the students had intrinsic motivation and most of them preferred the self-

orientation type of perfectionism. In addition, while self-oriented perfectionism was

positively correlated with intrinsic and extrinsic motivation, other oriented perfectionism

was related to extrinsic motivation. Also, motivation and perfectionism concerning

learning English were positively correlated. Furthermore, although no considerable

difference was found between the type of motivation and age, college major and gender, 

the type of perfectionism was related to college major and age of students.

Comparing demotivated and motivated learners of English in terms of

demotivating factors, Tuan (2011) conducted a study with 147 students. Based on the

results, two groups of demotivating factors were found. The first group referred to

student-related factors such as previous experience of L2 failure, self-confidence, the

environment of class, and lack of opportunity to use L2 in real environment, while the

second group referred to teacher-related factors such as teachers' knowledge, skill, and

their outside of lesson tests. Also, demotivated students felt a large number of

demotivating factors than motivated learners.  

In addition, to examine the motivational orientations toward learning English

as well as the relationship with students' gender and major, Javid, Al-Asmari and Farooq

(2012) conducted a study involving 709 Saudi undergraduate students of English, 

medicine and information technology. Based on the results, students had higher extrinsic

and rather high intrinsic motivational orientations toward learning English. In addition, 

considerable differences were found in the students' extrinsic motivation in relation to

gender and major. Furthermore, although males showed more positive extrinsic and



intrinsic motivation than females in English major, females were more motivated in both

motivational orientations in medicine and information technology majors. 

2.4.3 Motivation and learner autonomy

There are few studies which have paid attention to the direct relationship

between motivation and learner autonomy. In this part some of them are reviewed. 

Noels (2001) conducted a study including 332 students learning Spanish to

investigate their experienced autonomy, intrinsic and extrinsic motivation toward

learning English, integrative orientations as well as observations of teachers'

communication style. Based on the results, the students experienced less autonomy as

well as low levels of intrinsic motivation when the teacher managed the class. In

addition, intrinsic motivation and integrative orientations were correlated. Also, 

integrative orientations affected students' perseverance and effort as well as other

variables alone.

Additionally, Spratt, Humphreys and Chan (2002) investigated students'

readiness for learner autonomy in language learning. 508 participants were involved in

their study. Although their study did not focus mainly on the relationship between

autonomy and motivation and was based on self-report, the results showed that

motivation comes first and leads to autonomy. 

In another study conducted by Vickers and Ene (2006), 13 advanced ESL

learners were investigated on the effect of their ability to enhance grammatical accuracy

with the help of noticing autonomously and correcting their errors. Results indicated that

explicit self-correction had a considerable effect on learners and it was suggested that

autonomy existed for advanced ESL learners. The results also suggested that because of



their experience, these ESL advanced learners were motivated to better correct their own

errors autonomously.

To investigate the effect of psychological needs including autonomy, 

relatedness and competence on their motivation, Hiroaki and Tomohito (2007)

conducted a study involving 78 participants. It turned out that autonomy and

motivational development were highly correlated. In addition, it was found that

autonomy, relatedness and competence varied in different students because of their

motivational profiles. Students with medium motivation needed autonomy and

competence for their motivational development whereas students with low motivation

just needed competence. Therefore, Hiroaki and Tomohito (2007) suggested that

teachers change their strategies for students with different motivational levels to

promote their motivation. 

Moreover, Conttia (2007) investigated factors which motivate students, 

cognitive and psychological factors that affect learners' level of autonomy, and the social

and contextual effects in a course-based SALL. Results showed that successful and less

successful users of SALL differ in self-efficacy as well as regulation. In addition, the

relationship of some contextual and social factors with social environment, affective

factors, performing SALL, control of meta-cognitive skills as well as the SALL itself

affected the success of learners.

Phan (2010) examined the motivation of Vietnamese technical English majors

and their teachers as well as the factors that affected their motivation. Results indicated

that although students majoring in technical English had more intrinsic motivation to

learn English, other sorts of motivation took priority over intrinsic motivation of

students in most situations. Also, it was reported that culture of English had an impact

on the motivation of students. Phan (2010) suggested that teachers make some occasions

for students' autonomy, relatedness and competence.  



Supporting Hiroaki and Tomohito (2007), Otoshi and Heffernan (2011)

conducted a study with 203 students of English and 82 students of Business to consider

the effect of autonomy, competence and relatedness on their intrinsic motivation. 

Results indicated that competence affected intrinsic motivation of Business students, 

whereas relatedness and competence influenced intrinsic motivation of English students. 

In addition, autonomy influenced intrinsic motivation of neither English nor Business

students.     

2.4.4 Motivation and language learning strategies  

Recently, significant attention has been paid to the relationship between

motivation and the use of different language learning strategies. Some of the relevant

studies include the following.

In a study conducted by Dornyei and Csizer (1998), 200 Hungarian teachers

of English were asked how frequently they used the 51 selected strategies. Based on the

teachers' answers, Dornyei and Csizer (1998) collected ten motivational macro-

strategies. These ten motivational macro-strategies are as follows:

1- Set a personal example with your own behaviour. 

2- Create a pleasant, relaxed atmosphere in the classroom. 

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 (Dornyei & Csizer, 1998, p. 

215-218). 

In another study, Lunt (2000) investigated the language learning strategies of 154

adult immigrant learners of English and factors affecting their use. Based on the results, 

students' answers regarding the use of most of the learning strategies was 'high-medium'. 

Moreover, although the effect of variables on using strategies was rather low, motivation

was found to be a significant variable for participants in the use of strategies as well as

language learning. Also, regarding motivation, both internal and external factors were

important.  

Additionally, Schmidt and Watanabe (2001) considered the relationship between

motivation, language learning strategies and preferences regarding different pedagogical

activities. Results indicated that motivation influenced the strategy use and preferences. 

Three motivational factors including 'Value', 'Motivational Strength' as well as

'Cooperativeness' had considerable effects on strategy use, but pedagogical preferences

and 'Heritage Language' had little or no effect on them (Schmidt & Watanabe, 2001). In

addition, motivation had the greatest effect on cognitive and meta-cognitive strategies. 

Comparing 83 good readers and 76 poor readers on their ability to use reading

strategies in Chinese reading comprehension as well as various reading motivation

variables, Lau and Chan (2003) conducted a study. The scores of the good readers

turned out to be higher than poor readers in using strategies, especially in using

cognitive and meta-cognitive strategies. They also had higher intrinsic motivation in

reading than poor readers. Lau and Chan (2003) suggest that because of a strong

relationship between the ability to use reading strategies and reading comprehension, 



intrinsic motivation and strategy attribution might facilitate reading progress through

their positive relation with strategy use. 

Investigating the relationships among motivation, meta-cognition and proficiency

in listening comprehension, Vandergrift (2005) found greater use of meta-cognitive

strategies, more motivational intensity as well as a self-determination evident by

students (lending support to Lau & Chan, 2003). Also, contrary to Spratt, Humphreys

and Chan (2002), Vandergrift (2005) found that autonomy precedes motivation. His

findings support learner autonomy, meta-cognition, self-determination theory and self-

regulated learning. 

In another study, Salem (2006) considered the relationship of motivation, gender

and language learning strategies with students' proficiency. Results showed that

cognitive strategies were used the most and affective strategies the least. Also, females

used memory, cognitive as well as compensation strategies considerably more than

males. Concerning the relationship between proficiency and learning strategies, although

no significant difference was found between low and high proficient learners using

learning strategies, differences were found between low and high proficient participants

regarding their effort. In addition, there was no relationship between overall motivation

and proficiency, but it was reported that effort and proficiency were correlated. 

Furthermore, no considerable difference was found between males and females

concerning their proficiency level. 

Moreover, Wu (2007) examined the relationship between the use of meta-

cognitive strategies and learning motivation. Based on the results, three strategies

including 'Paying Attention', 'Finding out language learning ' and 'Self-monitoring' were

highly used. Supporting Qashoa (2006) regarding learning motivation, participants'

instrumental motivation was more than their integrative motivation. Also, concerning

meta-cognitive strategies, it was reported that not only were integrative motivation and



strategy use highly related to each other, but also integrative motivation affected strategy

use levels. 

