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1 Introduction 

When Winke (2013) claims that “motivation affects L2 acquisition in multiple ways” 

(p. 112), she aptly refers to the multitude of components that motivation comprises, and 

besides other individual differences account for the differential success in second language 

acquisition (SLA). The general consensus is that motivation is such an important factor in 

language learning that it may even override the effect of other traditionally essential 

individual characteristics, and may compensate for deficiencies in cognitive abilities 

(Gardner  Lambert, 1972; Schmidt, 1991; Sternberg, 2002). In SLA, the focus of studies 

on motivation has been to explore and understand the reasons that lead a student to start 

learning a foreign language, i.e., generate motivation on the one hand (Csizér & Dörnyei, 

2005; Dörnyei, Csizér, & Németh, 2006; Edmondson, 2004), and later on sustain the effort 

throughout the long and sometimes painful learning process, i.e., maintain motivation on the 

other (Dörnyei, 2005, 2009; Hiromori, 2009).  

Both the initial causes that spur students to start learning a language, and the factors 

that make students persist in the language learning process have long attracted the attention 

of linguists and researchers. Since Gardner and Lambert (1959) laid down the foundations 

of L2 motivation research, a multitude of theories have been formulated to account for what 

motivates the language learner. Examples include, for instance, Weiner’s (1985) attribution 

theory (AT), Deci and Ryan’s (1985) self-determination theory (SDT), Williams and 

Burden’s (1997) social constructivist model, Dörnyei and Ottó’s (1998) process model of 

L2 motivation, Ellis’ (2007) dynamic systems theory (DST), Dörnyei’s (2009) L2 

Motivational Self System, and Dörnyei and Kubanyiova’s (2014) vision theory. Motivation 

research will presumably always remain a field of scholarly enquiry, because as Schumann 

(2015) puts it: 

 

Different conceptualizations of SLA motivation will continue to be proposed 

and will continue to inform our notions of the phenomenon. In a species 

capable of generating symbolic nonmaterial constructs that cannot be isolated 

as physical entities but only as conceptualizations built out of other concepts, 

the number of possible formulations of the phenomena is potentially infinite. 

(p. 12) 

 

In spite of the existence of numerous motivation theories, the teacher’s role in 

motivating learners has remained an underresearched niche to this day, and “empirical 
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studies on the issue of teachers’ role in motivating language learners have mostly focused 

on demotivating factors rather than motivating factors” (Rahimi & Hosseini, 2015, p. 64.). 

This is most surprising, as reviewing the literature provides some evidence that teachers do 

play a significant role in creating and maintaining a motivating environment. This has been 

confirmed by numerous studies. To name but a few, Dörnyei and Csizér (1998) studied the 

use of teaching strategies to motivate learners among Hungarian teachers of English. The 

researchers assigned 51 motivational strategies and studied the significance attributed to 

each strategy by the teachers and how often teachers employed each strategy in their classes. 

The participating 200 Hungarian teachers of English rated their own behaviour as an 

extremely underutilised motivational factor. Mezei and Csizér (2005) examined the 

relationship between a particular teacher’s motivational impact on motivated learning 

behaviour and confirmed its critical role. Chan (2014); Magid (2014); Mezei (2014); Radel, 

Sarrazin, Legrain, and Wild (2010); Roth Assor, Kanat-Maymon, and Kaplan (2007); and 

Tanaka (2005) similarly verified that motivated teachers increase the motivation of their 

learners.  

If we focus on the motivation of adult learners of English in an English as a Foreign 

Language (EFL) context, we can find fewer empirical studies. Some exceptions are Shoaib 

and Dörnyei’s (2005) interview study with adult learners examining the participants’ 

motivational history, Szaszkó’s (2007) study that investigated the effects of intercultural 

contacts on adult Hungarians’ motivation and Murray’s (2011) study of Japanese adult 

learners of English. Even though all of these studies are concerned (at least partly) with the 

motivation of adult learners of English, none of them address specifically the teacher’s 

impact on the motivation of adult learners in a corporate environment. 

 

2 Rationale 

The above niche provided the rationale for me to explore the teacher’s role in 

generating and maintaining the motivation of adult learners of English in a corporate 

environment. After thoroughly reviewing the relevant literature on what each period of 

motivation research from the 1960s onwards has had to say explicitly or implicitly on the 

role of the teacher in motivation, in my dissertation I intend to devise and conduct a mixed 

methods study to thoroughly explore this niche by involving all stake-holders in the 
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investigation: (1) corporate language education policy makers, (2) teachers teaching English 

in a corporate environment and (3) adult learners of English in such contexts.  

 Apart from the endeavour to attempt to fill the niche in SLA motivation research 

introduced above, another source of inspiration to conduct the study stemmed from my 

personal curiosity. As a teacher of EFL and ESP working in a corporate context for over 

twenty years, I have set out on a personal quest and become increasingly interested in how 

to motivate adult learners of English in a corporate environment. This can be attributed to 

the fact that motivated learners facilitate the teacher’s work. At the same time, and more 

importantly, motivation is conducive to the process of language learning, and plays a key 

role in accounting for the differential success in SLA. This has been confirmed by several 

studies that investigated the relationship between motivational variables and second 

language (L2) achievement (Dörnyei  Clément, 2001; Gardner, 1985, 2006; Noels’ (2001) 

adaptation of Deci  Ryan’s (1985) self-determination theory).  

 In addition to filling a research niche and satisfying my personal curiosity, the third 

motive for me to explore how to motivate adult learners of English better was to devise a 

teacher-focused motivational model that is applicable in similar corporate contexts. As a 

result of a previous study on motivation (Kálmán, 2012), which involved conducting 

interviews with human resources managers of Hungarian corporations, it emerged that in the 

case of on-site corporate language courses, there is a need for a comprehensive teacher-

focused motivational model that guarantees the success and efficiency of language courses 

the employees participate in. As one of the human resources managers summarised: 

 

It would be the responsibility of private language schools to train their teachers 

how to motivate learners in a corporate setting and supervise what their 

employees do, but unfortunately, in my experience, this is not the case. It would 

be much better if companies like ours could come up with a comprehensive but 

professional guideline that forms the basis of language educational tenders so 

that applying language schools be familiar with the requirements we would like 

them, and their teachers to meet. (Kálmán, 2012 p. 2) 

  

 

Such a guideline would not only be beneficial for corporations in language education 

tenders, but private language schools and language teachers as well, in order to increase their 

standards of services and better meet the expectations of their clients. The results might also 

inform prospective language teachers with a desire to teach in a corporate context and teacher 

training programmes preparing such teachers. 
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Therefore, the overall aim of my dissertation is threefold. First and foremost, by 

mapping the Hungarian corporate language education scene, it aims to explore what role 

teachers play in motivating adult learners in a corporate environment. Second, it seeks to 

find out what classroom practices help teachers make the most of their motivating influence 

in this context, and third, it will hopefully provide deeper insight into the motivating impact 

of the teacher so that practising teachers can refute or justify their own hypotheses 

concerning their motivating influence. By fulfilling the core aims of the study, I also intend 

to fulfil the functional aims of filling a neglected niche in motivation research, and devising 

a collection of best practices for corporations, language schools, language teachers, 

prospective teachers and teacher trainers. The dissertation intends to fulfil these core and 

functional aims by exploring 

 

1, the characteristics of the context of on-site language courses in Hungary in the 

middle of the 2010s;  

 

2, the most motivating aspects of a teacher’s personality and behaviour for adult 

learners of English in a corporate environment; and  

 

3, classroom practices that help teachers best to contribute to motivating such learners 

of English.  

 

The next section describes the theoretical background of the research, but first, the emerging 

key terms will be listed. 

 

3 Definitions 

 In order to communicate the main concepts of the research clearly and to facilitate 

an accurate replication of the research, the following key notions will be defined: motivation, 

corporate context, on-site language learning, adult learners of English, and ESP (English for 

Specific Purposes). 

 

Adult learners of English: employees of a business entity, typically between the ages of 23 

and 65 learning English on the premises of the business. 

 

Corporate context: language learning takes place in a business entity, and the language 

learners are the employees of the respective company. 
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ESP (English for Specific Purposes): ESP is an approach to language teaching in which all 

decisions as to content and method are based on the learner's reason for learning. 

(Hutchinson & Waters, 1987, p. 19) 

 

Motivation: for the purpose of this study, the following definition by Dörnyei and Ottó 

(1998) will be used: 

 

Motivation can be defined as the dynamically changing cumulative arousal in 

a person that, once initiated, directs, co-ordinates, amplifies, terminates and 

evaluates the cognitive and motor processes whereby initial wishes and desires 

are selected, prioritised, operationalised and (successfully or unsuccessfully) 

acted out. (p. 65) 
 

The above mentioned “cumulative arousal” is encapsulated by adult learners participating in 

the research in the following three statements: first, it helps them learn English in a better 

mood; second, it enables them to exert more effort in the learning process; and third, it helps 

them persist in learning English (Kálmán, 2015a). 

 

On-site language learning: language courses are organised on the premises of the company, 

which enables the participants to learn at a time and day that suits their work schedule, 

rearrange their lesson time from week to week if necessary, and save time by not having to 

travel to a school. 

 

Personal branding: it is the practice of people marketing themselves and their careers as 

brands. (Lair, Sullivan, & Cheney, 2005, p. 307)  
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4 Theoretical and historical background 

The subject of my investigation necessitates the review of the literature from three 

angles. First, the literature of corporate language education contexts has to be investigated 

including the evolution of the currently existing corporate language education systems in 

Hungary, and the reasons why organisations launch on-site language courses for their 

employees. Second, it is necessary to review the literature on motivation in the workplace, 

independent of language education in order to gain a valuable insight into motivating adults 

in a corporate context. Finally, it is important to examine what motivation research says on 

the teacher’s role in generating and maintaining the motivation of language learners in and 

out of this context. 

 

     4.1 The context of corporate language education  

   According to KPMG’s (2006) knowledge management research report, today, the 

majority of businesses are knowledge organisations; their products and services are 

inseparable from the knowledge acquired by their employees, and three quarters of 

Hungarian organisations regarded knowledge as a strategic tool in the first half of the 2000s 

already. Foreign language skills are no exception to this. As a result of the political, 

economic and social changes that have taken place in Hungary, the importance of the English 

language has gained increasing ground on the Hungarian labour market ever since the 

political changes in the country at the beginning of the 1990s (Földi, László, Szűcs, & Máté, 

2013). English has become the lingua franca of the modern age, the negotiating language of 

professional and business life (Sturcz, 2010). Its most important role, however, is that it has 

become the means of acquiring knowledge capital, as the vast majority of professional 

literature is born in this language today (Sturcz, 2010). In spite of the fact that an intermediate 

command of English is already regarded as a basic skill on the labour market, according to 

a publication of the Hungarian Statistical Office (2014) (Adult education, adult training), a 

vast majority of big corporations (employing over 250 employees) support the language 

education of their workforce up to this day in Hungary.  

 As it was mentioned in the previous paragraph, according to KPMG’s (2006) 

knowledge management research report, three quarters of Hungarian organisations regarded 

knowledge as a strategic tool in the first half of the 2000s already. This trend has been 

strengthening ever since: according to KPMG (2014), we can conclude that today, the 
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overwhelming majority of organisations view knowledge as a strategic tool. Considering 

this, it is not surprising that the distribution of organisations that support the education of 

their workforce versus those that do not support it in Hungary in 2010, was as can be seen 

in Table 1.  

 

Table 1 Organisations (not) supporting the education of their workforce in Hungary in 

2010. (Hungarian Central Statistical Office, 2014) 

 

Organisation 
10 to 49 

employees 

50 to 249 

employees 

over 250 

employees 

 

supports education 

 

43% 

 

74% 

 

95% 

does not support 

education 
57% 26% 5% 

 

 

Apart from recognising the significance of knowledge accumulated at organisations, 

we cannot help noticing the conquest of the English language in a corporate environment 

(Földi et al., 2013; Ablonczyné, Tompos, & Kecskés, 2014). This can, on the one hand, be 

attributed to the global spread of English in general (Crystal 1997, 2003; Neuner 2002), on 

the other hand, to the phenomenon of globalisation, as a result of which organisations are 

becoming more and more integrated and dependent on their watchdogs, counter-

organisations, parent companies and subsidiaries in regional, continental, and global 

networks (MAVIR, 2009). As a consequence, an intermediate command of English is 

already regarded as a basic skill today, and it is referred to as a prerequisite in job 

advertisements targeting new entrants. According to Sturcz (2010), speaking English today 

is essential, and the expectancy ratio has increased to 98% from 88% a decade ago. 

Nevertheless, it does not necessarily mean that the English knowledge of graduates meets 

corporate norms. Potential candidates need to have a working knowledge of English, which 

– in the case of English – primarily means communication with non-native speakers of 

English. Kontráné and Czizér (2011) base this argument on the fact that on a global scale, 

today, there are four times as many non-native speakers of English as natives, and the lion’s 

share of English communication takes place between non-native speakers of English 

(Graddol, 2006). 

In order to familiarise ourselves with how participants of the Hungarian labour 

market have been able to accommodate to this new situation, we have to examine how 
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widespread the knowledge of English is in Hungarian society in general, and at the same 

time, among university graduates. In this way, we can get a snapshot of the English 

knowledge of both labour market entrants and employees who have been active in the market 

for a longer period. On a European level, the Adult Education Survey (AES) of Eurostat deals 

with foreign language competence, which is defined as a key competence by the European 

reference framework Key Competences for Lifelong learning (The European Parliament and 

the Council of the European Union, 2006). This is substantiated by the fact that 

communication in a foreign language (together with 7 other key competences) is necessary 

for employees to adapt to the accelerating changes of the globalised world. Foreign language 

competence was last surveyed in 2011 (the next survey will be conducted in 2016 according 

to the website of AES) and during the survey evidence of foreign language competence did 

not have to be provided, therefore, the data are based on self-evaluation. The 2011 sample 

shows that over 60% of the Hungarian adult population speak only their mother tongue, and 

a quarter of them know only one foreign language to a certain extent (see Table 2). 

According to the survey, among actively working Hungarian adults, English is the most 

widely-spoken language, as can be seen in Table 3. It is important to emphasise that the 

above surveys are based on self-report; therefore, they provide some information, but they 

should be treated with caution. 

 

Table 2 Foreign language competence among 25- to 64-year-old Hungarian adults  

(Eurostat, 2013) 

 

Number of foreign languages spoken 0 1 2 3 

Percentage of Hungarian population 63.2% 25.9% 9.2% 1.7% 

 

Table 3 Competence in the best-known foreign language, English, among Hungarian 25- 

to 64-year-old adults (Eurostat, 2013) 

 

Proficiency in English Proficient Good Sufficient 

Percentage of the population 25% 44% 31% 

 

 These data in other countries of the European Union show quite the opposite 

distribution: a mere one third of the population of the European Union do not speak a foreign 

language, nearly 30% are able to communicate in two or more languages. According to 
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Einhorn (2012), the Hungarian media plays a significant role in the language learning failure 

of Hungarians, as it is prone to presenting language learning in Hungary as if learners were 

doomed to fail. Additionally, she also claims that “the negative and overly self-critical 

disposition of Hungarians definitely plays a part” in language learning pessimism (p. 32). In 

the light of the above we might assume that Hungarian public education wants to narrow this 

gap, but statistical figures show a different picture. Unfortunately, the number of foreign 

language learners in primary, secondary, and tertiary education in the 2013/2014 academic 

year shows a downward trend compared with 2001/2002, and 2006/2007 (see Table 4). 

Comparing the data of the three years highlights that the total number of English learners in 

public education has increased only marginally, by 13.41% during the past 13 years, as can 

be seen in Table 5. If we consider Dörnyei, Csizér, and Németh’s 2006 nationwide 

representative survey, which confirmed that the English language had pushed all the other 

learnt foreign languages into the background with unexpected velocity and intensity after 

the political changes in Hungary, we might conclude that this 13.41% increase does not 

correspond to the growth that can be observed in the significance of the English language in 

the past 13 years.  

 

Table 4 Language learners in day-time public education in Hungary (Yearly Almanac of 

Education, 2013-2014) 

 

Year 
Primary 

school 

Vocational 

school 

Grammar 

school 

Technical 

school 

Higher 

education 
Total 

 

2001/2002 

 

625730 

 

82303 

 

322884 

 

243113 

 

95331 

 

1369361 

2006/2007 577195 94957 353345 243481 88493 1357471 

2013/2014 

 

552589 

 

85815 

 

330163 

 

198110 

 

61848 

 

1228525 

 
 

 

Table 5 English language learners in day-time public education in Hungary (Yearly 

Almanac of Education, 2013-2014) 

 

Year 
Primary 

school 

Vocational 

school 

Grammar 

school 

Technical 

school 

Higher 

education 
Total 

 

2001/2002 

 

336642 

 

26565 

 

150815 

 

130695 

 

48359 

 

693076 

2006/2007 369211 39792 174540 147185 44077 774805 

2013/2014 

 

405777 

 

48685 

 

166705 

 

134817 

 

30053 

 

786037 

 

 



 

 

10 

 

If we take the above trends and figures into account, it is not surprising that 

organisations active in the Hungarian labour market are laying emphasis on improving and 

maintaining the language skills of their workforce even today. According to the data of the 

Central Statistical Office (2013), a quarter of the Hungarian adult population took part in 

education in their workplaces (among employees with a university degree, this figure was 

47%). Language education comes fourth preceded only by professional training, 

conferences/workshops, and team building. From the data in Table 3 we can also see that 

apart from a small increase in the number of English learners, we can also observe a shift in 

the age of foreign language acquisition tending towards the younger generations. On the one 

hand, this is welcome news in as much as school children learn English earlier than before, 

but, from the point of view of the labour market, it is detrimental, as the number of English 

learners in tertiary education has decreased significantly (by 38.86%) compared to the 2000s, 

which means that graduates who have passed their language exams in primary or secondary 

education may fall out of practice by the time they enter the labour market. If we consider 

demographic and social changes as well, as a result of which, the number of day-time 

students in tertiary education increased from 192,974 in 2001/2002 to 223,604 in 2013/2014, 

the decrease in the number of language learners described above is even more significant. 

By the time learners who take a successful language exam in secondary school get to the 

labour market, they stand a higher chance of forgetting the acquired language than if they 

had dealt with English intensively during their university studies. The dwindling lack of 

interest in language learning in tertiary education has also been confirmed by Sárvári (2014), 

who concluded that having a language certificate at the onset of students’ studies prevents 

them from learning languages. According to Kurtán and Silye (2012), it is not having a 

language certificate per se that hinders students from language learning, but the fact that in 

this way they meet the training and exit requirements of Hungarian tertiary education, as a 

consequence of which they might lose the opportunity to continue institutionalised language 

learning, and might be left out of organised ESP courses.     

The other problem related to the shift in the age of language learners towards younger 

generations is the content of the language learnt. The lexis acquired during primary and 

secondary education is likely to be far from the general or specific word stock used in the 

economic sphere. Unfortunately, this is true for the training and exit requirements of 

Hungarian tertiary education, as well. Of the 144 majors investigated by Sturcz (2010), 130 

majors required 1 general intermediate language exam, 12 majors 1 intermediate ESP exam, 
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and 2 majors 2 intermediate ESP exams. It is ESP, the specific element that is missing from 

the language requirements of the majority of university majors (Sturcz, 2010). In the light of 

the above it is clear why there is a need for corporate language education in Hungary today. 

Having reviewed the broader economic, social, and educational context that 

necessitates corporate language education, in the next section, I narrow down the focus of 

enquiry on the evolution of corporate language education systems, and investigate how the 

currently existing corporate language education systems have evolved in Hungary, what has 

motivated the organisations to launch on-site language courses for their employees, what 

mile stones they have encountered in the past 25 years which have played a role in 

formulating their current language education policies.   

 

4.1.1 The evolution of Hungarian corporate language education systems  

Dynamic Systems Theory (DST) lends an ideal framework to describe the evolution 

of corporate language education systems. DST was first applied by Larsen-Freeman (1997, 

2002) in applied linguistics to describe complex phenomena, such as motivation, as in her 

view, instead of single and linear causality, DST provides a non-linear, multi-focal 

perspective. In a previous study (Kálmán, 2015b) I investigated how the language education 

systems of Hungarian organisations (employing over 250 employees) had been evolving 

since the political system change in Hungary in 1989 up to this day. Figure 1 shows the 

stages of development of language education systems that organisations in Hungary have 

typically gone through. 

 

Figure 1 The evolution of the language education system of a typical Hungarian 

organisation from a CDS perspective 

 

 

Figure 1 describes the development of the language education system of a typical 

corporation from the political system change in Hungary in 1989 up to 2014. The 

geopolitical and economic changes having taken place at the beginning of the 1990s, and the 
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appearance of multinational companies in Hungary made it necessary for organisations to 

launch on-site language courses to accommodate their workforce to the new environment. If 

this urgent need was met by a supportive Chief Executive Officer, a Human Resources 

manager, or charismatic teachers, due to the butterfly effect (Lorenz, 1963) it gave a further 

boost to on-site language education. (The butterfly effect is a seemingly negligible effect 

that later proves to be a determining factor in the evolution of the system.) Such an impulse 

can also be significant over the long term, as initial conditions play a considerable role in 

the evolution of dynamic systems (Verspoor, 2015). As long as the launch was a success, 

owing to word-of-mouth advertising, i.e., the social network of the company (Mercer, 2015), 

an increased need emerged among the employees to learn English, which entailed 

regulations, and the implementation of HR language policies at the end of the 1990s. 

Language learning was given a further boost when organisations joined European or global 

networks of similar organisations, or were acquired by foreign multinationals. By the second 

half of the 2000s the language education systems had settled in a relatively stable point of 

equilibrium, referred to as an attractor state in Dynamic Systems Theory (DST) (Verspoor, 

2015). It also characterises dynamic systems that the longer a system remains in its attractor 

state, the harder it becomes to dislodge it (Kra, 2009). No matter how successful a language 

education system is, it can be perturbed by minor or major disturbances, which can range 

from changes or governmental intervention affecting organisations or whole industries to 

selecting language teachers and language schools based on political, economic, or personal 

interests.  

As was described above, language teachers – due to the butterfly effect – have played 

a pivotal role in establishing and formulating corporate language education systems in 

Hungarian organisations. However, their contribution to the success of corporate language 

learning goes far beyond that. One of the key areas where teachers can exert their positive 

influence on language learning is motivation (e.g., Guilloteaux & Dörnyei, 2008; Kálmán, 

2015b; Reeve, 2014). Before examining what L2 motivation research attributes to the 

teacher in motivating language learners, I examine motivation in the workplace in general. 

 

     4.2 Motivation in the workplace  

By examining motivation in the workplace, we can gain a valuable insight into what 

generally motivates adults in a corporate context. This examination may prove useful in so 
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much as it might provide perspectives of motivation that can be exploited in an English 

lesson, as well.  According to Pink (2009), the use of rewards and punishments to control 

employees’ production is an obsolete way of motivating people, and in order to maximise 

their motivation in the 21st century corporate environment, we need to upgrade our thinking 

to include autonomy, professionalism, and purpose, presuming that adults also have a drive 

to learn, to create, and to make the world a better place. 

The central tenets of Pink’s (2009) modern motivation theory draw on Deci and 

Ryan’s (1985) self-determination theory and Csikszentmihályi’s (1988) concept of flow. 

Deci and Ryan (1985) argue that we have three innate psychological needs: competence, 

autonomy and relatedness. When these needs are satisfied, we are motivated, productive and 

happy. When they are thwarted, our motivation, productivity and happiness plummet. 

Therefore, we should focus our efforts on creating environments for our innate psychological 

needs to flourish. In such an environment one is less concerned with external rewards the 

activity brings and more with the inherent satisfaction of the activity itself. At the positive 

extreme of this scale, we can find a very productive, heightened state of mind, which is 

referred to as flow by Csikszentmihályi (1988). When these environmental criteria are met, 

autonomy, mastery and purpose lead to a high level of motivation. Let us now examine what 

Pink (2009) understands by these three prongs of motivation. 

Pink (2009) does not equate autonomy – the first of the three prongs – with 

independence. In his view autonomy enables working adults to act with choice, which can 

include being both autonomous and readily interdependent with others. It comprises 

autonomy over the tasks one does, the time when one does it, the team who one does it with, 

and the technique how one does it. Practically it means employees do not have schedules: 

they turn up when they want, they do not have to be in the office at a certain time, they just 

have to get their work done by a specified deadline. How they do it, when they do it, who 

they do it with, and where they do it is up to them. While motivation in the workplace 

required compliance in former management theories, modern management requires 

engagement, which in turn might result in flow.  

Professionalism begins with flow where our goals become clear and we pursue our 

tasks so deeply engaged that our sense of time and place melt away. The pursuit of 

professionalism requires an inquiring mind and the willingness to experiment one’s way to 

a fresh solution (Dutton  Wrezniewsky, 2001). While flow is essential to professionalism 

and can be experienced in a moment, professionalism unfolds over months, years, sometimes 
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decades (Ericsson, Krampe,  Romer, 1992). Professionalism can be characterised by three 

peculiar rules: first of all, it is a mindset, as it requires the capacity to see one’s abilities not 

as finite, but as infinitely improvable, as well as the willingness to improve one’s abilities. 

Secondly, professionalism requires effort, grit, and deliberate practice. Becoming 

increasingly better at something you care about is an arduous process over a long period of 

time. Thirdly, professionalism is an asymptote (a mathematical function, a straight line 

approached by a given curve more and more but never reached by it) as it is impossible to 

fully realise, which makes it simultaneously frustrating, challenging, and attractive.  

The first two legs of the tripod of motivation, autonomy and professionalism are 

essential, but a third leg: purpose is just as important as it provides a context for the first 

two. The most highly motivated people connect their desires to a cause that is greater and 

more enduring than themselves, and their everyday efforts. This purpose motive can express 

itself in different ways: on the one hand, through the means of corporate social responsibility 

(CSR) the organisation gives employees control over how the company they work for gives 

something back to the community in which it operates (Hewlett, 2009). It can also manifest 

itself through words either explicitly or implicitly. An explicit way of its manifestation is the 

MBA oath introduced at Harvard in 2009 after the credit crunch and the ensuing financial 

crisis hit world markets. This oath is the economic variety of the Hippocratic Oath 

traditionally taken by physicians and it emphasises pursuing greater goals than maximising 

profits: 

 

As a business leader I recognise my role in society. My purpose is to lead 

people and manage resources to create value that no single individual can create 

alone. My decisions affect the well-being of individuals inside and outside my 

enterprise, today and tomorrow. … I will invest in developing myself and 

others, helping the management profession to advance and create sustainable 

and inclusive prosperity. In exercising my professional duties … I recognise 

that my behaviour must set an example of integrity, eliciting trust and esteem 

from those I serve. I will remain accountable to my peers and to society for my 

actions and for upholding these standards. This oath I make freely, and upon 

my honour. (http://mbaoath.org) 

 

 An implicit way of the manifestation of purpose is facilitated by policies that allow 

employees to pursue purpose on their own terms. These corporate policies enable employees 

to do so by allowing them to feel that they belong to something greater and more permanent 
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than themselves and give them room and time to fulfil their purposes (Shanafelt, Balch,  

Bechamps, 2009). 

 Another area where the second and third legs of the tripod, professionalism and 

purpose meet is personal branding. One’s personal brand represents the values and 

principles one is able to constantly deliver to those one is serving. Llopis (2013) summarises 

this in the following words: 

 

Personal branding does not mean self-promotion – that you should be creating 

awareness for your brand by showcasing your achievements and success 

stories.  Managing your personal brand requires you to be a great role model, 

mentor, and / or a voice that others can depend upon. (p. 1) 

 

Interestingly, Pink’s (2009) three prongs of motivation in the workplace (autonomy, 

professionalism, and purpose) coincide with three of Knowles’ (1980, 1984) five 

assumptions about the characteristics of adult education (andragogy). In 1980, Knowles 

made four assumptions about the characteristics of adult learners (self-concept, adult learner 

experience, readiness to learn, and orientation to learning), which he complemented with a 

fifth in 1984 (motivation to learn). Out of these five concepts self-concept, adult learner 

experience, readiness to learn, and motivation to learn are similar to Pink’s (2009) ideas. 

Knowles’ (1980) self-concept encapsulates the notion that as a person matures, they 

increasingly move from being dependent to being self-directed. Knowles (1975) describes 

self-directed learning as follows: 

 

 ... in which individuals take the initiative, with or without the help of others, 

in diagnosing their learning needs, formulating learning goals, identifying 

human and material resources for learning, choosing and implementing 

appropriate learning strategies, and evaluating learning outcomes. (p. 88) 

 

These ideas are very similar to Pink’s (2009) interpretation of autonomy in the workplace. 

Knowles’ (1980) second and fifth concepts, adult learner experience and motivation to learn 

denote a growing reservoir of experience that becomes an increasing resource for learning. 

These concepts resemble Pink’s (2009) professionalism, although it must be noted that while 

in Pink’s (2009) conceptualisation professionalism requires conscious effort from the 

worker, in Knowles’ (1980) model adult learner experience refers to the assumption that as 

adult learners age, they accumulate more and more experience, merely, as a direct 

consequence of spending more time in their jobs. On the other hand, in Knowles, Holton, 

http://www.forbes.com/sites/glennllopis/2011/12/05/5-reasons-self-promotion-is-your-path-to-career-demotion/
http://www.forbes.com/managing/
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and Swanson’ (2014) theory motivation to learn is born as a consequence of being pushed 

into unfamiliar territory: “each transition to a new stage creates a motivation to learn” (p. 

207). Thirdly, Pink’s (2009) concept of purpose and Knowles’ (1980) readiness to learn tap 

into comparable domains: moving beyond the self and working for a greater cause. Although 

Knowles’ fourth concept, orientation to learn, does not have a corresponding match in 

Pink’s (2009) motivation model, it is likely to play a significant role in motivating adults, as 

it is concerned with the immediacy of knowledge application and a shift from “subject-

centeredness to life-, task- or problem-centeredness” (Knowles et al., 2014, p. 46.).   

 After reviewing the literature on motivation in the workplace and pointing out some 

similarities between modern corporate motivation theories and andragogy, I now shift the 

focus of enquiry to L2 motivation, and examine what role has been attributed to the teacher 

in motivating language learners in different eras of L2 motivation research.   

   

     4.3 The teacher’s role in motivation 

In order to explore the role attributed to the teacher in motivating language learners 

in different periods of motivation research, Dörnyei’s (2005) classification of three phases 

is used, which was complemented with a fourth period by Dörnyei and Ushioda in 2011: 

1. The social psychological period (1959-1990) – influenced by the work of Robert 

Gardner and his colleagues. 

2. The cognitive-situated period (during the 1990s) – influenced by cognitive theories 

in psychology. 

3. The process-oriented period (the turn of the millennium) – influenced by the 

changing nature of motivation.  

4. The socio-dynamic period (after the first decade of the 21st century) – characterised 

by “relational perspectives” and “evolving organic interactions” (Dörnyei  

Ushioda, 2011, p. 75). 

 

The current section of the dissertation uses this timeline along which L2 motivational 

theories will be introduced with special emphasis on the teacher’s role in motivating 

language learners, possible reasons for the (lack of) teacher’s role, as well as references to 

the relevance that this role might play in motivation today.  
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4.3.1 The teacher’s role in the social psychological period (1959 – 1990) 

This period of motivation research began with the study of two social psychologists, 

Gardner and Lambert, who researched the motivation of language learners in bilingual 

Canada, where learning the language of another ethno-linguistic community enabled 

intercultural communication and integration. Gardner and Lambert (1972) claimed that 

learners in this bilingual context would like “to identify with members of another ethno-

linguistic group and to take on very subtle aspects of their behaviour, including their 

distinctive style of speech and their language” (p. 135). By placing emphasis on the social 

psychological character of these learners’ motivation, a new line of enquiry was initiated, 

which was different from the mainstream individual-cognitive theories of the time. 

Gardner’s (1985) theory comprised three components of L2 motivation:  attitudes towards 

learning the language, motivational intensity or effort, and the desire to learn the language. 

In his theory, a relationship between motivation and orientation (i.e., goal) was also 

established. He labelled two orientations integrative and instrumental, and these two 

concepts have become most widely known in his work in the field. Integrative orientation 

refers to the desire to identify with valued members of the target language community. This 

orientation was defined as “the willingness to be like valued members of the language 

community” (Gardner, 1959, p. 271), whereas instrumental orientation is concerned with the 

practical benefits of acquiring L2, such as getting a better job or being promoted. 

The teacher’s role in motivation in Gardner’s (1985) theory is only referred to 

marginally, as part of the attitudes towards learning the language component, which is one 

of the three components besides motivational intensity or effort, and the desire to learn the 

language. According to Gardner (1985), these three components act together as individuals 

display all three. Attitudes towards learning the language refers to the evaluation of the L2 

course and the evaluation of the teacher, as well. It is not surprising that this aspect of 

motivation is not elaborated in detail, as Gardner conducted his research in an English as a 

Second Language (ESL) context (which is the North American equivalent of ESOL), where 

learners’ contact with L2 is less restricted to the classroom. It is therefore understandable 

that the importance of what is going on in the classroom and the motivational force of the 

learning experience (including that of the teacher) is less significant than in an English as a 

Foreign Language (EFL) context where the classroom experience may provide the majority 

of contact with the language. 
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Another reason why the teacher’s role in Gardner’s motivational model was not 

worked out in detail, might have been the educational approach prevalent in North America 

at the time. Gardner does not specify precisely how the participants of his research learnt 

English, but if we take into account that he conducted his studies in the late 1960s, the 

prevailing language educational approaches in North America were audiolingualism and the 

situational approach, both of which were informed by behavioural psychology (Celce-

Murcia, 1991). This also implies that learning activities and materials were carefully 

controlled and teaching took place in a high-constraint environment, where teachers might 

not have had the freedom and opportunities to rely on their own tools to motivate learners 

so much. In addition, Gardner was probably aware of the unique nature of the environment 

where he conducted his study. He must have known that he and his associates had formulated 

a theory which stemmed from and suited their particular context, i.e., a bilingual context in 

Canada, therefore their findings might not apply in the same way elsewhere. 

 Nevertheless, with the concepts of instrumental and integrative orientations that they 

had established, they created concepts that are still relevant today, both from the point of 

view of motivation research and the teacher’s role in motivation. If we consider the extent 

of migration taking place on a global scale, integrativeness does and will play a role in L2 

learners’ motivation. Another aspect of integrativeness is global integrativeness, more 

recently referred to as international posture (Yashima, 2002), in the case of which we cannot 

speak about language learners wanting to assimilate into a community speaking a different 

language, but language learners of different nations aspiring to become members of a single 

English speaking global community. At the same time, these learners would like to keep 

their national identities. In other words, English has become de-nationalised and re-

nationalised as a result of the spread of English as a lingua franca (ELF) (Akbari, 2008). 

Interestingly, on the one hand ELF is seen as not belonging to any culture, on the other hand, 

ELF users come from different cultures, which affects their communication – so culture is 

present.  

As far as the instrumental orientation of motivation is concerned, instrumental 

motives in language learning will always be central to motivation as they comprise the 

pragmatic benefits of learning a language (for instance, getting a new job or working abroad). 