Following Dornyei and Csizer's (1998) study, Cheng and Dornyei (2007)

conducted a study consisting of 378 Taiwanese teachers of English to discover the range

of motivational strategies by which teachers motivate learners. Based on the results, it

was reported that although there are some differences between cultures concerning

motivational strategies, some motivational strategies are the same in different cultural

contexts. The same motivational strategies are 'displaying motivating teacher behaviour', 

'promoting learners' self-confidence', 'creating a pleasant classroom climate' and

'presenting tasks properly'. The most different motivational strategy concerning culture

was promoting learner autonomy. Contrary to Dornyei and Csizer (1998), Cheng and

Dornyei (2007) found that autonomy had little motivational significance to English

teachers of Taiwanese. In addition, the frequency of the strategies was reported. Two

strategies were used the most, i.e., 'making the learning tasks stimulating' and '

familiarizing learners with L2-related culture'. 

Chu (2008) investigated the interrelationships among strategy use, motivation, 

anxiety, willingness to communicate and shyness in learning a foreign language and

found that non-shy students used strategies more than shy students. Also, they used

compensation strategies the most and social strategies the least. In addition, it was

reported that among all motivation regulations, 'intrinsic motivation to know' had the

most effect on students' use of the majority of the strategies. Furthermore, anxious or shy

students had less willingness to communicate.  

Furthermore, Bernaus, Wilson and Gardner (2009) conducted a study with 31

teachers and 694 students to consider students' motivation as well as their English

achievement in relation to teacher motivation and their strategy use in class. Based on



the results, teacher motivation and their use of motivation strategies were associated and

had a relationship with student motivation and achievement in English.  

In a different study with 50 students with poor English, Ma (2009) investigated

their use of both speaking and writing strategies. Since they were students of a

vocational institute and wanted to go abroad, their levels of motivation were high. Based

on the results, not only were students' language strategy use and proficiency nearly

associated, but also it was reported that cognitive, meta-cognitive and social strategies of

speaking and writing had a high correlation. 

In an examination of the relationship between motivation and age as well as

factors which influence students' motivation, Ghenghesh (2010) conducted a study, the

results of which suggested that motivation decreased with age. In addition, supporting

Dornyei (1994), it was found that teachers, attractive learning experience, and interest

had a significant role in shaping students' motivation. 

In another study, Chun-Huan (2010) investigated 300 Chinese students'

motivation and their use of strategies and the relationships among motivation, learning

strategies and gender. Three types of motivation including instrumental, situational and

cultural were considered. High instrumental motivation was found among almost all the

students. In addition, considerable differences were found between males and females

only regarding cultural motivation. Furthermore, Chinese students used compensation

strategies the most (lending support to Oxford & Ehrman, 1995; Yang, 2007) and social

strategies the least. It was reported that teaching methods, educational setting, culture, 

emotional and psychological variables affected Chinese students' use of learning

strategies (Chun-Huan, 2010). Considerable differences were also found between males

and females concerning compensation strategies. Regarding motivation and strategies, 

correlations between cultural motivation and all strategies as well as six strategy

categories were significant.      



In addition, Wu (2011) sought to find out the relationship between students'

beliefs about language learning as well as their use of meta-cognitive strategies. Results

indicated that although 'Integrative Motivation', 'Self-efficacy' and 'Language and

Communication Strategies' had the most considerable effect on the use of meta-

cognitive strategies, the relationship between students' beliefs concerning learning and

the use of meta-cognitive strategies were weak. 

2.5 Attitude

The other factor affecting learner autonomy and the choice of language

learning strategies is attitude. Masgoret and Gardner (2003) state that "Attitude toward

the learning situation refer to the individual's reaction to anything associated with the

immediate context in which the language is taught" (p. 127). Similarly, Ajzen (2005)

defines attitude as "a disposition to respond favorably or unfavorably to an object, 

person, institution, or event" (p. 3). He also believes that attitude is a construct which is

not reachable to direct observation, so measurable responses are required. A study by

Charney, Newman and Palmquist (1995) showed that students' attitude as well as belief

affect their thought, what they do while reading and writing, and their success.   

2.5.1 Attitude and language learning

The effect of attitude in language learning is undeniable. A number of studies

have addressed this issue. Below are some of the more relevant ones.

A study by Choy and Troudi (2006) showed that college students' attitudes

were more positive than those of secondary school students. Choy and Troudi (2006)

suggested that school setting as well as home background had a special role in shaping

the attitudes of students in learning English.



Coleman, Galaczi and Astruc (2007) conducted a study involving over ten

thousand school pupils regarding motivation and its connection with gender in language

learning. Based on the results, there was a link between the motivation of participants

and the attitudes of school management and teachers concerning language learning. 

Also, it was found that females had higher motivation than males. 

In another study with 190 participants, Karahan (2007) considered their

attitudes toward learning English as well as its use in Turkey. Results indicated that

students' attitudes toward learning English were just moderately positive and no high

level of orientation was found among them. Also, concerning gender, it was reported

that female attitude and orientation was higher than male in learning English as well as

its use. In addition, although moderately positive attitudes were found concerning the

culture of English, students did not show much tendency toward using English in their

conversations. 

In an investigation of the relationship between intercultural contact and

language learning motivation among Hungarian students of English and German, Csizer

and Kormos (2008) found that students of English showed more positive attitude

towards the native speakers than students of German. Also, students who studied

English had higher levels of linguistic self-confidence and invested more energy into

language learning and received more support from their environment than students of

German. In addition, it was reported that students with high levels of motivational

intensity took part in intercultural contact more frequently than students with low levels

of intensity. 

To examine the attitudes toward the English language as well as the policy of

language education in Indonesia, Siregar (2009) conducted a study involving 60

Indonesian students. Based on the results, students had positive attitudes toward English



as well as the policy of language education in Indonesia; they had even more positive

attitudes regarding English as a language as well as a means of instruction. 

Moreover, Siregar (2010) studied attitudes toward British and American

English, and Englishes in Southeast Asia as well as different contexts of use in

Indonesia. Based on the results, students had more positive attitudes toward more

prestigious types of English. 

In a study by Liu and Zhao (2011), Chinese students' attitudes toward learning

both English and Chinese, their motivation in learning the language as well as their

ethnic identity awareness were investigated. Findings indicated that although students

had Chinese identity and believed that their native language was more prestigious than

English, they showed both positive attitudes and moderate motivation (lending support

to Karahan, 2007) toward learning English.

Additionally, Sani and Zain (2011) examined the relationships among

attitudes toward L2 learning, reading, reading self-efficacy and differences in gender. 

Contrary to Liu (2007) and Liu and Zhao (2011), results indicated that L2 reading

attitudes of students were negative. Also, it was reported that their ability of second

language learning was moderate and second language reading self-efficacy was not high. 

In addition, concerning gender differences, no considerable difference was found

regarding self-efficacy but some differences existed in attitudes and understanding of

students. Females had more hopeful attitudes than males.

2.5.2 Attitude, learner autonomy and language learning strategies

Little attention has been paid to the relationship between attitude, learner

autonomy and language learning strategies. Here is a brief review of the few available

studies in this regard.



Ames and Archer (1988) suggest that when mastery goals are salient and are

adopted by students, classroom goal orientation may facilitate the maintenance of

adaptive motivation patterns. They found that on the one hand, students who emphasized

mastery goals in the classroom, used more effective strategies, had a more positive

attitude toward the class, had a stronger belief that success follows from one’s effort, 

and preferred challenging tasks. On the other hand, students who emphasized

performance goals as salient focused on their ability, evaluated their ability negatively

and attributed failure to lack of ability.

Hammann (2005) examined students' beliefs in relation to their self regulatory

behaviours, writing, epistemology as well as their attitudes concerning writing and

learning. Based on the results, a positive correlation was found between students'

epistemology beliefs and writing attitudes. It was reported that differences between

group means concerning both 'Fixed Ability' and 'Quick Learning' were significant, and

students who highly believed in 'Fixed Ability' and 'Quick Learning' were low in

'Writing Learnability' (Hammann, 2005).

In a study by Sadighi and Zarafshan (2006), 126 Iranian EFL university

students were investigated on the influence of motivation, attitude and years of study on

students' strategy use. Based on the results, it was found that students more frequently

used meta-cognitive, social, affective and compensation strategies. In addition, 

regarding motivation, results revealed that students with integrative motivation used

more strategies than students with instrumental motivation. Furthermore, concerning

attitude, it was reported that students with positive attitude used strategies more

commonly than students with negative attitudes. Also, students with more years of

studying tended to use more strategies.

Believing that quantitative analysis of learners' test scores is not sufficient, 

Chen (2007) conducted a qualitative analysis of students' learning process in a listening



comprehension strategic program. 64 junior college students in Taiwan participated in

the study. He maintains that since strategy training motivates learners to learn, changes

in learners' behaviour and attitudes are its outcome. Based on the results, these changes

were categorized into learners' behaviour, internal learning processes, learners' approach

as well as their attitudes to foreign language learning.