The implicit message of motivation research of the social psychological period for 

motivation researchers might therefore be not to turn their back on the instrumental and 

integrative orientations of motivation, as these orientations are still relevant today. This has 
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been confirmed by Dörnyei, Csizér, & Németh’s (2006) longitudinal research conducted 

among 13,000 Hungarian teenagers. The findings of their survey have demonstrated that 

during the course of eleven years, students’ interest in learning foreign languages was 

steadily declining with the exception of instrumental motivation for English, which showed 

a significant growth.  

  

4.3.2 The teacher’s role in the cognitive-situated period (the 1990s) 

In 1991, Crookes and Schmidt’s article criticised the social psychological tradition 

and called for the motivation research agenda to be reopened. Their criticism was based on 

the fact that the Gardnerian concept of motivation was not validated by practising teachers 

and they claimed that the concept of motivation should be shaped by motivation research in 

education. These voices initiated a shift towards what Dörnyei (2005) subsequently called 

the cognitive–situated period of L2 motivation research. This period is characterised by two 

trends, on the one hand, by the need to bring language motivation research in line with the 

cognitive revolution having taken place in motivational psychology, and, on the other hand, 

by concentrating on a more situated analysis of motivation in specific learning contexts. 

These perspectives directed attention more closely to the physical learning environment, the 

classroom, the course material, the peers and the teacher, as it was believed in the 1990s that 

all of these affected the learners’ motivation more than had been assumed.  

A way in which teachers might exert their motivational influence on learners is to 

create a motivating environment that has a positive effect on learners’ intrinsic and extrinsic 

motivation. These are the central concepts of Deci and Ryan’s (1985) self-determination 

theory (SDT), one of the most influential theories in mainstream cognitive psychology, 

which left its mark on motivation research in the classroom in the 1990s. Intrinsic motivation 

is our innate curiosity to discover new things, solve problems, face challenges that really 

interest us, and as such, it is the key to language learners’ motivation. In its prolonged and 

heightened sensation we experience flow, which carries us away into an active and creative 

state of mind (Csikszentmihályi, 1988). The concept of intrinsic motivation was incorporated 

in several motivational theories: Crookes and Schmidt (1991) created a comprehensive 

education-oriented theory of motivation and instruction design which consisted of four 

components: interest (intrinsic motivation), relevance, expectancy and 

satisfaction/outcomes. This theory was further developed and broadened by Dörnyei in his 



 

 

20 

 

three-level model of L2 motivation (1994), in which he conceptualised L2 motivation within 

a framework of three relatively distinct levels: language level, learner level and learning 

situation level. Williams and Burden (1997) also produced a summary of L2 motivational 

components, which emphasised the role of contextual influences, including that of the 

teacher: “An individual’s motivation is also subject to social and contextual influences. 

These will include the whole culture and context and the social situation, as well as 

significant other people and the individual’s interaction with these people” (Williams & 

Burden, 1997, p. 121). They categorised motivational factors as learner-internal (including 

intrinsic interest, perceived value of activity, mastery, self-concept) and external (significant 

individuals, interaction with significant individuals, the learning environment and the 

broader context).  

This is the era of motivation research that seems to acknowledge the teacher’s role 

in motivating learners the most. All of the above theories incorporate the teacher’s role in 

their motivational concepts to some extent. In Dörnyei’s (1994) three-level framework of L2 

motivation, the learning situation level contains teacher-specific motivational components 

including the motivational impact of the teacher’s personality, behaviour and teaching style 

/ practice, as well as the way she or he presents tasks and uses feedback. Dörnyei (1994) 

claims that this level seems to have a vital effect on overall motivation independent of the 

other two levels.  In Williams and Burden’s (1997) model, teachers are categorised as 

significant others, together with parents and peers, and their importance lies in the nature of 

interaction with learners: the nature and amount of feedback, rewards, appropriate praise, 

punishment and sanctions.  

In this phase of L2 motivation research the importance of the relationship between 

(lack of) teacher motivation and (lack of) student motivation was highlighted, namely, how 

the teacher’s (lack of) enthusiasm is transmitted to the learner: 

 

If a teacher does not believe in his job, does not enjoy the learning he is trying 

to transmit, the student will sense this and come to the entirely rational 

conclusion that the particular subject matter is not worth mastering for its own 

sake. Such a reaction on the part of young people is eminently adaptive. Why 

should they want to spend their lives being bored? Why should they emulate a 

model who is already alienated from his or her life activity? (Csikszentmihályi, 

1997, p. 77) 
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Good and Brophy (1994) argue that enthusiasm means that we clearly identify our reasons 

for being interested in the topic and then share these with the students. The same holds true 

for positive examples. Good teachers, apart from transferring cognitive information, are 

also committed to their subject, and their commitment is passed on to their students who 

will pursue their studies with similar enthusiasm. 

 

Effective teachers are not necessarily the ones who are successful in the 

business of transferring cognitive information. Instead, the positive impact of 

good  teachers is to a large extent due to the strength of their commitment 

toward the subject matter which becomes ‘infectious’, that is, instils in students 

a similar willingness to pursue knowledge. (Csikszentmihályi, 1997, p. 90) 

 

According to Csikszentmihályi (1997), learners are implicitly motivated by their teachers’ 

enthusiasm. More recently, studies on what learners think about the kind of teachers they 

find successful and motivating have confirmed the statements on teacher enthusiasm above. 

Research conducted in Iran by Ghanizaded and Moafian (2010) among 826 EFL learners 

shows that interpersonal relationships, the teacher’s happiness, enthusiasm, support and 

empathy have the highest correlations with learners’ success. 

Noels and her colleagues (2000) are credited with the extensive elaboration of self-

determination theory in a language learning context. In 2000, Noels, Pelletier, Clément, and 

Vallerand published the results of a questionnaire study that measured various types of 

intrinsic and extrinsic orientations in L2 learning. The results highlight the importance of 

teachers’ communication and instruction style, and also whether learners think their 

teachers’ style controls or supports autonomy, which may have an effect on the development 

of students’ intrinsic or extrinsic motivation.  

The lesson from this era of motivation research is that an interesting and enjoyable 

learning environment is conducive to motivation not only because learners become 

intrinsically motivated, but also because if teachers enjoy the environment they work in, 

their enthusiasm is transmitted to the learners, which, in turn, will again help the learners 

maintain their motivation over a sustained period of time that learning a language requires. 

Thus, the teacher is, after all, a motivational factor which should be reckoned with.  
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4.3.3 The teacher’s role in the process-oriented period (the turn of the  

 millennium) 

Motivation research around the turn of the millennium started to focus on the 

temporal nature of motivation. When we are faced with a lengthy process of learning, such 

as the acquisition of a L2, it is evident that motivation has its ebbs and flows. Student 

motivation does not remain constant during the sustained course of learning but changes 

both at a micro level (for example, task motivation) and at a macro level (for example, during 

a course of study, over a person’s learning history or lifespan).  

To study this aspect of motivation in the second half of the 90s, “a more introspective 

type of research approach is needed to explore qualitative developments in motivational 

experience over time, as well as to identify the contextual factors perceived to be in dynamic 

interplay with motivation” (Ushioda, 1996, p. 240-241). Ushioda devised a framework of 

L2 motivation from a temporal perspective and concluded that “the notion of a temporal 

frame of reference shaping motivational thinking integrates the phenomenon of evolution 

over time, which seems central to the learners’ experience of and thus conception of 

language learning motivation” (1998, p. 82). The temporal nature of motivation is also 

expressed by Williams and Burden (1997), who examined the consecutive phases of 

motivation along a timeline: “It is important to emphasise here that motivation is more than 

simply arousing interest. It also involves sustaining interest.” (p. 121). A more elaborated 

scheme to model the temporal dimension of L2 motivation was developed by Dörnyei and 

Ottó (1998). Motivational influences were organised along a timeline of discrete actional 

events into two main dimensions: action sequence and motivational influences, along a pre-

actional, an actional and a post-actional phase. The pre-actional phase is concerned with 

goal setting, intention formation and the initiation of intention enactment. The actional phase 

corresponds to executing the intention. Here the emphasis changes from decision-making 

and deliberation to the implementation of the intention, whereas the post-actional phase 

involves evaluation and a critical review after the action has been completed or interrupted. 

Longitudinal studies researching motivation over long-lasting courses of learning, for 

instance, Inbar, Donitsa-Schmidt, and Shohamy (2001) and Williams, Burden, and Lanvers 

(2002) found some decline in the participants’ levels of motivation, which typically takes 

place during the upper years of schooling when students face growing curricular 

requirements. This decline in interest is also proved by the longitudinal research of Dörnyei, 

Czizér, and Németh (2006) conducted among teenagers in Hungary between 1993 and 2004. 
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In the process-oriented period, motivation was also investigated across extended periods of 

learners’ lives to account for motivational influence and change in participants’ language 

learning histories and experiences. Shoaib and Dörnyei (2005), for instance, conducted 

retrospective qualitative interviews with 25 learners of English to explore patterns in their 

motivation, and highlighted some transformational episodes, such as leaving school and 

entering the world of work or the experience of a holiday in an English-speaking 

environment. 

The teacher is not mentioned explicitly in any of these models or studies. Contextual 

factors are incorporated in Ushioda’s (1998) motivational model, which also contains 

positive L2-learning experiences, but only if we assume that teachers may play a role in 

creating positive learning experiences and they play a contextual factor can we hypothesise 

that they are part of her model. There is no reference to the teacher in Dörnyei and Ottó’s 

(1998) model either, in spite of the fact that it is the teacher who can help the learner set 

realistic goals (pre-actional stage), support the learner throughout the actional stage by 

providing an interesting learning experience whereas in the post-actional stage help the 

learner evaluate the actional stage and set further goals.  

Oddly enough, none of the theories or studies above mention the role of the teacher 

as a motivator, even though this temporal aspect of motivation is the domain where teachers 

can definitely exert their motivational influence as much as arousing learners’ interest and 

enthusiasm as was elaborated on in the previous section. This can be substantiated by the 

fact that teachers can help learners get over spells of boredom, exhaustion and 

disillusionment that are inevitable during the course of a venture that can take years by 

providing an invisible source of inspiration and support in the background and by being 

accessible and available over a sustained period of time. Thus, the motivating influence of a 

teacher from a temporal perspective should be viewed and researched as an overarching 

concept spanning lengthy periods of time, which can take several months or years. As such, 

this motivational force of the teacher will remain relevant as the time required to learn a 

language is not likely to decrease in the future; learning a language will always be a lengthy, 

tiring, and at times boring enterprise, and the encouraging words of a teacher will help 

learners get over these hardships and will give their motivation a boost. 

After discussing how the first three eras of motivation research assessed the role of 

the teacher in motivation, we now move on to the latest decade of motivation research, the 
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socio-dynamic period, to find out whether the teacher’s role in motivation has been receiving 

more or even less attention recently. 

 

  4.3.4 The teacher’s role in the socio-dynamic period (the past decade) 

Mainstream motivational psychology has recently been focussing on situative 

perspectives that integrate self and context in a dynamic and complex way and researches 

motivation as it keeps changing through the interactions between context and self. This has 

filtered into L2 motivation research as well; Ushioda (2009) summarises this complexity in 

the following way: 

 

I mean […] a focus on the interaction between this self-reflective intentional 

agent, and the fluid and complex system of social relations, activities, experiences, 

and multiple micro-, and macro-contexts in which the person is embedded, moves, 

and is inherently part of. My argument is that we need to take a relational (rather 

than linear view) of these multiple contextual elements, and view motivation as 

an organic process that emerges through this complex system of interrelations. (p. 

220) 

 

Some of this complexity has been brought about by the fact that English has become 

the global language and the inexorable spread of English as a global language and lingua 

franca is likely to have consequences on the conceptualisation, development, and teaching 

of English (Seidlhofer, 2004). The complexity caused by English used as a lingua franca has 

at least two related consequences as to how we theorise language learning motivation. 

Firstly, a distinction has to be made whether the target language is English (as the global 

language) or not. As a consequence, motivation for learning English is probably different in 

many ways from learning other foreign languages, and English is increasingly being 

regarded as a basic educational skill (Dörnyei & Ushioda, 2011). The second consequence 

of this phenomenon is related to the fact that English as a lingua franca (ELF) is not confined 

to one particular nation, but to the global community of English speakers, many of whom 

are non-native speakers of this language. It is estimated that 80 per cent of verbal exchanges 

in which English is used as a second or foreign language does not involve any native speakers 

of English (Beneke, 1991).  

This new context of use provides teachers of English with two additional tools to 

motivate learners: as English is seen increasingly as a basic skill, teachers can emphasise the 

fact that regardless of the career the learners would like to pursue they will benefit 
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extensively from the ability to speak it. On the other hand, as English has become the global 

lingua franca, teachers can reduce the anxiety levels of learners by highlighting the fact that 

presumably the majority of discourse they are going to engage in will take place with other 

non-native speakers of English (Gnutzmann, 2000), i.e., learners of English similar to them, 

which, in turn, leads to heightened levels of motivation, as anxiety and English learning 

motivation negatively correlate with each other (see, for example, Liu  Hunag, 2011). 

As it was stated above, current mainstream motivational psychology focuses on 

perspectives integrating context and self and this duality has filtered into motivation research 

as well. We could see how the spread of English as a global lingua franca has changed the 

context of motivation research and the motivational tools teachers have. Next, the influence 

self has had on current motivation research and the way it has affected the teacher’s role in 

motivation will be discussed.  

The L2 Motivational Self System (Dörnyei, 2009) draws on a mechanism that 

describes how the self regulates behaviour by setting goals and expectations. Originally, this 

idea was proposed by Markus and Nurius (1986) in their theory of possible selves. Possible 

selves are visions of the self in a future state representing what learners may become, what 

they would like to become and what they are afraid of becoming. According to Higgins 

(1987, 1996), the learner’s ideal self is particularly important with respect to guiding 

academic achievement, because what motivates the learner is the discrepancy between his 

actual self and the projected behavioural standards of the ideal self, as Higgins’ (1987, 1996) 

self-discrepancy theory postulates. Higgins complements the ideal self with the ought self, 

which later became to be known as the ought-to self. It embodies the attributes that one ought 

to possess to meet expectations and to avoid possible negative outcomes. In this way, the 

ideal self is concerned with one’s vision for oneself, whereas the ought-to self with 

somebody else’s vision for the individual. These two selves, combined with the L2 learning 

experience, make up Dörnyei’s (2005) L2 Motivational Self System. More recently, scripted 

imagery (Magid, 2014; Chan, 2014), positive visualisation (Mackay, 2014), as well as 

narratives on visualising the ideal-self (Dörnyei  Kubanyiova, 2014) have been cited as 

motivational tools in the classroom. 

Visualising our future selves is always an exciting experience, independent of the 

fact whether we are learners or teachers of English. It can take the form of daydreaming or 

a more concrete written narrative on how we see ourselves at a given point of time in the 

future. Teachers can inevitably use this tool to motivate learners in the following ways: first 
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and foremost, they can make learners more aware of their possible future selves by helping 

them formulate clearer and realistic ideas about where they would like to be in a given time. 

Realistic goal-setting can also be regarded as part of an ideal-self creating process. Apart 

from assisting students in creating a clear image of themselves and where they are heading, 

teachers can also remind them of their initial ideas when they lose enthusiasm on the way, 

and by doing so teachers can give learners a motivational boost when it is necessary.  

Interestingly, none of these ideas are explicitly formulated by Dörnyei (2005), 

however, teachers are mentioned in both of his concepts differently. In the L2 Motivational 

Self System, teachers are integrated in one of the three components of the concept: the L2 

learning experience. In this respect, the treatment of the teacher is neither more elaborated, 

nor novel compared to previous motivational theories. In this classification, the role of the 

teacher is present within the concept of L2 learning experience, which exists side by side 

with the other two concepts: the ideal-self and the ought-to-self. However, the teacher’s role 

might be just as prominent in helping the learners create their realistic ideal-selves as in 

creating a motivating L2 learning experience. Similarly, in Dörnyei and Kubanyiova’s 

(2014) ‘back to the future’ portfolio in their vision theory, as well as Magid’s (2014) and 

Chan’s (2014) studies on imagery, teachers are only assigned the task of execution, instead 

of assisting learners in creating their visual future selves and being part of the process. 

Apparently, the most recent period of motivation research, the socio-dynamic period, 

is again less concerned with the teacher’s role in motivation than the cognitive situated 

period. Apart from the executive function Kubanyiova (2014), Magid (2014), and Chan 

(2014) attribute to the teacher in motivating learners, neither in Ushioda’s (2009) complex 

system of interrelations, nor in Dörnyei’s (2009) L2 Motivational Self System is the teacher 

mentioned explicitly as a contributor to language learners’ motivation. It can only be 

hypothesised that Ushioda’s (2009) reference to social relations and experiences, as well as 

Dörnyei’s (2009) L2 learning experience of his model encompass the motivating influence 

of the teacher, as well. 

 

 4.3.5 The teacher’s role in motivation research: conclusion 

A diachronic investigation of motivation research in second language education 

implies that with the exception of Csikszentmihályi’s (1997) work in the cognitive situated 

period, the role of the teacher in motivating learners of English has been neglected to a great 
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extent. This neglect in the initial stage of motivation research in the field can be justified by 

the particular bilingual ESL setting in Canada, but in the other three periods of L2 motivation 

research one can only make educated guesses as to why the role of the teacher in motivation 

is given such marginal attention. It is possible that many of the researchers in the field have 

never actually been teaching or if they have, they have done so for a limited period of time. 

As a result, they have not had the opportunity to experience what a difference they can make 

in motivating language learners in the classroom and thus, they are unfamiliar with this 

dimension of motivation. At the other extreme, if they are experienced teachers themselves, 

and are very well aware of their motivating influence, they might find it arrogant to research 

their own significance, as a result of which they play down their own motivating role out of 

modesty. Another possible rationalisation for this neglect might be that researchers may find 

investigating the constantly changing nature of motivation daunting and intangible in a 

setting where at least two individuals’ (a teacher and a learner) interaction exerts its influence 

at the same time. Consequently, there may be so many variables at play at any given moment 

that they may prevent measuring single motives reliably and drawing generalizable 

conclusions. Finally, this neglect might also be explained by the fact that the most influential 

motivation researchers have conducted their research either in an English as a Second 

Language (ESL) context where language learning is presumably less dependent on what 

happens in the classroom than in an English as a Foreign Language (EFL) context where 

language learning takes place in institutional contexts in which the high number of learners 

might prevent the tailor-made teaching and personalised attention that the language learning 

context of my dissertation (corporate on-site courses) enables. 
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5 Research method 

Having reviewed the broader context of the research, the evolution of corporate 

language education, motivation in the workplace, and the relevant literature in L2 motivation 

research, I intend to address and answer the following research questions in my dissertation:  
 

RQ1: What characterises the context of on-site English language courses in a 

corporate environment in Hungary in the middle of the 2010s? 

 

RQ2: What are the most motivating aspects of a teacher’s personality and behaviour 

for adult learners of English in a corporate environment? 

 

RQ3:  What classroom practices of the teacher contribute best to motivating adult 

learners of English in a corporate environment? 

 

The current section outlines the research approach used in this complex project, 

before it goes on to justify the research methods used in the studies. Subsequently, it 

elaborates on the ethical considerations made during the project, and finally, it provides a 

schematic representation of (1), how my studies were built upon each other (Figure 2) and 

(2), the correspondences between the research questions and the studies (Figure 3). 

Ever since I had embarked on designing the empirical studies of my research, my 

guiding principle was to address all stake-holders involved: adult learners of English in a 

corporate environment, teachers working in such contexts, as well as HR policy and decision 

makers. By examining the focus of my enquiry from these three angles, data source 

triangulation was ensured, which, according to Erzberger and Kelle (2003), is a concept 

borrowed from naval navigation to determine the yet unknown position of a spatial point 

through measurement operations from two other points. As such, it can be regarded as 

horizontal triangulation of the data, and in social sciences it guarantees a deeper 

understanding of the same phenomenon by combining data sources. Apart from data source 

triangulation, we can also speak about vertical triangulation, which, according to Denzin 

(1978), is methodological triangulation, i.e., combining different research methods in order 

to maximise the external and internal validity of the research. As a consequence of the above, 

mixed methods seemed desirable for my research; however, being desirable per se does not 

justify the methodology of one’s research project.  
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     5.1 Mixed methods research 

 Apart from guaranteeing vertical triangulation of the data, there were other reasons 

for settling on a mixed methods research design, as well. The literature review in Chapter 4 

provided a solid basis to commence the empirical projects by identifying a niche in 

motivation research and calling for this niche to be explored (see Section 4.3.5). All three 

research questions might have been approached from a purely exploratory perspective by 

collecting qualitative data through in-depth interviews, and probably these interviews alone 

would have yielded a database, rich enough to answer all the research questions. As a result, 

at the outset, there were several arguments for opting for a purely qualitative research 

paradigm. First of all, according to Lincoln and Guba (1985), acting as human-as-instrument 

is the only instrument which is flexible enough to capture the complexity, subtlety, and 

constantly changing situation, which is the human experience. Secondly, an interpretive-

descriptive approach is more suited to describe the complex nature of motivation. As 

Dörnyei (2007) contends, “qualitative methods are useful for making sense of highly 

complex situations” (p. 30). Their ideas resonate with Schumann’s (2015) stance on current 

motivation research prioritising individual accounts over groups: 

 

The individual is the entity of concern, and case studies become recognised as 

the appropriate level of granularity for understanding motivation trajectories in 

SLA. It is wonderful to hear the learners’ voices characterising their motivation. 

In traditional research these voices were silenced in statistical analyses, and the 

complex variation within individuals which characterises SLA was hidden. (p. 

11) 

 

 

Nevertheless, it is impossible to generalise findings obtained with the kind of small 

samples used in purely qualitative studies (Dörnyei, 2007), and thus the results would not 

have fulfilled one of the functional aims of the research, i.e., to devise a teacher-focused 

motivational model that is applicable in similar corporate contexts. Additionally, the results 

of the studies in the first and second phases of the project (see Figure 4) provided a basis for 

creating some hypotheses, which necessitated the use of hypothesis testing instruments in 

different stages of the research, for the purpose of which quantitative research was more 

suited. In order to retain all the above strengths of a qualitative approach and complement 

them with the practicalities quantitative research methodology offers, mixed methods 

research turned out to fit the purposes of my research best. This was also underpinned by 
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Dörnyei’s (2007) four justifications for a mixed methods research design, which claim that 

a mixed methods design “a, increases the strengths while eliminates weaknesses; b, is ideal 

for the analysis of complex issues; c, improves the validity of the research; and d, has the 

benefit of reaching multiple audiences” (Dörnyei, 2007, p. 36). Brewer and Hunter (1989) 

aptly summarise the gist of mixed methods research in the following words: 

 

The social sciences are well known for disputes between proponents of different 

methods, or styles, of research. In a sense, these methodological debates are a 

healthy sign. Scepticism is an essential part of scientific inquiry, and different 

types of methods represent important critical perspectives. Equally important, 

however, is the fact that different research methods offer possible solutions for 

one another’s problems. (p. 1) 

  

I had been conducting studies since 2013 in order to answer the research questions above 

and inform the final studies of my research. Figure 2 illustrates the relationships between the 

studies by demonstrating how they were designed and built on one another step by step. Next 

to the chart, a timeline is provided to facilitate a temporal visualisation of the process. Figure 

3 shows the correspondences between the research questions and the studies, i.e., which 

study informed which research question(s). Figure 3 is followed by Section 5.2, which 

describes the studies in more detail and highlights how the individual studies contributed to 

the creation of the questionnaire in the final study of my dissertation.  
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Figure 2 Temporal and thematic relationships between the studies  

First stage:    2013/2014 

8, Teachers’ 

motivational 

influence (main 

questionnaire) 

5, HR managers 

on learners’ 

motivation 

(interviews) 

6, Corporate 

teachers on 

motivation 

(interviews) 

4, Learners on 

the teacher’s role 

in motivation 

(pilot interviews) 

Second stage: 2014/2015 

   

 

Final stage:      2015 May 

                        2015 November 

1, HR managers 

on corporate 

language training 

(interviews) 

7, Teachers’ 

motivational 

influence (pilot 

questionnaire) 

+ Discussion on 

problematic 

items 

2, Corporate 

dynamism in 

motivation 

(interviews) 

3, Corporate 

learners’ 

attributions  

(questionnaire) 
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RQ 1: What 

characterises the 

context of corporate 

on-site English 

language courses in 

Hungary in the 

middle of the 

2010s?  

  

Study 1: Corporate language 

education and HR managers’ 

expectations of language schools 

and language teachers 

Semi-structured 

interviews with HR 

managers (N=18) of 

250+ corporations 

Study 2: Dual dynamism in a 

corporate environment: The 

evolution of a language education 

system and the motivational 

disposition of its learners from a 

CDS perspective 

An exploratory case 

study with - semi-

structured interviews 

(N=16) 

- attendance / course 

evaluation sheets 

- a publication on the 

organisation 

Study 3: Successful language 

learning in a corporate setting: 

The role of attribution theory and 

its relation to intrinsic and 

extrinsic motivation 

  

Questionnaires (N=154 

(think aloud: 2, pilot: 

25, main study: 127) 

RQ 2: What are the 

most motivating 

aspects of a 

teacher’s 

personality and 

behaviour for adult 

learners of English 

in a corporate 

environment? 

 

Study 4: The teacher’s role in 

generating and maintaining the 

motivation of adult learners of 

English in a corporate 

environment 

 

Pilot semi-structured 

interviews (N=7(5 

learners + 2 HR 

managers) 

 

 

Study 5: HR managers’ 

perspectives on the motivating 

influence of a language teacher 

 

Semi-structured 

interviews with HR 

managers (N=18) of 

250+ corporations 

 

 

Study 6: Teachers’ perceptions of 

their motivational influence on 

adult learners of English in a 

corporate environment 

 

Semi-structured 

interviews with 

teachers of English in a 

corporate environment 

(N=18) 

RQ 3: What 

classroom practices 

contribute best to 

motivating adult 

learners of English 

in a corporate 

environment? 

 

 

Study 7: The most motivating 

aspects of a teacher’s personality, 

behaviour, and teaching practices 

in a corporate environment 

 

Pilot questionnaires 

(N=60) + a follow-up 

discussion with 

learners on the 

problematic items 

(N=6) 

 

Study 8: The most motivating 

aspects of a teacher’s personality, 

behaviour, and teaching practices 

in a corporate environment 

 

 

 

The main questionnaire 

study (N=232) 

 

Figure 3 Correspondences between the research questions and the studies 
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     5.2 The studies 

Study 1: What do companies need? HR managers’ perspectives of corporate language 

education policies and expectations of language schools and language teachers. 

An interview study with 18 HR managers of organisations with 250+ employees operating 

in Hungary that was conducted with semi-structured interviews. The study attempted to 

explore the following questions: 

 

 What characterises language education policies in corporations with over 250 

employees in Hungary in 2015?  

 What expectation do HR managers have of language schools and language 

teachers? 

 

Study 1 contributed to the final questionnaire study in the constructs of: focus on the present, 

incorporating ESP in the syllabus, personality and behaviour, preparedness, and tailor-

made teaching.    

 

Study 2: Dual dynamism in a corporate environment: The evolution of a language 

education system and the motivational dispositions of its learners from a Complex 

Dynamic Systems perspective. 

An exploratory case study that investigates how the language education system of a 

Hungarian corporation, and the motivational dispositions of its learners have evolved over 

the past twenty years from the perspective of Dynamic Systems Theory (DST). The study 

used multiple data sources: semi-structured interviews with 16 learners and an HR manager, 

language course attendance sheets and evaluation forms from company archives, as well as 

a publication on the history of the corporation. The purpose of the study was to answer the 

following research questions: 

 

 Does the evolution of the language education system of a Hungarian corporation 

meet the criteria of a dynamic system?  

 How has the language education system of a Hungarian corporation evolved since 

1990?  
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 How have the motivational dispositions of employees learning English on the 

premises changed over the past 20 years? 

 

Study 2 contributed to the final questionnaire study in the constructs of: focus on the present, 

free choice of topic, incorporating ESP in the syllabus, personality and behaviour, and 

tailor-made teaching.    

 

Study 3: Successful language learning in a corporate setting: The role of attribution 

theory and its relation to intrinsic and extrinsic motivation. 

A questionnaire study with 153 (think-aloud: 2, pilot: 25, main study: 127) adult learners of 

English with a view to finding out what adult learners of English in a corporate environment 

attribute their success in language learning to. The purpose of the study was to find answers 

to the following research questions: 

 

 Can constructs be designed to reliably measure adult learners’ attributions for their 

success in learning English? 

 What are adult learners’ attributions for their success in learning English? 

 What are the correlational and regression relationships between learners’ 

attributions for their success in learning English and the constructs of intrinsic and 

extrinsic motivation? 

 

Study 3 contributed to the final questionnaire study by identifying the teacher as a key actor 

that learners attribute their success to, as well as creating the constructs of: atmosphere, 

incorporating ESP in the syllabus, personality and behaviour, preparedness, and tailor-

made teaching.    

 

Study 4: The teacher’s role in generating and maintaining the motivation of adult 

learners of English in a corporate environment. 

An interview pilot study with five adult learners and two HR managers with semi-structured 

interviews to answer these questions: 

 



 

 

35 

 

• What role do teacher - learner communication, tailor-made teaching, and the 

professionalism of a teacher play in motivating adult learners of English in a 

corporate environment? 

 

Study 4 contributed to the final questionnaire study in the constructs of: free choice of topic, 

getting to know the learner, incorporating ESP in the syllabus, personal branding, 

personality and behaviour, preparedness, and tailor-made teaching. 

 

Study 5: HR managers’ perspectives on the motivating influence of the language 

teacher in a corporate setting. 

An interview study with 18 HR managers of organisations with 250+ employees operating 

in Hungary that was conducted with semi-structured interviews. The study attempted to 

explore the following questions: 

 

 What do HR managers think of the motivating role of teachers in a corporate 

environment? 

 

Study 5 contributed to the final questionnaire study in the constructs of: free choice of topic, 

incorporating ESP in the syllabus, personality and behaviour, preparedness, and tailor-

made teaching. 

 

Study 6: Teachers’ perceptions of their motivating influence on adult learners of 

English in a corporate environment. 

An interview study with 18 teachers of English working in a corporate environment with 

semi structured interviews conducted in order to gain an insight into: 

  

 What influences the level of motivation of English teachers working in a corporate 

environment?  

 How do English teachers working in a corporate environment rate their own 

motivating abilities?  

 How do teachers of adult learners of English in a corporate environment motivate 

their students? 
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Study 6 contributed to the final questionnaire study in the constructs of: appearance, 

atmosphere, free choice of topic, getting to know the learner, incorporating ESP in the 

syllabus, personality and behaviour, preparedness, and tailor-made teaching. 

 

Study 7: The most motivating aspects of a teacher’s behaviour, personality and 

teaching practices in a corporate environment. 

 

A questionnaire pilot study with 60 adult learners to find out what they find the most 

motivating about their teachers. + A follow up discussion with six adult learners to find out 

what they think of the results of the pilot and to discuss problematic items. The research 

question was as follows: 

 

 What are the most motivating aspects of a teachers’ personality, behaviour and 

personality for adult learners of English in a corporate environment? 

  

Study 8: The most motivating aspects of a teacher’s behaviour, personality and  

teaching practices in a corporate environment. 

 

A questionnaire study with 232 adult learners to find out what they find the most motivating 

about their teachers. The research questions were as follows: 

 

 Which aspects of a teachers’ behaviour, personality, and teaching practices do adult 

learners of English find most motivating in a corporate environment?  

 What are the correlational and regression relationships between learners’ perceptions 

of the motivating influence of their teacher and their intrinsic and extrinsic 

motivation? 

 

     5.3 The participants 

 The number of participants involved in the studies was 505, out of whom there were 

466 adult learners who learn English on the premises of their employers, 18 English teachers 

working in such settings, and 21 HR managers. Out of the 505 participants, 445 learners 

took part in the quantitative questionnaire studies, whereas the 18 teachers, 21 HR managers, 
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and 21 additional learners participated in the interview studies. All of the participants work 

for corporations employing over 250 employees in Hungary. For a detailed description of 

the participants see the individual studies in Chapters 6, 7, and 8. 

 

     5.4 The instruments 

 The instruments for both the questionnaire studies and the interview studies were 

developed one by one by the author. For details, see the description of the relevant studies 

in Chapters 6, 7, and 8. Further to this, two questionnaire studies (Studies 3 and 8) contained 

two criterion measure scales on extrinsic and intrinsic motivation to determine correlational 

and regression relationships between the scales. The items to measure these two constructs 

were taken from Teravainen’s (2014) study, which had been adapted from the scales used 

by Noels, Clément, and Pelletier (2001). 

 

     5.5 Data analysis 

 The data collected through the questionnaires (Studies 3, 7, 8) were exported in Excel 

and then analysed with SPSS (Statistical Package for Social Sciences) 17.0. The data were 

cleaned using descriptive statistics analyses, and any problematic items were examined and 

removed if necessary. Descriptive inferential statistics, as well as multivariate statistical 

techniques, such as correlation and regression analyses were used to answer the research 

questions. As far as the data of the interview studies (Studies 1, 2, 4, 5, and 6) are concerned, 

Crabtree and Miller’s (1999) Template Organising Style (TOS) was used. This data analysis 

method starts out with a template of codes, a code manual which is based on background 

information on the topic. The transcribed texts are coded using this predetermined template 

and the process is made more qualitative if we allow the revision or fine-tuning of the 

template at any point in the analysis process. 

 

     5.6 Ethical considerations 

 Since social research is centred around people’s lives in the social world, ethical 

issues are bound to emerge. According to Punch (2005), such issues are more acute in 

qualitative than in quantitative approaches as qualitative research is often concerned with 

the human private domain: it is interested in people’s innermost feelings and opinions often 
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targeting sensitive or intimate topics. The same is true for corporate entities that safeguard 

their business practices, and any concrete data that are indicative of their performance. 

Johnson and Christensen (2004) caution that some aspects warrant careful consideration. I 

found four of these concepts: relationships, anonymity, handling the collected data, and 

sensitive information relevant to my research. Below, a brief explanation for their relevance, 

as well as their method of treatment is provided. 

  By relationship, Johnson and Christensen (2004) mean the dilemma of how to leave 

the participants without the feeling that they were used in the research. This possible feeling 

of exploitation in the studies of my dissertation was lifted by elaborating on the usefulness 

and significance of the research, so that they could feel their own social responsibility and 

their contributions to a greater cause. Additionally, by informing the participants about the 

results of their contributions, they felt that they were taken seriously and their efforts were 

not futile. 

 Anonymity concerns the fact that ideally all participants should remain anonymous. 

This requirement was not difficult to meet by using pseudonyms instead of the real names 

of the individuals in the qualitative studies, whereas 16 out of the 18 participating 

corporations were outright about their wish to remain anonymous in the survey and any 

subsequent references to the research including publications and conference presentations. 

Anonymity in the questionnaire surveys was achieved by asking the participants to fill in 

pen-and-paper questionnaires and slip them in a huge paper folder among the other 

questionnaires that had already been returned. This way of collecting data may seem old-

fashioned, but as tech-savvy participants pointed out, through seemingly anonymous online 

submissions, the participants’ IP addresses can always be tracked and retrieved, and their 

identity revealed. In this way, it was guaranteed that not even the participants’ teachers 

would know about the respondents’ identity, which was extremely important here to prevent 

social desirability bias, as the subject of the investigation was the teacher herself/himself. 