Moreover, Macaro and Erler (2008) conducted an intervention study with

young beginner learners of French to investigate their reading comprehension. Based on

the results, strategy instruction not only enhanced students' comprehension of simple and

complicated texts and developed their attitudes concerning reading, but also caused

changes in students' strategy use. 

In a different study, Gokce (2008) conducted a study with 170 students of high

school sections of vocational high schools and 155 students of Anatolian high schools to

investigate their motivational intensity as well as their attitudes, the difference between

Anatolian high schools and vocational high schools, differences in gender toward

motivational intensity, learning English as well as Anglo-Saxon culture. Results

indicated that students of high school sections of vocational high schools had more

positive motivation and attitudes. Also, female learners were reported to have more

positive motivation and attitudes than male learners. In addition, although quantitative

analysis showed that vocational high school students had a high level of motivation, 

attitudes concerning Anglo-Saxon culture and learning English, qualitative analysis only

showed approximately positive attitudes of students concerning learning English. 

Results, also showed negative attitudes of nearly half of the students regarding learning

Anglo-Saxon culture and no motivational intensity of half of the students. 

Additionally, Ghazali, Setia, Muthusamy and Jusoff (2009) investigated

attitudes toward text selection, students' preferences in reading as well as the effect of

teaching strategies used by teachers. Results showed that although students were less



eager toward strategies, they had positive attitudes about text selection. It was suggested

that teachers have an important role not only in teaching content to students but also in

shaping their attitudes. They also can choose interesting strategies to develop the

attitudes of students. 

Moreover, Wu (2010) conducted a study consisting of 754 Taiwanese students

majoring in Engineering, Business and Language to investigate the effect of two

variables including gender and major on their strategy use. Results indicated that

students used compensation and cognitive strategies the most and social and affective

strategies the least. Also, the level of students' use of strategies was moderate. 

Concerning preferred strategies, their preference was direct strategies. In addition, there

was a considerable relationship among major, gender and the use of strategies. The

students majoring in language used strategies more than engineering and business

students. Wu (2010) also found that female students used social strategies more than

males. Furthermore, a high correlation was found between the attitude of learners toward

learning and the number of strategies which students used. 

In an investigation of the effect of both motivation and attitude on writing

strategy use, Gupta and Woldemariam (2011) found that most of the students were

instrumentally motivated during writing. In addition, students who had high levels of

motivation had more positive attitude toward learning writing and used writing

strategies more frequently than students with lower levels of motivation.

2.5.3 Attitude and motivation

Based on some early SLA motivation studies (Ames & Archer, 1988; Caroll, 

1962), attitudes and motivation principally determine L2 success. Attitude and

motivation are strongly related to each other. Learners who have strong positive attitude



towards learning clearly have strong motivation. In this regard, some of the studies are

reviewed.

Masgoret and Gardner (2003) examined the effects of motivation, attitudes

toward learning situations, integrativeness, integrative and instrumental orientations on

second language achievement. Based on the results, although there was a positive

correlation between the five variables and achievement, the correlations between

motivation and second language achievement were higher than the correlations between

integrativeness and achievement, attitudes toward learning situation, or instrumental and

integrativeness orientations. In addition, no effect of the availability of the environment

and age was reported. 

Bernaus, Masgoret, Gardner and Reyes (2004), investigating the impact of the

cultural background of immigrant children on affective variables in learning three

different languages, noticed that although Asian students had more positive attitudes to

learning the language than Spanish students, they had lower instrumental orientation

than African students.

In an investigation of the relationship between attitude and motivation toward

English learning of Bangladeshi learners as well as domain use, Rahman (2005) found

that participants learned English because of its 'functional role'. The linguistic reality of

Bangladesh also influenced participants' attitude and motivation toward learning

English. In addition, it was reported that participants had instrumental reasons to learn

English and the central motivational orientation was integrative motivation. 

In another study consisting of 100 Flemish students, Dewaele (2005)

investigated their attitudes concerning French and English. The results showed that

gender, politicocultural identity, personality factors, foreign language attitudes as well as

communication behaviour were connected to each other, though the connection was

rather complicated. In addition, although students' attitudes toward English were more



positive than students' attitudes toward French, the effects of the mentioned variables

were higher for French than for English, except for the effect of politicocultural identity

which was high on attitudes toward French but not English. Dewaele (2005) concludes

that social factors such as exposure to foreign languages seem to be connected to lower

levels of personality which, in turn, forms attitudes concerning languages. 

Moreover, Obeidat (2005) studied students' attitudes concerning learning

Arabic and the courses they participate in as well as its effect on their first language and

cultural identity. Based on the results, participants had high integrative motivation as

well as positive attitudes toward learning Arabic. In addition, factors such as interest, 

developing identity, job, broadening horizons, achievement and gaining respect in

society brought more instrumental and integrative motivation for them. Furthermore, no

considerable difference was found in students' answers in relation to sex, level of study, 

and parents' proficiency while considerable difference existed in relation to total grade

average regarding instrumental motivation. 

In an examination of students' attitudes and motivation concerning learning

English as well as the relationship between these two variables with English proficiency, 

Liu (2007) found that students had both positive attitudes and high motivation regarding

learning English. Concerning motivation, students had more instrumental than

integrative motivation. In addition, positive associations were reported among students'

attitudes, motivation and their English proficiency.  

To investigate the relationship between students' English language

performance, motivation as well as attitude, Bidin, Jusoff, Aziz, Salleh and Tajudin

(2009) conducted a study involving 620 students. Based on the results, although students

had both extrinsic and intrinsic motivation while learning English, motivation did not

affect the English performance of students in a direct manner. Furthermore, results

indicated that students' attitude influenced their language performance. In addition, 



considering gender and attitude, it was found that, to some extent, females had superior

attitude than males toward learning English.

In another study with 81 participants majoring in Petroleum Engineering, Al-

Tamimi and Shuib (2009) investigated their instrumental, integrative and personal

motivation as well as attitudes toward learning English, English culture, and using

English in the Yemeni social and educational settings. Supporting Qashoa (2006) and

Wu (2007), results showed that instrumental motivation of students was significantly

high. Also, although the low integrative motivation of students showed that learning

English culture had the least effect on their learning of English, their attitudes

concerning social and educational setting of English was positive. 

Furthermore, Zhang and Head (2010) describe two years of an oral English

course for non-English majors at a university in the People's Republic of China. In the

first year, although the designed activities improved students' speaking skills, those who

thought these activities were useless believed that resistance among students started and

many students became silent and avoided participation. Zhang and Head (2010) believe

that these negative attitudes caused their failure. In the second year, using a learner-

centred approach, the teacher aroused the students' personal engagement and involved

them in designing activities. A comparison of self-evaluation forms was made. Although

49 percent of the student answered the statement 'I speak English in class' as 'A little' on

the first evaluation form, 53 percent of them replied 'As much as possible' on the second

evaluation form. It was found that students’ engagement helped them realize the

significance of activities, acquire positive attitude toward learning process, and raise

their motivation. 

To conclude, as the above mentioned studies show, motivation, attitude, 

learner autonomy and language learning strategies are all important factors in language

learning and teaching. However, there are few studies which have paid attention to the



direct relationships among them. Therefore, the present study aims to investigate the

effect of motivation and attitude on learner autonomy and the choice of language

learning strategies of EFL learners. 



Chapter Three: Method

3.1 Introduction

This chapter explains the method including the participants, the instruments

and the procedures which were employed to collect data in the present study.

3.2 Participants

In the present study, a sample of 158 Iranian EFL students studying Teaching

English and English Translation (both males and females) at Qazvin and Takestan State

and Islamic Azad Universities was selected. After the administration of The Michigan

Test of English Language Proficiency and taking the results into account, the number of

participants was reduced to 108. 5 participants were excluded because they did not

complete the questionnaires. The students' age ranged from 19 to 29.   

3.3 Instruments  

To answer the research questions, the following instruments were used:

1) A Proficiency test

2) An autonomy questionnaire

3) A strategy questionnaire

4) A motivation questionnaire

5) An attitude questionnaire



First, to homogenize the participants, a general proficiency test (The Michigan

English Language Proficiency Test) was administered at the outset of the study.  

Second, an autonomy questionnaire which was on a five-point scale and was

coded as (A. Never, B. Rarely, C. Sometimes, D. Often, E. Always) with 21 items, was

given to the participants to obtain their beliefs about autonomy (See appendix A). 