 Handling the collected data refers to the afterlife of the data, especially recorded 

audio or video data after the research project has been completed. In my research, this ethical 

concern did not need to be addressed in the questionnaire studies, since the data collection 

procedure was organised in such a way that even the teachers who distributed and collected 

the filled in questionnaires were not aware of the identity of the respondents. Handling the 

data of the qualitative studies was different, as it was necessary to specify who would have 

access to the data later on, and to convince the interviewees that their data would only be 
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used for the purposes of the research and for good purposes. This was achieved by 

approaching the potential interviewees with my CV and a cover letter that guaranteed 

anonymity, introduced the purpose of my research, as well as my affiliation, and the name 

of my supervisor. Citing concrete names and institutions lent credibility and trustworthiness 

to my person, as a result of which, rapport and trust were established before the interview 

sessions took place. With this preparatory step the interviews got off to a good start, and 

before the actual interviews commenced, anonymity was emphasised once more. The 

participants were also assured that only researchers would have access to the recordings, the 

transcripts or any data thereof.    

 Finally, the fourth concept I found applicable among Johnson and Christensen’s 

(2004) notions was sensitive information, but in a different meaning. While Johnson and 

Christensen’s (2004) reference to sensitive information denotes sensitive information that is 

not related to the goal of the study (e.g., abuse or criminal activity), in my research this 

notion refers to commercially sensitive information. Five of the 18 participating HR 

managers in Studies 1 and 5 had me sign a non-disclosure agreement before the interviews, 

which stipulated that I could use the data exclusively for the purpose of my dissertation and 

I should not reveal either their identity or the name of the organisation in my research. Two 

of the participants were happy to take part in the interviews, but unwilling to reveal any 

figures related to the number of language learners in the organisation or the proportion of 

funds allocated to language learning within the training budget of the organisation. As one 

of these two participants pointed out, “these figures might be indicative of the general 

performance of the organisation, therefore they constitute sensitive information” (Kálmán, 

2015b, p. 22). 
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6 The first stage of the research: corporate settings and the emergence of teachers’ 

role in motivation 

 

 The first stage of my research contained the literature review on the theoretical and 

historical background of the topic of my dissertation (Chapter 4), an interview study with 

HR managers to find out as much as possible about language training practices of 

organisations in Hungary employing more than 250 employees (Study 1), an interview study 

to investigate the evolution of a corporate language education system, as well as changes in 

the motivational dispositions of adult learners in this context that have taken place in the past 

25 years (Study 2), and a questionnaire study with a view to measuring what adult learners 

of English attribute their success to in language learning in a corporate environment (Study 

3). All of the findings of the literature review and some of the findings of Study 2 (the 

evolution of Hungarian corporate language education systems) were incorporated and 

already presented in Chapter 4; therefore, in the current chapter I aim to present only the 

results not introduced so far.  

As a consequence of the above, in this chapter I will describe (1) what characterises 

corporate language education systems in Hungary in 2015, (2) by shifting the focus to the 

adult learner, I will demonstrate how the motivational dispositions of the learners have 

evolved in the past 25 years, and why the teacher’s role in motivation in a corporate context 

is becoming increasingly important. Having arrived at the current motivational disposition 

of the learners, (3) I will elaborate on how these dispositions are driven by underlying 

attributions, and why the outstanding motivational influence attributed to teachers almost 

ruined my whole project. 

 

     6.1 Corporate language education in Hungary in the middle of the 2010s 

(Study 1) (This section is an edited and translated version of the article published 

in Modern Nyelvoktatás in December 2015, referred to as Kálmán (2015c) in the 

References of my dissertation. For a more elaborate description of the study see the 

publication.) 

 

In order to answer RQ1 of my dissertation: “What characterises the context of on-

site English language courses in a corporate environment in Hungary in the middle of the 

2010s?”, I conducted interviews with the HR managers of 18 organisations that employ more 

than 250 employees. Apart from exploring corporate language education practices in the 
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middle of 2010s in Hungary, I was also curious to find out what expectations HR managers 

have of language schools and language teachers working on their premises.  

 

6.1.1 Research method 

In order to find out as much as possible about the subject of my investigation, and to 

provide the necessary depth and richness of information, qualitative data seemed to be the 

best source for several reasons. First and foremost, by interviewing HR managers I ventured 

into an unfamiliar domain and explored a new, unchartered area, which lent the study an 

exploratory nature, and as a result, necessitated a qualitative design. In Morse and Richards’ 

(2002) words, “If you don’t know what you are likely to find, your project requires methods 

that will allow you to learn what the question is from the data” (p. 33). All of the justifications 

listed in Section 5.1 that underpin the use of qualitative data (Dörnyei, 2007; Duff, 2007; 

Lincoln & Guba, 1985; Patton, 2002; Punch, 2005; Schumann, 2015) called for a qualitative 

design. 

 

      6.1.1.1 Participants 

 I set out to build a purposive sample using the principle of maximum variation, so I 

sought out the HR managers of such organisations that represented the greatest differences 

in every possible sense. All of the 18 participants were HR managers of organisations 

employing more than 250 employees representing a wide range of industries including the 

automotive; baby, feminine, and family care; banking; construction; electricity; FMCG (fast 

moving consumer goods); gas; information technology; insurance; nuclear; pharmaceutical; 

telecommunications; tobacco; and trading industries; as well as public administration.  Six 

of the organisations were Hungarian state-owned, 12 were public limited companies 

including two American, two German and one Austrian multinationals. 14 of them are based 

in Budapest, four in the country. 14 of the participating HR managers were female, the other 

six male, all of them were aged between 30 and 65 with at least five years’ experience in 

human resources. To retain their anonymity HR1-HR18 pseudonyms will be used 

throughout my study representing the order in which they were interviewed. As I stated in 

Section 5.6, five of the participant had me sign a non-disclosure agreement that stipulated 

that neither their names, nor their organisations should be named in any stage of my research, 
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I decided to refrain from presenting the participants in a table in order to prevent deducing 

their identities from the field they work in. 

    

      6.1.1.2 The instrument 

For the design of the research instrument, Glaser and Strauss’ (1967) explicit 

requirement of adapting a ‘tabula rasa’ approach, according to which results emerge 

naturally in a qualitative inquiry without any biased interference of the researcher seemed 

difficult and unnatural to identify with. In spite of the fact that the participants of my current 

study represented an unfamiliar domain, I have been teaching adult learners of English in a 

corporate environment for over two decades constantly mulling over how to motivate them 

better and better, consequently I found Tashakkori and Teddlie’s (2003) flexible approach 

more lifelike and plausible, as they claim that, “the tabula rasa assumption is simply naive” 

(p. 66), as no researcher starts a study without having at least some ideas on the questions 

investigated. Miles and Huberman (1994) go a step further and claim that it is the 

researcher’s background knowledge that helps them to see and decipher details, complexities 

and subtleties, as well as to decide what kind of questions to ask. This perspective seemed 

appropriate in my case.  

Therefore, based on the above considerations, I concluded that I would devise a semi-

structured interview guide through 7 steps. I opted for the semi-structured format as Wallace 

(1998) maintains it combines, “a certain degree of control with a certain amount of freedom 

to develop the interview” (p. 147). The seven steps of the validation process based on 

Prescott’s (2011) model were as follows: 

 

1. Review of the literature 

2. Self-reflection and brainstorming 

3. Formulating the research questions 

4. First draft of the interview guide 

5. Expert reviewed draft 

6. Pilot interviews 

7. Final version 
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 Because of the subject of my investigation, it was important to review how current, 

Hungarian corporate language education systems had evolved, what had motivated 

companies to launch on-site language training, what kind of milestones this evolution had 

had, and finally, what kind of social and public educational phenomena necessitated 

corporate language learning today (see Chapter 4). Based on points 1 and 3 of the validation 

process, the following two research questions were formulated: 

 

  RQ1:  What characterises the language training practices of organisations 

   employing over 250 employees in Hungary in 2015? 

 

RQ2:  What expectations do HR managers of 250+ organisations in Hungary 

have of language schools and language teachers offering on-site 

language training? 

   

As a fourth step of the validation process, a semi-structured interview guide was 

devised in Hungarian. It consisted of two broader areas corresponding to the research 

questions: (1) a general description of on-site language training practices (number and level 

of language learners, types of languages available, types of Englishes taught in the 

organisation, the costs of language training compared to other kinds of training, the 

employees’ contribution to the costs, the time of the lessons, the requirements the 

participating employees have to meet, and finally the consequences if they do not meet the 

requirements specified in their educational contracts), (2) the selection of language schools, 

language teachers (how companies choose language teachers and language schools, and 

what expectations they have of teachers and language schools working on their premises). 

The first draft of the interview guide was then expert reviewed and piloted (Steps 5 and 6). 

Due to the thorough preparation, no further adjustments were needed after the pilots, the 

instrument was ready to be used (see Appendix A). The 30- to 45-minute interviews were 

conducted in Hungarian, recorded and transcribed. I believe that in order to conduct a fully-

fledged qualitative investigation we need to have full transcripts of the recordings that we 

want to analyse; therefore, I transcribed the 18 interviews, and the verbatim transcripts 

yielded a very rich data base of approximately 60000 words / 100 pages. 
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      6.1.1.3 Data analysis 

In order to analyse the data, Crabtree and Miller’s (1999) Template Organising Style 

(TOS) was used. This data analysis method starts out with a template of codes, a code manual 

which is based on background information on the topic (brainstorming, historical and 

literature review in this case). First the transcribed texts are coded using this predetermined 

template and the process is made more qualitative by allowing the revision or fine-tuning of 

the template at any point in the analysis process as themes emerge.  In addition, with the help 

of TOS a large volume of text can be analysed in a focused and time-efficient manner, 

creating links between extracts. As a first step of the data analysis process, the following 

code manual was made (see Table 6) along the two broad topics of the research instrument: 

 

Table 6 The original code manual 

 

A description of the language education 

system of the organisation (RQ1) 

Companies’ expectations of language 

teachers and language schools (RQ2) 

 

 Primarily English is taught, 

 both managers and employees can 

learn languages, 

 the lessons are held out of office 

hours, 

 the participants contribute to the 

costs of the courses, and 

 the participants have to take an 

exam or test at the end of the 

course. 

 

 They win contracts through 

tendering, 

 have good references, 

 are reliable, 

 flexible, 

 experienced, 

 professional, and 

 affordable. 

 

 

 Having established the original code manual, the coding process was started with the 

initial coding, which meant highlighting relevant passages and adding a label to the passages. 

As a second step, within second level coding, all the codes related to one of the 2 broad areas 

of the instrument were formulated and collected on an individual basis. As a third step, 

within the frame of third level coding, more abstract commonalities related to one of the 2 

broad areas based on all of the interviewees’ accounts were established. Finally, all of the 

emerging data were collated with the ones of the original code manual and this comparison 

resulted in the following emerging themes printed in italics, which complement the themes 

of the original code manual (see Table 7): 
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Table 7 The original code manual and emerging themes and results 

 

A general description of the language 

education system of organisations 

(RQ1) 

Companies’ expectations of language 

teachers and language schools (RQ2) 

 

 On average, 8,2% of employees 

are learning languages; 

 HR managers consider corporate 

language training useful and 

necessary; 

 there has been a shift from 

general English to ESP; 

 the costs of language training are 

dwarfed by the costs of other 

training; 

 primarily English is taught, apart 

from English, Spanish and 

Russian; 

 both managers and employees can 

learn languages; 

 the lessons are mostly out of office 

hours; 

 the participants can learn for free, 

or they contribute to the costs. 

This contribution ranges between 

15 and 60%, and is refundable in 

the case of a successful language 

exam; 

 since language learning schemes 

subsidised by the government or 

the EU are overly bureaucratic, 

companies rather avoid them; 

 the participants have to take a 

language exam or write a test at 

the end of the course. 

 

 Schools win a contract through 

tenders, and they are selected on 

the basis of recommendation, 

personal experience, and corporate 

social responsibility; 

 the operation of the language 

school / enterprise is legal; 

 the business / enterprise is a 

partnership or a limited business; 

 the administrative issues are 

smooth; 

 they have good references; 

 the teachers teach in a tailor-made 

fashion; 

 ESP is integrated into the material; 

 they strive for a long-term 

relationship so that they / their 

teachers can acquire and teach 

ESP; 

 they are reliable; 

 they are flexible in accommodating 

to the time, place, syllabus, text 

book, pace of the course, as well as 

the learning style of the learner, 

and the changing needs of the 

organisation; 

 they are experienced; 

 they are punctual; 

 they are well-prepared;  

 they are cooperative; 

 they are enthusiastic; 

 they are motivating; 

 they are hands-on; 

 they are goal-orientated; 

 they are result-orientated; 

 they are professional, and 

qualified; 

 they regularly and formally assess 

the participants of the course; 

 they are rather non-native than 

native teachers. 
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 6.1.2 Results and discussion 

The first set of questions in the interview guide focused on numerical data related to 

the language educational practice of the organisations and a general description of their 

related policies and practices. The aim of these questions was to find out what percentage of 

employees are learning languages, who is eligible to participate in the courses, what 

languages they are learning, whether they are learning general or specific languages, what 

requirements they have to meet, what happens if they do not meet these requirements, and 

whether they contribute to the costs of the courses. I also wanted to find out what significance 

language education had in the organisation compared to other courses (IT, team building, 

managerial, etc.), when it was introduced, how it is financed, how it has changed in the past 

few years and how is it likely to change in the near future. 

The data have revealed that currently, on average, 8.2% of the employees of the 18 

investigated organisations are learning languages; however, it must be noted that this figure 

seems to represent a bipolar arrangement. Half of the organisations are more generous 

towards their workforce in this respect, as 15 to 23% of their employees have the opportunity 

to learn languages or to maintain their existing knowledge, whereas the other half is spending 

markedly less on language education, which enables only 1 to 5% of their workforce to 

attend on-site language courses. The high negative deviation from the mean does not reflect 

the wishes of the HR managers, as all but one of them were convinced of the necessity and 

benefits of on-site courses. It rather reflects harsh reality. Reducing training and education 

costs is one of the first ways to help a company save money and it distinctly emerged during 

the interviews that industries that have recently been hit by surtaxes and/or adverse political 

measures have had to cut back on their educational budget significantly. This is expressed 

by HR4 in the following way: 

 

A political decision was born, as a result of which household electricity prices 

have been discounted. It was a heavy blow to our profitability and as a 

consequence of this, our training costs were halved, and language education was 

one of the areas that was worst hit. We were just about to sign a contract with a 

language school, but it fell through due to financial problems. (p. 3)     

 

One more example of this comes from another industry that has undergone a major 

political redistribution in the past year. Consequently, only online language courses are 
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available for a very limited number of employees, and as HR6 said, “I’m not convinced that 

we can continue this next year” (p. 1). 

Apart from three organisations where options for learning Russian and Spanish are 

also available, only English can be learnt on the premises of the other 15 companies 

including the German and Austrian multinationals, which underpins the conquest of the 

English language discussed in Chapter 2. Language courses are generally available for both 

managers and employees and are held before or after core time for employees, whereas 

managers tend to choose the time of their lessons whenever it is most convenient for them. 

Practically this can be any time on a weekday between 6 a.m. and 10 p.m. 

The data have confirmed the results of previous studies (Kálmán, 2015b, 2015c) in 

as much as there has been a definite shift from general courses of English towards English 

for Specific Purposes (ESP) courses in this context. General basic and intermediate level 

English courses are predominantly held in the four organisations based in the country, 

whereas in the capital city advanced English, business English, presentation language, 

negotiation language and profession specific Englishes are taught primarily. This has been 

confirmed by several of the respondents. HR16 said, “We only organise financial and 

insurance English courses” (p. 1), whereas HR5 had this to say, “we don’t have general 

English, it is only for arts students. What we do is business English at least, but rather 

something specific related to the field of the employee” (p. 1). HR4, who was previously 

qualified as a language teacher expressed her criticism explicitly: 

 

The truth is that if I were older, I would start lobbying at universities to convince 

them to teach language majors not only what they study today. If you decide to be 

a language teacher, it should be taken into consideration where you’d like to do 

that. If you’d like to teach adults or teach in a corporate environment, at the very 

least you should study business English, but rather something even more specific. 

In my experience, even general business poses problems to a lot of teachers, let 

alone work processes and specialisations. (p. 3) 

 

All of the investigated companies agreed that the costs of on-site language education 

were dwarfed by the costs of engineering, technical, IT, managerial, team-building, and 

communications courses, and were financed from their budget. A commonly held opinion 

voiced by five of the participants was that, “taking part in a scheme supported and run by 

the government entails so much bureaucracy and administration that we rather do without 

it” (HR2, p. 2).  In six of the companies, language courses for the workers are free, in the 
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other 12, employees are obliged to contribute to the costs of the courses. This contribution 

ranges from 15 to 60% and the majority of the organisations refund this amount after the 

employees have passed the exam specified in their educational contract. Failure to fulfil this 

obligation entails sanctions of different severity. Consequences vary from being transferred 

or demoted (the toughest) to revoking the right to participate in future courses (the most 

lenient).      

With the exception of one multinational, all of the participants unanimously stated 

that their employees were required to take some kind of language exams at the end of their 

courses or at the end of the term specified in their educational contract. Six of the employers 

prefer bilingual exams on the grounds that employees should be able to translate as well, but 

they do not mind what kind of exam the employees pass as long as it is accredited. Two of 

the organisations have devised their own in-house exams in cooperation with their partner 

language schools, and test their employees with real-life tasks, for example giving a 

presentation or writing a prompt email, which they claim provides a much more credible 

assessment on the skills the learners are expected to master. 

As far as a historical perspective is concerned, 12 of the companies have described a 

similar development pattern introduced in Chapter 4 of my dissertation arriving at the 

attractor in the middle of the 2000s. They have their well-established processes of 

organising the courses, drawing up educational contracts with the learners, and 

commissioning well-tried language schools: 

 

In my opinion, it seems very good as it as. The learners are motivated, it’s not that 

when I’m in the mood I come, when I’m not I don’t. The results are very good, 

everybody passes the exam at the end of the course. This is why I said it seems to 

be working well. I don’t think we should change. Maybe, we could extend the 

range of languages with Russian, but that is the only change I can think of (HR15, 

p. 2). 

 

The other six have either been adversely affected by recent politics, have been going through 

volatile transitions (market forces, change in ownership), or have not been operating long 

enough to have a history of language education.   

 As far as the future is concerned, with the exception of two participants, all the HR 

managers were enthusiastic and optimistic about the future of on-site language courses. Even 

those organisations that are earmarking less for this purpose at the moment would like to put 

more resources and emphasis on this activity. One of them said, “I think we will have to 
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make it available for more of our employees. It might happen any time soon that a foreigner 

is brought on our Board of Directors and there will be a bigger need” (HR10, p. 2). One of 

the two participants who predicted language education might be terminated in the future in 

their organisations comes from an American multinational that on the one hand, abounds in 

employees with an excellent command of English, on the other hand, the industry he 

represents has been severely affected by a political reshuffle on the market in the past two 

years. He contended, “it is possible that it’ll be reduced, I’m not convinced that we need it” 

(HR6, p. 1). The other, HR1, sees English courses at her company as a temporary necessity 

that helps employees prepare for the European and global integration of their organisation 

scheduled for 2016, and she is not sure that the language education programme will continue 

after that.  

There is one change however – expressed by the majority of the participants –which 

is aptly summarised by HR18: 

 

I have been at the company since 2008. Back then, the main purpose of the courses 

was to take learners from level A to level B, as many employees as possible. 

During the credit crunch there was a smaller slump and now, in the past two years, 

language education has come back again. But now we are focusing on those 

employees who really need it for their daily work in order to improve their 

particular skills in English. It should be something specific, related to their work. 

We have thought it over, it should absolutely be English for Specific Purposes. (p. 

1) 

      

 The next section of the interview dealt with the question of selection. I would have 

liked to explore how organisations select language schools, language teachers, what kind of 

expectations their vendors have to meet, and whether they ask their employees for any kind 

of feedback on the quality of their vendors’ work. I was also curious to find out whether they 

meet the teachers or the representatives of their vendors to evaluate their employees’ 

progress. Finally, I found it interesting to explore what they thought of native teachers, and 

what possible problems their companies had had with language educators. 

 The interviews revealed that slightly more than half of the organisations (11) selected 

their language teaching vendors by announcing a tender based on a set of carefully selected 

criteria. Others chose on the basis of recommendations, references, reputation, personal 

experience of the HR manager, or a top manager; and in the case of organisations working 

in the country, on the basis of availability. Five of the HR managers have “inherited” their 
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companies’ language educators and are satisfied with them, “we inherited them, so they 

weren’t chosen by us, but as long as the company and the employees are satisfied, they’ll 

stay” (HR11, p. 2). Another interesting corporate social responsibility (CSR) aspect emerged 

at a one of the organisations based in the country: 

 

It was my suggestion to commission local businesses and it is working very well 

even today. For a start it comes in handy for the local businesses that we support 

them. There are three language schools locally, so we don’t have such a wide 

variety of companies to choose from as in Budapest, but there are three schools 

and we always invite them in a tender, and usually two of them win. (HR15, p. 2)   

 

When the participants were asked about what expectations they had of the vendors 

they contracted, I found out that many of these were commonsensical and addressed the legal 

framework of the enterprise, such as, “having the necessary licences and qualifications to 

teach adults, working as a limited company or partnership as opposed to a sole proprietor to 

prevent problems resulting from deputising if a teacher should fall ill” (HR9, p. 1), or 

“managing administrative tasks just as well, as it can be a huge pitfall” (HR17, p. 2). This is 

also confirmed by HR13: 

 

I’m absolutely put out by this guy. It’s not easy with him. He comes in and starts 

to make out the invoice in front of me, and he makes a mistake. And he starts it 

all over again. Or, we have a signed agreement at the beginning of the year. Three 

months later he wants to modify it. Anyway, he is not a simple guy. (p. 2)  

 

Other commonly voiced expectations were being punctual, professional, well-

prepared, cooperative, enthusiastic, motivating, hands-on, goal-orientated, and achieving 

results (in the form of in-house or official language exams). In order to find out whether 

these criteria are met, only three of the companies resort to formal evaluation procedures. 

There was unanimous agreement in the other 15 companies that if there was a problem, it 

would get back to the HR manager through verbal, informal channels and the problems 

would be addressed immediately. The HR managers typically get a written evaluation of the 

employees’ progress at the end of the course or annually, and apart from this, they 

occasionally meet the teachers or the head teacher of the language school to get some 

informal feedback, as well.  
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Problems that organisations sometimes have had to tackle are, “the teacher and the 

group are not on the same wavelength, so we have to ask for another teacher” (HR3, p. 2), 

“sometimes a language school is not able to provide as many teachers as we need” (HR18, 

p. 3), “the teacher tries to convince the learners to take a monolingual exam when only 

bilingual language exams are accepted by the company” (HR9, p. 1), “teachers can only 

teach general English” (HR1, p. 2), and finally, “the teacher was an excellent teacher in a 

primary school, but unfortunately she treated our employees accordingly. She wasn’t able to 

take it on board that this was adult education” (HR15, p. 3).     

On the whole, the organisations seemed content with the work of the language 

schools and teachers. The expectations that were formulated at the beginning of their 

cooperation were generally met. The requirements that stood out in the interviews, however, 

as key in contributing to the satisfaction of the commissioners were flexibility, tailor-made 

teaching, and the ability to teach ESP. All of the participants emphasised the importance of 

these related qualities/requirements. HR2 elaborated on flexibility in this way: 

 

By flexibility I also mean that if the employees come up with emerging needs 

during the course or on behalf of the employer I change the goal, the focus, or the 

content of the course, the teacher should be flexible in adjusting to the new 

situation. (pp. 1-2)  

  

Under the term of flexibility other respondents cited flexibility in time, place, syllabus, 

course book, pace, learning style, and availability. There was an equally outstandingly high 

number of references to the need for tailor-made teaching, which very often took shape in 

teaching ESP for the learners. HR10 expressed this in these words: 

 

It is absolutely important that the teachers should be very pragmatic. We don’t 

expect our managers to have a very thorough knowledge of the English grammar 

or to be able to read Shakespeare in original. The teachers have to prepare our 

managers to communicate in ANY situation. Our managers have to conduct very 

tough negotiations. They are very efficient in this in Hungarian, and they should 

be just as efficient in English, too. (p. 2)   

  

HR11 was of a similar opinion, “in the limited time they can devote to learning, I’d really 

like them to practise only that particular situation that they encounter day by day” (p. 3). On 

the same topic HR16 said the following, “the quality of the education is defined by how 

flexibly the teacher can accommodate to the specific needs” (p. 3), whereas HR13 



 

 

52 

 

emphasised the following: ”if anybody needs technical English, I think it would be great if 

the teacher had that kind of knowledge so that they could discuss such issues” (p. 1). HR2 

confirmed that, “there’s a definite shift towards ESP” (p. 1). HR12 described a very 

successful cooperation with a language school as follows: 

 

Their greatest competitive edge is that they have been here for 20 years, and by 

now, they have fully developed their tailor-made courses specially designed for 

us. They have developed how to teach the technical language, web-based 

solutions, which focus on what you have to say in a meeting, how you have to say 

it, and how you can solve problems in English, etc. (p. 3)  

 

 There was a definite preference for non-native teachers among the participants. Three 

of them mentioned it marginally that in some cases, above a certain linguistic and 

hierarchical level in the organisation they see the employment of a native teacher justified, 

but HR managers’ negative experience with native teachers of English outweighs that with 

non-natives by far. HR17 expressed the opinion of several of the HR managers in this way: 

 

Native teachers are usually not qualified teachers. They have been in Hungary for 

some time, they are good-for-nothing. We hire them sometimes when our 

employees are on a higher level, but we don’t have good experience with them. In 

my opinion, Hungarian English teachers are much better qualified and they can 

teach the grammar much better, as well (p. 2). 

 

This was also confirmed by HR8, and HR13, although HR3 added that, “the situation with 

native teachers has been improving recently. Now they are starting to get better and better- 

prepared, too” (p. 3). 

 Finally, oddly enough, only four of the participants mentioned the favourable fee of 

a lesson as a criterion of selection, and HR18 said the following on prices: 

 

The price is a very interesting question. In my opinion, the lower we go in prices, 

the worse the quality of the service is. If you pay peanuts, you’ll get monkeys. 

This is probably true for any kind of service, but especially true for language 

education. I’m speaking from experience, so I would say it’s not worth choosing 

the cheapest. (p. 3) 
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6.1.3 Conclusion 

 The purpose of Study 1 was to gain insights into the language training practices of 

250+ organisations in Hungary, and to find out what expectations they had of language 

schools and teachers that they had contractual relations with. At the same time, by answering 

the two research questions, I also intended to help (1) HR professionals so that they can 

better articulate their needs, (2) language schools and language teachers so that they can 

better meet their clients’ expectations, (3) language schools and language teachers who are 

planning to venture into corporate language teaching, and finally (4) I hope that my study is 

informative and beneficial for teacher training programmes alike. 

 The results of the interview data analysis are summarised in Table 7, which contains 

both the themes of the Original Code Manual, and the themes that emerged during the data 

analysis in italics. The results presented in Table 7 describe corporate language education 

practices in Hungary in the middle of the 2010s, as well as the expectations that HR 

managers have of language schools and language teachers. Therefore, I would like to 

highlight only those three expectations that all of the participants of the study regarded as 

crucial: flexibility, as described in Table 7; tailor-made teaching; and integrating ESP into 

the syllabus of those learners who find it important. 

 Even though I did my best to be as circumspect as possible in designing and 

conducting the research, it is definitely a weakness of Study 1 that organisations based in 

Budapest are overrepresented in the survey. The ratio of companies operating in Budapest 

to the ones in the country is 78 to 22%. It would be interesting to do a similar interview study 

at organisations headquartered in the country, and at firms employing fewer than 250 

employees. In international contexts, it would be worth examining corporate language 

education practices and expectations in different cultures, especially in such countries where 

corporate language education has older or younger roots. Finally, through longitudinal 

research, it would be informative to reveal what kind of changes will have taken place in the 

language education system of the organisations investigated in the current study in five or 

ten years’ time. 

 Having answered the first research question of my dissertation by describing 

corporate language training practices, and HR managers’ expectations of language schools 

and language teachers, I would like to highlight some of the emerging concepts from the 

data analysis that proved so significant in Study 1 that they were carried over and 



 

 

54 

 

incorporated into constructs tested in the final questionnaire study of my dissertation. These 

were incorporating ESP in the syllabus and tailor-made teaching for the reasons described 

in Section 6.1.2; the personality and behaviour of the teacher, as many of the participants 

expressed a need for the teacher to be flexible, punctual, cooperative, enthusiastic, 

motivating, hands-on, goal-orientated and result orientated; preparedness, as being 

professional and well-prepared were also mentioned by the majority of HR managers; and 

focus on the present, as the participants expressed their opinion of the importance of 

promoting practical intelligence in this context. Practical intelligence in Tennant and 

Pogson’s (1995) words are “practice as opposed to theory, direct usefulness as opposed to 

intellectual curiosity, ... and commonplace, everyday action or thought with immediate, 

visible consequences... it seeks to do, to move, to achieve something outside of itself, and 

works toward that purpose” (p. 42). 

 Now I would like to shift the focus of my enquiry from the context to the learner. I 

will start with a historical overview of changes having taken place in the motivational 

disposition of corporate adult language learners (Study 2) and move on to the present day 

with a view to describing how these dispositions are driven by underlying attributions (Study 

3). 
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     6.2 The dynamism of adult learners’ motivational dispositions in a corporate 

setting (Study 2) 

 

 The purpose of Study 2 was to reveal how corporate adult learners’ motivational 

disposition had changed over the past 25 years in a corporate setting. Section 4.1.1 

demonstrated that the evolution of the language education system of an organisation was 

dynamic and was continuously affected by political, social changes in our environment, as 

well as all the stakeholders involved: the management, the language teachers, and the 

learners themselves. While the language learners in this context had exerted their influence 

on the evolution of the language education system of the organisation, they themselves had 

been undergoing changes in what had motivated them to learn the language. Study 2 aimed 

to reveal these changes. 

 The setting where the study was conducted had been witnessing a transition in 

corporate English language education. Today, the majority of company entrants speak some 

level of English, whereas in the 1990s finding English speaking employees was practically 

impossible. The present case study explored the effects of this transition on the motivational 

disposition of the learners in a learner–context ecosystem (Ushioda, 2015), and attempted to 

investigate how the motivational dispositions of language learning individuals within this 

organisation had evolved over the past 20 years. 

 

 6.2.1 Research method 

The exploratory nature of the enquiry and the complexity of motivation necessitated 

conducting interpretive-descriptive qualitative research. Therefore, semi-structured 

interviews were conducted with 15 adult learners and the HR manager of the same 

organisation: concurrent interviews with 5 learners aged 25 to 35 learning English in 2014, 

retrospective interviews with 5 learners aged 25 to 35 when learning English between 2005 

and 2010, and retrospective interviews with 5 learners aged 25 to 35 when learning English 

between 1995 and 2000. The purpose of the interviews was to find out what had motivated 

these adult learners of English over the years to learn the language and to what extent they 

had been motivated intrinsically, instrumentally, by their teachers and their ideal-selves, 

while the purpose of the interview with the HR manager was to explore how the language 

education policy of the organisation had evolved over the past 20 years. 
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      6.2.1.1 Participants 

All the 15 participants of the interviews were Hungarian employees of the same state-

owned Hungarian strategic company group. Given the nature of the organisation, all of them 

had a university degree and most of the time they did heuristic knowledge-work. Purposive 

sampling was applied using the principle of maximum variation, so persons that represented 

the greatest differences in every possible sense within the organisation were sought out. Nine 

of the participants were male, the other six female representing different job titles (see Table 

8). Apart from the language learners, the Human Resources manager of the organisation, 

who had been in the same position for more than two decades, was also interviewed to 

discover how and what the company had done to encourage their staff to perfect their 

English. To retain the participants’ anonymity pseudonyms were used throughout the study. 

 

Table 8 Participants 

Pseudonym 

Age (at the time 

of learning 

English 

Job title 
Level of 

English 

 

Christine 

 

33 

 

engineer 

 

C1 

Eve 34 project leader B2 

George 27 risk analyst C1 

Henry 26 economist C1 

Jack 32 engineer B2 

James 30 geologist B2 

Josh 35 engineer B2 

Judy 26 trader C1 

Julia 26 economist C1 

Kate 31 trader C1 

Lily 31 economist B2 

Mark 34 geographer B2 

Oliver 35 legal advisor C1 

Paul 29 engineer C1 

Peter 29 market analyst C1 

HR manager 

 

60 

 

HR manager 

 

B2 

 

 

      6.2.1.2 Data sources 

In order to explore what motivated the participants, as well as the organisation in the 

investigated period, in-depth interviews were conducted using a semi-structured interview 

guide as the instrument. The items of the instrument were developed by the author based on 
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the literature review along the four topics in the focus of enquiry, i.e., intrinsic and 

instrumental motivation, the teacher’s role in motivation and the role of ideal-self in 

motivation; and a separate set of questions was devoted to the HR manager (see Appendix 

B). The reasons for opting for a qualitative design, and the steps of devising the instrument 

were identical with the ones described in Study 2. With a view to triangulating the research, 

the main source of data from the interviews was complemented with three additional sources. 

On the one hand, the interviewees’ assessment and attendance sheets from their English 

lessons retrieved from the corporate archives were analysed using document analysis. On 

the other, a publication on the corporation’s history was consulted to establish milestones in 

the history of the organisation relevant to the enquiry. Thirdly, HR statistics on language 

learners in the organisation was studied. 

  

      6.2.1.3 Procedures of data collection 

As two groups of the participants were interviewed about their past experiences, a 

week before the retrospective interviews took place, the 10 interviewees had been given 

Belli’s (1998) Event History Calendar (EHC) to prevent memory attrition and improve recall 

precision. With the help of this tool, the participants were able to relate their language 

learning experiences to key events in their lives at the time, which facilitated a more reliable 

memory recall. Apart from the EHC, they had also been given their former evaluation by 

their teachers and attendance sheets of their lessons retrieved from the organisation’s 

archives with a view to evoking their language learning experiences as vividly as possible. 

The remaining five participants and the HR manager, who took part in the concurrent 

interviews, had not been given the above special treatment. 