Third, a modified version of Oxford's SILL (Strategy Inventory for Language

Learning) with 50 strategy items on a 5-point Likert scale from 'Never' to 'Always' was

given to the participants. A copy of the questionnaire is given in Appendix B. The

questionnaire was divided into six categories:  

1- Memory strategies which have nine items (Part A). 

2- Cognitive strategies containing fourteen items (Part B). 

3- Compensation strategies which included six items (Part C). 

4- Meta-cognitive strategies including nine items (Part D).  

5- Affective strategies which have six items (Part E). 

6- Social strategies which included six items (Part F).  

Then, a modified version of Gardner's Attitude/Motivation Test Battery

(AMTB) questionnaire on a 5-point Likert scale from 'strongly disagree' to 'strongly

agree' including 25 items was given to the participants (See appendix C). 

           Finally, a language learning attitude questionnaire on a 5-point Likert scale from

'strongly disagree' to 'strongly agree' and included 27 items was given to them (See

appendix D). 



3.4 Procedures

           The following procedures were followed in order to achieve the purpose of the

present study.  

            First, to remove anxiety, all the participants were informed about the purpose of

the study. Also, to encourage them, it was explained that 1 point would be awarded to

everyone who filled out the questionnaires truthfully. Then, the questionnaires were

given to the participants in two stages. In the first stage, a general proficiency test was

administered to make sure that there were no significant differences among the

participants in terms of their proficiency level. The participants had 45 minutes to

complete the questionnaire. No question was answered at this stage.  

            In the second stage, the autonomy, strategy, motivation and attitude

questionnaires were given to all participants. The participants had 50 minutes to

complete these four questionnaires. Their questions about the items were answered. To

homogenize the participants, their scores on the general proficiency test were

summarized, and the mean and standard deviation were computed. The scores of those

who had achieved more than one standard deviation away from (above or below) the

mean were excluded from all subsequent analyses. The obtained data were summarized, 

analyzed and prepared for further statistical analyses.

3.5 Data analysis  

To analyze the obtained data and to answer the research questions number one

and three, that is, the relationship between motivation and learner autonomy as well as

attitude and learner autonomy, two Pearson Correlation procedures were use. Then, to

answer the research questions number two and four, that is the effect of motivation and



attitude on the choice of memory, cognitive, compensation, meta-cognitive, affective

and social strategies, twelve separate one-way ANOVA procedures were used. 



Chapter Four: Results and Discussions

4.1 Introduction

This chapter is divided into five sections in order to present the results of the

study on the effect of two variables, motivation and attitude, on students' learner

autonomy and the choice of language learning strategies. Tables and figures are

presented to demonstrate the results more clearly. There is also a discussion section. 

4.2 Investigation of the first research question

The first research question sought to investigate the relationship between EFL

learners' motivation and their learner autonomy. To answer this question, a correlation

procedure was used. Table 4.1 shows the results of the correlation procedure for

motivation and learner autonomy. 

Table 4.1. Correlation between Learner Autonomy and Motivation

Autonomy  Motivation
Autonomy
Motivation

Pearson Correlation 1  .281**

Sig. (2-tailed) .003
N 108 108

**. Correlation is significant at the 0.01 level (2-tailed). 

As Table 4.1 demonstrates, there is a significant but low positive relationship

between motivation and learner autonomy of EFL learners (r = .281, p = .003). So, the

first null hypothesis is rejected. 



4.3 Investigation of the second research question

The second research question attempted to see whether motivation influences

EFL learners' choice of the six language learning strategies. To this end, participants

were divided into three equal groups of high, medium, and low level of motivation

according to their scores on the motivation questionnaire. To examine the effect of

motivation level on the choice of memory, cognitive, compensation, meta-cognitive, 

affective and social strategies, ANOVA was run six times. 

The first ANOVA procedure was run to see the effect of the level of

participants' motivation on their choice of memory strategies. Table 4.2 illustrates the

results of the descriptive and test statistics. Based on Table 4.2, the high motivation

group has the highest mean (mean = 29.50), followed by the medium motivation group

(mean = 26.05), and the low motivation group (mean = 23.11). Moreover, F-value is

statistically significant (Sig = .001). Therefore, the findings indicate that there are

significant differences among the three motivation groups in the choice of memory

strategies. In addition, the assumption of homogeneity was met.  

Table 4.2. Descriptive and Test Statistics for Motivation and Memory Strategies

Motivation N Mean Std. 
Deviation

95% Confidence
Interval

Lower
Bound

Upper
Bound

Memory
Strategies

High 36 29.50 5.13 27.76 31.23

Mid 36 26.05 3.64 24.82 27.28
Low 36 23.11 4.69 21.52 24.69

F = 17.907                         Sig. = .001                       ω²= .23

As Table 4.2 shows, 23 percent of the total variance in the dependent variable, 

memory strategies, is accounted for by the independent variable, motivation. This means



that the remaining 77 percent of the variance in the dependent variable is left

unaccounted for. 

To locate the differences among the three groups, the post hoc Scheffe test

procedure was used, yielding the following results:

Table 4.3. Post Hoc Multiple Comparisons of Motivation Level in the Choice of Memory Strategies

(I) Motivation
Group

(J)
Motivation

Group

Mean
Difference (I-

J)
Sig. 

95% Confidence
Interval

Lower
Bound

Upper
Bound

High Mid 3.44* .007 .79 6.09
High Low 6.38* .001 3.73 9.04
Mid Low 2.94* .026 .29 5.59

*. The mean difference is significant at the 0.05 level. 

Table 4.3 shows that all the three means differences are statistically

significant. This means that the higher the level of motivation, the more memory

strategies the learners use. 

Figure 4.1 shows the differences among three motivation groups in the use of

memory strategies more conspicuously. 

Figure 4.1. Motivation Groups and the Choice of Memory Strategies



The second ANOVA was run to investigate the effect of motivation on the

choice of cognitive strategies. The following table presents the results. Based on Table

4.4, the low motivation group has the highest mean (mean = 47.11), followed by the

high motivation group (mean = 46.66), and the medium motivation group (mean =

44.61). In addition, F-value is insignificant. (Sig = .242). So, the differences among the

three motivation groups in the choice of cognitive strategies are not significant. 

Table 4.4. Descriptive and Test Statistics for Motivation and Cognitive Strategies

Motivation N Mean Std. 
Deviation

95% Confidence
Interval  

Lower
Bound

Upper
Bound

Cognitive
Strategies

High 36 46.6667 6.22438 44.5606 48.7727
Mid 36 44.6111 6.44217 42.4314 46.7908
Low 36 47.1111 7.29688 44.6422 49.5800

F = 1.439                         Sig. = .242                       ω²= .008

The following figure shows the results more conspicuously. 

Figure 4.2. Motivation Groups and the Choice of Cognitive Strategies



The third ANOVA was used to see the effect of motivation level on the choice

of compensation strategies. Table 4.5 displays the result of descriptive and test statistics. 

As Table 4.5 shows, the high motivation group has the highest mean (mean = 21.33), 

followed by the medium motivation group (mean = 18.86), and the low motivation

group (mean = 16.77). The F-value is statistically significant (Sig = .001). Thus, the

differences among high, medium and low motivation groups in the choice of

compensation strategies are significant.  

Table 4.5. Descriptive and Test Statistics for Motivation and Compensation Strategies

Motivation N Mean Std. 
Deviation

95% Confidence
Interval

Lower
Bound

Upper   
Bound

Compensation
Strategies

High 36 21.33 3.363 20.19 22.47
Mid 36 18.86 2.840 17.90 19.82
Low 36 16.77 15.71 15.71 17.83

F = 19.264                        Sig. = .001                       ω²= .25

As Table 4.5 shows, 25 percent of the total variance in the dependent variable, 

compensation strategies, is accounted for by the independent variable, motivation. This

means that the remaining 75 percent of the variance in the dependent variable is

unaccounted for. 

To locate the differences among the groups, the post hoc Scheffe test

procedure was used, yielding the following results:



Table 4.6. Multiple Comparisons of Motivation Level in the Choice of Compensation Strategies            

(I) Motivation
Group

(J)
Motivation

Group

Mean
Difference (I-

J)
Sig. 

95% Confidence Interval

Lower
Bound

Upper
Bound

High Mid 2.47* .005 .64 4.29
High Low 4.55* .001 2.73 6.38
Mid Low 2.08* .021 .25 3.90

    *. The mean difference is significant at the 0.05 level. 