The interviews were conducted between 1 and 25 July 2014 and digitally recorded in 

the Language Laboratory of the organisation. They were carried out in Hungarian and lasted 

between 22 and 42 minutes. For data analysis the constant comparative method was used 

(Glaser & Strauss, 1967). The lines of the transcripts were numbered, all the parts related to 

the 4 motivational subcategories highlighted and, finally, the occurrences of references to 

these categories counted and expressed in percentage rates. Table 9 shows how the 

motivational dispositions of the learners, i.e., the significance of instrumental, intrinsic 

motivation, ideal-self, and the teacher’s role changed between 1995 and 2014.  
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6.2.2 Results and discussion 

 This section presents the data related to changes in the motivational disposition of 

the language learners in the organisation. The study examined how motivational patterns had 

changed over the period of 20 years on an individual level and explored to what extent 

individuals within the organisation had been motivated intrinsically, instrumentally, by their 

teachers, and their ideal selves. The data revealed several emerging themes and confirmed 

that there had been major shifts in motivational patterns, which reflected broader geopolitical 

and social changes in the Hungarian context, as well as the spread of Global English. As can 

be seen in Table 9, the most important underlying motivational construct in the learners’ 

disposition was instrumental motivation in all three periods examined, which is not 

surprising in a corporate environment. What is surprising, however, is that intrinsic 

motivation seems to have been gaining ground ever since the 1990s, whereas the importance 

of the ideal-self had decreased markedly. The teacher’s role in motivation had increased 

moderately, as well. Data relevant to the three periods examined help us interpret these 

tendencies. 

 

Table 9 References to types of motivation within individuals’ disposition expressed in 

percentage points based on occurrences of references in the data 

 

Year 1995 2005 2014  

 

Instrumental 

 

55 

 

48 

 

44  

Intrinsic 5 13 24  

Ideal-self 25 19 10  

Teacher’s role 

 

15 

 

20 

 

22 

  

 

Independent of the period the participants were learning English in, they 

unanimously agreed that learning English on the premises had always been a wonderful 

opportunity and a generous offer from their employer. Not only did they appreciate the 

opportunity itself, but also the fact that they could learn it on-site, and they had to contribute 

only 25% of the costs. Judy gushed in the following way: 

 

In my opinion it’s amazing. I cannot help talking about it in superlatives, it’s really 

fantastic. Even if it isn’t in work time, it’s on the premises, so you don’t have to 

worry about getting there in time. It verges on geniality. It’s great. (p. 1) 



 

 

59 

 

Another general feature that all the participants emphasised independent of the years they 

were learning English in was the instrumental nature of their motivation. In their 

interpretation, the role of English in their professional self-realisation and promotion ranged 

from “important” through “very important” to “practically indispensable”. Josh, a senior top 

executive said it had definitely contributed to him becoming a manager: “not speaking 

English at least at my level practically prevented anybody becoming a manager. It’s 

absolutely natural” (p. 2). Lily, a middle manager voiced a similar opinion, “if I think of 

English, it helped me a lot to get into such a job title, work my way through the ranks, as 

high as I got. It played a role in it. I’ve been abroad plenty of times” (p. 1). The most extreme 

opinion came from Eve, “we are required to speak the language (English) here. If I couldn’t 

speak English at all, I couldn’t work in this area any longer” (p. 2). Having described two 

overarching features typical of all three investigated periods, let us now elaborate on the 

peculiar features of the three periods in focus: the 1990s, the 2000s, and the middle of the 

2010s.  

 

     6.2.2.1 The 1990s 

The 1990s were characterised by the immediate urgency of acquiring English. After 

the political changes and the termination of compulsory education of the Russian language 

despised by the majority of the population, there was a void in the domain of language 

learning in the country. Professionals speaking foreign languages other than Russian were 

hard to come by.  

In Kate’s words, “English was the most outstanding prerequisite of career 

advancement” (p. 2). As this examples highlights, instrumental motivation was the strongest 

underlying motivational force in the 90s, in tandem with the significance of the ideal-self. 

Language learners in this era might have had unrealistic expectations, they visualised 

themselves as, “someone as good as a native speaker within a short time” (Paul, p. 2). 

Looking back, he said, “now, I can clearly see I was naïve, still it gave me a boost at the 

time” (p. 2). All the participants unanimously agreed that they thought English would play 

an important role in their future professional lives, and that speaking good English in the 

1990s affected their work relations, their social status, and facilitated their career 

progression. Jack described his experience as follows: 
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When multinationals arrived in Hungary it was almost the same to them what 

qualifications you had. The only thing that mattered was English. I was working 

at a multi as a trainee and there were many English teachers there, obviously not 

in the Research and Development Department, but in Human Resources, which 

seemed to be an area that could be learnt quickly, and there were a lot of colleagues 

who had started as an English teacher. (p. 2)  

 

Another theme that emerged more characteristically from the data from the 1990s 

than later periods was that corporate language learners had discovered a new dimension of 

the benefits of attending on-site language courses. An additional advantage they voiced was 

the team-building nature of language courses, particularly because team-building as a 

concept was novel at the time and corporate team-building sessions were practically non-

existent. With the exception of Paul, everybody expressed their conviction that corporate 

language learning in small teams further advanced cooperation between the team members 

out of the classes, as well. Emily hinted at a friendship that started in an English course, 

“Julia is the result of such a language course” (p. 3); whereas Kate referred to the benefit of 

getting acquainted with other areas of the organisation within the frame of an English lesson 

and colleagues with different interests, and consequently, a different lexicon related to their 

interests: 

 

Not only about each other and each other’s work could we find out a lot, but 

also, because everybody was interested in other things, used different words, 

expressions, their vocabulary was different, and in this way we learnt a lot from 

each other. (p. 3) 

 

The 1990s was the only period of the three investigated in which the idea of English 

culture emerged. The most frequently mentioned component of intrinsic motivation was the 

pleasure derived from getting to know other cultures. Lily said, “Familiarising yourself with 

the language of another country was fascinating” (p. 3). Three more participants mentioned 

this aspect of language learning referring to the customs, literature, food, and ways of 

thinking, while Kate emphasised that language learning made learners more open-minded, 

“when you learn a language, you become more open-minded towards other nations, other 

peoples” (p. 2).  
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      6.2.2.2 The 2000s 

Moving on to the second half of the 2000s, we can see that instrumental motivation 

and ideal-self had lost some ground and intrinsic motivation, as well as the teacher’s role 

gained more; however, it was still instrumental motivation that was dominant. Josh 

summarised his thoughts on this in the following way: 

 

English was important. Not directly, but indirectly. If we look at the labour 

market, the competition there, speaking English was a means of assessment in 

a country where the general level of speaking languages could have been 

higher. It gave applicants an advantage, a much bigger advantage than it does 

today, especially, if it was the English language … because it was needed 

because of its intermediary nature. (p. 3) 

 

When it came to the frequency of the use of English, all the participants but James 

told me that the 2000s was the time when they started to use English on a daily basis, as the 

organisation became increasingly integrated in Pan-European networks of the industry. By 

the 2000s, they had familiarised themselves with the jargon of the industry; however, Oliver 

added that, “It’s the easiest part because you meet it on a daily basis” (p. 3), and he found it 

important to highlight that the language related to the industry could only be learnt if one 

worked in the profession,  

 

This was the time when I started to realise that it was impossible to find the 

expressions we used in dictionaries. I had realised by this time that it was very 

rare that an outsider knew the specific vocabulary to such an extent that it 

should be 100% acceptable. (p. 3) 

 

This in turn resulted in growing linguistic self-confidence in the learners in this 

context, which explains the increase in the importance of intrinsic motivation partly. This 

growth might also have been attributed to the fact that the general level of English in this 

context was edging higher and higher, and learners started to enjoy the benefits of their 

previous efforts. All the participants said they had enjoyed comparing the way English was 

structured with other languages. Mark and Eve expressed their fascination with the ways the 

English language used to express a notion, while Oliver and James told me they had looked 

for the logic in the language. James said that he had enjoyed drawing parallels between the 
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structure of the language and the nation speaking that language and drew far-reaching 

conclusions on the basis of the character of the language.  

Josh, Mark, and Oliver said they took pleasure in learning languages in general and 

had always been fascinated by the peculiarities of English, such as idioms, for example. Josh 

described this in the following way: 

 

I like languages for themselves, although I didn’t end up being artsy or a writer 

and stuff, but I have always liked interesting things and peculiarities in the 

Hungarian language too. … I like the beauty and speciality of the language … 

idioms for example. (p. 3) 

 

Eve and James mentioned the challenging feature of language learning, as a source of 

enjoyment, which makes the activity satisfying. Eve added that she felt learning a language 

enabled her to express herself in more ways even in her mother tongue. She, as well as Mark 

explained that they enjoyed being creative as they didn’t always know how to express a 

certain notion and in such cases they resorted to creativity and inventiveness, with the help 

of which they could make themselves understood. Mark expressed this as follows: 

I remember being creative, because I definitely juggled with words in the hope 

that they would understand me sooner or later. I didn’t get frightened if I didn’t 

know a sentence for sure. I think I was able to improvise creatively and I didn’t 

retreat. The other person understood me and then we had a good laugh. (p. 2) 

 

As learners found more and more enjoyment in language learning, the teacher’s role 

became increasingly important. Oliver expressed his thoughts related to this link in this way: 

When is started to learn English, I was determined to learn the language 

independent of the circumstances. Later, as my English was more advanced, I 

realised that the person of the teacher was getting increasingly important. On 

the one hand, I wanted to spend the time I devoted to learning English in the 

company of a person I liked, on the other hand, in the 2000s you were already 

able to find very good teachers, which was obviously not the case in the 1990s 

when sorry to say, but many of the English teachers were retrained Russian 

teachers, a few lessons ahead of you in their studies. (p. 2) 

 

      6.2.2.3 The middle of the 2010s 

Despite the fact that instrumental motivation was still dominant in this context in 

2014, while the role of intrinsic motivation and the teacher’s role in motivation had gained 
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more ground, the importance of the ideal-self had further diminished. This may be attributed 

to the fact that the participants of this study are working adults who do not pursue future 

ideals, “I live in the present, I have to solve problems today with the knowledge I have” 

(Henry, p. 1). They were aware of their own limitations, some of them were at the peak of 

their powers; therefore, talking about an idealistic future state simply did not make sense to 

them. They were much more concerned about the present; they had already been learning 

English for some time and would have liked to use that knowledge when they needed it. No 

wonder instrumentality still scored highly as a motivational force in their language learning 

aspirations.  

Apart from career development and promotions, which emerged in the earlier periods 

of investigation in this study, Henry, George, and Christine also cited the need to socialise 

professionally and to access international journals related to their field of work, which are 

two further examples of emerging themes in the domain of instrumentality. In an 

increasingly globalised world, one cannot ignore the international influences one is affected 

by and this is particularly true in the corporate world. Although the corporation where the 

interviews were conducted is a state-owned group, it is deeply integrated in a global, English 

speaking community in many ways.   

 One link to the global community is established through international journals. All 

of the participants mentioned the necessity to familiarise themselves with professional 

literature in English. Peter elaborated that some professional materials were only available 

in English and one simply could not afford not to read them, “you have the basic science (in 

your head), but there are current issues happening in the world and you must know about 

them” (p. 2). Judy hinted at the diversified cooperation with foreign and international 

organisations: 

 

We mostly work internationally. The cross-border things, they all happen with 

the neighbouring transmission system operators, and all the resolutions and 

directives come from the European Union. All of this is in English. In the 

development and implementation [of these directives] we have to collaborate 

with the European system operators in everything. (p. 3) 

 

The role of intrinsic motivation and the teacher’s role in motivation had gained 

further ground compared to the 2000s. Apparently, the higher the command of English of 

the learners, the more they tended to enjoy the learning process and the more dimensions of 
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language learning they discovered. It emerged from the data that apart from the previously 

mentioned benefits stemming from intrinsic motivation, the personality of the language 

learner seemed to have gone through some kind of transformation or enrichment. According 

to Judy, she had become a more experienced person as a result of having friends abroad. 

Christine and Peter said it made one more tolerant, whereas Henry attributed becoming more 

self-confident to languages: “what I enjoy is the self-confidence that I can achieve anywhere. 

And when the language is already on the tip of your tongue, the solution is only a question 

of your thoughts without linguistic barriers” (p. 4). 

This is undoubtedly connected to and explained by a higher level of linguistic 

competence, and might also account for the increasing role of the teacher in motivating the 

learner, as teachers emerged as promoters of intrinsic motivation in three different ways: as 

intellectual challengers, as providers of tailor-made attention, and as sources of enthusiasm. 

A teacher – adult learner relationship might be much more complex than a simple work 

relationship when one party gives over their cognitive information on a given subject (in this 

case the English language) to the other party. This is due to the fact that the subject of this 

transaction is a language, which makes it possible for the students to express themselves, 

share their opinions on a myriad of issues, and speak about themselves. If these opinions and 

feelings are met with the responsive ears of a teacher, a multi-level cooperation evolves 

between the teacher and the student, which in turn creates a nurturing and motivating 

environment where language acquisition takes place more effectively. 

Christine described this in the following words, “A motivating teacher has to have 

good people skills; he has to know people well” (p. 3). Both George and Judy underlined 

that students had to have a good relationship with their teacher, not only in the classroom, 

but in the corridor as well. Judy even added: 

 

It motivates me if we have a chat as two individuals as well, … [He encourages 

me] a little not to give up, because it will be important for me …  because it 

tends to get me down if I’m not that good. Naturally, the teacher’s attention 

cannot revolve around me, because he has 28 students, but it’s a good feeling 

if he once comes up to encourage me not to give it up and reassures me that 

it’ll be alright, I’ll manage. (p. 3) 

 

 Another aspect that two participants (George and Oliver) mentioned was that the 

teacher had to transform them into a certain state of mind. Oliver pointed out that it was the 

teacher’s task to weigh up what made students have a sense of success, “I think the teacher 
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has to teach in such a way that the student should have some sense of achievement all the 

time in order not to lose his or her motivation” (p. 3). George described another aspect: 

 

In fact, it is the teacher who leads, but the student doesn’t feel this. He always 

feels that he has a choice. … It isn’t free rambling actually, but to me it comes 

across as if it were, and in this way the teacher can keep up that kind of self-

activity and self-confidence that is needed for the use of the language. (p. 3) 

 

On the teacher’s role Judy said the following: “Today, every kind of service – 

including language education – is becoming personalised, therefore it is a clear requirement 

of language educators to provide such services in order for the lessons to be enjoyable and 

motivating” (p. 4). Her words were echoed by Henry, “Since I’m always pressed for time, if 

I decide to devote 90 minutes of my week to learning English I want to spend it enjoying it, 

in a nice environment, with a kind and pleasant teacher” (p. 4). The significance of tailoring 

the lessons to the needs of the learner was also mentioned by Peter, “It’s a good feeling that 

the teacher focuses on me, and I expect it, as well” (p. 3). Oliver on the same aspect said the 

following: “It is the very personal, tailor-made preparation of the teacher that keeps me going 

and the continuous ‘dialogue’ there and back, like playing ping pong that keeps me on track” 

(p. 3).  Christine mentioned the same notion from a different angle: “[He or She] pays 

attention to what my shortages and weaknesses are and guides me in the right direction so 

that I can deal with that more and better” (p. 3). 

Another benefit that emerged was that adults with a relatively good command of 

English can talk about anything they want, including themselves. With the exception of 

Henry, all of the participants of this study expressed that they loved talking about 

themselves. Judy said the following: 

 

I have always enjoyed it. Not only about myself, about anything. To make a 

presentation, to share your opinion, even within the frame of an argument. It 

makes me feel good if I have to speak about myself, it’s an excellent 

opportunity to practise. (p. 3) 

 

Christine was surprised at the question and asked back: “Why wouldn’t I talk about myself 

with pleasure?” (p. 4) 

Finally, the third area where the teacher’s role emerged as key in motivating learners 

was described by Csikszentmihályi (1997): teacher enthusiasm definitely affects student 
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enthusiasm. All of the participants answered that they became more enthusiastic if they 

perceived the teachers themselves were enthusiastic as well, while three of them (Henry, 

George, and Judy) gave a more elaborate answer. Let me quote Judy to illustrate how the 

dynamics of this transmission might operate: 

  

[The teacher’s enthusiasm] It is absolutely important, because then I feel that 

he prepared and is so enthusiastic, and I skipped doing homework, and I don’t 

want to hurt him. It is an inconvenient feeling for me. If I’m not at least as well- 

or better-prepared – not in a grammatical sense, but concerning my diligence 

or my homework – it is a very inconvenient situation for me. What I see at such 

a time is that he has done his best again, and I have been cheeky enough again 

to neglect it; it’s an embarrassing situation. It is at least as embarrassing as if I 

couldn’t speak English. (p. 4) 

  

6.2.3 Conclusion 

 The purpose of this qualitative study was to explore how motivational dispositions 

of adult learners of English working at the investigated organisation had evolved by 

examining instrumental and intrinsic dimensions of their motivation, as well the importance 

of the ideal self and the teacher’s role in motivating them in a corporate environment in the 

past 20 years.  

The data revealed a gradual strengthening of intrinsic motivation in the investigated 

period. This may be explained by learners enjoying language learning more and more, as 

well as a move from ideal-self to actual-self, highlighting adult learners’ practical approach 

of living in the present. Still, the dominating underlying force is instrumental motivation, 

which does not come as a surprise in a corporate context. It is important to note that the 

significance of intrinsic motivation and the role of the teacher have been increasing in the 

past twenty years in the given context, which might lead us to hypothesise that the more 

advanced command of English language learners have, the more dimensions of language 

learning they discover and appreciate, therefore the teacher’s role is crucial in recognising 

the multidimensionality of the language learning process and meeting this need in creating, 

maintaining and exploiting a motivating environment. 

However enlightening the findings of this study might be, similar, comparative 

studies in other countries may prove informative in gaining a deeper understanding of 

corporate language learning in order to better inform all stake-holders. It would be 
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particularly worthwhile conducting similar research in such countries where the onset of 

language education in corporate contexts preceded or came after that of Hungary.  

Study 2 provided a new insight into the evolution of motivational dispositions of adult 

learners of English in a corporate setting, and at the same time helped me sharpen the focus 

of the main study of my dissertation. Study 2 confirmed that the notions that emerged in 

Study 1 (focus on the present, incorporating ESP in the syllabus, personality and behaviour, 

preparedness, and tailor-made teaching) were not only expectations expressed by HR 

managers, but at the same time concepts that adult language learners found extremely 

motivating. Now that the focus of my dissertation has shifted from corporations to individual 

learners, through the evolution of these learners’ motivational disposition we have arrived 

at the next stage of my investigation, the motivational disposition of the learner today. The 

next section of my dissertation presents how underlying attributions affect learners’ 

motivational disposition in a corporate context. 
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     6.3 Adult learners’ attributions in successful language learning in a corporate 

setting (Study 3) (This section is an edited version of the article published in 

Studies in Second Language Learning and Teaching in December 2015, referred to 

as Kálmán and Gutierrez (2015) in the References of my dissertation. For a more 

elaborate description of the study see the publication.) 

 

 The aim of Study 3 was to investigate adult learners’ attributions, i.e., what adult 

learners of English in a corporate environment attributed their success to in learning English. 

Furthermore, this study also aimed to relate these attributions to the constructs of intrinsic 

and extrinsic motivation, central to self-determination theory. While motivation has attracted 

a large amount of interest from researchers in the last few decades (as was elaborated on in 

Section 4.3), within the field of educational motivation, and most precisely in the context of 

foreign language (L2) learning, attribution theory (AT) has not received sufficient attention. 

A few studies have explored the attributions to success and failure of foreign language 

students from a qualitative approach (e.g., Gabillon, 2013; Gonzalez, 2011; Williams & 

Burden, 1997, 1999; Williams, Burden, & Al-Baharna, 2001; Williams, Burden, & Lanvers 

2002; Williams, Burden, Poulet, & Maun 2004; Yan & Li, 2008), while a few others have 

attempted to measure these attributions quantitatively by using questionnaires that were not 

always properly designed, piloted and statistically validated to be fit for the study (Gobel & 

Mori, 2007; Ishikawa, Negi & Tajima, 2011; Pishghadam & Modarresi, 2008; Pishghadam 

& Zabihi, 2011; Wu, 2011).  

Another topic that has not received much attention in L2 motivation has been self-

determination theory and its debated dichotomy of intrinsic/extrinsic motivation. Although 

a number of studies have investigated the relationship between these two constructs and 

other salient concepts in L2 motivation, such as autonomous learning and self-regulation 

(Noels, 2001a, 2001b, 2003, 2009; Noels, Clément, & Pelletier, 1999, 2001; Noels, Clément, 

Pelletier, & Vallerand, 2000), there are no studies that explore the relationships existent 

between self-determination theory and attribution theory in the context of L2 learning.  

 Therefore, this study would have liked to reach the following goals: (1) to develop a 

questionnaire with reliable constructs that allows measuring adult learners’ attributions for 

their success in learning English in a corporate setting, (2) to investigate adult learners’ 

attributions for their success in learning English, and (3) to investigate the relationship 

between learners’ attributions for their success in learning English and the constructs of 
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intrinsic and extrinsic motivation. Following from the previous research aims, the research 

questions that this study aimed to answer were as follows: 

 

RQ1: Can constructs be designed to reliably measure adult learners’ attributions for 

their success in learning English? 

 

RQ2: What are adult learners’ attributions for their success in learning English? 

 

RQ3: What are the correlational and regression relationships between learners’ 

attributions for their success in learning English and the constructs of intrinsic 

and extrinsic motivation?  

 

 6.3.1 Research method 

A thorough examination of previous studies listed above has confirmed the need to 

create a questionnaire with reliable and methodically built, validated and analysed constructs 

to measure adult learners’ attributions for their success in learning English. The aim of Study 

3 was therefore also to bridge this gap in the field of foreign language motivation research 

by providing such a questionnaire. Another reason for opting for a quantitative study was to 

be able to address a larger number of participants, and to obtain generalizable results. 

Additionally, in order to be able to study the correlational and regression relationships 

between attributions and the constructs of extrinsic and intrinsic motivation, a quantitative 

questionnaire was the most suitable tool to use.  

 

      6.3.1.1 Participants 

The study investigated adult learners of English in a corporate environment in 

Budapest, in May 2014. All of the participants were employees of the same state-owned 

Hungarian strategic company group, whose core activities include electricity generation, 

electricity and natural gas distribution and trading, as well as providing telecommunications 

services. All of the employees questioned have university degrees and most of the time they 

do heuristic knowledge-work. In selecting the employees, I paid attention to representing the 

various fields of activities within the organisation, therefore I set out to build a purposive 

sample using the principle of maximum variation. I sought out people who represented the 

greatest differences in every possible sense within the organisation from the Holding Centre 

and two further subsidiaries of the group, all of which are based in the headquarters of the 
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company in Budapest. In total 127 employees, 57 males and 70 females filled in the post-

pilot paper-and-pen questionnaire. The average age of the participants was 39, ranging from 

23 to 66 with a standard deviation of 9.55. (for two learners the age data were missing). 

Generally, they started learning languages at the age of 10 and for the majority of them, with 

the exception of 16 employees, English was the only language they were learning at the time 

the research was being conducted. The most common second languages within the group of 

16 were German and French. According to the participants’ self-report and information from 

the Human Resources Department of the group, the level of the students’ proficiency in the 

investigated sample ranged from B1 to C1 on the Common European Framework of 

Reference (CEFR) (Council of Europe, 2001).  

 

      6.3.1.2 The instrument 

Drawing on the literature, the attributional scales for the pilot questionnaire were 

partly based on Weiner’s (1985) attribution theory (effort, task difficulty, ability, and luck), 

and partly on Graham’s (1991), Williams, Burden and Al-Baharna’s (2001), Williams and 

Burden’s (1999), Williams et al.’s (2002), and Williams et al.’s (2004) studies, which 

suggested that attributions of causality depend considerably on other factors as well, such as 

culture, social group, family background, learning context, learning strategy or task. As a 

result, besides Weiner’s (1985) scales in AT, additional scales were created to measure 

attributions to the context (the corporate culture), the teacher (as a significant contributor to 

the learning environment), milieu (family and friends), strategy, time management (as 

presumably key skills in a corporate context), interest, and anxiety. Interest was included 

because it is central to Deci and Ryan’s (1985) self-determination theory, whereas anxiety 

was hypothesised to play an important role in attributions to failure, as it correlates 

negatively with both actual and perceived proficiency in the L2 (Clément, Gardner & 

Smythe, 1977; Clément & Kruidenier, 1985).  In order to investigate the relationship 

between the above attributional factors and intrinsic and extrinsic motivation respectively, 

two further motivational scales were developed to explore the extrinsic and intrinsic 

motivation of the participants. Due to the limitations in the length of the questionnaire, this 

study measured intrinsic and extrinsic motivation as unidimensional constructs. The items 

to measure these constructs were taken from Teravainen’s (2014) study, which had been 

adapted from the scales used by Noels et al.’s (2001), whereas for the attributional scales 



 

 

71 

 

the items were developed by the author based on Dörnyei’s (2007) guidelines on multi-item 

questionnaire scales: “there is a general consensus among survey specialists that more than 

one item (usually 4-10) is needed to address each identified content area, all aimed at the 

same target but drawing upon slightly different aspects of it” (p. 91). The questionnaire 

originally contained 56 questions (3 constructs with 6 items, 7 constructs with five items, 

and 1 construct with 3 items) to measure attributional factors and 10 questions to measure 

motivational factors. The reason why I used a relatively low number of items per scale is 

explained by Dörnyei (2007) as follows: “L2 researchers typically want to measure many 

different areas in one questionnaire, and therefore cannot use very long scales, or the 

completion of the questionnaire would take several hours” (p. 183).  

After the pilot questionnaire, which was conducted with 25 participants, it turned out 

that in this particular context two variables (Success attributed to the teacher and Success 

attributed to tasks) had to be dropped as the data we obtained on these two variables were 

extremely homogenous and therefore impossible to analyse statistically; there was a 

bunching of scores at the highest value of the instrument (ceiling effect). This was 

disappointing on the one hand, as these two constructs had to be left out. On the other hand, 

it encouraged me to conduct further studies on the teacher’s role in motivation by 

concentrating exclusively on the teacher construct, as it was obvious from the data that 

learners attributed their success most to their teachers. On the other constructs, principal 

component analysis was carried out to gain information on how individual items load onto 

the particular dimension.  As a result, the final number of dimensions was defined. 

 The final questionnaire consisted of 44 questions on attributional and 10 questions 

on motivational factors (see Appendix C). For questions 144, participants had to indicate 

on a 5-point scale to what extent they attributed their successes to the ideas expressed in the 

statements. Both negatively and positively worded questions were considered, however, 

following Dörnyei’s (2007) advice to avoid negatively worded questions as “they can be 

problematic” (p. 95), in the end I decided against them. Dörnyei (2007) warns against the 

use of double-barrelled questions, but I came to the conclusion that I would use them 

deliberately in the instrument, because I wanted to measure causal attributions. This is the 

reason why all the items started with “I succeed in learning English, because …” and 

intended to cover the following 9 variables, in which SAT stands for Success Attributed To: 

 



 

 

72 

 

1. Success attributed to effort / SAT Effort (six questions): to what extent learners 

attributed their successes to the efforts exerted during language learning. Example: 

I succeed in learning English because I put a lot of effort into learning the language. 

2. Success attributed to time management / SAT Time management (five questions): 

what role their time management skills played in being a successful language 

learner. Example: I succeed in learning English because I try to make myself spend 

as much time as possible learning the language. 

3. Success attributed to strategy / SAT Strategy (five questions): how important their 

own L2 learning strategies were in achieving success. Example: I succeed in 

learning English because I have my own learning tricks. 

4. Success attributed to milieu / SAT Milieu (five questions): what significance their 

immediate environment (family and friends) had on their perception about 

themselves as successful language learners. Example: I succeed in learning English 

because my friends have always encouraged me to learn the language. 

5. Success attributed to lack of anxiety / SAT Lack of Anxiety (five questions): the 

importance of the level of anxiety felt when using English in everyday life. 

Example: I succeed in English learning because it does not embarrass me to speak 

English. 

6. Success attributed to context / SAT Context (five questions): to what extent they saw 

their corporate environment and culture as a source of inspiration for their studies. 

Example: I succeed in learning English because my corporate culture supports 

continuous training. 

7. Success attributed to luck / SAT Luck (three questions): how important they found 

luck in their successes. Example: I succeed in learning English because I am lucky 

as my workplace supports life-long learning. 

8. Success attributed to interest / SAT Interest (five questions): what role their general 

interest towards the English language played in their successes. Example: I succeed 

in learning English because I enjoy expressing my thoughts in another language.  

9. Success attributed to perceived ability / SAT Perceived Ability (five questions): how 

they rated themselves from the point of view of L2 learning aptitude. Example: I 

succeed in learning English because I am a talented language learner. 
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Question 45–54 comprised Noel et al.’s (2001) motivational scales consisting of questions 

to be answered on a 5-point Likert scale where learners had to mark to what extent they 

agreed or disagreed with statements. These questions measured the following constructs: 

 

10. Intrinsic motivation (5 questions): to what extent they enjoyed learning English for 

its own sake. Example: I study English for the “high” feeling I experience while 

speaking English. 

11. Extrinsic motivation (5 questions): how motivated they were from the point of view 

of integrativeness and instrumentality. Example: I study English in order to get a 

better job in the future. 

 

 In the last part of the questionnaire, background questions were asked concerning the 

participants’ age, gender, when they started learning languages, what other languages they 

were learning at the time of the research, and which section of the corporate organogram 

they were working in.  

 

      6.3.1.3 Procedure 

 The questionnaire was originally developed in English and then translated into 

Hungarian. Subsequently, two adult learners of English were asked to think aloud while 

completing it to make sure that the questions were interpreted the way they were meant to 

be. Potentially problematic items were reworded before the instrument was piloted with 25 

learners. Following the reliability analysis of this pilot run, the unreliable items were 

reworded or omitted. The final version of the questionnaire was personally delivered to the 

employees of the organisation, and collected a week later. All of the completed 

questionnaires were computer coded and SPSS (Statistical Package for Social Sciences) 17.0 

was used to analyse the data.  

 

      6.3.2 Results and discussion 

This section of my dissertation presents the results and discussion of the findings. In 

accordance with the research questions, first I aim to answer the first research question, 

subsequently, the second, and the third research questions respectively. 

 



 

 

74 

 

      6.3.2.1 Reliability of the scales 

In order to answer the first research question, i.e., “Can constructs be designed to 

reliably measure adult learners’ attributions for their success in learning English?”, I checked 

the internal reliability of the 11 multi-item scales, and Cronbach’s Alpha internal consistency 

reliability coefficients were computed (see Table 10). All but two of the scales yielded 

favourable Cronbach’s Alphas. According to Dörnyei (2007), because of the lower number 

of items per scale typically used in questionnaires related to L2 acquisition, “somewhat 

lower Cronbach’s Alpha coefficients are to be expected, but even with short scales of 3 to 4 

items we should aim at reliability coefficients in excess of 0.70; if the Cronbach’s Alpha of 

a scale does not reach 0.60, this should sound warning bells” (p. 183). The data suggested 

that the Cronbach’s Alphas for the latent dimensions of Context and Luck were low, if we 

considered the above warning. With the help of factor analysis (maximum likelihood with 

varimax rotation), the dimensionality of the scales was determined and the results revealed 

that the Context scale was in fact two-dimensional. The two-dimensionality of this variable 

could be explained by the fact that even though all of the items within this construct were 

related to the working environment of the participants, the statements described two aspects 

of their corporate setting: some items were found to have orientations towards how the ethos 

of the corporate culture affected their attributions (e.g.,: I succeed in learning English 

because my corporate culture supports continuous learning.), whereas the others focused on 

the opportunities the participants had to meet foreign business partners or travel abroad (e.g., 

I succeed in learning English because I have the opportunity to travel abroad on business.), 

which not many of the employees had the chance to do with the exception of members of 

the management. Consequently, and accordingly, the SAT Context construct was divided 

into SAT Encounters (to denote real-life encounters with L2) and SAT Corporate culture (to 

describe the culture of the company). 

 As far as the SAT Luck factor was concerned, even though it was one of Weiner’s 

(1985) original variables, it had to be excluded from further analyses. The reasons for the 

failure of this construct might have been the low number of items originally intended to 

measure it, and its partial overlap with two other variables SAT Corporate culture (I succeed 

in learning English because I’m lucky as my workplace supports life-long learning) and 

Milieu (I succeed in learning English because I’m lucky with the feedback I’m given). 

Another reason for the lack of luck contributing reliably to this measure might have been 



 

 

75 

 

that luck is often associated with tests and exams in language learning and these might not 

have been relevant in a corporate context. 

 

 Table 10 Reliability coefficients of the scales 

Construct Cronbach’s α 

  

SAT Effort .86 

SAT Time management .72 

SAT Strategy  .72 

SAT Milieu .76 

SAT Lack of Anxiety .84 

SAT Encounters .71 

SAT Corporate culture .68 

SAT Interest .71 

SAT Perceived Ability .68 

  

Extrinsic motivation .76 

Intrinsic motivation 

 

.78 

  

 

      6.3.2.2 Comparative analysis of the scales 

In order to answer the second research question, i.e., “What are adult learners’ 

attributions for their success in learning English?”, I would like to present descriptive 

statistics of the scales, their mean values and standard deviation values in Table 11. We can 

see from the data that within the attributional scales, SAT Corporate culture, Interest, and 

Effort showed the highest mean values, close to or over 3.5, which highlighted several 

inferences. First of all, it can be observed that learners of English in this context regarded 

their working environment as a determining factor in contributing to their successes in 

learning English, secondly, they seemed to attribute their success in English to their genuine 

interest in learning the language. Thirdly, they put it down to their hard work that they 

succeed.  

The high mean value of Interest was probably due to the fact that learning English is 

voluntary in the organisation, therefore learners are intrinsically motivated (which was also 

borne out by the high mean values of the Intrinsic motivation scale), and given the nature of 

the organisation, all the employees have a college or university degree, so probably they 

enjoy learning better than average and are also willing to exert more effort in learning 

English just as they have presumably done so in their previous studies whether it be related 



 

 

76 

 

to their profession or to language learning. The findings seem to confirm Deci and Ryan’s 

(1985) STD, insomuch as the more supportive the social environment is, the more 

intrinsically motivated the learner will be. Interestingly, however, they seem to refute Noel 

et al.’s (2001) findings, according to which, the personal value and importance of learning a 

foreign language may be more important for sustained learning than intrinsic factors such as 

enjoyment and interest. 

 

Table 11 Descriptive statistics of the scales 

Construct Mean value Standard deviation 

   

SAT Effort 3.46 .72 

SAT Time management 2.96 .63 

SAT Strategy  3.17 .66 

SAT Milieu 2.91 .81 

SAT Lack of Anxiety 2.92 .86 

SAT Encounters 2.66 .91 

SAT Corporate culture 3.61 1.11 

SAT Interest 3.60 .70 

SAT Perceived Ability 3.19 .64 

   

Extrinsic motivation 3.74 .78 

Intrinsic motivation 

 

3.78 .73 

 

If we examine the mean values related to the Intrinsic and Extrinsic motivation scales 

we can see that the participants are highly motivated both intrinsically and extrinsically, 

approximately to the same extent (3.78 and 3.74 respectively). This again, might be put down 

to the particularity of the context: the voluntary participation in English courses, and the high 

qualification of the workforce. On the other hand, the high mean value of the Extrinsic 

motivation scale highlights instrumental aspects of motivation that might be attributed to the 

prospects of a better job and/or a higher salary in a competitive corporate environment. 

 

      6.3.2.2 Relationships between the scales 

 In order to answer the question of what relationships might describe the obtained 

attributional scales (the third research question), I carried out correlational analyses. Table 

12 presents the significant correlations among the attributional scales, whereas Table 13 

shows the significant correlations between the attributional scales and the two criterion 
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measure scales, Extrinsic and Intrinsic motivation. In order to guarantee a much smaller 

likelihood of the events occurring simply by chance, only correlations where p  .01 are 

reported.  

 

Table 12 Significant correlations (p  .01) between the attributional scales 

Construct 1 2 3 4 5 6 7 8 9 

          

1. SAT Effort          

2. SAT Time management .749         

3. SAT Strategy  .487 .522        

4. SAT Milieu          

5. SAT Lack of Anxiety  .244 .423       

6. SAT Encounters    .233 .352     

7. SAT Corporate culture    .283      

8. SAT Interest .438 .344 .446 .354 .433 .355 .237   

9. SAT Perceived Ability .502 .395 .499  .559   .470  

          

 

 As can be seen in Table 12, the strong correlation between the SAT Effort and SAT 

Time management variables (.749) indicates that the two latent dimensions tap into very 

similar domains in the investigated environment. On the one hand, time is always a 

prerequisite of exerting efforts. On the other hand, the reason for this strong correlation in 

this context might be that the survey was conducted among working adult learners of English 

who tend to equate time with effort even more, as they are presumably constantly pressed 

for time and finding time for learning represents a challenge for them.  

 The second strongest correlation (moderate correlation at .559) can be observed 

between SAT Perceived Ability and SAT Lack of Anxiety, which demonstrates either that 

learners who consider themselves more able tend to worry less, or that anxious learners tend 

to underestimate their ability. This finding echoes the results of several other studies (e.g., 

DesBrisay, 1984; Ferguson, 1978; Holec, 1979) that found that anxious individuals who had 

little faith in their capacities and their ability to control the environment systematically 

underestimated their abilities. Interestingly, it is SAT Perceived Ability and SAT Interest that 

correlate moderately with the highest number of other constructs, 7 and 5 respectively. It 

might indicate that these two variables are more central to the concept of attribution in 

language learning in this particular environment than the other variables. The correlational 

data of the criterion measure scales yielded the highest, but only moderate correlation values 



 

 

78 

 

(.636 and .509) in the case of Intrinsic motivation, and weak correlations (.342 and .345) in 

the case of Extrinsic motivation in the same domains: SAT Interest and SAT Perceived Ability 

(see Table 13). 

 

Table 13 Significant correlations (p  .01) between the attributional scales and the 

criterion measure scales 

 

Construct 
SAT 

Effort 

SAT 

Strat. 

SAT 

Milieu 

SAT 

Lack of 

Anxiety 

SAT 

Encoun 

-ters 

SAT 

Corp. 

SAT 

Interest 

SAT 

Perc. 

Ability 

         

1.Intrinsic motivation .330 .368 .332 .417 .304 .241 .636 .509 

2.Extrinsic motivation .302 .255 .315  .340 .304 .342 .345 

         

 

 

 In order to determine causality and to find out which attributional constructs act as 

predictor scales of the students’ motivated learning behaviour, I carried out linear regression 

analyses with a stepwise approach separately for the criterion variables of Intrinsic and 

Extrinsic motivation. The results are summarised in Table 14 and 15. Out of the 9 dimensions 

investigated, only two contributed significantly to Intrinsic motivation: SAT Interest and SAT 

Perceived Ability (previously identified by Weiner (1985) as one of the two main internal 

attributional factors) being the most important predictor variables; and three contributed 

significantly to Extrinsic motivation: the SAT Encounters, SAT Corporate culture, and SAT 

Perceived Ability dimensions.  

 

Table 14 Results of regression analysis of the attributional scales with Intrinsic motivation 

as the criterion variable (significance level p  .01) 

 

Variable     β         t     p    

          

1.Interest  .51  6.81  .001    

2.Perceived Ability  .27  3.63  .001    

R2       .46   

           

It can be seen from the data that the proportion of variance in Intrinsic motivation 

that can be explained by the two independent variables is 46%, and the impact of SAT 

Interest (.51) is almost twice as strong as the impact of SAT Perceived Ability (.27) in the 
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equation. Given the fact that the key element of intrinsic motivation in general is the 

enjoyment of the activity in focus, it is not surprising that the SAT Interest variable in the 

investigated context also contributed highly to the value of 46%. On the other hand, it is 

more challenging to find an explanation for the SAT Perceived Ability variable being the 

second most important factor in line in this respect. It is possible that those respondents who 

felt that their successes could be attributed to their abilities felt more confident and enjoyed 

language learning more than those who attributed them to other factors. Also, because of the 

positive perception they had about their abilities, due to the joy they might possibly derive 

from solving problems related to language learning, they gain more enjoyment from 

learning, which again, in turn leads to a heightened level of intrinsic motivation. It is 

important to note here that Heider (1944, 1958) emphasises that it is the learner’s personal 

beliefs in their ability that guide their action and not their actual ability. As a consequence 

of this, we might challenge Weiner’s (1985) original classification in AT: even though 

ability might be constant and, as such, does not change through time, it is not ability that 

matters in AT but perceived ability, which is actually subject to change. 

 By comparison, the data obtained from the regression analysis of the attributional 

scales with Extrinsic motivation suggest a weaker causality between the two (see Table 15). 

Out of the nine dimensions three contributed significantly to Extrinsic motivation: SAT 

Perceived Ability, SAT Encounters, and SAT Corporate culture. However, their overall effect 

(25%) on Extrinsic motivation was almost half as weak as the effect of SAT Interest and SAT 

Perceived Ability on Intrinsic motivation. Here, the distribution of the strength of the three 

scales is even (their β values are .26, .26, and .23 respectively). The significance of two of 

the scales (SAT Encounters and SAT Corporate culture) can again be easily explained: the 

participants’ work environment is highly competitive, therefore instrumentality, which is a 

core determinant of extrinsic motivation in general, plays an important role. The role of SAT 

Perceived Ability, however, is more puzzling. The explanation for this might be that those 

participants who attributed their successes to their self-perceived abilities more than the 

average might fare better in general in life, not only when it comes to learning a language. 

They might be more competitive, might want to get higher positions on the corporate ladder 

or might want to earn more, which are all suggestive of the instrumental use of the learned 

language, i.e., external motivation. 
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Table 15 Results of regression analysis of the attributional scales with Extrinsic motivation 

as the criterion variable (significance level p  .01) 

 

Variable     β         T     p    

          

1. SAT Perceived Ability  .26  3.23  .002    

2. SAT Encounters  .26  3.20  .002    

3. SAT Corporate culture  .23  2.97  .004    

R2       .25   

           

 6.3.3 Implications and further research 

 As it was already mentioned in Section 6.3.1.2, the pilot of Study 3 identified the role 

of the teacher and the nature of the tasks in the lessons as crucial factors that learners attribute 

their successes to in the investigated environment. The homogeneity in the data obtained in 

these two scales made it impossible for us to conduct statistical analyses, however, it must 

be noted that these two scales produced by far the highest mean values (over 4.7) compared 

to the other scales. Consequently, further research is needed to analyse these two constructs 

by possibly breaking them up into analysable subscales to explore which subcomponents 

learners find vital in their attributions. 

 Nevertheless, the rich data yielded by the nine scales and the two criterion measure 

scales lend themselves to interpretation that has profound implications for teachers of adult 

learners of English in a corporate environment, as well as employers. Starting with 

employers, we can see it ascertained by the data that adult learners of English attribute their 

successes to a great extent to their employer in as much as they acknowledge the significance 

of a corporate culture that supports continuous training and life-long learning, (both of which 

promote employees’ professional development). This was confirmed by the high mean value 

of the SAT Corporate culture scale (3.61), as well as the answers given to 3 out of the 5 

items with the highest mean values in the questionnaire: I succeed in learning English as 

I’m lucky because my workplace supports life-long learning (4.13), I succeed in learning 

English because I need it for my professional development (3.88), and I succeed in learning 

English because my corporate culture supports continuous learning (3.83). Most probably, 

employees of this organisation are grateful for the opportunity they are given to learn English 

and appreciate the support they receive. It would be the subject of another study to 

investigate what role this appreciation plays in employee commitment to and employment 

satisfaction in the organisation.   
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 Whether an organisation decides to contribute to the linguistic development of its 

employees is a question of company policy. But once employees of similar organisations are 

given the opportunity to develop or maintain their linguistic knowledge, it is well worth 

considering what implications the study has for teachers of adult learners in similar settings. 

The research has shown that there are at least seven lessons teachers can learn from this 

study, which will be outlined in the following list: 

 

1. Minimise teacher talking time, maximise student talking time 

The mean value of SAT Interest turned out to be as high (3.60) as that of SAT 

Corporate culture (i.e., the highest among the scales). Additionally, if we take into 

account that Q12 of the questionnaire (I succeed in learning English because I enjoy 

expressing my thoughts in another language.) had the second highest mean value 

falling short of the highest by merely 0.11, but with half of its standard deviation, we 

can conclude that answers given to Q12 show a more even distribution. As a 

consequence, the respondents were more unanimous in the importance of the joy of 

expressing their thoughts in English as a contributor to their successes than any other 

notions expressed in the other items of the questionnaire. We must not forget that all 

the participants in this context speak English at B2 or a higher level; therefore, they 

have the linguistic ability to really express themselves and they should have the 

opportunity to do so. 

 

2. Create an enjoyable learning environment 

The participants expressed in their answers to Q26, which is part of SAT Interest 

again, that they succeed in learning English because they enjoy language learning. 

The mean value of their answers is 3.83 here, again, one of the highest in the whole 

questionnaire. Apart from this, another reason why items of SAT Interest deserve 

more attention is that the highest significant correlation between any of the 

attributional scales and either of the criterion measure scales was found between this 

construct and Intrinsic motivation (.636). The data obtained from linear regression 

analysis also confirm that 46% of the Intrinsic motivation of the participants can be 

explained by two independent variables, SAT Interest and SAT Perceived Ability, and 

the impact of SAT Interest (.51) is almost twice as strong as the impact of SAT 

Perceived Ability (.27) in the equation. Creating an enjoyable learning environment, 
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which in turn might result in intrinsic motivation, is very much dependent on the 

teacher.  

 

3. Emphasise the joy of learning something new 

Both of the previous points were related to intrinsic motivation, and the third 

implication comes directly from the Intrinsic motivation criterion measure scale as 

the participants valued the joy of learning something new very highly. The mean 

value of Q46 was 4.02, which shows that the English learners in this context like 

learning new things in general. Teachers might possibly exploit this recommendation 

by raising awareness of the benefits of learning something new. Besides the obvious 

rewards, in a corporate environment language learning can on the one hand break the 

monotony of the daily office routine and on the other hand, can present employees 

who already have a well-established career with new challenges. 

 

4. Emphasise professional networking around the globe 

Even though it turned out from the results that in the investigated context not many 

of the participants have the opportunity to travel abroad or meet foreign business 

partners, many of them regard the English language as a tool for their professional 

development and consider this aspect of learning English very important in their 

attributions to their successes. Q23 (I succeed in English because I need it for my 

professional development.) yielded the third highest mean value in the survey (3.88). 

This can partly be explained by the fact that despite the limited opportunities to travel 

abroad on business, the learners have access to professional literature and forums on 

the Internet and some of them might consider working abroad a future possibility. It 

is again awareness-raising that teachers can do by encouraging the learners to access 

online literature and mull over working in another country. Also, more emphasis 

needs to be laid on personalised materials related to their field of work. 

 

5. Emphasise the role of English as a lingua franca 

Drawing on the previous point and justified by the high mean value (3.75) of the data 

related to Q38 (I succeed in learning English because it inspires me that I can become 

a member of the English speaking global community.), it is necessary to talk to any 

learners of English about the unique nature of English as a global language. 
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Interestingly, the high mean value shows that the participants would like to become 

members of the global village, but in a corporate environment, teachers might want 

to emphasise that the majority of foreign interaction takes place between non-natives, 

therefore the anxiety level of learners can be reduced by highlighting this fact. 

  

6. Save time by personalising teaching materials 

As evidenced by correlational analysis of the data, adult learners tend to equate effort 

and time. The strong correlation between the SAT Effort and SAT Time management 

variables (.749) indicates that the two latent dimensions tap into very similar domains 

in the investigated environment. Working adult learners of English tend to equate 

time with effort as finding time for learning represents a challenge for them. It is 

therefore crucial that learning should take place as efficiently as possible. With a 

personalised way of teaching, the teacher can focus on those areas that need to be 

developed more and can ignore the ones in which the learners excel.  

 

7. Enhance learners’ perceptions of their language learning ability 

SAT Perceived Ability correlated with seven of the scales and showed the highest 

correlation with SAT Lack of Anxiety (.559). Also, the linear regression analyses have 

revealed that there is a causal relationship between SAT Ability and both Intrinsic and 

Extrinsic motivation. As a consequence of these, it is not of minor importance how 

learners evaluate their language learning ability. Based on the analyses of the data 

we can say that the more able learners perceive themselves, the less they worry, and 

the more intrinsically and extrinsically motivated they become. It therefore seems to 

be a good idea to boost learners’ self-confidence so that their perception of their 

abilities be more positive. 

 

6.3.4 Conclusion 

 Study 3 had three aims that were successfully fulfilled. The first aim was to build a 

questionnaire with reliable constructs to measure adult learners’ attributions for their success 

in learning English in a corporate setting. This aim was met by creating and piloting the 

questionnaire, and by the reported Cronbach’s Alpha values obtained through statistical 

analyses. It must be noted, however, that the reliability of the instrument could be improved 
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by adding more items to each of the scales. If it happened, because of the length of the 

questionnaire, it would necessitate either removing one or two scales or creating a separate 

questionnaire with those scales only. Another important point is that two attributions that are 

traditionally considered central in language learning had to be left out (teacher and task) due 

to the highly positive and homogeneous responses given by all the participants. This is a 

limitation of the questionnaire that needs to be considered if it is to be used in further studies, 

although it does not per se hinder the reliability and validity of the instrument.  

The second aim was to use this questionnaire to measure the attributions that adult 

learners make for their success in learning English. The questionnaire included a broad range 

of possibilities for potential attributions, among which interest, effort, and corporate culture 

proved to be the strongest reasons why adult learners consider themselves successful in 

language learning.  

The third aim was to investigate the relationship between students’ attributions and 

the constructs of intrinsic and extrinsic motivation central to self-determination theory. Due 

to limitations in the length of the questionnaire, these last two constructs could not be 

operationalised as multidimensional scales as in Noels et al. (2001). Instead, a 

unidimensional version of the scales developed in this study was used. Correlational and 

regression analyses showed that the scales perceived ability and, particularly, interest 

seemed to contribute effectively to intrinsic motivation. This has important implications for 

language teaching as it suggests that the joy of learning something new can on its own be a 

very strong intrinsic motivational factor. It also seems to suggest in consistence with 

numerous studies (e.g., Anderson, Manoogian, & Reznick, 1976; Deci, 1971; Pittman, 

Davey, Alafat, Wetherhill & Cramer, 1980) that perceived ability is an important contributor 

to intrinsic motivation, arguably because of the retroactive motivational processes derived 

from previous successes that have been attributed to one’s own ability.  Regarding extrinsic 

motivation, the results from this study have shown that corporate culture, encounters with 

foreign professionals, and ability may contribute to this construct although only to a limited 

degree. The importance of corporate culture and encounters with foreign professionals in 

relation to extrinsic motivation can be easily explained by the instrumentality of learning a 

language that is needed for professional reasons. However, the contribution of perceived 

ability to extrinsic motivation is somewhat less clear and could benefit from further research 

in the future.  
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Study 3 hoped to provide a deeper understanding of adult learners’ attributions to 

success in learning English in a corporate setting, and a new insight into the relationship 

between these attributions and intrinsic/extrinsic motivation. However rich the findings from 

this study may be, further research has been suggested throughout the paper to consider 

issues such as the difficulty to quantitatively measure central attributions in language 

learning such as task and teacher, or to consistently and confidently explain some of the 

results obtained from the statistical analyses. Follow up qualitative studies could help clarify 

these issues. Finally, similar studies with learners of different ages, languages, cultural 

backgrounds and social or professional contexts could also be useful to identify differences 

in language attributions and their contribution to intrinsic and extrinsic motivation, which in 

turn could have a significant impact on teachers’ approach to enhancing their students’ 

motivation to learn the target foreign language. 

From the point of view of my dissertation, Study 3 contributed to the constructs of 

atmosphere, incorporating ESP in the syllabus, personality and behaviour, preparedness, 

and tailor-made teaching of the final study. However, the most important message of Study 

3 was that students attributed their achievements to their teachers much more than anybody 

or anything else. This finding was important for two reason. On the one hand, it confirmed 

my hypothesis that teachers play a significantly more important role in motivating learners 

than the literature of motivation research suggests, on the other, it gave rise to the idea that 

in the final study of my dissertation I should break up the teacher construct into sub-

constructs measuring different aspects of the teacher’s personality, behaviour, and teaching 

practices in order to find out which of them prove to be the most effective motivators.   
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     6.4 Conclusion 

Chapter 6 of my dissertation presented Studies 1, 2, and 3 conducted in the first phase 

of my research project. Using the funnelling technique, I set out to describe the broader 

context by introducing Hungarian corporate language learning settings in 2015 with the help 

of an interview study conducted with 18 HR managers of 250+ organisations in the country. 

At the same time, by doing so, I answered the first research question of my dissertation, i.e., 

“What characterises the context of on-site English language courses in a corporate 

environment in Hungary in the middle of the 2010s?”. Subsequently, I shifted the focus of 

my enquiry to the learner in this context. In Study 2 I presented how the motivational 

dispositions of learners had changed over the last 20 years with the help of a retrospective 

exploratory case study; and finally, by narrowing down the scope of the investigation, in 

Study 3 I focused on corporate language learners of the present day and studied what they 

attributed their language learning success to. The pilot instrument of Study 3 revealed that it 

was the teacher that they attributed their success to most. As a consequence of this, in the 

next phase of my dissertation, I concentrated on the teacher, to be more precise, the teacher’s 

role in generating and maintaining the motivation of adult learners of English in a corporate 

environment. This is the topic of the next chapter, the aim of which is to help me get closer 

to answering the second and third research questions of my dissertation: “What are the most 

motivating aspects of a teacher’s personality and behaviour for adult learners of English in 

a corporate environment?”, and “What classroom practices contribute best to motivating 

adult learners of English in a corporate environment?”. 
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7 The second stage of the research project: investigating the teacher’s role in 

motivation 

 

 This chapter of my dissertation deals exclusively with the teacher’s role in generating 

and maintaining the motivation of adult learners of English in a corporate environment. In 

order to triangulate my research, interview studies were conducted with all stakeholders 

involved: learners, teachers, and HR managers alike. Chapter 7 presents these three studies 

(Studies 4, 5, and 6), the results of which informed the final studies (Studies 7 and 8) of my 

dissertation.  

 

     7.1 The learners’ perspective: The teacher’s role in generating and maintaining 

adult learners’ motivation (a pilot interview study with learners and HR 

managers) (Study 4) (This section is an edited version of the article published in 

Working Papers in Language Pedagogy in December 2015, referred to as Kálmán 

(2015d) in the References of my dissertation. For a more elaborate description of the 

study see the publication.) 

 
 Study 4 describes the development of two qualitative instruments – two interview 

guides – through the process of validation and piloting. The aim of these instruments was to 

reveal what adult learners of English and HR managers thought of the role of the teacher in 

generating and maintaining the motivation of adult learners of English in a corporate setting. 

In order to develop reliable tools for this purpose, semi-structured interview guides were 

devised through an eight-step validation process based on Prescott’s (2011) model.  

As a first step, the relevant literature was reviewed, which was followed by self-

reflection and brainstorming on my experience. This, in turn, led to formulating the research 

question and the first draft of the interview guides, whose expert-reviewed versions were 

subsequently piloted with a learner and an HR manager. After refining some of the questions, 

two more students and one more HR manager were interviewed. The purpose of these 

cyclical steps was to gain more and more valuable feedback and at the same time, obtain 

new insights in order to arrive at the final version of the interview guides.   

The data elicited during the interviews proved that the instruments were capable of 

yielding rich data to answer the research questions and highlighted additional aspects that 

might be incorporated into the interview guides when they were next applied on a bigger 

scale. The detailed description of the validation and piloting process served a dual purpose. 

On the one hand, it ensured the trustworthiness of the interview guides, on the other hand, it 

meant to provide help for novice researchers who would like to devise similar instruments. 
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 7.1.1 Research method 

To find out what role the teacher plays in motivating adult learners in a corporate 

environment and to provide the necessary depth and richness of information, qualitative 

research seemed to be the best method, as an interpretive-descriptive approach is more suited 

to describe the complex nature of motivation. This was underpinned by the same 

justifications that were elaborated on in Sections 5.1 and 6.1.1. 

 

      7.1.1.1 The validation process 

Based on the same considerations as in Section 6.1.2, I concluded that I would devise 

two semi-structured interview guides: one for the students and one for HR managers. I opted 

for the semi-structured format, as Wallace (1998) maintains this format combines “a certain 

degree of control with a certain amount of freedom to develop the interview” (p. 147). In 

order to ensure the validity or trustworthiness – as it is often referred to in qualitative 

approaches – of the instruments, the interview guides were based on and subjected to eight 

validation steps based on Prescott’s (2011) model. This validation process guaranteed that 

the instruments measured what they meant to measure, and in addition, it helped me reduce 

ambiguity and, reformulate leading or stressful questions. The eight steps of the validation 

process in Study 4 were as follows: 

 

1. reviewing the literature, 

2. carrying out self-reflection and brainstorming about motivating adult 

learners in a corporate context, 

3. conducting a self-interview about what I consider crucial in motivating 

adult learners in a corporate context, 

4. formulating the research questions, 

5. making the first draft of the interview guides, 

6. creating the second drafts based on an expert’s review of the first drafts, 

7. revising the interview guide based on the lessons of the first interview,  

8. finalising the semi-structured interview guides. 

 

 In order to find out what role is attributed to teachers in generating and maintaining 

motivation in general and in motivating adult learners in particular, I reviewed the relevant 

literature in the field (see Section 4.3) (Step 1 of the validation process).  
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Even though all the studies in Section 4.3 are concerned (at least partly) with the 

motivation of learners of English, none of them specifically addresses the teacher’s impact 

on the motivation of adult learners, let alone in a corporate environment. Interestingly, in 

Hungary, where corporate language courses take a big bite out of the Hungarian adult 

educational market and the overwhelming majority of state-owned and private corporations 

promote the maintenance and development of their workforce’s linguistic skills (see Table 

1), to my knowledge, not a single study has been conducted in a corporate environment.  

Having reviewed the literature (Step 1 of the validation process), I proceeded to the 

second point on the eight-point validation scale: self-reflection and brainstorming based on 

the literature and my own teaching experience in order to summarise what I consider key in 

generating and maintaining the motivation of adult learners in a corporate context. The 

exercise of introspection and brainstorming that I carried out yielded three broad emerging 

areas: 

1. Teacher - Learner communication: in the context of an English 

lesson, teacher - learner communication is a broad concept that, on a 

theoretical level, encompasses every opportunity that an English lesson 

offers for the students to speak about anything of their free will. It 

involves some of the most recognised features of the Direct Method or 

Communicative Language Learning, such as an emphasis on learning 

through interaction in the target language, the physical utterance of 

words and sentences, the more the better, and the more frequently the 

better (Nunan, 1991). However, it goes beyond that, as due to the 

repetitive nature of the lessons, learning English might act like 

psychotherapy, and the joy students derive from it unwittingly 

motivates them further. This can be explained by the fact that language 

lessons provide students with ample opportunities to have meaningful 

conversations about practically anything, including topics that they are 

happy to get off their chest, particularly in an occasionally stressful 

working environment. Interestingly, Anderson’s (1997) 

conceptualisation of psychotherapy: “a language system and a linguistic 

event in which people are engaged in a collaborative relationship and 

conversation – a mutual endeavour toward possibility” (p. 2) might very 

well be applied to describe a conversation in a language lesson as well. 
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The teacher’s role is crucial in identifying and assessing the extent of 

this need, i.e. the students’ desire to share anything with the teacher. If 

this need is met, it results in a positive learning experience, which in 

turn enhances the student’s motivation, as has been confirmed by many 

(see e.g., Csikszentmihályi, 1997; Dörnyei & Csizér, 1998; Williams & 

Burden, 1997). Secondly, teacher – learner communication refers to the 

quality of communication between learners and teachers, achieved by 

breaking down barriers and eliminating hierarchical distances between 

them, i.e., treating learners as equals and utilising the teachers’ verbal 

arsenal in a way that encourages students and enhances their self-

confidence. 

 

2. Tailor-made teaching: language learners are happy to talk about what 

surrounds them and what is related to them in their current lives, and 

additionally, to a lesser extent, things that will be relevant for them in 

achieving their professional and life aims. Thus strengthening their 

ideal selves and mental imagery of themselves, and increasing their 

language learning motivation (Dörnyei, 2005, 2009). The teacher’s role 

is again crucial in identifying and exploiting this motivational tool, the 

use of which is beneficial for the learner. 

 

3. Professionalism of the teacher: this concept focuses on what teachers 

do in order to attain and maintain their professionalism and enthusiasm 

so that they exert a positive influence on learners’ motivation. The 

findings of a previous study (Kálmán, 2015a), conducted in a similar 

context with the participation of 60 adult learners helped me define 

which aspects of the teacher’s professionalism most promote adult 

learners’ motivation. In order of importance, the first ten items were as 

follows: 1, Has a deep knowledge of the English language; 2, Speaks 

English very well; 3, Has a lot of experience in teaching; 4, Trains 

herself or himself regularly; 5, Always prepares for the lessons; 6, 

Corrects homework by the next lesson; 7, Has the right qualifications; 
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8, Has good references; 9, Her or His lessons are part of a broader 

puzzle.  

 

Having completed Step 2 on the scale, I went on to conduct a self-interview (Step 3 

of the validation process) based on Prescott’s (2011) model and asked myself two questions:  

 

• How can teachers generate motivation in adult learners of English? 

• How can teachers maintain motivation in adult learners of English? 

 

According to Prescott’s (2011) model, the self-interview serves a triple purpose, all 

of which I wanted to take advantage of in my own research. First and foremost, I wanted to 

utilise my own knowledge and experience of teaching accumulated over the years. Second, 

I wanted to be aware of my own assumptions and prejudices in order to maintain a sufficient 

distance when preparing and conducting the interviews. Third, I endeavoured to use multiple 

data sources and perspectives in order to increase research validity through triangulation 

(similarly to the idea of involving two HR managers in the interviews). I then started to write 

continuously on the three topics that emerged in the brainstorming and wrote a discursive 

essay until I felt I had nothing more to say. This yielded five pages of rambling narrative, 

which I then proceeded to evaluate. It contained a lot of repetitions and circuitous 

generalisations, but it was possible to identify several points of interest.   

First, in addition to meeting the basic requirement of a language course, that is to say, 

teaching the language to the participants, I discovered a wider purpose of the lessons, which 

can be achieved through the verbal interaction in a lesson: 

 

Teaching a language enables the teacher to do far more than simply transmit 

the subject matter (the English language) to the learner. Due to the special 

nature of this subject, verbal communication in the lessons provides a treasure 

chest whose drawers can be filled with motivational tools. Not only are we 

teachers able to create an opportunity for the learner to talk about anything that 

makes them relieved, happy or more confident, but through this open and 

facilitative role, we can also spin a web of trust and interest in the background 

that acts as a source of motivation over the suspended period of time that 

learning a language requires. (Self-interview, p. 2) 

 

Another point related to motivation which I consider key is tailor-made teaching. 

Since the majority of the courses in the investigated organisation are one-to-one courses and 
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about 25% of the courses have a maximum of four participants, it is possible to pay more 

attention to the needs of each individual and tailor the lessons, the teaching materials and 

even the pace of learning to the needs of the learners in a way that the teacher regards as 

ideal for their progress: 

 

I want to make sure that the learners feel that the lesson is about them and for 

them. In my experience, everybody loves talking about themselves and things 

related to their lives, so why not give them the opportunity to do so as long as 

they express themselves in English. It kills two birds with one stone: they are 

happy that the lesson is about them and at the same time, they can practise the 

language as they are given as much time as possible to challenge themselves in 

a linguistic sense as well. (Self-interview, p. 3) 

 

And finally, thinking about the professionalism of the teacher, I wish to highlight the 

following thought, as I strongly agree with Csikszentmihályi (1997), who claims that a 

teacher’s commitment towards the subject matter is “infectious, that is, instils in students a 

similar willingness to pursue knowledge” (p. 188): 

 

I can’t help preparing for every single lesson, even after twenty years of 

teaching, and I want my students to see and know that I do so. I know that it 

motivates them. Seeing my efforts and dedication, they follow suit and start to 

take learning more and more seriously. I also make sure they know about the 

training courses I take part in so as to become a better teacher, just as they take 

every opportunity to develop in their professional lives. I create an environment 

in which they can’t help learning. (Self-interview, p. 5) 

 

 The above ideas of brainstorming and self-interview helped me arrive at Steps 4 and 

5 of the validation process: formulating the research question and drawing up the questions 

for the first draft of the interview schedules in Hungarian, as I knew that the interviews 

would take place in Hungarian. Below is the research question I wanted to find answers to: 

 

• What role do teacher – learner communication, tailor-made teaching and the 

professionalism of a teacher play in motivating adult learners of English in a 

corporate environment? 

The first draft of the interview schedule for the students (Step 5 in the validation 

process) consisted of four parts: a set of introductory questions and three sets of questions 

addressing the three main topics of the research question (teacher – learner communication, 

tailor-made teaching and professionalism). Whereas the first draft of the interview schedule 

for the HR managers consisted of two parts: a set of questions addressing the language 

education of the organisation in general, and a set of questions related to their employees’ 
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motivation in the English lessons. Having drawn up the first version of the interview guides, 

I turned to an expert (my supervisor) to comment on the items (Step 6 of the validation). 

Following her advice, I made several of the questions targeted at adult learners more 

elaborate, more informal or more personal. For instance, instead of asking the following 

formal question “How does conversation in class affect your communicative skills?”, she 

encouraged me to use the informal approach and reformulate my question in the following 

way: “Can you share an experience with me when you felt conversation in class developed 

your communication skills?” As far as the interview guide targeted at HR managers is 

concerned, I replaced some of the questions used in the first draft with questions that were 

more closely related to the subject of the study. For example, I included the following 

question: “What do you think of the role of the teacher’s professionalism in motivating your 

employees?” As a result of the modifications described above, many of the items were 

reformulated, resulting in the expert reviewed draft of the interview schedules (Appendix 

D). Subsequently, the first trial interviews with a student and an HR manager were 

conducted, recorded and transcribed.  

All the items of the pilot interview proved to be understandable by the participants 

(1 student and 1 HR manager) and efficient enough to yield a rich source of data. The 

plentiful data obtained reassured me that it was unnecessary to make any more changes to 

the questions. Thus, I was able to move onto Step 8, the last step of the validation process, 

conducting two more interviews with adult learners, and one more with an HR manager.  

The interviews were conducted with a total of three adult learners learning C1 level 

general English, and two HR managers. They included the trial interview participants, who 

will be referred to as Kate (27, Security Expert) and Eve (HR 1); two more students, referred 

to as John (48, Legal Counsel) and Peter (41, Director), and one more HR manager, referred 

to as Chris (HR 2). The conversations yielded a rich data base of 23,000 words / 50 pages of 

verbatim transcripts. This step brought the validation process to an end, and the analysis of 

the data began. After conducting, recording and transcribing the interviews, I went on to 

analyse the data. In order to conduct a fully-fledged qualitative investigation, we need full 

transcripts of the recordings that we want to analyse. 
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      7.1.1.2 Data analysis 

Similarly to Study 1, Crabtree and Miller’s (1999) Template Organising Style (TOS) 

was used in order to analyse the data (for details see Section 6.1.1.3). As a first step of the 

data analysis process, I created the following code manual (see Table 16) along the three key 

areas of the research questions: 

 

Table 16 The original code manual 

 

Teacher - Learner 

communication 
Tailor-made teaching Professionalism 

 

 makes sharing 

possible, 

 provides 

opportunities to 

exchange 

opinions, 

 has to be a 

positive 

experience, 

 boosts linguistic 

development, 

 uses the 

appropriate 

language of 

instruction. 

 

 

 ensures attention, 

 uses personalised 

materials, 

 increases self-

confidence, 

 improves 

language skills in 

the office, 

 entails flexible 

availability of the 

teacher.  

 

 

 requires 

preparedness, 

 teacher 

enthusiasm, 

 training, 

 good marketing, 

 people skills, 

 appropriate 

feedback, 

 excellent English, 

 a lot of teaching 

experience. 

 

 

 

 

 Having established the initial code manual, the coding process was started, as 

described in Section 6.1.3. Finally, all the emerging data were collated with those of the 

original code manual, and this comparison resulted in the following emerging themes printed 

in italics, which complement the themes of the original code manual (see Table 17). 
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Table 17 The original code manual and emerging themes and results  
 

Teacher – Learner 

communication 
Tailor-made teaching Professionalism 

 

 provides a 

rehearsal stage for 

meetings, 

negotiations, 

international 

forums, 

language exams 

and business 

lunches;  

 prevents 

misunderstandings 

with clients; 

 acts as a tool to 

build and test trust; 

 transforms the 

student to a 

different state of 

mind; 

 stimulates and 

dynamises; 

 relieves stress and 

angst; 

 improves students’ 

social network in 

the organisation; 

 develops emotional 

attachment. 

 

 is manifested in 

the teacher’s 

body language 

(eye contact, 

nodding); 

 saves time; 

 is manifested in a 

triad of attention: 

communicational, 

pedagogical and 

personal 

attention; 

 acts as a self-

confidence 

booster; 

 increases 

efficiency; 

 increases 

efficiency; 

 increases cost-

effectiveness. 

 

 

 means professional 

and practical up-to-

datedness (e.g., 

exam 

requirements); 

 requires a deep 

insight into 

character; 

 entails good people 

skills; 

 requires 

participation in 

empathy training, 

communication 

training and self-

awareness training; 

 means transmitting 

self-confidence, 

enthusiasm, 

motivation, love of 

the subject, 

openness and 

sincerity; 

 rather characterises 

non-native 

teachers; 

 creates the illusion 

of hierarchy, as if 

the student were the 

boss; 

 requires continuous 

training. 

 

 

 

 7.1.2 Results and discussion 

 Even though I consider myself an experienced teacher, I was surprised by the 

richness of the data the interviews yielded and the diversity of the emerging themes the 

participants contributed that could complement the initial brainstorming and self-interview-

based code manual. This section of the study focuses only on the emerging themes, as many 
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of the notions in the original code manual can be taken for granted, whereas the themes that 

surfaced during the interviews are novel and often surprising and thought-provoking. 