Table 4.6 shows that all the three means differences are statistically

significant. This means that the higher the level of motivation, the more compensation

strategies the learners use. 

In addition, to see the differences among the three motivation groups more

noticeably, the following figure is presented. 

Figure 4.3. Motivation Group and the Choice of Compensation Strategies



The fourth ANOVA was used to investigate the effect of participants'

motivation level on their choice of meta-cognitive strategies. The following table

summarizes the results. As Table 4.7 illustrates, the high motivation group has the

highest mean (mean = 36.55), followed by the low motivation group (mean = 35.00), 

and the medium motivation group (mean = 34.47). Moreover, the F-value is

insignificant (Sig = .132). So, there are no significant differences among high, medium

and low motivation groups.  

Table 4.7. Descriptive and Test Statistics for Motivation and Meta-cognitive Strategies

Motivation N Mean Std. 
Deviation

95% Confidence
Interval

Lower
Bound

Upper
Bound

Meta-cognitive

Strategies
High 36 36.55 3.66 35.31 37.79
Mid 36 34.47 4.15 33.06 35.87
Low 36 35.00 5.53 33.12 36.87

F = 2.068                        Sig. = .132                       ω²= .01

Figure 4.4 shows the results more clearly. 



Figure 4.4. Motivation Groups and the Choice of Meta-cognitive Strategies

The fifth ANOVA was run to see the effect of motivation level on the choice

of affective strategies. Table 4.8 contains the descriptive and test statistics. Based on

Table 4.8, the high motivation group has the highest mean (mean = 18.88), followed by

the medium group (mean = 16.91), and the low motivation group (mean = 14.88). As

Table 4.8 shows, the F-value is statistically significant (Sig = .001). This means that

there are significant differences among the three motivation groups in the choice of

affective strategies. 



Table 4.8. Descriptive and Test Statistics for Motivation and Affective Strategies

Motivation N Mean Std. 
Deviation

95% Confidence
Interval

Lower
Bound

Upper
Bound

Affective

Strategies

High 36 18.88 3.40 17.73 20.04
Mid 36 16.91 2.81 15.96 17.86
Low 36 14.88 2.98 13.87 15.89

F = 15.214                        Sig. = .001                       ω²= .20

As Table 4.8 shows, 20 percent of the total variance in the dependent variable, 

affective strategies, is accounted for by the independent variable, motivation.  

To locate the differences among the groups, the post hoc Scheffe test

procedure was used, yielding the following results:

Table 4.9. Post Hoc Multiple Comparisons of Motivation Level in the Choice of Affective Strategies                  

(I)
Motivation

Group

(J)
Motivation

Group

Mean
Difference (I-

J)
Sig. 

95% Confidence
Interval

Lower
Bound

Upper
Bound

High Mid 1.97* .028 .17 3.77
High Low 4.00* .001 2.19 5.80
Mid Low 2.02* .023 .22 3.82

                        *. The mean difference is significant at the 0.05 level. 

Table 4.9 shows that all the three means differences are statistically

significant. This means that the higher the level of motivation, the more affective

strategies the learners use. Moreover, Figure 4.5 shows the results more conspicuously.  



Figure 4.5. Motivation Groups and the Choice of Affective Strategies

Finally, the sixth ANOVA was used to investigate the effect of motivation

level on the choice of social strategies. Table 4.10 contains the descriptive and test

statistics. As Table 4.10 illustrates, the high motivation group has the highest mean

(mean = 19.83), followed by the low motivation group (mean = 18.94), and the medium

motivation group (mean = 18.61). Moreover, the F-value is insignificant (Sig = .479). 

Therefore, the differences among the three groups in the choice of social strategies are

not significant. 

Table 4.10. Descriptive and Test Statistics for Motivation and Social Strategies

Motivation N Mean Std. 
Deviation

95% Confidence
Interval  

Lower
Bound

Upper
Bound

Social
Strategies

High 36 19.83 4.60 18.27 21.39
Mid 36 18.61 3.65 17.37 19.84
Low 36 18.94 4.85 17.30 20.58

F = 741                       Sig. = .479                       ω²= .004



The following figure shows the results more conspicuously. 

Figure 4.6. Motivation Groups and the Choice of Social Strategies

4.4 Investigation of the third research question

The third research question sought to investigate the relationship between EFL

learners' attitude and their learner autonomy. To answer the third research question, a

correlation procedure was used. Table 4.11 illustrates the correlation procedure for

attitude and their learner autonomy. 

Table 4.11. Correlation between Learner Autonomy and Attitude

Autonomy  Attitude
Autonomy
Attitude

Pearson Correlation 1  .182
Sig. (2-tailed)    .059

N 108 108

As Table 4.11 shows, the relationship between attitude and learner autonomy

of EFL learners is insignificant (r = .182, p = .059); however, there is a strong trend

toward a positive relationship. 



4.5 Investigation of the fourth research question

The fourth research question attempted to answer the effect of attitude level on

the choice of the six language learning strategies. To this end, participants were divided

into three equal groups of high, medium, and low level of attitude based on their scores

on the attitude questionnaire. To examine the effect of attitude level on the choice of

memory, cognitive, compensation, meta-cognitive, affective and social strategies, the

one-way ANOVA procedure was run six times. 

The first ANOVA procedure was run to see the effect of attitude level on the

choice of memory strategies. Table 4.12 shows the results of descriptive and test

statistics. As Table 4.12 illustrates, the high attitude group has the highest mean (mean =

30.13), followed by the medium attitude group (mean = 26.94), and the low attitude

group (mean = 24.08). In addition, The F-value is statistically significant (Sig = .001), 

so, the differences among the three attitude groups in the choice of memory strategies

are significant. 

Table 4.12. Descriptive and Test Statistics for Attitude and Memory Strategies

Attitude N Mean Std. 
Deviation

95% Confidence
Interval  

Lower
Bound

Upper
Bound

Memory
Strategies

High 36 30.13 4.49 28.61 31.65
Mid 36 26.94 4.55 25.40 28.48
Low 36 24.08 3.58 22.86 25.29

F = 18.422                    Sig. = .001                       ω²= .24
  

As Table 4.12 shows, the omega squared index of .24 means that 24 percent of

the total variance in the dependent variable, memory strategies, is accounted for by the

independent variable, attitude.  



To locate the differences among the groups, the post hoc Scheffe test

procedure was used, yielding the following results:

Table 4.13. Multiple Comparisons of the Attitude Groups in the Choice of Memory Strategies

(I) Motivation
Group

(J)
Motivation

Group

Mean
Difference (I-

J)
Sig. 

95% Confidence Interval

Lower
Bound

Upper
Bound

High Mid 3.19* .008 .71 5.67
High Low 6.05* .001 3.57 8.53
Mid Low 2.86* .019 .38 5.33

          *. The mean difference is significant at the 0.05 level. 

Table 4.13 shows that all the three means differences are statistically

significant. This means that the higher the level of attitude, the more memory strategies

the learners use. 

To see the difference among three groups more noticeably, Figure 4.7 is

presented below. 

Figure 4.7. Attitude Groups and the Choice of Memory Strategies



The second ANOVA was run to investigate the effect of attitude level on the

choice of cognitive strategies. Table 4.14 summarizes the results. Based on Table 4.14, 

the medium attitude group has the highest mean (mean = 46.05), followed by the high

attitude group (mean = 44.91), and the low attitude group (mean = 44.83). Additionally, 

F-value is insignificant (Sig = .672). Thus the differences among the three attitude

groups in their choice of cognitive strategies are not significant. 

Table 4.14. Descriptive and Test Statistics for Attitude and Cognitive Strategies

Attitude N Mean Std. 
Deviation

95% Confidence
Interval

Lower
Bound

Upper
Bound

Cognitive
Strategies

High 36 44.91 7.48 42.38 47.45
Mid 36 46.05 6.47 43.86 48.24
Low 36 44.83 5.30 43.03 46.62

F = .399                       Sig. = .672                        ω²= .01

Figure 4.8 shows the results more conspicuously. 

Figure 4.8. Attitude Groups and the Choice of Cognitive Strategies



The third ANOVA was used to see the effect of attitude level on the choice of

compensation strategies. Table 4.15 contains the descriptive and test statistics. Based on

Table 4.15, the high attitude group has the highest mean (mean = 20.72), followed by

the medium attitude group (mean = 18.66), and the low attitude group (mean = 16.33). 

Also, the F-value is statistically significant (Sig = .001). So, the differences among the

three attitude groups in the choice of compensation strategies are significant. 