 

      7.1.2.1 Teacher – Learner communication 

 Starting with the analysis of data on teacher - learner communication, it may be 

concluded that it proved to be key for both the learners and HR managers interviewed. As 

one of the HR managers, Eve, put it: 

 

We would like the teachers working for us to focus on our employees’ 

communicative skills. Those of us who meet foreign business partners 

represent our company at international forums, negotiations and meetings, so 

it is essential for us to be able to communicate in an assertive way. Many of 

our employees have to use English on a daily basis to keep in touch with their 

foreign partners, and obviously we don’t want any misunderstandings to occur, 

particularly if it might cost us enormous amounts of money. (p. 2) 

    

As far as the learners are concerned, teacher - learner communication was also 

confirmed as significant from their point of view, on the grounds of building trust, 

exchanging opinions, overcoming anxiety, group dynamics, instrumentality, social 

networking within the organisation and improving interpersonal relationships. Strangely 

enough, teacher - learner communication, to be precise, gossip (both positive and negative 

connotations of the word) was not only mentioned as a tool for building trust, but also as a 

means of testing it. One of the participants described it in this way: 

 

Gossiping has another advantage, too: you can map your teacher at the 

beginning and check the extent to which you can trust the teacher, and it is 

great feedback that it has stayed between us, the teacher has really kept it to 

herself or himself; therefore, if you have a serious problem that you wouldn’t 

share with anyone, you come to the lesson and you know that your teacher will 

be understanding and will tell you honestly what she or he thinks, so I could 

refer to this as a kind of mini-alliance. (Kate, p. 2) 

 

Another aspect of teacher - learner communication worth highlighting, as it was 

brought up by all the participants, is the instrumental benefit it has. This is clearly present in 

Eve’s words, when she talks about the importance of oral skills in the quotation above. If we 

move on to what these skills mean to the participants, Kate cited conversations in the lesson 

as a rehearsal stage for the oral language exam, while John considers it a tool for improving 

his skills required during a business meal:  
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With foreign partners, there is always a semi-formal or totally informal bit, for 

example, chatting during a business dinner. It is so embarrassing when you 

look at him and say, well, enjoy your meal, and well, ok, you don’t gossip with 

them, you tend to talk about more general things, and for that purpose, training 

in gossip is excellent. (John, p. 5)  

 

Finally, teacher - learner communication dynamises the lesson. John says that “a 

good conversation electrifies me, it speeds me up mentally, it jazzes up the lesson” (p. 3). 

Peter shared the following idea with me on the same topic:  

 

Conversations in the lesson absolutely determine my learning experience, 

because a personal relationship develops through oral interaction. If the task is 

not oral, it is very difficult for emotional attachment to develop, so overall, I 

think that oral communication is the most important element of the learning 

process and it cannot be avoided. (p. 5) 

 

We can see from these examples that each of these aspects contributes to a positive 

learning experience, which in turn enhances motivation, similarly to tailor-made teaching 

described in the next section. 

 

      7.1.2.2 Tailor-made teaching 

In connection with tailor-made attention, a host of new themes again emerged 

compared to those in the original code manual. Tailor-made attention proved to be key in 

terms of enabling the learner to be the centre of attention, and being an efficiency and self-

confidence booster. Also, as it turned out, attention can be further divided into a triad: 

communicational, personal and pedagogical attention. Starting with the latter, let me quote 

Peter’s words: 

 

There is communicational attention when I get immediate feedback on what I 

say, there is also personal attention, which is again important, when you feel 

that habits are being formed, like we drink coffee or something in the lesson, 

or when a special atmosphere is created, and there is pedagogical attention that 

manifests itself in giving me personalised homework. (p. 7) 

 

John also confirmed the importance of body language as a key factor in the perception of 

being attended to:  
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A lot depends on eye-contact. It is the eye-contact. If you don’t pay attention 

to somebody, you can’t look at them like that. Yes, you got it, you nod. This is 

something you can’t fake. These are real gestures. (p. 6) 

 

Another surprising feature of tailor-made teaching is that all the participants 

mentioned that it acts as a self-confidence booster. Kate expressed this in the following 

words, “She or he encourages me, supports me by saying it’ll get better, it’s a good feeling 

that I’m attended to, and as a result, people’s self-confidence increases, including mine.” (p. 

5). John had this to say about his self-confidence improving: 

 

Generally, generally my course increases my self-confidence, because at the 

 beginning, I had this frustration that, oh my God, I don’t speak well, and then 

I feel that it went really well, the fact that my teacher pays attention to me 

greatly increases my self-confidence because he makes me believe that I can 

do it and I think this whole issue of language learning is a question of self-

confidence, because if you believe in yourself that you can do it, then you really 

can, and more or less correctly, and your self-confidence can even help you get 

over mistakes if you say something wrong. (p. 7) 

    

The final aspect of tailor-made teaching worth emphasising is its efficiency booster 

aspect. Here again, the ideas expressed by both the HR managers and the learners were 

shared. It is not unexpected that efficiency should play an important role in the operations of 

a big corporation, therefore Chris’ words did not come as any surprise: “we would like 

teachers to teach our employees as efficiently as possible, both in terms of the time they 

spend learning English and the money the company spends on them” (p. 2). However, it did 

surprise me that this was also mentioned by one of the learners, although for a different 

reason, “if I don’t get personalised assignments, maybe I have to work on something that 

I’m already good at. It’s a waste of time. It only makes sense if I can practise something I 

still don’t know.” (John, p. 5).  

These extracts prove that tailor-made teaching also contributes to a positive learning 

experience, which in turn, similarly to teacher – learner communication, enhances 

motivation. Let us now turn to the third broad area of the research question, the 

professionalism of the teacher, and examine what new themes emerged from the data.  
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      7.1.2.3 The professionalism of the teacher 

The importance of the professionalism of a teacher lies in its quality of being an agent 

of transfer. From the point of view of this study, it is not only knowledge transfer that counts, 

but also transfer of enthusiasm, motivation, love of the subject, self-confidence, openness, 

and sincerity, all of which ignite motivation in the learner. First let me present the theme 

transfer of enthusiasm with Kate’s words: 

 

My teacher’s enthusiasm has a huge effect on me. It’s something that’s clearly 

visible. She’s in love with what she does, not only the language, but also 

dealing with people, with the students, as well. The way she explains, deals 

with us and prepares can be seen in the whole lesson. (p. 6)  

 

It also emerged from the data that learners in this context, as well as the HR managers, 

expect language teachers to have good people skills as well as professional skills. Chris cited 

“empathy training, communication training, and self-awareness training” (p. 3) as possible 

ways of professional development. In Kate’s opinion, 

 

Language teachers, just like any other professionals, train themselves all their lives. 

Not only in their profession, but in their private lives as well, to know more about 

themselves and others, etc. If you stop at a level and assume that you know 

 everything, which as you know doesn’t exist, sooner or later it will show in your 

work, in your relationship with your students and it triggers a chain reaction, so I 

think it’s very important. (p. 4) 

 

Her description of professionalism coincides with Llopis‘ (2013) definition of personal 

branding presented in Section 4.2, in as much as professionalism entails being “a great role 

model, mentor, and / or a voice that others can depend upon” (p. 1). 

 Interestingly, all the participants have expressed their preference for non-native 

teachers. John’s words aptly summarise this opinion: 

 

Well-prepared non-native teachers are much better. I’ve had many teachers, both 

native and non-native, so I have a good basis for comparison. Native teachers in 

my experience lack structure, don’t prepare for the lessons as much as non-native 

teachers do and take teaching less seriously. They often expected me to tell them 

what to do in the lesson, and what to do in the next lesson, I just got bored with it 

after a while. (p. 3) 
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The themes presented above only show a cross section of the ideas that emerged 

during the interviews, and unfortunately, the limitations of Study 4 do not allow for a more 

elaborate analysis of the data obtained. Nevertheless, they prove that research into the three 

broad areas is a very exciting venture with countless nooks and crannies to explore. 

 

 7.1.3 Conclusion  

Study 4 presented the validation and piloting process of two semi-structured 

interview instruments that investigated the role of teacher - learner communication, tailor-

made teaching, and the professionalism of the teacher in motivating adult learners of English 

in a corporate environment. The validation process resulted in semi-structured interview 

guides that measured what they were intended to measure; furthermore, the process of 

validating and piloting reduced the ambiguity of some of the original questions, and helped 

me reformulate leading or stressful questions. The findings of the data analysis coincided 

with initial assumptions that these three concepts are crucial in motivating adult learners. 

Additionally, analysing the data revealed that all three concepts encompass a lot more 

elements than previously thought (see Table 17). 

 The data showed that teacher - learner communication motivates adult learners by 

providing the learners with a rehearsal stage for their real life challenges (language exams, 

presentations, negotiations, business lunches, etc.). Also, a meaningful conversation 

transforms learners into a different state of mind by giving them an experience of flow. 

Besides, a good conversation energises and dynamises the lesson and relieves the angst and 

stress of learners, which in turn increases their motivation. As far as the second investigated 

concept is concerned, the data have revealed that tailor-made teaching is conceptualised by 

learners through the availability, flexibility, and body language of the teacher as well, and is 

motivating for more reasons than I had previously assumed. Newly emerging themes of 

tailor-made teaching included its time-saving nature for the learner, as well as the benefit of 

being attended to personally, pedagogically, and verbally. As for professionalism, the third 

concept investigated, it emerged that apart from the elements described in Section 5.2, adult 

learners also expect teachers to be aware of up-to-date exam requirements, to have very good 

people skills, to be self-confident and flexible, preferably non-native, and to create the 

illusion of hierarchy, as if it were the learners who were directing the lessons. Even though 

the analysis of the data yielded several emerging themes, the interviews proved that I had 
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guessed reasonably well what adult learners in this setting considered key in being motivated 

by their teachers. Besides the emerging themes of this study, all the codes that comprised 

the original code manual were mentioned by the participants during the interviews.  

Study 4 was the point during my research project that made me come to the 

conclusion that the final study of my dissertation would be a qualitative questionnaire study 

so that the views of a larger number of participants could be tested on a bigger scale in order 

to gain access to a big amount of (possibly generalizable) data to help identify general 

tendencies. The concepts that emerged from Study 4, and got later selected to be measured 

in the final study were free choice of topic, personality and behaviour, and getting to know 

the learner because of the views expressed by the participants in connection with the 

importance of teacher – learner communication concerning the content (what they talk 

about), the way (how they talk about is), and the result (getting to know the learner). All 

these steps are important in order for the teacher to be able to tailor the lessons to the needs 

of the learner, thus enabling tailor-made teaching. The third concept, professionalism, 

investigated in Study 4 also proved seminal, which underlined the importance of 

preparedness and personal branding again. 

After concluding Study 4, and summarising the lessons that might be worth testing 

on a bigger scale in the final questionnaire study, in the next section of my dissertation I 

focus on HR managers’ views on the same subject: the teacher’s motivational influence. 
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     7.2 HR managers’ perspective: The teacher’s role in motivation (Study 5) 

 As the results of Studies 2, 3, and 4 suggested that language teachers play an 

important role in generating and maintaining the motivation of adult learners of English in a 

corporate environment, in Study 5 I embarked on a new project to explore what the Human 

Resources (HR) managers of 18 companies employing over 250 employees in Hungary think 

of the motivating influence of the language teacher based on feedback from their employees 

and their own language learning experience. From the point of view of research 

methodology, I was also driven to triangulate my broader research by involving a third aspect 

– that of HR managers – apart from interviewing language learners and their teachers in a 

corporate environment. 

 

 7.2.1 Research method 

 Even though this study was conducted in the second phase of my research project, in 

a way it can be regarded as the continuation of Study 1 investigating corporate language 

learning practices, and corporate expectations of language schools and language learners. In 

the second phase of my dissertation I returned to the same organisations where I conducted 

Study 1, but this time the focus of my enquiry was HR managers’ views on the motivating 

influence of the language teacher. The guiding principle in devising Study 5 was the same as 

that of Study 1; therefore, this time I only present a brief summary of the research method 

including the participants, the instrument, the data analysis, as I followed the same steps 

based on the same justifications as in Study 1 (for more details see Section 6.1). The 18 

participants of the survey were the same HR managers of the same organisations employing 

more than 250 employees representing a wide range of industries including the automotive; 

baby, feminine, and family care; banking; construction; electricity; FMCG (fast moving 

consumer goods); gas; information technology; insurance; nuclear; pharmaceutical; 

telecommunications; tobacco; and trading industries; as well as public administration. 14 of 

the participating HR managers were female, the other six male, all of them were aged 

between 30 and 65 with at least five years’ experience in human resources. To retain their 

anonymity HR1-HR18 pseudonyms will be used throughout my study representing the order 

in which they were interviewed. As was previously stated, because of the non-disclosure 

agreements I had signed, I decided to refrain from presenting the participants in a table in 

order to prevent deducing their identities from the field they work in. 
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For the design of the research instrument, I used Prescott’s (2011) seven-step 

validation model again, and based on points 1 and 3 of the validation process, the following 

research question was formulated: 

 

  RQ1:  What do HR managers think of the teacher’s role in motivating adult 

   learners of English in a corporate environment? 

 

   

As a fourth step of the validation process, a semi-structured interview guide was 

devised in Hungarian. It consisted of one broader area corresponding to the research 

question, and aimed to find out what HR managers thought of the teacher’s role in language 

learning, how they thought teachers could motivate their learners, and what their ideas were 

about the notions that had emerged in Studies 1 to 4 and proved to be crucial in motivating 

learners. The first draft of the interview guide was then expert reviewed and piloted (Steps 

5 and 6), and the instrument was ready to be used (see Appendix E). The 20- to 30-minute 

interviews were conducted in Hungarian, recorded and transcribed. I transcribed the 18 

interviews, and the verbatim transcripts yielded a very rich data base of approximately 40000 

words / 50 pages. In order to analyse the data, Crabtree and Miller’s (1999) Template 

Organising Style (TOS) was used again (for details see Section 6.1.1.3). Table 18 shows the 

original code manual, which is followed by presenting the results of the study. 

 

Table 18 The original code manual 

HR managers’ perspectives of  

the teacher’s role in motivation 

 Teachers play a pivotal role in motivating learners, 

 teachers motivate learners by 

- setting an example, 

- encouraging them, 

- accommodating to their needs, and 

- helping them achieve their goals. 

 

7.2.2 Results and discussion 

 In interview I was curious about HR managers’ perspectives of the teacher’s role in 

motivating language learners in on-site corporate language courses. First, I was interested 

both in the role HR managers attributed to language teachers in motivating learners, and the 
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tools HR managers thought teachers possessed in order to motivate their learners. Second, I 

wanted to reveal how they thought oral communication could motivate learners and what 

kind of topics they thought might emerge in an on-site English lesson. Finally, I was eager 

to find out how – in their opinion – tailor-made teaching, and the enthusiasm of the teacher 

motivated learners. 

 

      7.2.2.1 The teacher’s role in motivation 

 All of the participants unanimously agreed that teachers play a pivotal role in 

motivating their learners. More than half of the participants voiced the opinion that the role 

of a teacher verges on that of a psychologist or coach. HR16 described teachers as 

“motivating mentors” (p. 6). In HR6’s opinion, the teacher plays a key role in motivation: 

“a language course is like a training course, in 80% of the cases, the success of the course 

depends on the trainer. This is true for language teachers, as well. She or he plays a key role 

(p. 3).” According to HR11, a language teacher’s role is very similar to that of a psychologist 

many times, as “you sit down in the lesson and start talking about your day in English, you 

feel much better already” (p. 6). HR4 described this aspect of language teaching in the 

following words: 

 

We have several learners who are close to or over 50. They say they have a 

family, they are too old, they have never learnt English, only Russian when 

they were young. They say they will never ever learn English. I think a teacher 

has an enormous task to eliminate this block. There’s a lady at our company 

who started learning three years ago. She is in a managerial position, and 

currently, she can already participate in managerial meetings conducted in 

English. She is still tense and anxious a bit, but she can already express herself 

well enough, she has achieved a lot of success. I assume this wouldn’t have 

been possible without the positive approach and motivation of her teacher. (p. 

4) 

 

HR7 shared the idea with me that in his experience, in the majority of cases, corporate 

language learners primarily want to talk about themselves and about their problems in the 

lessons. It must be noted here that since speaking an intermediate level of English is an entry 

requirement in corporate settings, learners can express themselves more or less fluently, 

which provides them with the opportunity to speak about anything they want in the lessons. 

HR7 added that “this speaking about themselves and their problems is definitely beneficial. 

It’s like killing two birds with one stone, as long as it’s in English” (p. 4). In HR8’s opinion, 
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an on-site English lesson sets the stage for “unwinding after a nerve-racking day” (p. 4). 

HR13 added however, that: 

 

I can imagine that not everybody wants to or is able to open up so much. If I 

have a problem at work or in my private life, do I have to, is it ok, does it make 

sense to talk about it to my teacher? I know it’s good for me, but not necessarily 

for everybody. I think a teacher has to be open and let the learner decide to 

what extent he or she wants to talk about these issues in the lesson. It’s like the 

ocean. The teacher has to be able to handle both splashing in shallow water and 

diving into a deep sea trench. If someone comes to class crying because of the 

incessant nagging of a superior or because her husband is an alcoholic, teachers 

might want to do their best to cope with those situations, too. (p. 6) 

 

In order for the teacher to be able to meet this requirement, several of the participants 

mentioned the need of and continuous training in self-awareness. HR5 summarised her 

thoughts on this in this way: 

 

I think you can really convey information if you are credible. I would like to 

believe that teachers in the teacher training programme are selected on the basis 

of their psychic character and self-awareness. If you decide to become a teacher 

you cannot stop developing yourself, just like in other professions. You 

shouldn’t stop this development, you have to know yourself and if you know 

yourself, it enables you, as a teacher, to develop your learners and to inspire 

your learners, and I believe you’ll end up being a very successful teacher. (p. 

4) 

 

      7.2.2.2 The teacher’s tools to motivate 

 Even though all of the HR managers agreed that the teacher’s role is key in 

motivating learners, they see this role fulfilled in the ways listed in Table 19. Some of 

the participants claimed teachers can motivate learners by making sure they have a 

sense of achievement. This achievement, according HR8, can range from “overcoming 

one’s inhibitions and daring to speak the language, through being able to read a 

professional article in English, to presenting in English” (p. 4). For HR2, achievement 

means that the learners see “their own development, their extending vocabulary and 

more and more complex grammatical structures” (p. 5), whereas for HR13, it is 

positive reinforcement that makes the learner believe that “he knows the material and 

he knows it well, so he is able to use it correctly” (p. 4). A sense of success, according 

to HR1, is bolstered by “giving continuous feedback, and providing learners with 
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opportunities to experience success by making them write word tests for instance, or 

anything that enables them to see their progress” (p. 5). 

  

Table 19 Emerging themes 

HR managers’ perspectives of  

the teacher’s role in motivation 

 

 Teachers make sure learners have a sense of achievement; 

 teachers set an example; 

 they inspire; 

 they have an open mind; 

 they are professional; 

 they take responsibility for their learners; 

 they set goals; 

 they strive for practicality; 

 they motivate with the benefits of oral communication; and 

 they motivate with the benefits of tailor-made teaching. 

 

 According to HR9 and HR10, teachers can motivate by setting an example and 

providing inspiration. HR9 described teachers as “the driving force, exemplary role 

models” (p. 5). She added that by setting an example she means preparing for the 

lessons on a regular basis. In her opinion, if the learner is expected to prepare for every 

single class, the same can be expected of the teacher. If this requirement is met, the 

teacher can be a source of inspiration. HR10 expressed her opinion on inspiration in 

the following way: 

 

The teacher’s role is to make his or her knowledge accessible to the 

learner, to show as much as possible of his or her knowledge to the 

learner, and to inspire the learner to work autonomously. It is also 

important to heighten learners’ level of motivation, as learning a 

language is quite a long story with some “earthquakes” or lows, and it’s 

important for the teacher to get the learners over these ebbs. (HR10, p. 5) 

 

Her idea resonates with Pink’s (2009) reference to autonomy as one of the three cornerstones 

of a motivating working environment, as well as the temporal aspect of motivation described 

in Section 4.3.3 of my dissertation (see for instance, Dörnyei & Ottó 1998; Shoaib & 

Dörnyei, 2005; Ushioda, 1996, 1998; Williams & Burden 1997). The teacher as a source of 
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inspiration is mentioned by HR2 as well, by alluding to the reciprocity of motivation 

expressed by Csikszentmihalyi (1997): 

 

If teachers are motivated in their work, if they are satisfied with their own work, 

I think they can motivate our employees, as well. If teachers rattle off how to 

form questions in English indifferently, it is not going to work. (HR2, p. 5) 

 

 Several of the interviewees emphasised the necessity of the teacher’s open mind. 

HR14 hinted at this by saying the following: “I would definitely ask them what they are 

interested in, what they find necessary, that’s for sure” (p. 5). In HR10’s opinion, language 

teachers are similar to managers in the sense that “good teachers are elicitors. They have to 

find the obstacles that prevent learners from speaking, which can be achieved by having long 

and friendly conversations and questions” (p. 5).  

 Others hinted at the professionalism of the teacher as a tool of motivation. HR9 and 

HR17 underlined the importance of being well-prepared: “a teacher has to be well-prepared 

and has to know where you are, and it has to be visible that he has come to the lesson in a 

way that he knows what he wants to do on that particular day” (HR9, p. 4). In HR17’s words: 

“he always has to arrive well-prepared. It shouldn’t be the case that well, we’ve already filled 

in a test, I’m bored to death and I feel I could have done this at home, as well” (p. 3). On 

professionalism HR14 and HR15 mentioned the following: “he has to speak English very 

well” (p. 5 / p. 8), whereas HR18 referred to the teacher’s ability to explain the material in 

such a way that everybody can understand it.   

 For HR1, HR 4, HR5, and HR13 it is taking responsibility for learners that motivates 

them most. Dörnyei’s (2001) expresses this in the following way: 

  

if you show commitment towards the students' learning and progress, there is 

a very good chance that they will do the same thing. It is important that 

everybody in the classroom should be aware that you care; that you are not 

there just for the salary; that it is important for you that your students succeed; 

that you are ready to work just as hard as the students towards this success. (p. 

34) 

 

In HR13’s words, “you feel that you’re important for the teacher, teaching is important for 

the teacher too, and he finds it important that you develop” (p. 4). HR 4 described taking 

responsibility in the following way: 
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I think teachers can make the most of their learners if you motivate them as 

well. Maybe, teachers have to be coaches, too, to some extent. I think if you 

teach from your heart, you teach like this. That is to say, you take responsibility 

for your learners, for their progress. You have some learners who have to get 

from level A to level B, and you feel this responsibility. (p. 6) 

 

 Apart from the above tools of motivation, HR12 and HR18 cited formulating goals 

as well as practicality emerged as the most motivating tools of a teacher. HR12 referred to 

this as “a clear goal at the end” (p. 5), whereas HR18 described it as “it is also the teacher’s 

task to see the whole process and the goal at the end of the process, as well as the way to 

achieve it” (p. 6). As for practicality, HR14 described it as follows: 

 

When I went for a job interview for instance, where I had to speak English, my 

English teacher told me to rehearse the situation a few times. And he kept it in 

secret, no one knew in the organisation that I was looking for another job or 

was about to leave the company. (p. 5) 

 

      7.2.2.3 Oral communication as a tool of motivating the learner 

 As teacher – learner communication emerged as a corner stone of motivation in Study 

4, I was curious to find out what importance HR managers attributed to oral communication 

in motivating adult learners of English. All of the participants voiced their opinion that oral 

communication is the most important element and purpose of a language lesson, and as such, 

its quality and content play an outstanding role in motivating learners. 

 One of the benefits of oral communication is manifested in its ability to endow 

learners with discovering new aspects during conversation. In HR6’s words, “they are in 

small groups, they are in company, they can take up each other’s habits, norms of behaviour, 

values; it leaves a mark on their personality” (p. 3). In HR11’s words, “they are influenced 

by new impulses” (p. 7), whereas in HR17’s words: “they can talk about topics that normally 

wouldn’t interest them” (p. 4). HR16 described this in the following way: 

 

… because of the new aspects that emerge during conversation, you’ll be a 

richer person, and possibly, you can solve a certain problem easier. If you have 

to give an account of your day, you’ll think your day over at least. You 

synthesise your day, or in some cases even your work – there is an indirect 

relationship – but you can possibly carry this over in your work: you think your 

day over and you arrive at the conclusion that oh my god, I haven’t done 

anything today apart from answering calls and emails. As a result, you might 

modify planning your days. (p. 6)  
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HR11 came to the same conclusion when she said, “conversation structures your thoughts” 

(p. 7). Apart from possibly transferring a structured way of thinking from a language lesson 

to daily work, HR7 cited another benefit of oral communication that might be transferred to 

one’s working environment: 

 

If a good relationship develops between a teacher and a learner, the learner 

becomes a lot more open and sincere. In your workplace you play a role, you 

try to meet the expectations of your bosses, your environment, and your 

immediate colleagues. In a language lesson you can open up, you can be more 

sincere, more yourself. Your personality will be easier, and it’ll have an effect 

on your work, too. (p. 5) 

 

 Interestingly, three of the HR managers mentioned that after a period of e-learning 

and blended learning, they had reverted to live face to face learning because of the motivating 

effect of live conversation. HR15 described her disappointment at e-learning as follows: 

 

We bought, I don’t know, I don’t want to lie, hundreds of licences. Anybody 

could apply, you got a password, you could sit in front of your PC any time, 

everybody had a personal tutor and whatnot. It didn’t work. On the one hand, 

there was no real communication with each other, face to face, on the other, 

there wasn’t a driving force that they had to do it. They washed their laundry, 

they went fishing instead, so it doesn’t work like that. I think it’s the human 

contact, communication, and live conversation that are paramount in language 

learning. (p. 5)    

 

 When it came to what HR managers thought about the topics that come up in a lesson, 

the majority of the participants agreed with HR3, who said the following: “they talk about 

all aspects of life” (p. 5). HR8 expressed a similar notion: “as long as it’s in English, it 

doesn’t matter at all what they talk about. I guess they talk mostly about themselves, their 

problems” (p. 5). If there is a good relationship between the teacher and the learner, 

according to HR16, “they discuss outstandingly positive and outstandingly negative things. 

I guess it depends on the personality of the teacher and the learner how deep they go” (p. 7). 

In HR13’s words, “I’m sure, personal things come up as well; at the very least the teacher 

asks you how you are, what’s up, and you let off steam in 5-10 minutes” (p. 6) HR10, HR11, 

and HR14 emphasised topics related to work: “we are in a working environment, sitting next 

to our colleagues, so I’m sure that topics that are related to work come up in a lesson. This 
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is great as they talk about their real life” (HR11, p. 7). According to HR1, oral 

communication is motivating and indispensable at the same time: 

 

The ability to express themselves clearly is the biggest motivating force. Oral 

communication is the most important, as the Indians and the other foreigners 

we are in contact with don’t speak Shakespearean English, either. But the 

ability to convey on a relatively good level what exactly one means is 

indispensable when we talk about specifications. And the ability to ask back 

whether you meant what I meant, because any kind of IT development, any 

development, or project can lead things astray. (p. 3) 

 

A somewhat similar opinion was expressed by HR12, who stressed the importance of 

incorporating ESP in the syllabus: 

 

I hope they also talk about what they are supposed to, i.e., specifically about 

what kind of parts the machinery has. They obviously have to learn the 

vocabulary and I hope, they role play situations. Role plays, such as there was 

a problem on a production line and how you can describe the problem, how 

you can solve the problem, etc. I’d like them to speak about things like this. (p. 

3) 

 

      7.2.2.4 Tailor-made teaching as a tool of motivating the learner 

 Similarly to oral communication, tailor-made teaching emerged as a motivational 

tool. The majority of the participants claimed that tailor-made teaching was crucial in 

motivating corporate adult learners, but several of the participants added that it required “an 

open-minded teacher and learners who are capable of articulating their needs” (HR16, p. 8). 

The teacher has to have an open mind in approaching the learners with a view to being able 

to find out “what they use English for, when they use it, and what their priorities are” (HR6, 

p. 4). In order to meet this need, teachers should get to know their learners as much as 

possible. Getting to know the learner both as a person and a professional was the most 

frequently cited prerequisite and tool of tailor-making lessons that result in heightened 

motivation. In HR13’s opinion, “being asked, being attended to, and being listened to 

guarantee tailor-made teaching and result in motivation at the same time” (p. 6).  In order 

for teachers to familiarise themselves with the professional language needs of learners, 

according to HR4, “the best idea is to spend a few hours with the learners on the job, studying 

their presentations, texts that they use in their daily work” (p. 6). HR5 repeated a similar 

notion: 
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Teachers can get to know their learners by checking a lot of internal materials 

so as to have concrete ideas about the field their learners work in. As a result, 

efficiency also increases. The employees feel they are learning something they 

can use in their workplace. As a consequence, they will be a lot more 

motivated. (p. 7) 

 

HR18 also emphasised the importance of incorporating ESP in the syllabus: “if teachers 

make employees practise special vocabulary related to their jobs, or tasks that the learners 

find problematic, teachers can greatly affect their motivation” (p. 8). HR15 stressed the 

importance of the relevance of ESP: “we have a nuclear plant here, so it’s not going to be of 

much help if the teacher wants to discuss different ways of investment” (p. 9). 

 Another benefit of tailor-made teaching that acts as a motivation booster is efficiency. 

This was articulated by several of the participants. HR14 described it as follows: “we have 

to help them where they have gaps in their knowledge, and we shouldn’t impose on them 

practising things that they have at their fingertips” (p. 6). HR1 expressed a similar idea: “if 

they are bored they aren’t likely to be motivated” (p. 4).    

 

 7.2.3 Conclusion 

In Study 5 of my dissertation I investigated what the Human Resources (HR) 

managers of 18 organisations employing over 250 employees in Hungary thought of the 

motivating influence of the language teacher based on feedback from their employees and 

their own (previous) language learning experience. This study served another purpose: from 

the point of view of research methodology, I wanted to triangulate my broader research by 

involving a third aspect – that of HR managers’ – apart from investigating language learners’ 

and their teachers’ views on motivation. 

The findings of the study confirm that HR managers attribute an important role to 

language teachers in motivating corporate language learners. In their opinion, teachers’ 

motivational influence is partly embodied and promoted by teachers acting as mentors, 

coaches or everyday psychologists. As such, apart from transferring knowledge, they also 

provide learners with an opportunity to vent out their problems or talk about anything the 

learners wish to talk about if there is a need for it, which in turn leads to a positive learning 

experience (c.f., Dörnyei’s (2005) L2 Motivational Self System; Weiner’s (1985) attribution 

theory). On the other hand, teachers’ motivational influence is fostered by several 
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motivational tools, which, according to HR managers, include (1) making sure leaners have 

a sense of achievement, (2) setting an example and providing inspiration, (3) approaching 

learners with an open mind, (4) being professional, (5) taking responsibility for your work, 

(6) being goal-orientated and practical. 

Two additional tools that HR managers described as crucial in motivating were being 

tailor-made and exploiting the benefits of oral communication in a motivating manner. By 

tailor-made teaching they meant concentrating on the actual personal and professional needs 

of the learner, which can only be elicited by having a genuine interest in getting to know the 

learner. As long as this need is met by the teacher, teaching is more efficient both in terms 

of time and costs, and additionally, ESP relevant to the learner can be incorporated in the 

syllabus. As far as oral communication is concerned, it is motivating not only on the grounds 

that it is regarded as the primary purpose of on-site language curses by HR managers, but 

also, because by exchanging opinions with the teacher or other learners and by possibly 

conversing about topics the learners would normally not talk about, they enrich their 

personality, they broaden their mind, and they better structure their thoughts, which in turn 

might help them in their working lives out of the classroom. 

From the point of view of the final questionnaire study my dissertation, many of the 

motivating tools that had previously emerged in the preceding studies: atmosphere, free 

choice of topic, focus on the present, getting to know the learner, incorporating ESP in the 

syllabus, personality and behaviour, preparedness, and tailor-made teaching also emerged 

in Study 5. Having described what HR managers thought of language teachers’ motivational 

influence, in the next study of my dissertation I investigate how language teachers 

themselves view their own motivating influence in a corporate setting.     
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     7.3 The teachers’ perspective: The teacher’s role in motivation (Study 6) 

As the results of all of the studies above suggested that the language teacher plays an 

important role in generating and maintaining the motivation of adult learners of English in a 

corporate environment, I also wanted to explore what English teachers working at companies 

employing over 250 employees in Hungary thought of their own role in motivating their 

students. From the point of view of research methodology, I was also driven to triangulate 

my broader research by involving the teachers’ aspect. 

 

 7.3.1 Research method  

In order to find answers to the research questions of Study 6 and to provide the 

necessary depth and richness of information, qualitative data seemed to be the best source 

for the same reasons elaborated on in Studies 1, 2, 4, and 5.  

 

      7.3.1.1 The participants 

 I set out to build a purposive sample of 30 teachers using the principle of maximum 

variation, so I sought out language teachers of the organisations that participated in the 

previous studies of my research: all of the 30 participants were teachers of English at 

companies employing more than 250 employees representing a wide range of industries 

including the automotive; baby, feminine, and family care; banking; construction; 

electricity; FMCG (fast moving consumer goods); gas; information technology; insurance; 

nuclear; pharmaceutical; telecommunications; tobacco;  and trading industries; as well as 

public administration.  After conducting the 15th interview that I was nearing data saturation, 

therefore I decided to do three more interviews and finally include only 18 participants in 

the study. 12 of the participating teachers were female, the other 6 were male, 16 of them 

Hungarian, one of them a native Canadian and one of them a native British teacher. The 

participants were aged between 29 and 61, each with at least seven years’ experience in 

teaching adults (see Table 20). To retain their anonymity, and for the sake of simplicity 

because of the high number of participants, they will be referred to as T1 to T18 throughout 

the study representing the order in which they were interviewed. 
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Table 20 Participants 

 

Pseu. Age Sex 
Exper. 

(years) 
Workplace EFL / ESP 

Employm

ent 
Qualifications 

Natio

nality 

 

T1 

 

44 

 

F 

 

21 

 

companies, 

language schools 

 

EFL and ESP 
self-

employed 
English MA H 

T2 29 M 9 
companies, 

language schools 
EFL and ESP 

self-

employed 

English MA, 

PhD in progress 
H 

T3 45 M 12 
companies, 

language schools 

ESP (marketing, 

finance, oil 

refining) 

self-

employed 

university 

degree in 

finance / 

English MA, 

language coach 

H 

T4 39 M 17 
companies, 

language school 
EFL and ESP 

self-

employed 
English MA H 

T5 44 M 19 
companies, 

language school 
EFL and ESP 

self-

employed 
English MA H 

T6 28 F 7 
companies, 

language school 
EFL and ESP 

self-

employed 

English MA, 

PhD in progress 
H 

T7 39 F 15 
companies, 

language school 
EFL and ESP 

self-

employed 

English MA, 

foreign trade 

translator and 

interpreter 

H 

 T8 45 F 15 

companies, 

secondary school, 

university 

EFL and ESP 
self-

employed 

Social Sciences 

MA, TESOL, 

TESOL trainer, 

TOEFL trainer 

CA 

 T9 61 F 39 
companies, 

language school 

EFL and ESP 

(finance, health 

care) 

self-

employed 

English BA, 

MA and Human 

Resources MA 

H 

 T10 45 F 23 companies 
EFL and ESP 

(banking) 

self-

employed 
English BA UK 

T11 47 M 29 companies 

EFL and ESP 

(general 

business, 

presentation, 

negotiation) 

self-

employed 
    English MA H 

T12 41 F 15 
companies, 

language school 

EFL and ESP 

(general 

business) 

self-

employed 
    English MA H 

T13 34 F 12 one company ESP (telco) 
self-

employed 
English MA H 

T14 58 F 35 
companies, 

language school 

EFL and ESP 

(social sciences) 
employee English MA H 

T15 41 F 14 one company ESP (insurance) 
self-

employed 
English MA H 

T16 56 F 31 
companies 

language school 

EFL and ESP 

(banking) 
employee English MA H 

T17 45 M 19 

companies, 

language school, 

primary school 

EFL and ESP 

(business, 

agriculture, 

finance, foreign 

trade) 

employed 

+ self-

employed 

 English MA H 

T18 43 F 23 
companies, 

language school 
EFL and ESP 

employed 

+ self-

employed 

 English MA H 
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      7.3.1.2 The instrument 

Based on the same considerations as in the previous qualitative studies of my 

dissertation, I concluded that I would devise a semi-structured interview guide through 7 

steps. The seven steps of the validation process were based on Prescott’s (2011) model.  As 

a result of points 1 to 3 in the model, the following research questions were formulated: 

 

RQ1:  What influences the level of motivation of English teachers working in a  

  corporate environment? 

 

RQ2:  How do English teachers working in a corporate environment rate their own 

  ability to motivate students? 

 

RQ3:  In what ways do teachers of adult learners of English in a corporate      

environment motivate students? 

 

As a next step, a semi-structured interview guide was devised in Hungarian consisting 

of four broader topics corresponding to the research questions: (1) general information, (2) 

how motivated teachers feel in their job, (3) how teachers rate their own motivating abilities, 

(4) how teachers motivate their learners. The first draft of the interview guide was then expert 

reviewed and piloted to arrive at the final version of the instrument (see Appendix F). Due 

to the thorough preparation, no further adjustments were needed after the pilots. The 35- to 

40-minute interviews were conducted in Hungarian and with the native English and 

Canadian teachers in English, recorded and transcribed in December 2014 and January 2015. 

The verbatim transcripts yielded a very rich data base of approximately 70,000 words / 128 

pages.  

 

      7.3.1.3 Data analysis 

For an analysis of the data, similarly to previous qualitative studies of my 

dissertation, Crabtree and Miller’s (1999) Template Organising Style (TOS) was used. As a 

first step of the data analysis process, the following code manual was made (see Table 21.) 

based on the 4 key areas of the research instrument. 
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Table 21 The original code manual 

 

General 

information 

What influences 

your level of 

motivation? 

How do you rate 

your own 

motivating 

abilities? 

How do you motivate 

your students? 

 

 They teach both 

EFL and ESP; 

 they run their 

own business; 

 they teach adults 

because of 

money; and 

freedom. 

 

 Their level of 

motivation is 

fluctuating 

(Dörnyei & Ottó, 

1998) as we are 

fallible humans; 

 in order to remain 

motivated, teachers 

use new books, 

teach new students, 

teach ESP; 

 students perceive 

their teacher’s 

motivation from 

meta-

communication 

(Csikszentmihályi, 

1997); 

 teacher and learner 

motivation 

mutually affect one 

another, but the 

teacher’s is 

stronger 

(Csikszentmihályi, 

1997). 

 

 

 Their 

motivating 

abilities are a 

bit better than 

average; 

 the long-term 

motivating 

effect of a 

teacher is more 

determining; 

 motivating 

abilities can be 

developed 

through raising 

awareness and 

training. 

 

 

 They motivate by 

preparation; 

 getting to know them; 

 praise (Williams & 

Burden, 1997); 

 encouragement; 

 setting goals; 

 interaction (Williams 

& Burden, 1997); 

 personality (Williams 

& Burden, 1997); 

 behaviour (Williams & 

Burden, 1997); 

 emphasising 

instrumentality 

(Gardner & Lambert, 

1972); 

 emphasising the 

integrative nature of 

English (Gardner & 

Lambert, 1972; Akbari, 

2008); 

 eliciting ideal-self 

(Dörnyei, 2009); 

 eliciting vision 

(Dörnyei & 

Kubanyiova, 2014). 

 

 

 

 Having established the original code manual, the coding process was started with the 

initial coding, which meant highlighting relevant sentences and adding a label to them. As a 

second step, within second level coding, all the codes related to one of the 4 broad areas of 

the instrument (e.g., How do you motivate your students?) were formulated and collected on 

an individual basis. As a third step, within the framework of third level coding, more abstract 

commonalities related to one of the four broad areas based on all of the interviewees’ 

accounts (all the interviewees’ relevant data on ‘How do you motivate your students?’) were 

established. Finally, all of the emerging data were collated with the ones of the original code 

manual and this comparison resulted in the following emerging themes (see Table 22), which 

complement the themes of the original code manual: 
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Table 22 Emerging themes 

 

General 

information 

How motivated 

do you feel? 

How do you rate 

your own 

motivating 

abilities? 

How do you motivate 

your students? 

 

 They teach 

adults because 

public 

education is 

frightening 

(burnout, 

constraints); 

 it requires 

creativity; 

 it poses an 

intellectual 

challenge; 

 there are no 

discipline 

problems; 

 it offers 

flexibility; 

 adults have 

clear goals. 

 

 They motivate 

themselves by 

participating 

in continuous 

training; 

 with variety; 

 with 

novelties; 

 by attaining 

mastery; 

 by 

experiencing 

the Pygmalion 

effect; 

 with right 

amount of 

workload. 

 

 

 They rate their 

own abilities 

based on 

continuous 

feedback; 

 these abilities 

can be 

developed; 

 by raising 

awareness; 

 with reflection; 

 by mastering 

people skills; 

 by raising self-

awareness; 

 their motivating 

abilities are dual 

(short + long-

term); 

 their motivating 

abilities might 

stem from their 

own language 

learning 

experience 

(either positive 

or negative). 

 

 They motivate with 

a practical 

approach; 

 by setting goals; 

 by making learners 

feel successful; 

 by teaching ESP; 

 by getting to know 

the learners; 

 with free 

conversation so 

they can vent their 

frustrations; 

 by creating trust; 

 by asking good 

questions; 

 by tailoring timing; 

 by personalising 

handouts; 

 with their 

appearance; 

 with their 

personality and 

behaviour: being 

friendly, 

empathetic, 

attentive, informal, 

enthusiastic, 

flexible, thorough, 

consistent, credible, 

punctual, tailor-

made and well-

prepared. 

 

 

 

 

 7.3.2. Results and Discussion 

 The purpose of the first set of questions in the interview guide was to find out some 

general information about the participants: their age, experience, workplace, the kind of 

English they taught, the legal framework of their employment, and their qualifications. The 
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data related to these questions are summarised in Table 20. I was also curious to find out 

why they had ended up teaching adults in a corporate environment rather than teaching 

children or teenagers in schools. 

 As can be seen in Table 20, all of the participants have been working in adult 

language education for at least 7 years with abundant experience and none of them are 

intending to change, which might imply that they are generally satisfied with what they do. 

All of them agreed unanimously that it was accidental that they had ended up teaching adults. 

While none of them had planned to work in adult education at the beginning of their careers, 

three of them decided during their teaching practicum that what they would definitely not 

like to do was teach children. T3 expressed this in the following way, “There and then I 

decided I would never do it. Besides, I’m not suitable for that.” (p. 1). T11 was even more 

outright and admitted, “No, it’s not for me. I don’t like children in general, adults are perfect 

for me” (p. 1). Another four participants mentioned problems related to discipline, which is 

aptly summarised in T4’s words: 

 

The reason I’m teaching adults is that I have met so many burnt out primary 

and secondary school teachers during my life that even though my teaching 

practise was a good experience, I felt – learning from others’ experience – that 

I don’t have the extra energy to discipline children instead of doing the 

professional work. It would take away a big amount of my energy and I don’t 

want to deal with discipline. Also, I don’t have a set curriculum to follow, 

teaching adults gives me a lot more freedom and variety. I can be more creative 

and my energies are not wasted. It is flexible and compatible with family life 

(p. 1). 

 

T5 added to the above, “it is more enjoyable. Adults generally have goals and perhaps it’s 

much easier to help them accordingly. Once they realise their goals, it’s easier for them to 

become enthusiastic learners” (p. 1).  

 The aspect of intellectual challenge emerged for ten of the participants, T8 and T10 

had the same to say, which will be illustrated with T8’s words: 

 

Somehow, it is intellectually more challenging to teach adults, because I also 

have to keep pace with the changing world. Obviously, I don’t want to be 

caught out, I wouldn’t like to get questions I cannot answer and I don’t want to 

have topics in the class I cannot comment on. I’m not saying that school 

teachers don’t develop, don’t participate in training, etc., but teaching adults 

poses challenges to me, it makes me work harder and prepare better. (p. 1) 
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T8 emphasised that working as a self-employed language teacher is very different from 

teaching in a school. She hastened to add that she does not look down on anybody’s work, 

but teaching in the private sector cannot be compared to institutionalised teaching. She finds 

it easier and harder at the same time: 

 

Here, the language teacher has the possibility and at the same time opportunity 

to answer emails for example out of office hours. When you run your own 

business, you don’t put in a 100%, but 200% so that your clients feel that you 

go out of your way for them. At the same time, I have been teaching in schools 

as well, I have never felt that kind of motivating environment that we have in 

the language school. Also, here, teachers are recognised by the management of 

the language school. The atmosphere is very friendly, they organise different 

training sessions for us to be able to develop, they make efforts to get to know 

you and to appreciate your work. (p. 3) 

 

      7.3.2.1 Teachers’ own motivation 

 The second set of questions intended to explore how motivated the participants 

themselves were as language teachers. I tried to find out what they generally did in order to 

remain motivated and asked them to describe a period in their lives when they had been 

extremely motivated and demotivated respectively. I was also curious to find out whether 

they thought their students were able to perceive the teacher’s level of motivation, and finally 

asked them to speak about what they thought about the reciprocity of motivation transfer 

that takes place between the teacher and the learners. 

 With the exception of T10 – who was beginning to feel the signs of burnout 

sometimes – all of the participants turned out to be highly motivated, as T11 said, “otherwise 

I wouldn’t be able to continue teaching” (p. 1). In T15’s words, “I have found freedom and 

I can do what I really like. I can find out how I can be creative and how I can develop. As 

long as I feel I can develop, I will always be motivated” (p. 2). T16 said, 

 

I have always felt motivated, and I think the fact that I haven’t changed my 

career is further evidence. The number of years I spent in the profession shows 

that it is important for me to be successful, to derive pleasure from it and to 

make a living as well. And obviously, learning the language is important for 

the learners too, in a particular position or life situation, since this is the reason 

why they enrolled on the course, and it is very important that they should 

develop. (p. 1) 
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 In order to remain motivated, all of the participants underlined the importance of 

training, development, and change. T18 mentioned, “I consciously change the course books 

I teach from, the kind of ESP I teach every now and then to remain motivated” (p. 2). T3 has 

just finished coach training, which motivates him very much, whereas T4 had participated 

in a training course in Devon last summer. T5 is grateful to the manager of the language 

school where she works, saying: 

 

He thinks it is essential for us to acquire the latest methods, technical equipment 

and I’m open to do that. He gives us the opportunity to develop, encourages us 

and says look, we have this and this and you can learn it here, or we might 

invite someone to train us and I do my best to attend these sessions. Obviously, 

on these occasions I learn a lot of new ideas, new approaches and they maintain 

my motivation. (p. 2) 

 

T9 does her utmost “to get to as many training courses as possible and today, it’s very easy 

to find something new on the internet. Also, I keep in touch with my former colleagues” (p. 

2). T8 seeks to get to know her students more and more so that she can tailor-make the 

lessons better and better to the needs and interests of the learners, “on many occasions our 

interests don’t meet, so consequently I get to know unfamiliar areas of life, which motivates 

me” (p. 2). T10 is motivated by the usefulness of her job: 

 

What motivates me is if I see that my students can use what they have learnt 

correctly on the job, and they can create an atmosphere where the subscribers 

feel that they are given the attention they have only dreamed of. (p. 1) 

 

 When it came to describing a period in their professional life when they were highly 

motivated, the most frequently cited reason was attaining mastery of their profession. Half 

of the participants recalled a period in their lives “when I had been doing it for quite a few 

years and I felt that I was quite good at it, when I got a lot of positive feedback from many 

places” (T15, p. 1). T16 recalls a similar period related to ESP: 

 

I have been teaching in the production plant since 2001. At the beginning it 

was difficult, because I didn’t know anything about production, the technical 

background, and we were always talking about that. So it was difficult for me 

to accommodate to the local environment. After a few years I know very much. 

It’s a great feeling to chat with my students in such a way that they know I 

know what they are talking about whether it be a lath or a business process, so 

we’re on the same wavelength. It motivates me because I like being a real 
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partner in a given topic in a given area, because I have been here for more than 

10 years. It motivates me when I feel that I know what they need, even if they 

still don’t, I know what grammar, what vocabulary they need, what skills need 

to be developed, and it’s a great feeling. (p. 2)  

 

 The importance of novelty in motivation also surfaced in another interview. For T4 

it was a different methodology, a different approach that kept her very motivated: 

 

First, I told the teacher who took me there, thank you very much, I have had 

enough of this and that kind of methodology, but I found it so interesting and I 

was curious to look into whether it works as well as it is claimed, and I stayed 

here and have been here ever since. (p. 2) 

 

Some of the participants also mentioned the first few years of their careers when they had to 

prepare a lot for the lessons: “I had to learn a lot and I prepared very much for the lessons 

and enthusiastically. When you learn something new, it usually takes a year or two” (T6, p. 

2) 

 As far as demotivation is concerned, it seems to be connected either to the quantity 

of work or other external circumstances. Too much or too little demand for their work can 

account for demotivation. Half of the participants cited a period in their lives when there was 

not as much work available as they would have liked to do. T5 said, “there was a summer 

period when I had very little work and even that felt like a heavy burden” (p. 2).  T8 

remembers this as follows: 

 

There was once a more serious period when there weren’t enough clients for different 

reasons. For example, I can distinctly remember the first half of 2009. Several 

commissions were being cancelled because of the outbreak of the economic crisis, 

companies saved money on language education. Then I felt my capacity was 

underused. It was very demotivating. (p. 2) 

 

 As for the opposite extreme, T10 recalled a period when “at the beginning I worked six days 

out of seven, still I felt I was getting nowhere, I didn’t feel I was developing as a teacher” 

(p. 2). T15 mentioned tiredness and exhaustion: “It’s difficult to strike a balance between 

your work and private life. It happens that I’m exhausted, I’m under a lot of pressure, and I 

don’t feel I can do a 100%” (p. 2).  T1 was speaking about such periods when she feels her 

life is dominated by work: 
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I get demotivated when I feel my work takes control of the life of my whole 

family. There was a period when I was physically exhausted. Waves crashed 

over my head and I felt I couldn’t cope any longer. I felt I was not able to come 

up to my usual standards and I felt I had enough. (p. 3) 

 

Apart from the quantity of work, other external circumstances also seem to influence 

teachers’ level of motivation. T16 mentioned that, “The syllabus we had to follow was 

provided by the HR department of the company and it had nothing to do with the lives of the 

participants” (p. 2). T6 recalled a time when she had a group of four ladies, “whose level 

was very different, and on top of that there was a lot of friction between them” (p. 2), whereas 

T18 referred to a course when “the circumstances were not right, we were in a warehouse, 

sometimes we got frozen, sometimes it was boiling hot in there” (p. 2). T2 recalled a course 

when several external factors contributed to a demotivating influence: 

 

I felt that it was a burden for them to a certain extent. It was obligatory for 

them, they weren’t very motivated at 6.30 in the morning before their work 

started. It was all yawning and elbowing. They didn’t feel like being there, and 

neither did I. (p. 1) 

 

 The overwhelming majority of the participants (except T4) are convinced their 

students perceive how motivated they are in a given lesson. In T11’s words “people are not 

stupid, you can’t fool them” (p. 2). T5 said, “I keep getting feedback during the lesson: body 

language, eye contact, etc. I can size it up very well whether I’m on top or not and they react 

to it very sensitively” (p. 2.). In T10’s opinion, “as our contact is personal, I can follow the 

way they perceive my motivation very well” (p. 3). T15 said “my mood and the extent of 

my preparation are telling signs” (p. 2), while according to T16 it is obvious: 

 

If you are not convincing, if you don’t have this inner conviction, you’ll get it back 

from your students, too. They know it. Not only from the way you open your mouth, 

but also from the way you enter the classroom. What you have on your face, what 

gestures, what enthusiasm you radiate, they can get it in a second. You can’t fake it; 

they’ll find it out immediately. Besides, it matters how you hold the lesson, what kind 

of supplementary materials you use to spice them up, how you meet the group’s 

needs, because every group is different, you cannot enter with some general stuff. (p. 

2) 

 

 All of the participants confirmed the mutual transfer of motivation referred to as 

contagious enthusiasm by Csikszentmihályi (1997) that takes place between the teacher and 
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the learners. They also agreed on and confirmed Carbonneau et al’s (2008) analysis that 

suggests that teacher enthusiasm and passion function more as antecedents rather than 

consequences of student motivation, even though this relationship can also be bi-directional. 

There is a lot of evidence in the transcripts that underlie this: “Obviously, it is primarily the 

teacher’s responsibility to motivate the learner, not the other way round.” (T2, p. 2), or T3 

on the same topic, “if the teacher is not motivated, and it shows, the learner will never be 

motivated. Besides, I wouldn’t call anybody a teacher who says that they are demotivated 

because of a demotivated learner” (p. 2). T4 says the following on the same question, “if 

someone is motivated and has goals, I can recognise it very well, and I help by giving them 

a further boost. If someone is just sent to me to learn the language without them wanting to, 

I can convince them that it’s worth the trouble” (p. 3). T5 speaks about his persistence never 

to give up, “If I notice that they are tired or sleepy, it makes me try three times as hard. I spot 

the grumpiest, most tired guy and I’ll try to convert his mood into a laidback, relaxed state 

of mind” (p. 3). T8 has the same attitude: 

  

I have a group of three, and probably their personalities are very different, but 

I’m working hard on creating cohesion. It can be demotivating and these 

lessons sometimes give me a sense of failure. But it makes me try even harder. 

I won’t give up until I find the right way. I get embittered now and then, but I 

won’t give up. They become what I think of them. I imagine their knowledge 

in the future and try to send signals to them accordingly and they will live up 

to this image. This is what I believe in. (p. 4) 

 

Above, T8 describes the Pygmalion effect, which works as a self-fulfilling prophecy, 

and in a language learning context it refers to the phenomenon that McLeod (1995) describes 

as learners being either positively or negatively affected by their teachers’ implicit 

expectations, their empathy and their own sense of self-efficacy. The Pygmalion effect was 

originally studied by Rosenthal and Jacobson (1968), who demonstrated that students try to 

live up to their teachers’ expectations.  

 

      7.3.2.2 Teachers’ ability to motivate 

 In the third section of the interviews I explored how the participants saw their own 

motivating ability, and whether and how they thought it could be developed. I was also 

curious to find out about the temporal aspect of the teacher’s motivating influence (whether 

they considered it more determining within one lesson or over a period of months or years). 
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Finally, I asked them to talk about a motivating and a demotivating teacher from their own 

language learning experience. 

 Interestingly, all of the interviewees rated their motivating ability much higher than 

average, between 7 and 10 on a scale of 1 to10. This high value might explain why they have 

been able to survive in a very competitive segment of the language education market for so 

many years. Alternatively, this might indicate that those teachers were more willing to 

participate in the study who were confident and satisfied with their careers. The most 

common reason for this high level of self-evaluation was the feedback they received from 

their students: “I’m saying this based on the feedback I get and they tell me straight in the 

face. Maybe it’s not fair, but it’s often the case that they compare me to their previous 

teachers from whom they didn’t learn that much” (T8, p. 2). The same experience is 

expressed by T10: “I receive a lot of feedback and it is a very special experience when I start 

teaching a student after someone else. It’s interesting, because I don’t think I do anything 

special, still they keep telling me I do” (p. 5). T14 had this to say: 

 

Thank God, I receive a lot of feedback. When a new course starts, the new 

students approach me and express their wish to choose my classes, because 

they have heard so many good things about me. This is very firm evidence that 

probably I do something well. Also, they know that I have a lot of experience 

in the specialised language of their field, because I have been teaching there 

for so many years. So probably I won’t have to look up the words they need. 

This is definitely a competitive advantage over younger teachers. (p. 3)     

 

 Apart from rating their own motivating abilities, I was also interested to find out what 

they thought of the trainability of this ability. All the participants agreed that at least to some 

extent motivating abilities could be developed. T16 made a distinction between charisma 

and what he labelled “technical motivation”: 

 

You can motivate in different ways. There’s a general ability to motivate that I 

would call charisma. There are teachers who stand up in front of people, start 

talking and everybody is interested in what they say. Perhaps, this is the hardest 

to develop, but if you learn to like what you do, even this can be developed. 

The other side that I would call technical motivation can definitely be 

improved. (p. 3) 

 

T10 was convinced “simply by talking about it, reflecting on it and raising awareness of the 

importance of the motivating influence of a teacher, this ability can be developed” (p. 3). 
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T15 added, “I’m sure it can be developed. It is very important to motivate our students and 

ourselves, so it would be great to take part in such kind of training, I don’t know if it exists 

though” (p. 4). According to T16, it is natural that it can be developed, but it is a complex 

issue: 

 

First of all, you have to know what kind of personality types exist, how you 

can handle them. Also, you have to know a lot about group dynamics, and you 

have to develop your self-awareness and confidence, too. In our language 

school, learning about personality types is part of our basic training. As for 

developing self-awareness, it rather works on an individual basis. The teachers 

are given some material that they read and we discuss it afterwards. (p. 4)  

 

Even T4, who is more sceptical on the grounds that “there are personality types who are 

simply not suitable for this profession” (p. 6), adds that “I’m sure your motivating ability 

can be developed to some extent, as if you develop yourself, obviously you can do what you 

do in a more interesting way, which in turn enhances motivation” (p. 6). T5 shared the same 

opinion: “Everybody has to find their own style that suits them” (p. 4).   

 In connection with the temporal aspect of motivation I wanted to explore whether the 

participants saw their motivating influence was more significant during a lesson or over a 

longer period of time spanning months, maybe years. They all agreed that both were 

important, but the long term effect was slightly more important. T14’s words summarise the 

most frequently voiced opinion: 

 

The significance of the teacher is paramount during the whole process. The 

beginning is very important. It is tremendously important how the course starts. 

The day-to-day influence is important too, but it’s not a huge problem if there 

are some downs, but of course you have to maintain the motivation all through. 

And the end is very important, too. (p. 3) 

 

The importance of the first lesson is mentioned by T11 as well, “Your entrance is 

tremendously important. The first impression is a lasting one, it can overwrite a lot of 

problems that emerge later” (p. 3). T8 regards the long term effect as more significant: “What 

matters is that you stand by your students for months or years, they can always count on you, 

this has a stronger effect on their motivation” (p. 3). 

 When they were asked about their own language learning experiences to describe a 

motivating and a demotivating teacher, different explanations were given as to why they 
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liked or disliked a particular teacher, but one thing that stood out clearly as a positive quality 

was the personality of the teacher: “He was my favourite language teacher. He was 

incredibly good. His openness, his sense of humour (which was never insulting), finding the 

common voice, you could learn a lot from him” (T14, p. 4), “I don’t know why, he had such 

a personality that I was very active in his lessons, but I don’t know why” (T10, p. 3), “She 

came in the classroom and I liked her.  I don’t know why, I just realised I wanted to learn” 

(T11, p. 4). T1 described her most motivating teacher as follows: 

 

I developed a lot linguistically in her lessons, I was so attached to her, I always 

wanted to be in her class. Not only for English, but for methodology, as well. 

She was strict, had very high standards, but I always felt that she was able to 

find what was good in our work. She could maintain our motivation with 

personal messages. She taught me that there were no good lessons and bad 

lessons, no good teachers and bad teachers. Everything is relative, everything 

depends. She taught me not to judge people, rather ask them and develop them 

in a way that’s good for them. (p. 6)  

 

Other qualities that the participants mentioned as conducive to their motivation were “her 

outstanding knowledge” (T12, p. 3), “his nice pronunciation, his strictness, and his 

consistency” (T17, p. 4), “a lot of positive feedback and praise, clear explanations” (T18, p. 

3), and “detailed evaluation” (T1, p. 6).   

 When asked about a demotivating teacher, interestingly, 25 years after the abolition 

of compulsory Russian education in Hungary, all of the participants who had to learn Russian 

when it was still compulsory in primary and secondary education, brought their examples 

from those years. T17 told me about her Russian teacher in this way: 

 

She had basically a kind personality and we were only 5 or 6 in the class, so 

we were very few and somehow she didn’t manage to motivate us. We were 

only learning from a single book. She made us underline the expressions, and 

we had to do rote-learning. This was it from lesson to lesson for two years. No 

conversations at all. (p. 4) 

 

T3 had a similar experience with a Russian teacher: “she was a neurotic, hysterical woman, 

who was lashing about, I don’t think we learnt anything there” (p. 4). T14 found the 

personality of one of her teachers unacceptable: 

If you were talented, and if you fitted in her picture, you were alright, but she 

didn’t care about the rest of the class. Her personality was very negative, she 
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could pick at you and tease you, and I can remember even today some of her 

half-sentences destroyed people in such a way that she wouldn’t even think of 

this destructive effect. She likened the hair of one of my classmates to a toilet 

brush, which she thought was funny, but the girl from then on hated her classes. 

(p. 4) 

 

These examples of demotivating teachers may also have proved to be sources of inspiration 

for the participants of the study, in as much as they were subjected to practices they knew 

they would want to avoid at all costs when they became practising teachers themselves. T3 

hinted at this indirectly: “if we look at the methods we use today to teach a language, Russian 

teachers back then didn’t possess any of these. I don’t know how they were trained. It was a 

complete waste of time and energy” (p. 4). 

 

       7.3.2.3 Ways of motivating students 

 The last section of the interview focused on the arsenal of tools the participants used 

to motivate their learners. For a start, I was curious to find out whether they considered it 

their own task to motivate their learners, before I asked them how they did it. I was also 

interested to find out what elements of their personality and behaviour they thought 

promoted their learners’ motivation. Subsequently, I went on to enquire whether they used 

the integrative and instrumental aspect of the English language as a motivator in their classes. 

Finally, I asked them about the importance of ideal-self and vision in motivating their 

students. 

There was unanimous agreement among the participants that they considered it their 

own task to motivate their learners. This does not exclude motivated learners for a start, but 

all of the teachers saw their role as key in motivation. According to T7, a corporate 

environment necessitates a stronger contribution from the teachers in this respect: 

 

The lessons are usually at the beginning or at the end of the day, so you have 

to wake them up for a start. If they are tired, that’s another reason. Also, they 

are not simply learners, but mothers, fathers, husbands, wives, so they arrive at 

the lesson with different “backpacks”, so you have to create an environment 

where they can leave these “backpacks” behind or open them for that matter. 

(p. 5) 

 

T12 voiced a similar opinion and added that in her opinion “as they’re adults, they come to 

the course quite motivated, but I have to get them to prepare and maintain their desire to 
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learn” (p. 3). In the arsenal of tools that the participants deploy to motivate their students, 

the following six themes emerged: 

 

 practicality,  

 getting to know your students,  

 free conversation,  

 appearance,  

 being attentive, and 

 being tailor-made.  

 

Perhaps, it is not surprising from teachers teaching adults in a corporate environment that 

practicality emerged as a major theme. Some of the phrases most commonly used in 

connection with practicality were “being hands-on”, “practice-orientated”, and “goal-

orientated”. T4 summarised this in the following words: 

 

In the world of work, you, as a teacher, have to be success-, goal- and result-

orientated, too. The main point with adults is to make them believe they can 

use what we learn in their jobs. In this way, they become motivated. This 

primarily means developing oral skills. I put in as much pair work, group work, 

speaking activity as I can. As far as the written part is concerned, they can write 

an email, a fax or a letter, at home as well. So in the lesson we focus on what 

they need day in, day out, I think this is what motivates them. (p. 5) 

 

T17 expressed a similar opinion:  

 

As they have goals in their jobs, like they have to go to a meeting or they have 

to give a presentation, we can practise these in class and it motivates them. 

Their goals facilitate my work as well, because it’s easier to motivate them if 

they have a goal. What I usually do is plan a work-related situation that they 

can easily solve within a few lessons and they start to believe that they can do 

it, they have a sense of success in the lesson and in their work as well, which 

can be very motivating. (p. 5) 

 

T7 and T13 expressed how simulating real work situations can engage and motivate the 

learners. Let me quote T7’s words: 

 

There was a role play in today’s class. It’s a real, acute problem, the management 

wants to offshore the production unit to a neighbouring country. We acted out a 
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meeting on this. Two or three people had to think together, they had to live through 

this situation. We have had similar tasks related to sales, as well. (p. 3) 

 

This need for practicality is very much in accord with what Tennant and Pogson (1995) 

described as one of the main features of adult learning: ‘‘practice as opposed to theory, direct 

usefulness as opposed to intellectual curiosity” (p. 42).  

 The second emerging tool that the participants use to motivate their adult learners is 

trying to get to know them and view them holistically. As T2 described: 

 

I approach them as individuals first and only second as learners of English. 

They are private individuals with families, with interests, with a good mood, 

with a bad mood, with this problem or that problem. They have a job, they have 

tasks and learning English comes only after that. On the other hand, a much 

more positive human relationship develops between us, if I treat them as 

individual persons, or equal partners if you like. The best way to describe this 

situation is not that I’m the teacher and he is the student with our roles, but it’s 

like getting to know somebody with the added task that during our meeting he 

wants to achieve something and I help him with that. (p. 6) 

 

T15 tries to get to know her students by finding out as much as possible about her students’ 

learning history to identify stumbling blocks that earlier prevented them from learning the 

language and tries to find the root cause of the problem. T16 tries to find out what kind of 

personality her students have or whether they are rather visual, auditory, or kinaesthetic types 

with a view to finding the best method to teach them. T11 and T13 believe that “taking a 

genuine interest in your students is the best way of motivating them” (p. 6). T6 expressed a 

similar opinion: 

 

I’m really interested in what has happened to them. They can tell me anything, 

the only rule is that they should do it in English, even at the expense of my 

original plans. Even if I teach a small group, there’s always a part dedicate to 

this. I don’t know why exactly, but it creates a good atmosphere and trust. It 

makes them more relaxed in a short time even if the courses are not that long. 

In this way I can achieve that they start talking to each other as well. (p. 5) 

 

Naturally, you need to have an open, enquiring mind for this. T2 emphasised the importance 

of the role of the teacher as an elicitor: 

I think the key is being an elicitor. If learners are reserved and are used to 

frontal teaching, they can’t or don’t dare to express themselves. Teachers have 

to let their students express themselves, speak about themselves at length so 

that they can get to know them better. (p. 3) 
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T2 and T6 highlighted that getting to know your students can be greatly facilitated by talking 

about yourself, because it creates an atmosphere of reciprocity and mutual trust. T2 

expressed this in the following way: 

 

I incorporate personal things in the lessons several times. When I talk about my 

personal pictures, personal stories, they pay much more attention than if I talk 

about something remote. Also, in this way they open up and it helps me adjust 

the lessons to their interests. There was a course when I simply put down the 

course book, because it was boring. We had topics instead that really made 

them work. I had to imagine myself in their situation to find out what it was 

that really interested them, what it was that really preoccupied them. (p. 4)  

 

This can only be achieved if teachers approach their students with an open mind. No wonder, 

being open-minded turned out to be the most frequently mentioned characteristic when the 

participants were asked about the elements of their personality and behaviour that they found 

crucial in motivating their students.  Apart from being open-minded, the most common 

aspects mentioned by at least half of the participants were being friendly, empathetic, 

attentive, supportive, available, informal, accessible, enthusiastic, flexible, thorough, 

confident, competent, consistent, credible, punctual, tailor-made and well-prepared. 

 The third tool of motivation that emerged was the use of free conversation in classes. 

This is the tool I wish to highlight in particular. Not only because it facilitates getting to 

know your learners, but also, because this was the topic in the interviews that yielded the 

richest data and electrified the participants. T13 simply answered “they love talking about 

themselves” (p. 6). T1 said the following: 

 

Free conversation is very important. This is how you can get to know your 

students. It’s a more personal relationship. I often teach guys, so we always 

discuss what they do in their free time: electronics, sport, whatever we have in 

common. I can find out what is important for whom, and later we can talk about 

topics that are important for them. In this way they will feel more at ease in the 

whole lesson. So teaching takes place in a relaxed atmosphere and I think it 

facilitates learning. (p. 6) 

 

T15 added: 

 

They switch on automatically and start talking about whatever has happened to 

them since the last lesson and everybody joins in. They let off steam, they 



 

 

131 

 

become happier, more relaxed, they can work better in the lesson, and I believe 

they can carry this over to their workplace, too. (p. 6) 

 

T16 said the following on the same topic: 

 

You can discuss anything in the lesson, and students love talking about 

themselves, so why not let them talk about themselves. There is always room 

in 90 minutes to discuss with some personal questions how they are, why they 

are tired, grumpy, angry, etc. Yes, I tend to know a lot of personal things about 

my students, just as I also feel like talking about myself, all of this in English 

of course. It creates trust, it’s part of forming a personal relationship. It always 

works. (p. 9) 

 

T2 highlighted that free conversation has the added benefit that the teacher and the students 

usually end up discussing work-related issues: “We generally start talking about what they 

are doing in the workplace, what their current tasks are, what kind of projects they have 

related to English and naturally they get engaged in this” (p. 6). T4 also confirmed the above 

and emphasised the importance of asking good questions, which he learnt in a coaching 

course: 

 

I start every lesson by asking how they are. They speak about themselves, and 

they can talk about any kind of problems. I don’t mind listening to work-related 

problems, either. Obviously, I cannot help them solve these problems, but I can 

ask them questions that might help them. I used to do this before, but since I 

completed my coach training I’ve been using these questions more consciously. 

The technique of asking good questions is very important. You don’t have to 

know what kind of problems they have at the company, the less I know, the 

better, still, I can ask questions that help them a lot. (p. 6) 

 

The fourth topic that emerged was the appearance of the teacher. The majority of the 

participants emphasised this aspect of the corporate world. They stressed that it did not mean 

wearing expensive clothes or designer brands, but rather the attitude that one had towards 

grooming, neatness, and cleanliness. T3 summarised this as follows: 

 

You have to accept it that in this environment appearance means a lot more than 

perhaps anywhere else. It took me a few years to find the style I feel comfortable 

in, because you don’t want to be smarter than them, either. I started with a jacket 

and tie combo, but then I decided it was too much. I didn’t want to compete with 

them. They spend their whole life competing anyway. Then I thought I’d have to 
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be more generous. I took off my tie, the shirt and the jacket remained. I feel this 

is OK now. (p. 5) 

 

Four of the teachers, T4, T5, T8, and T9 were explicit about the motivating effect of attire. 

T4 expressed the following opinion: “I know the way I turn up motivates them. My clothing 

suggests that I take them seriously, so they take the whole learning more seriously, too. I do 

it consciously” (p. 6). T5 claimed that, “smart clothes create the image of professionalism, I 

hope it’ not just the image (she laughs)” (p. 5), whereas T8 had this to say: 

 

Looks do matter. I don’t mean clothes so much, but your appearance, your vibes. 