Table 4.15. Descriptive and Test Statistics for Attitude and Compensation Strategies

Attitude N Mean Std. 
Deviation

95% Confidence
Interval

Lower
Bound

Upper
Bound

Compensation

Strategies

High 36 20.72 3.13 19.66 21.78
Mid 36 18.66 2.72 17.74 19.58
Low 36 16.33 3.09 15.28 17.38

F = 19.407                       Sig. = .001                       ω²= .25

In addition, the omega squared index shows that 25 percent of the total

variance in the dependent variable, compensation strategies, is accounted for by the

independent variable, attitude.  

To locate the differences among the groups, the post hoc Scheffe test

procedure was used, yielding the following results:



Table 4.16. Multiple Comparisons of Attitude Groups in the Choice of Compensation Strategies          

(I) Motivation
Group

(J)
Motivation

Group

Mean
Difference (I-

J)
      Sig. 

95% Confidence
Interval

Lower
Bound

Upper
Bound

High Mid 2.05* .017 .30 3.80
High Low 4.38* .001 2.63 6.13
Mid Low 2.33* .005 .58 4.08

           *. The mean difference is significant at the 0.05 level. 

Table 4.16 shows that all the three means differences are statistically

significant. This means that the higher the level of attitude, the more compensation

strategies the learners use. 

To see the difference among three attitude groups more clearly, Figure 4.9 is

presented below. 

Figure 4.9. Attitude Groups and the Choice of Compensation Strategies

  



The fourth ANOVA procedure was run to investigate the effect of attitude

level on the choice of meta-cognitive strategies. Table 4.17 summarizes the results of

descriptive and test statistics. As Table 4.17 shows, the high attitude group has the

highest mean (mean = 34.72), followed by the low attitude group (mean = 34.33), and

the medium attitude group (mean = 33.22). The F-value is insignificant (Sig = .465). So, 

the differences among the three attitude groups in the choice of meta-cognitive strategies

are not significant. 

Table 4.17. Descriptive and Test Statistics for Attitude and Meta-cognitive Strategies

Attitude N Mean Std. 
Deviation

95% Confidence
Interval

Lower
Bound

Upper
Bound

Meta-
cognitive

Strategies

High 36 34.72 4.82 33.08 36.35
Mid 36 33.22 5.78 31.26 35.17
Low 36 34.33 5.29 32.54 36.12

F = .772                       Sig. = .465                       ω²= .004

Figure 4.10 shows the results more obviously. 



Figure 4.10. Attitude Groups and the Choice of Meta-cognitive Strategies

The fifth ANOVA procedure was used to see the effect of attitude level on the

choice of affective strategies. Table 4.18 contains the descriptive and test statistics. 

Based on Table 4.18, the high attitude group has the highest mean (mean = 18.41), 

followed by the medium attitude group (mean = 16.94), and the lowest attitude group

(mean = 15.16). The F-value is statistically significant (Sig = .001). Thus, the

differences among the three attitude groups in the choice of affective strategies are

significant.  

Table 4.18. Descriptive and Test Statistics for Attitude and Affective Strategies

Attitude N Mean Std. 
Deviation

95% Confidence
Interval

Lower
Bound

Upper
Bound

Affective

Strategies

High 36 18.41 2.48 17.57 19.25
Mid 36 16.94 2.31 16.16 17.72
Low 36 15.16 2.38 14.35 15.97

F = 16.584                       Sig. = .001                     ω²= .22



Moreover, it can be seen from the ω² value that 22 percent of the total

variance in the dependent variable, affective strategies is accounted for the independent

variable, attitude and the remaining 78 percent of the variance in the dependent variable

is left unaccounted for. 

To locate the differences among the groups, the post hoc Scheffe test

procedure was used, yielding the following results:

Table 4.19. Multiple Comparisons of the Attitude Groups in the Choice of Affective Strategies        

(I) Motivation
Group

(J)
Motivation

Group

Mean
Difference (I-

J)
Sig. 

95% Confidence Interval

Lower
Bound

Upper
Bound

High Mid 1.47* .037 .06 2.87
High Low 3.25* .001 1.84 4.65
Mid Low 1.77* .009 .37 3.18

           *. The mean difference is significant at the 0.05 level. 

Table 4.19 shows that all the three means differences are statistically

significant. This means that the higher the level of attitude, the more affective strategies

the learners use. Figure 4.11 shows the results more conspicuously.  



Figure 4.11. Attitude Groups and the Choice of Affective Strategies

The sixth ANOVA was run to see the effect of attitude level on the choice of

social strategies. Table 4.20 illustrates the results of descriptive and test statistics. As

Table 4.20 shows, the high attitude group has the highest mean (mean = 19.27), 

followed by the low attitude group (mean = 18.94), and the medium attitude group

(mean = 18.05). In addition, the F-value is insignificant (Sig = .445). Therefore, the

differences among high, medium and low attitude groups in the choice of social

strategies are not significant. 

Table 4.20. Descriptive and Test Statistics for Attitude and Social Strategies

Attitude N Mean Std. 
Deviation

95% Confidence
Interval  

Lower
Bound

Upper
Bound

Social
Strategies

High 36 19.27 3.99 17.92 20.63
Mid 36 18.05 4.25 16.61 19.49
Low 36 18.94 4.32 17.47 20.40
F = .816                       Sig. = .445                       ω²= .003



Figure 4.12 shows the differences among the groups more conspicuously. 

Figure 4.12. Attitude Groups and the Choice of Social Strategies

4.6 Discussion

The present study attempted to investigate the effect of motivation and attitude

on learner autonomy and the choice of language learning strategies. One of the findings

of the present study was that there was a significant correlation between motivation and

learner autonomy. This finding supports Hiraoki and Tomohito's (2007) finding who

reported that autonomy and motivation development are highly correlated. Although

types of motivation were not considered in the present study, this study supports those

studies (Noels, 2001; Otoshi & Heffernan, 2011) which considered them.   

The results of the present study are different form Noels (2001), who found

less autonomy as well as low level of intrinsic motivation among students when the



teacher managed the class. Also, the findings of the present study contradict those of

Otoshi and Heffernan (2011), who found that autonomy did not affect intrinsic

motivation of students.    

The other finding of the present study was that motivation significantly

influenced the choice of memory, compensation and affective strategies. This finding is

in line with a number of previous studies (Lunt, 2000; Schmidt et al., 1996; Schmidt &

Watanabe, 2001). The present study is compatible with the study of Lunt (2000), who

found motivation as a significant variable in the use of language learning strategies. The

results of the present study are also in line with those of Schmidt et al. (1996) that there

is a relationship between motivation and language learning strategies and preferences. In

addition, the findings of the present study corroborate those of Schmidt and Watanabe

(2001). They showed that motivation influences language learning strategy use and

preferences. At the same time, although types of motivation were not considered in the

present study, the findings of the present study are in accordance with those of Chu

(2008), who reported that intrinsic motivation had the most effect on students' use of a

majority of strategies.  

Furthermore, the findings of the present study contradict a number of previous

studies (Chun-Huan, 2010; Wu, 2007; Wu, 2011). The findings of the present study are

different from those of Chun-Huan (2010), who found a significant correlation between

cultural motivation and all six strategy categories. The findings of the present study also

contradict those of Wu (2007), who found that integrative motivation affected meta-

cognitive strategy use levels. Moreover, the results of this study are different from those

reported by Wu (2011), who found that variables such as integrative motivation

significantly affect the use of meta-cognitive strategies. Moreover, although this study

did not focus on any skill, its findings support some previous studies (Lau & Chan, 

2003; Vandergrift, 2005). The present study supports Lau and Chan' (2003) findings, 

because they found that good readers had higher motivation in reading and were greater



users of reading strategies than poor readers. At the same time, the findings of this study

are in contrast with those of Vandergrift (2005), who reported more motivational

intensity and greater use of meta-cognitive strategies by students in listening. 

The other finding of the present study was that attitude significantly

influenced the choice of memory, compensation and affective strategies. This result

lends support to those of Ames and Archer (1988), who found that students who

emphasized mastery goals in the classroom, used more strategies and had a more

positive attitude toward the class. This finding also supports Wu's (2010) finding that

there is a high correlation between attitude of students toward learning and the number

of strategies they use. Although types of attitude were not the focus of the present study, 

its findings are in accordance with the findings of Sadighi and Zarafshan (2006), who

found that students with positive attitudes used strategies more commonly than students

with negative attitudes.  

At the same time, the findings of the present study are in contrast to those of

Su (2005), who found that intermediate students used more learning strategies than other

proficiency level students. In addition, although this study did not focus on any skill, it

seems to support Gupta and Woldemariam (2011), who found that students with high

levels of motivation had more positive attitude toward learning writing and more

frequently used writing strategies than students with lower levels of motivation. 

A number of factors could possibly account for these findings. One of the

reasons may be the Iranian socio-cultural educational setting in which students are used

to following the teachers' instructions and where classes are predominantly teacher-

centered. 

The other possible reason could be the participants' level of proficiency. The

participants were all at intermediate proficiency level. Therefore, their tendency toward

being autonomous was moderate. At the same time, they were not so much aware of the



use of cognitive, meta-cognitive and social strategies. So, the effect of motivation and

attitude level in the choice of these three strategies turned out to be insignificant. This is

corroborate by studies such as Goh and Foong (1997), Su (2005), Wu (2008) and Yang

(2007) which accentuate the role of proficiency in using language learning strategies and

indicate that more proficient students use some or all strategies more than less proficient

students and that language proficiency affects students' use as well as selection of

language learning strategies. Also, Dafei (2007) found a significant correlation between

learner autonomy and English proficiency. 

The other possible reason for such findings may be attributable to gender

differences. In the present study, gender differences were not taken into account. 

However, studies such as Arjomand and Sharififar (2011), Bozinovic and Sindik (2011), 

Goh and Foong (1997), Green and Oxford (1995), Hong-Nam and Leavell (2006), Hsu

(2007), Kato (2005), Radwan (2011) and Sheorey (1999) emphasize the prominent role

of gender differences in the use, the choice and preference of language learning

strategies.  

Also, self-confidence and level of opportunities to use the target language in

real environment can be addressed as other possible factors which may have brought

about such findings. Iranian students have little (if any) opportunity to speak with native

speakers of English. So, their self-confidence to speak and use English becomes low. 

This may explain why students' motivation and attitude did not significantly influence

their choice of social strategies. 



Chapter Five: Conclusion and Implications

5.1 Introduction

In this chapter, the findings of the present study will be summarized. In

addition, some pedagogical implications and suggestions for further research will be

provided. 

5.2 Conclusion

The present study attempted to investigate the effect of motivation and attitude

on learner autonomy and the choice of language learning strategies of Iranian EFL

learners. The first question examined the relationship between motivation and learner

autonomy. The results of the Pearson Correlation procedure indicated a significant but

low positive relationship between them. In other words, the findings revealed that more

motivated students are more autonomous. The second research question focused on the

investigation of the effect of motivation on the choice of six language learning

strategies. The results revealed that the level of motivation significantly influenced

students' choice of memory, compensation and affective strategies but had no significant

effect on the choice of cognitive, meta-cognitive and social strategies. The third research

question examined the relationship between attitude and learner autonomy. The results

of the Pearson Correlation Coefficient revealed a positive but not significant relationship

between them. In other words, students with higher levels of attitude were more

autonomous. Finally, the focus of the fourth research question was on the investigation

of the effect of attitude on the choice of six language learning strategies. The results

indicated that the level of attitude significantly influenced the choice of memory, 



compensation and affective strategies but had no significant effect on the choice of

cognitive, meta-cognitive and social strategies. 

As the results reveal, the level of motivation and attitude have a significant

effect on students' choice of memory, compensation and affective strategies. Although

all the motivation and attitude groups used all the language learning strategies, high

motivation and attitude groups performed significantly better than the other two groups

in the choice of memory, compensation, affective, meta-cognitive and social strategies. 

However, the low motivation and the medium attitude groups performed better than

other groups in the choice of cognitive strategies. 

5.3 Implications

This study focused on four factors, motivation, attitude, learner autonomy and

language learning strategies, which are four of the most important factors in language

teaching and learning and the findings of the present study may have some implications

for teachers and learners.  

As the effect of motivation and attitude on language learning is undeniable, 

the present study can help teachers and learners to have a better understanding of

motivation and attitude in an educational context. In addition, teachers can find new and

better ways of teaching to introduce strategies students do not know, increase students'

motivation and attitude and strategies they know,  create opportunities to foster learner

autonomy and encourage students to be more autonomous. As Yang (2007) suggests, 

knowledge of which strategies students use would help teachers in students' strategy

training and developing their skills. 



5.4 Suggestions for further research  

For those who are interested in conducting research in this area, the following

areas are suggested:

This study was conducted on the effect of two variables, motivation and

attitude, on learner autonomy and the choice of language learning strategies. As omega

squared showed, just 23 percent of memory strategies, 25 percent of compensation

strategies and 20 percent of affective strategies were accounted for by motivation. Also, 

24 percent of memory strategies, 25 percent of compensation strategies and 22 percent

of affective strategies were accounted for attitude. So, further research can be conducted

on the effect of other variables. 

In addition, different types of motivation and attitude were not considered in

the present study. Remarkable findings will be reached using different types of

motivation and attitude.  

Moreover, the sample size in the present study was small. So, this research can

be duplicated with a large sample.  

Also, age and gender were not considered in the present study. Therefore, 

interested researchers can take these variables into consideration.  

Furthermore, the focus of the present study was on intermediate EFL learners

and other proficiency levels were not considered. The same study can be done with

participants at other proficiency levels.  
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Appendixes

Appendix A: Learner Autonomy Questionnaire

Direction: Please circle the one closest answer to the following questions according
to your true cases. Thank you very much for your help and patience. 

(A. Never    B. Rarely    C. Sometimes    D. Often    E. Always.)

Part I                  

1. I think I have the ability to learn English well.                                           A B C D E

2. I make good use of my free time in English study.                                     A B C D E

3. I preview before the class.                                                                             A B C D E

4. I find I can finish my task in time.                                                                 A B C D E

5. I keep a record of my study, such as keeping a diary, writing review etc.   A B C D E

6. I make self-exam with the exam papers chosen by myself.                           A B C D E

7. I reward myself such as going shopping, playing etc. when I make progress. 

                                                                                                                         A B C D E

8. I attend out-class activities to practice and learn the language.                   A B C D E

9. During the class, I try to catch chances to take part in activities such as pair/group

discussion, role-play, etc.                                                                                 A B C D E

10. I know my strengths and weaknesses in my English study.                    A B C D E

11. I choose books, exercises which suit me, neither too difficult nor too easy.   

                                                                                                                           A B C D E

Part II

12. I study English here due to:

A. my parents' demand

B. curiosity

C. getting a good job, help to my major

D. interest of English culture, such as film, sports, music, etc. 

E. C and D



13. I think the learner-teacher relationship is that of:

A. receiver and giver

B. raw material and maker

C. customer and shopkeeper

D. partners

E. explorer and director

14. I think my success or failure in English study is mainly due to:

A. luck or fate

B. English studying environment

C. studying facilities (aids)

D. teachers

E. myself

15. Whether students should design the teaching plan together with teachers or not, my

opinion is:

A. strongly agree

B. agree

C. neutral

D. oppose

E. strongly oppose

16. When the teacher asks questions for us to answer, I would mostly like to:

A. wait for others' answers

B. think and ready to answer

C. look up books, dictionaries

D. clarify questions with teachers

E. join a pair/group discussion

17. When I meet a word I don't know, I mainly:

A. let it go



B. ask others

C. guess the meaning

D. B and E

E. look up the dictionary

18. When I make mistakes in study, I'd usually like the following ones to correct them:

A. let them be B. teachers

C. classmates D. others

E. books or dictionaries

19. When I am asked to use technologies that I haven't used before(e. g. internet

discussion), 

A. I usually try to learn new skills

B. I learn them following others

C.I feel worried, but anyway

D. I put it off or try to avoid it

E. I resist using them

20. I think the following way is most useful in my English study:

A. taking notes

B. mechanic memory

C. doing exercises of grammar, translation, words etc. 

D. classifying or grouping or comparing

E. group discussion

21. I usually use materials selected:

A. only by teachers

B. mostly by teachers

C. by teachers and by myself

D. mostly by myself

E. only by myself



Appendix B: Language Learning Strategies Questionnaires

Please answer to the following questions according to your true cases from 1 (Never
or almost never true of me) to 5 (always or almost always true of me). 

(1. Never   2. Rarely   3. Sometimes   4. Often   5. Always)

Part A

1. I think of relationships between what I already know and new things I learn in

English. 

2. I use new English words in a sentence so I can remember them. 

3. I connect the sound of a new English word and an image or picture of the word to

help me

remember the word. 

4. I remember a new English word by making a mental picture of a situation in which

the word

might be used. 

5. I use rhymes to remember new English words. 

6. I use flashcards to remember new English words. 

7. I physically act out new English words. 

8. I review English lessons often. 

9. I remember new English words or phrases by remembering their location on the page, 

on the

board, or on a street sign. 

Part B

10. I say or write new English words several times. 

11. I try to talk like native English speakers. 

12. I practice the sounds of English. 

13. I use the English words I know in different ways. 



14. I start conversations in English. 

15. I watch English language TV shows spoken in English or go to movies spoken in

English. 

16. I read for pleasure in English. 

17. I write notes, messages, letters or reports in English. 

18. I first skim an English passage (read over the passage quickly) then go back and read

carefully. 

19. I look for words in my own language that are similar to new words in English. 

20. I try to find patterns in English. 

21. I find the meaning of an English word by dividing it into parts that I understand. 

22. I try not to translate word-for-word. 

23. I make summaries of information that I hear or read in English. 

Part C

24. To understand unfamiliar English words, I make guesses. 

25. When I can’t think of a word during a conversation in English, I use gestures. 

26. I make up new words if I do not know the right ones in English. 

27. I read English without looking up every new word. 

28. I try to guess what the other person will say next in English. 

29. If I can’t think of an English word, I use a word or phrase that means the same thing. 

Part D

30. I try to find as many ways as I can to use my English. 

31. I notice my English mistakes and use that information to help me do better. 

32. I pay attention when someone is speaking English. 

33. I try to find out how to be a better learner of English. 

34. I plan my schedule so I will have enough time to study English. 



35. I look for people I can talk to in English. 

36. I look for opportunities to read as much as possible in English. 

37. I have clear goals for improving my English skills. 

38. I think about my progress in learning English. 

Part E

39. I try to relax whenever I feel afraid of using English. 

40. I encourage myself to speak English even when I am afraid of making a mistake. 

41. I give myself a reward or treat when I do well in English. 

42. I notice if I am tense or nervous when I am studying or using English. 

43. I write down my feelings in a language-learning diary. 

44. I talk to someone else about how I feel when I am learning English. 

Part F

45. If I do not understand something in English, I ask the other person to slow down or

say it again.

46. I ask English speakers to correct me when I talk. 

47. I practice English with other students. 

48. I ask for help from English speakers. 

49. I ask questions in English. 

50. I try to learn about the culture of English speakers. 



Appendix C: Motivation Questionnaire

Below are a number of statements with which some people agree and others

disagree. We would like you to indicate your opinion about each statement by

circling the numbers below which best indicates the extent to which you disagree or

agree with that statement. 

SD= Strongly Disagree    D= Disagree     N= Neutral    A= Agree    SA= Strongly

Agree

1- Studying English can be important to me because it will allow me to be more at ease

with other people who speak English.                                     SD     D     N     A     SA

2- Studying English can be important for me because it will allow me to meet and

converse with more and varied people.                                   SD     D     N     A     SA

3- Studying English can be important for me because it will enable me to better

understand and appreciate English art and literature.              SD     D     N     A     SA

4- Studying English can be important for me because I will be able to participate more

freely in the activities of other cultural groups.                        SD     D     N     A     SA

5- It is important for me to know English in order to know the life of the English-

speaking nations.                                                                      SD     D     N     A     SA

6- Studying English is important to me so that I can understand English pop music.  

                                                                                                  SD     D     N     A     SA

7- The more I get to know native English speakers, the more I like them.       

                                                                                                   SD     D     N     A     SA

8- Studying English is important to me.                                     SD     D     N     A     SA

9- Studying English is important to me so that I can keep in touch with foreign friends

and acquaintances.                                                           SD     D     N     A     SA

10- I would like to know more about native English speakers.    SD     D     N     A     SA



11- The British are kind and friendly.                                          SD     D     N     A     SA

12- The Americans are kind and cheerful.                                    SD     D     N     A     SA

13- Studying English can be important for me because I'll need it for my future career. 

                                                                                                      SD     D     N     A     SA

14- Studying English can be important for me because it will make me a more

knowledgeable person.                                                                   SD     D     N     A     SA

15- Studying English can be important for me because it will someday be useful in

getting a good job.                                         SD     D     N     A     SA

16- Studying English can be important for me because other people will respect me

more if I know English.                                         SD     D     N     A     SA

17- Studying English can be important for me because I will be able to search for

information and materials in English on the Internet.                 SD     D     N     A     SA

18- Studying English can be important for me because I will learn more about what’s

happening in the world.                                  SD     D     N     A     SA

19- Studying English can be important for me because language learning often gives me

a feeling of success.                          SD     D     N     A     SA

20- Studying English can be important for me because language learning often makes

me happy.                                                                                     SD     D     N     A     SA

21- Studying English is important to me because an educated person is supposed to be

able to speak English.                                                                  SD     D     N     A     SA

22- Studying English is important to me so that I can understand English-speaking films, 

videos, TV or radio.                                                                     SD     D     N     A     SA

23- Studying English is important to me so that I can read English books.                                         

                                                                                                     SD     D     N     A    SA

24- Studying English is important to me because it will enable me to get to know new

people from different parts of the world.                                       SD     D     N     A     SA

25- Studying English is important to me because without it one cannot be successful in

any field.                                                                                        SD     D     N     A     SA



Appendix D: Attitude Questionnaire

Fill out the following questionnaire, circling the one which best describes whether

you agree or disagree with each statement. This is for yourself not for anyone else, 

so answer as honestly as you can. 

  

SD= Strongly Disagree   D= Disagree   N= Neither agree nor disagree   A= Agree   

SA= Strongly Agree

1. I think I’m a pretty good language learner.                              SD     D     N     A     SA

2. Learning a language may be important to my goals, but I don’t expect it to be much

fun.                                                                                               SD     D     N     A     SA  

3. My language learning aptitude is probably pretty high.           SD     D     N     A     SA

4. I don’t have any idea about how to go about learning a language.                                  

                                                                                                      SD     D     N     A     SA

5. I think that I could learn pretty much any language I really put my mind to, given the

right circumstances.                                                                     SD     D     N     A     SA

6. I worry a lot about making mistakes.                                        SD     D     N     A     SA

7. I’m afraid people will laugh at me if I don’t say things right.                                         

                                                                                                      SD     D     N     A     SA

8. I end up trembling and practically in a cold sweat when I have to talk in front of

people.                                                                                          SD     D     N     A     SA

9. I find it hard to make conversation even with people who speak my own language.  

                                                                                                      SD     D     N     A     SA

10. I feel a resistance from within when I try to speak in a foreign language, even if I’ve

practiced.                                                                                       SD     D     N     A     SA

11. It is a mark of respect to people to learn their language if you’re living in their

country.                                                                                       SD     D     N     A     SA



12. I like getting to know people from other countries, in general.                                        

                                                                                                    SD     D     N     A     SA

13. Speaking the language of the community where I’ll be living will let me help people

more than I could otherwise.                                                        SD     D     N     A     SA

14. I don’t like the idea of relying on speaking English (or my mother tongue) in another

country.                                                                                         SD     D     N     A     SA

15. I think the people of the country where I’ll be living would like for me to learn their

language.                                                                                       SD     D     N     A     SA

16. I won’t really be able to get to know people well if I don’t speak their language.                       

                                                                                                      SD     D     N     A     SA

17. There is a right and a wrong way to do almost everything, and I think it’s my duty to

figure out which is which and do it right.                                      SD     D     N     A     SA  

18. It annoys me when people don’t give me a clear-cut answer, but just beat around the

bush.                                                                                               SD     D     N     A     SA  

19. You should say “yes” if you mean yes and “no” if you mean no. Not to do so is

dishonest.                                                                                     SD     D     N     A     SA

20. You have to understand people’s culture and value system before you can be sure

whether some things are right or wrong.                                      SD     D     N     A     SA

21. I like to mimic other accents, and people say I do it well.      SD     D     N     A     SA

22. I can do impersonations of famous people.                            SD     D     N     A     SA

23. I find it easy to “put myself in other people’s shoes” and imagine how they feel.           

                                                                                                    SD     D     N     A     SA  

24. In school, if I didn’t know an answer for sure, I’d sometimes answer out loud in

class anyway.                                                                               SD     D     N     A     SA     

25. I often think out loud, trying out my ideas on other people.  SD     D     N     A     SA        

26. I want to have everything worked out in my own head before I answer.                   

                                                                                                     SD     D    N     A     SA   

27. I’d call myself a risk-taker.                                                    SD     D     N     A     SA
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