As long as your clothes reflect your personality, you’re well-groomed and neat, I 

think it’s a reflection of the way you work. If you look good, I think it implies that 

you’re ok with yourself, and you care. Not only about the way you look, but also 

about the way you live, and you care about your learners, too. I think it creates 

trust and respect, and I think all of these together act as a driving force, as a result 

of which your learners take you, your work, and their learning more seriously. (p. 

7) 

 

The majority of the participants also expressed their belief that paying attention to their 

learners is an effective tool of motivation. T6 elaborated on her stance in this way: 

 

I can achieve it (motivation) by paying intensive attention to them. I try to pay 

attention to them very much and feed it back to them at a given point in time 

that I did pay attention to this or that. You shouldn’t think of big things, but I 

do this constantly. If my perception is that one of them has a problem, I always 

ask them what the matter is. It’s up to them if they want to talk about it. We 

discuss it in English and it might lead to something totally different that turns 

out to be useful from the point of view of learning. And if on top of all this we 

even solve their problem or just let off steam by talking about it, it’s just the 

icing on the cake. (p. 6) 

 

As a majority of the language courses in a corporate environment are one-to-one, or are 

organised in small groups of maximum four learners, it is not surprising that tailor-made 

teaching is, on the one hand, a requirement from the commissioners and, on the other, it is 

much easier to implement in this setting. All of the participants confirmed that it had a strong 

motivating influence on the learners, as they felt their needs were attended to, they could 

focus on what they really needed to learn and in this way they could develop faster, which 

in turn enhanced their motivation. According to T12, “personal needs are very important, 

because adults know what they want, what they need, so tailor-making the lessons 
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accordingly is very important” (p. 4). Tailor-made teaching for T1 means that she keeps 

trying different methods to find the one that best meets the learning style of the participants. 

Besides, she said: 

 

I keep sending personal messages, asking for personal feedback, on the basis 

of which I can make tailor-made exercises for the learners. I draw up the tailor-

made syllabi on the basis of their individual needs, as well. I’m very flexible 

with homework. I don’t care when they do it as long as they do it. They can 

hand it in any time and they appreciate it and they do hand it in. Another thing 

that I always ask them is to bring in the materials they work with. That’s the 

best source of ESP and I can make exercises based on that. (p. 9).  

 

T10 was even more elaborate on being tailor-made: 

 

I tailor-make everything. The length and the time of the lessons, the frequency 

of the lessons. The course books we use, the handouts I make. It’s very 

important for them to feel that they are given special attention, special care: 

they see their names on their handouts, they see the date of the lessons, they 

can sense that everything has specially been made for them. It motivates them 

tremendously. Simply they feel guilty if they don’t put as much effort in 

learning as I do in teaching them. It works brilliantly. (p. 6) 

 

T15 finds it crucial to be tailor-made in setting goals: 

 

I think very personal goals have to be set right at the beginning and you have 

to be consistent and follow them up. We come back to them regularly and we 

discuss it on an individual basis whether these goals are still realistic and 

whether we are on track to achieve them, and if not what we should do. (p. 5) 

 

It must be admitted that a corporate environment is not as high-constraint as a school, and 

the participants of this study are aware of that. T9 said the following on this, “I’m lucky, 

because it’s not like in a school when you have a book. I have what we together choose to 

have, the main thing is to achieve the set goal by the end of the course” (p. 6) T3 said, “I 

have the freedom, the only thing I pay attention to is to stay within the frames of the 

particular corporate culture” (p. 7). 
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     7.3.2.4 Motivating tools of the literature: instrumentality, integrativeness, 

ideal-self and vision 

 In the final section of the interview I wanted to ask about four well-known concepts 

of motivation research: instrumentality and integrativeness (Gardner & Lambert, 1959), 

ideal-self (Dörnyei, 2009), and vision (Dörnyei & Kubanyiova, 2014). I was curious to find 

out whether the participants used these concepts of motivation explicitly or implicitly. 

 As far as instrumentality is concerned, I asked the participants whether they tended 

to discuss in the lessons that English could be used for various practical purposes in life and 

whether they used this aspect of learning English as a way of motivating their learners. It 

may seem obvious in a corporate environment that learning English has plenty of practical 

benefits, but four of the participants, T9, T11, T15, and T18 said that in spite of this, they 

did like to emphasise it consciously with a view to motivating their learners. T9 expressed 

her approach with these words: 

 

When I’m with complete beginners, I always start the first lesson by collecting 

as many English words as they know. Usually they’re astonished at how many 

they know. Then we usually check every field of our life and it always turns 

out that we already use an English word in every field of our life today. In this 

way, I can get it across to them that English is not only related to their work. I 

usually recommend them to listen to music, etc. (p. 7) 

 

 

Another two interviewees (T3 and T17) said that, “it’s obvious for the majority of people 

today that English can be used in many fields of life, but sometimes I have to explain it” (T3, 

p. 7), whereas T1 and T14 said they felt it was not necessary any longer. 

  With the question targeting integrativeness, my aim was again to reveal whether the 

participating teachers used this aspect of learning English to deliberately motivate their 

students. Integrativeness can act as a motivator if a student would like to move and live 

abroad, and learns English in order to realise this ambition. All the participants agreed that 

it was so obvious for their students that they did not have to bring it up in class, but it came 

up anyway as “there are some learners who study specifically in order to leave the country” 

(T14, p. 8; T6, p. 8). T7 and T12 mentioned people learning English “in order to work abroad 

on a ship or in the healthcare” (p. 8), or as T9 explained, “the mother company is in England, 

so many of my learners have to go to England or receive visitors from England on a regular 

basis” (p. 7).   
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 Finally, I was curious to explore whether the participants helped their learners 

visualise themselves in a few years’ time. According to Dörnyei (2009), by doing so, 

teachers can activate learners’ ideal-selves that might contribute to driving them to achieve 

the goals they set at the beginning of language learning and by explicitly talking or writing 

about the vision they have of themselves in the future, they might become more motivated 

(Dörnyei & Kubanyiova, 2014). Four of the participants usually talk about vision only during 

the needs analysis when they discuss what goals the learners would like to achieve, but not 

in the lessons. T6 explained the lack of using this motivating tool with Hungarian culture: 

 

I don’t think it’s part of our culture. On the one hand, somehow we are not 

supposed to say nice things about ourselves when we assess our own 

performance. On the other hand, Hungarian people are infamous for being 

pessimistic. Maybe, I’m talking rubbish, but I think if someone should say 

something nice about themselves in say five years’ time, like I’m going to 

communicate very well in English, they will feel that this is unrealistic and 

they’d rather not say it, or they will consider themselves stuck-up. (p. 8)  

 

Two of them, however, used this tool of motivation their learners consciously. T3 described 

this in the following way: 

 

My theory is – and this is why I started to attend a course in coaching – that 

whether we can learn a language does not depend on whether we can rote-learn 

the rules, but it rather depends on whether we can imagine ourselves as 

competent language users. If we can imagine that we can learn the language, 

then we will really be able to, if we can’t, we will never be able to. I don’t talk 

about this in class explicitly, but apply it implicitly by asking questions like 

“What will it be like when you are already able to present well in English?”. 

(p. 4) 

 

 

T17 does bring this up in class and hints at colleagues and managers as living proof: “I tell 

them to look at colleagues who are already managers because of studying English very hard 

and preparing all the time and I tell them that they can do it too, even if they don’t have a 

degree.” (p. 7). 
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 7.3.3 Conclusion 

 The purpose of Study 6 was twofold. First, with the help of an interview study 

conducted with teachers of English in a corporate environment, it aimed to explore teachers’ 

perceptions of their own level of motivation, their abilities to motivate and their arsenal of 

motivating tools in a corporate setting. Second, it served the purpose of triangulation for my 

broader research by gaining a deeper insight into teachers’ perceptions of their motivating 

influence in a corporate context. 

 It clearly stands out from the data that all of the participants of the study are highly 

motivated language teachers, therefore it is no wonder that they have been working in their 

profession for over ten years on average. The level of their motivation can party be explained 

by the freedom, flexibility, and variety they have found in working in a corporate setting, 

but more importantly, by their relentless efforts to grow and develop all the time to 

approximate mastery in teaching. These efforts have borne their fruit: they are increasingly 

confident not only as teachers or language teachers, but also as teachers of ESP, and this 

confidence gives a further boost to their motivation. While it seems that their motivation is 

mainly nurtured by inner factors, such as experience, confidence, and the need to grow, 

demotivation seems to be brought about by external circumstances only: too much or too 

little work, accompanied by fatigue and burnout or feeling redundant. 

 They are aware of their motivating abilities, which they rate higher than average. 

They base this assumption on continuous feedback they receive in and out of the classroom, 

and they are convinced that the ability to motivate can be developed individually and in 

institutionalised ways. Reflection on and awareness of one’s own motivational influence 

belong to the former, whereas institutionalised ways of training and raising awareness of 

one’s motivational influence belong to the latter category. Apart from raising awareness of 

motivational influence, developing teachers’ self-awareness is also of key importance, as by 

knowing themselves better, teachers can find more pleasure in their work, which is 

conducive to raising their own level of motivation, as well as that of their learners. 

Finally, among the motivating tools that teachers employ in a corporate context, 

being practical, getting to know one’s students, paying attention to their own appearance, 

having free conversations, and being tailor-made emerged as most frequently and most 

efficiently deployed methods of enhancing learners’ motivation. If we apply the same 

terminology used in the Conclusion sections of Studies 1 to 5, we can see that with the 
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exception of focus on the present and personal branding, all the other previously emerging 

themes (atmosphere, free choice of topic, getting to know the learner, incorporating ESP in 

the syllabus, personality and behaviour, preparedness, and tailor-made teaching surfaced in 

Study 6, as well. What was novel among the themes of Study 6 was appearance. Even though 

appearance emerged only in one of the six studies conducted, and it could be assumed that 

it would probably not lead the final league of the most motivating aspects of the teacher’s 

personality and behaviour, I felt that it could not be disregarded in last phase of my research 

project for three reasons. First of all, the importance of appearance is a unique peculiarity 

of the investigated context, second, the majority of the participants mentioned its role in 

motivating learners during the interviews, and thirdly, the participants of Study 6 were very 

experienced teachers working in corporate settings for at least seven years; therefore, I felt 

inclined to give them credit for their claims. 
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8 The final stage of the research: Dimensions of the teacher’s motivating influence 

 The final stage of my research focused on the teacher’s role in motivation from the 

learner’s perspective with a view to answering RQ2 and RQ3, i.e., “What are the most 

motivating aspects of a teacher’s personality and behaviour for adult learners of English in 

a corporate environment?” and “What classroom practices of the contribute best to 

motivating adult learners of English in a corporate environment?”. The studies conducted in 

this tier of the project were based on the literature review, and a synthesis of the findings of 

Studies 1 to 6. Having revealed what teachers, HR managers, and the learners themselves 

thought of the teacher’s role in motivation, I was able to formulate some research hypotheses 

that I wanted to test on a larger scale, which called for a quantitative questionnaire study. 

Having studied the literature review, and having synthesised the results of Studies 1 to 6, I 

came to the conclusion that the following ten dimensions would be tested in the final stage 

of my research project: 

 

 Appearance 

 Atmosphere 

 Focus on the present 

 Free choice of topic 

 Getting to know the learner 

 Incorporating ESP in the syllabus 

 Preparedness 

 Personality and behaviour 

 Personal branding 

 Tailor-made teaching 

 

The first part of this chapter presents the pilot of this endeavour (Study 7), and the 

subsequent discussion, the purpose of which was to confront the participants with my 

findings and clarify possibly puzzling questions arising from Study 7. The second part of this 

chapter presents the findings of the main quantitative study of my research project (Study 8). 
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     8.1 The pilot of the main questionnaire study (Study 7) 

The aim of this study was to create and pilot a reliable instrument in order to test all 

the concepts that had emerged in the previous studies, which could be hypothesised to 

determine the motivational influence of the teacher in corporate settings. For this purpose, a 

questionnaire study was the best option. Questionnaires can be applied in a wide range of 

social sciences and settings including educational research to elicit the opinions of 

respondents on various issues affecting stake-holders. Applied linguistics is no exception to 

this, questionnaires measuring different aspects of language acquisition abound. Groom and 

Littlemore (2011) claim that “a significant amount of applied linguistics research involves 

the use of questionnaires” (p. 98). Similarly to other fields of science, a prudent approach is 

required to the design and execution of questionnaire surveys to guarantee the reliability and 

validity of a measurement tool (Williams, 2003), which can be achieved through a 

circumspect process of planning, piloting, and validating the instrument. According to 

Dörnyei (2007), these steps are more important in quantitative studies than in qualitative 

ones, as “quantitative studies rely on the psychometric properties of the research 

instruments” (p. 66).  

 

8.1.1 Research method 

 Study 7 describes the above steps through the process of developing, piloting, and 

validating a quantitative instrument with a view to measuring which aspects of the language 

teacher that emerged in Studies 1 to 6 adult learners of English find motivating in corporate 

on-site language courses. In order to develop a reliable and valid tool for this purpose, a 

questionnaire was devised through a 5-step validation process based on Dörnyei’s (2007) 

model. As an initial step, previous research based on the relevant literature and the findings 

of Studies 1 to 6 were reviewed, which led to drawing up an ‘item pool’, from which the 

final items of the constructs were selected with the participation of a senior researcher and 

some friends. Once the pilot instrument was finalised, it was administered to 60 respondents 

from the organisations participating in my research. Apart from filling in the questionnaires, 

the respondents were also asked to comment on the instrument. Subsequently, item analysis 

helped to evaluate and fine-tune the measurement tool. Due to some validity concerns – 

which manifested themselves in the form of some inconsistencies with the expected findings 

– a further follow-up round of discussions was initiated, recorded, and transcribed with six 
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randomly selected respondents to possibly decipher the causes of these inconsistencies, 

which in turn contributed to producing the final form of the questionnaire.  

 Apart from the core aim of the survey mentioned above, i.e., to test what aspects of 

the language teacher adult learners of English in a corporate setting found most motivating, 

the functional aim of the questionnaire was to serve as a pilot instrument in the penultimate 

stage of my research. In order to find out which aspects of the teacher should be investigated 

in the current pilot questionnaire, six studies had been conducted in the previous two tiers of 

the research. Studies 1 to 3 in the first phase were primarily concerned with corporate 

contexts and L2 motivation in general. Nevertheless, they yielded some results that indirectly 

informed the subject of my enquiry in the second phase of the research, i.e., the teacher’s 

role in motivation. Studies 4 to 6 specifically addressed the teacher’s role in motivation by 

questioning all stake holders with a view to horizontally triangulating the project: Study 4 

involved adult learners of English in a corporate environment, Study 5 targeted Human 

Resources managers, whereas Study 6 questioned teachers working in corporate contexts. 

 Once the findings of these studies were synthesised, the stage was set for the current 

pilot questionnaire study to test all the concepts that were hypothesised to determine the 

motivational influence of the teacher in such settings. Even though the items of the pilot 

questionnaire were directly pooled from the findings of the studies above, indirectly, they 

were informed by the literature review that had preceded conducting them (see Chapter 4 of 

my dissertation). 

 

     8.1.1.1 Participants 

 All of the participants of Study 7 were Hungarian employees of the 18 organisations 

whose language education practices were investigated in Study 1. The majority of the 

participants have university degrees and do sedentary knowledge-work with the exception 

of five respondents who work on a production line or do technical jobs in power plants. In 

total, 60 employees, 35 females and 25 males filled in the paper-and-pen questionnaire. Six 

of them were working in managerial positions, 54 of them in non-managerial positions at 

the time of the survey. The average age of the participants was 35, ranging from 25 to 60 

with a standard deviation of 8.32. According to the participants’ self-report, the level of 

learners’ proficiency in the investigated sample ranged from B1 to C1 on the Common 
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European Framework of Reference (CEFR) (Council of Europe, 2001). eight of the 

participants rated their proficiency as B1, 38 of them as B2, and 14 of them as C1. 

 

     8.1.1.2 The instrument 

As was mentioned in Section 8.1.1, Dörnyei’s (2007) 5-step validation model was 

used to develop the instrument. For a start an ‘item pool’ was drawn up (Step 1) with as 

many potential items for each scale as possible. All the items of the questionnaire were 

developed by the author partly based on the literature on the teacher’s role in motivation 

(Akbari, 2008; Csikszentmihályi, 1997; Deci & Ryan, 1985; Dörnyei, 1994, 2001, 2007; 

Dörnyei & Csizér, 1998; Gardner, 1985; Ghanizaded & Moafian, 2010; Heitzmann, 2008; 

Williams & Burden, 1997; Dörnyei & Ottó, 1998;), partly based on the results of Studies 1 

to 6, which identified themes that HR managers, teachers, and learners working in a 

corporate context found key in motivating adult learners. Subsequently, a senior researcher 

and some were friends were asked to provide feedback and narrow down the number of 

items (Step 2). After getting feedback from them, the pilot questionnaire was put together in 

the way described below (Step 3).     

The pilot instrument consisted of two parts (Appendix G). First, it contained 71 

Likert-scale items to measure factors related to the teacher’s motivational influence and one 

open-ended question to elicit further ideas on what additional aspects of their teachers the 

participants found motivating. In the second part of the instrument background questions 

were asked concerning the participants’ age, gender, their level of English, and their position 

in the organisation.  

For questions 171, the participants had to indicate on a 10-point scale to what extent 

they found the ideas expressed in the statements true for themselves. Applying a 10-point 

Likert scale made it possible to avoid the ceiling effect, as it was hypothesised that the 

majority of the values would fall in the higher range of the scale. In this way, the participants 

were given the opportunity to more subtly differentiate between the items. 

 

The 71 questions intended to cover the following 10 constructs based on the literature review 

and the emerging themes of Studies 1 to 6: 

 



 

 

142 

 

1. Preparedness (seven items):  to what extent learners find the professionalism of a 

teacher motivating. Example: My language teacher motivates me if she or he has a 

lot of experience in language teaching. 

2. Focus on the present (eight items): how motivating it is for the learners to experience 

that their teacher focuses on the present by addressing current needs of the learners; 

by using current technologies, current textbooks, updated handouts. Example: My 

language teacher motivates me if she or he continuously updates the handouts for 

the lessons.   

3. Appearance (seven items): how motivating it is for the learners if the language 

teacher is well-groomed, well-dressed. Example: My language teacher motivates me 

if she or he looks good.   

4. Free choice of topic (seven items): how motivating it is for the learners to be given 

the opportunity to speak about anything they feel like sharing with the teacher. 

Example: My language teacher motivates me if I can discuss my problems at work 

with her or him if I feel like it.   

5. Incorporating ESP in the syllabus (English for Specific Purposes) (seven items): how 

motivating it is for the learners if the teacher incorporates specific vocabulary and 

tasks related to their work in the lessons. Example: My language teacher motivates 

me if we learn things in the lesson that I can use in my work. 

6. Tailor-made teaching (six items): how motivating it is for the learners if the lessons 

are personalised to cater for their needs. Example: My language teacher motivates 

me if she or he adapts to my pace of learning.  

7. Personality and behaviour (seven items): how motivating certain personality traits 

and ways of behaviour of the teacher are for the learners. Example: My language 

teacher motivates me if she or he starts and finishes the lesson on time.  

8. Getting to know the learner (eight items): how motivating it is for the learners if the 

teacher approaches them holistically, not only as a learner. Example: My language 

teacher motivates me if she or he is sincerely interested in who I am. 

9. Personal branding (seven items): how motivating it for the learners if their teacher 

is well-know and reputable. Example: My language teacher motivates me if she or 

he has a good reputation. 
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10. Atmosphere (seven items): how motivating it is for the learners if the teacher creates 

a good atmosphere in the lessons. Example: My language teacher motivates me if she 

or he creates an informal atmosphere in the lesson. 

 

      8.1.1.3 Procedure 

 The questionnaire was developed in Hungarian, the mother tongue of the 

participants. Subsequently, two adult learners of English were asked to think aloud while 

completing it. Potentially problematic items were reworded before the instrument was 

piloted with 60 learners in April 2015. All of the completed questionnaires were computer 

coded and SPSS (Statistical Package for Social Sciences) 17.0 was used to analyse the data.  

 

 8.1.2 Validating the questionnaire 

Having computer coded the data I arrived at the next step of the validation process: 

Step 4, which – according to Dörnyei (2007) – usually entails checking three aspects of the 

responses: 

 

(a) Missing responses and possible signs that the instructions were not 

understood correctly. (b) The range of the responses elicited by each item. We 

should exclude items that are endorsed by almost everyone or by almost no one 

because they are difficult if not impossible to process statistically (since 

statistical procedures require a certain amount of variation in the scores). (c) 

The internal consistency of multi-item scales. (p. 99) 
 

As far as (a) Missing responses is concerned, it was clear from the data that Item 9 (My 

language teacher motivates me if I find her or him sexually attractive.) had to be excluded 

from the main study as 12 of the participants left in unanswered. In the discussion round that 

followed the analysis of the data, it was revealed that some of the respondents found this 

question too embarrassing, while others were unable to dissociate the question from their 

own language teacher and interpret it if they belonged to the same sex. As a result, Item 9 

was omitted from the final questionnaire.  

As for (b) The range of the responses elicited by each item, some items (e.g., Item 

38: My language teacher motivates me if she or he is attentive.) were endorsed by everyone 

to the same degree, as a consequence of which, they were impossible to process statistically, 

and had to be dropped from the final questionnaire. Other items (e.g., Item 22: My language 
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teacher motivates me if she or he knows my personality.) were left out from the final 

questionnaire on the grounds that they weakened the internal reliability of the scales; 

therefore, Dörnyei’s (2007) third criterion of validity, (c) The internal consistency of multi-

item scales would have been adversely affected had they not been removed from the scales.  

In order to check the internal reliability of the 10 multi-item scales, the Cronbach’s 

Alpha internal consistency reliability coefficients were computed before and after the 

treatments described in the previous paragraph. All of the scales yielded favourable 

Cronbach’s Alphas before the treatments already, but owing to Dörnyei’s (2007) checklist 

above, the internal consistency of the scales improved and resulted in more favourable 

Cronbach’s Alphas (see Table 23). 

 

Table 23 Reliability coefficients of the scales 

Construct Cronbach’s α 

  

Appearance .87 

Atmosphere .80 

Focus on the present .77 

Free choice of topic .75 

Getting to know the learner .75 

Incorporating ESP in the syllabus .74 

Personal branding .87 

Personality and behaviour .74 

Preparedness .72 

Tailor-made teaching 

 

.72 

 

8.1.3 Results 

In order to determine the relative importance of the constructs, descriptive statistics 

of the scales, their mean values and standard deviation values were calculated (see Table 

24). We can see from the data that – as hypothesised before administering the questionnaire 

– the mean values of all the scales approximated the higher end of the Likert scale with 

Personality, Preparedness, and Focus on the present showing the highest mean values at 

8.44, 8.29, and 8.25; and Appearance, Personal branding, and Free choice of topic showing 

the lowest at 5.45, 6.20, and 6.71 respectively.  
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* 

* 

Table 24 Descriptive statistics of the scales 

Construct Mean value Standard deviation 

   

Personality and behaviour 8.44 .89 

Focus on the present 8.29 .99 

Preparedness 8.25 1.04 

Incorporating ESP 7.90 1.11 

Getting to know the learner 7.74 1.02 

Tailor-made teaching 7.61 1.04 

Atmosphere 7.58 1.21 

Free choice of topic 6.71 1.35 

Personal branding 6.20 1.68 

Appearance 

 

5.45 1.69 

 

* The line indicates significant differences between the scales above and below the line 

based on paired T-test procedures 

 

In spite of the favourable Cronbach’s α values, which suggested that the pilot 

questionnaire was reliable, the results were indicative of some validity problems.  When the 

results of the pilot were compared with the findings of the Studies 1 to 6, some minor 

inconsistencies emerged. In order to explore whether these contradictions stemmed from the 

stake-holders’ misbeliefs about the teacher’s motivating influence or shortcomings in the 

instrument, all the results of the pilot test were shared with the participants and a round of 

discussions was initiated with six respondents on the problematic items. This step constituted 

Step 5 of the validation process, referred to as ‘post-hoc analysis’ by Dörnyei (2007). One 

such shortcoming of the pilot for instance was, that the value attached to the importance of 

tailor-made teaching turned out to be lower than anticipated based on the results of the 

previous studies. The follow-up discussion with the participants revealed that many of them 

thought that even though they found tailor-made teaching very motivating, admitting that 

they enjoy receiving personalised attention was perceived by them as emphasising their own 

importance, which – as they claimed – was not proper in Hungarian culture. As a result, they 

gave lower scores to some of these items, in particular to Item 51, which was as follows: My 

language teacher motivates me if she or he puts my name on the handouts we use in the 

lessons. Consequently, this item was also removed from the final questionnaire.  
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Another inconsistency that emerged from the data was the discrepancy between the 

teachers’ and the learners’ opinion about the importance of a free choice of topic, one of the 

constructs measured in the questionnaire. As was confirmed by several of the teacher 

participants of Study 6, providing learners with the opportunity to speak about practically 

anything was perceived as one of the most motivating practices by the teachers. 

Nevertheless, based on learner data in the pilot questionnaire, this construct came only as 

the eighth most motivating aspect of a language teacher (as can be seen in Table 24) among 

the ten constructs investigated. In the subsequent discussion, one of the participants pointed 

out that filling in the questionnaire was a great exercise of self-awareness, and on second 

thought he should have given higher scores to the items in the free choice of topic construct. 

Others explained this difference by the participants’ insincerity or lack of capacity for 

introspection. As a consequence of this, I concluded that exploring the reasons for this 

discrepancy would require a self-contained study and left the construct unchanged hoping 

that the results of the final questionnaire study would better approximate the results of  

Study 6. 

 The changes administered to the pilot instrument and the valuable insights yielded 

by the follow-up discussions helped me produce the final version of the questionnaire 

(Appendix H), which contained 11 items fewer in total, consisting of 60 items (six items per 

each of the 10 constructs listed in Section 8.1.1.2). Apart from the items that proved 

problematic or yielded homogeneous answers that rendered them unfit for statistical 

analyses, additional items were also omitted from the questionnaire. Those items were left 

out that affected the internal reliability of the scales in the least favourable manner. Reducing 

the number items was necessary, as I knew I would want to include two additional criterion 

measure scales in the final questionnaire, and the 12 scales would have resulted in too many 

items in total, had I not restricted the number of items per scale to six.  
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      8.2 The main questionnaire study (Study 8)   

 Study 8 was the main study of my research as its constructs drew upon the theoretical 

and empirical findings of the seven studies that had preceded it. The main purpose of the 

study was to answer RQ2 and RQ3 of my dissertation, i.e., “What are the most motivating 

aspects of a teacher’s personality and behaviour for adult learners of English in a corporate 

environment?” and “What classroom practices of the teacher contribute best to motivating 

adult learners of English in a corporate environment?” Additionally, the study also aimed to 

reveal what correlational and regression relationships existed between the ten teacher 

constructs investigated and the constructs of extrinsic and intrinsic motivation used in Study 

3. Both the theoretical underpinning for the research method, as well as the thematic 

justification of the study, and the development of the instrument were elaborated on in the 

previous chapters in exhaustive detail. Consequently, in the current chapter, I will focus only 

on the results of the study after describing the participants and the procedure. Following 

from the previous research aims, the research questions that this study aimed to answer were 

as follows: 

 

 

RQ1: What are the most motivating aspects of a teacher’s personality, behaviour, and 

classroom practices for adult learners of English in a corporate environment?  

 

 

RQ2: What are the correlational and regression relationships between learners’ 

perceptions of the motivating influence of their teacher and their intrinsic and 

extrinsic motivation? 

 

 

 8.2.1 Research method 

As was described in Section 7.1.1, the purpose of the main questionnaire study was 

to test hypotheses based on the findings of Studies 1 to 6, for the purpose of which a 

quantitative questionnaire study was the best choice. Another reason for opting for a 

quantitative study was to be able to address a larger number of participants, and to obtain 

generalizable results. Additionally, in order to be able to study the correlational and 

regression relationships between the teacher constructs and the constructs of extrinsic and 

intrinsic motivation, a quantitative questionnaire was the only possible tool to use.  
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      8.2.1.1 Participants 

 All of the participants of Study 8 were Hungarian employees of the 18 organisations 

whose language education practices were investigated in Study 1. The majority of the 

participants have university degrees and do sedentary knowledge-work with the exception 

of 20 respondents who work on a production line or do technical jobs in power plants. In 

total, 232 employees, 119 females and 113 males filled in the paper-and-pen questionnaire. 

31 of them were working in managerial positions, 201 of them in non-managerial positions 

at the time of the survey. The average age of the participants was 37, ranging from 22 to 65 

with a standard deviation of 9.25 (for five learners the age data were missing). According to 

the participants’ self-report, the level of learners’ proficiency in the investigated sample 

ranged from B1 to C1 on the Common European Framework of Reference (CEFR) (Council 

of Europe, 2001). 31 of the participants rated their proficiency as B1, 137 of them as B2, and 

63 of them as C1 (for one learner the data were missing). 

 

      8.2.1.2 The instrument 

The development of the ten teacher constructs (Appearance, Atmosphere, Focus on 

the present, Free choice of topic, Getting to know the learner, Incorporating ESP in the 

syllabus, Personality and behaviour, Personal branding, Preparedness, and Tailor-made 

teaching) of the instrument was described in Section 8.1.1.2. The ten teacher constructs (each 

with six items) were complemented with two additional constructs measuring extrinsic and 

intrinsic motivation respectively. The two motivational scales were taken from Noels et al.’s 

(2001) study, and measured the following constructs: 

 

1. Intrinsic motivation (5 questions): to what extent learners enjoyed learning English 

for its own sake. Example: I study English for the “high” feeling I experience while 

speaking English. 

2. Extrinsic motivation (5 questions): how motivated learners were from the point of 

view of instrumentality. Example: I study English in order to get a better job in the 

future. 

 

 In the last part of the questionnaire, background questions were asked concerning the 

participants’ age, gender, and position in their organisation (see Appendix H). 
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      8.2.1.3 Data collection and analysis 

 The questionnaire was developed in Hungarian, the mother tongue of the 

participants. Following the reliability analysis of the pilot run described in Section 8.1.2, the 

final version of the pen and paper questionnaire was personally delivered or posted to the 

HR managers of the 18 organisations involved and collected three weeks later. In total 232 

questionnaires were returned. All of the completed questionnaires were computer coded and 

SPSS (Statistical Package for Social Sciences) 17.0 was used to check the internal reliability 

of the scales and to analyse the data. After the descriptive analysis of the scales, comparative 

analyses of the scales were conducted. 

 

 8.2.2 Results and discussion 

In this section I present the results and discussion of the findings of Study 8 starting 

with the reliability analysis of the scales. It is followed by a comparative analysis of the 

scales, and finally the correlational and regression relationships between the scales are 

described.    

 

      8.2.2.1 Reliability of the scales 

In order to check the internal reliability of the 12 multi-item scales, their Cronbach’s 

alpha internal consistency reliability coefficients were computed (see Table 25). All of the 

scales yielded favourable Cronbach’s alphas. According to Dörnyei (2007), because of the 

relatively low number of items per scale typically used in questionnaires related to L2 

acquisition, “somewhat lower Cronbach’s Alpha coefficients are to be expected, … if the 

Cronbach’s Alpha of a scale does not reach 0.60, this should sound warning bells” (p. 183). 

The data suggested that the Cronbach’s α-s for all the latent dimensions were high enough, 

as all of them exceeded 0.70. 
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Table 25 Reliability coefficients of the scales 

Construct Cronbach’s α 

  

Appearance .88 

Atmosphere .77 

Focus on the present .71 

Free choice of topic .82 

Getting to know the learner .77 

Incorporating ESP in the syllabus .84 

Personal branding .78 

Personality and behaviour .71 

Preparedness .72 

Tailor-made teaching .76 

  

Extrinsic motivation .73 

Intrinsic motivation 

 

.80 

 

      8.2.2.2 Comparative analysis of the scales 

In order to answer RQ1 of Study 8, i.e., “What are the most motivating aspects of a 

teacher’s personality, behaviour, and classroom practices for adult learners of English in a 

corporate environment?”, I would like to present descriptive statistics of the scales, their 

mean values, and standard deviation values in Table 26. We can see from the data that within 

the teacher scales, Personality and behaviour, Preparedness, Incorporating ESP in the 

syllabus, and Focus on the present showed the highest mean values, close to or over 8.5, 

which highlight several inferences. With somewhat lower mean values, but still close to the 

higher end of the Likert scale came Tailor-made teaching, Getting to know the learner, and 

Atmosphere, while Free choice of topic, Personal branding, and Appearance, showed the 

lowest values among the scales measured; however, they are still closer to the higher than 

the lower end of the Likert scale.   

The findings related to the motivating influence of the teacher’s Personality and 

behaviour confirm the results of previous research (cf., Csikszentmihályi, 1997; Dörnyei 

1994, 2005; Dörnyei & Csizér, 1998; Ghanizaded & Moafian, 2010; Kálmán 2015d; 

Williams & Burden, 1997), as well as the results of Studies 4, 5, and 6 of my dissertation. 

The teacher’s personality and behavioural traits measured in the construct were 

thoroughness, enthusiasm, credibility, flexibility, punctuality, and empathy, all of which 
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* 

* 

* 

* 

* 

were cited as important in motivating learners both by teachers and HR managers in Studies 

4, 5 and 6. It shows that both the teachers and HR managers were able to pass a good 

judgement on the motivating impact of these traits. 

 

Table 26 Descriptive statistics of the scales 

* The lines indicate significant differences between the scales above and below the line 

based on paired T-test procedures 

 

If we consider the peculiarity of the research context we can conclude that the 

personality of the teacher in this setting is even more important, as learning languages in the 

investigated organisations is not compulsory, and courses often take lengthy periods of  

time (spanning years sometimes); therefore, learners would like to have a positive language 

learning experience once they have decided to devote their time to perfecting or maintaining 

their language skills. The teacher’s personality and behaviour play a crucial role in creating 

a positive language learning experience, and it has been confirmed by several studies that a 

positive learning experience fosters L2 motivation (e.g., Dörnyei, 2001; Heitzmann, 2008; 

Noels, Clément & Peletier, 1999; Wlodkowski, 2008).  

Interestingly, for the learners empathy seemed to be the least important of the 

characteristics (with a mean value of 7.76 compared with 9.21, that of thoroughness), 

whereas according to Wlodkowski (2008), as well as the teachers participating in Study 6, 

Construct Mean value Standard deviation 

   

Personality and behaviour 8.63 .93 

Preparedness 8.60 .93 

Incorporating ESP in the syllabus 8.45 1.16 

Focus on the present 8.44 .97 

Tailor-made teaching 8.21 1.06 

Getting to know the learner 7.60 1.26 

Atmosphere 7.25 1.31 

Free choice of topic 6.46 1.63 

Personal branding 6.33 1.49 

Appearance 5.76 1.70 

   

Intrinsic motivation 7.14 1.60 

Extrinsic motivation 

 

6.87 1.70 
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empathy should be at the fore of the list. This finding might suggest that even though all of 

the participants of the survey were adult learners, they might not expect as much 

understanding and empathy from their teachers as teachers presume. Based on the 

assumption that empathetic is the opposite of authoritarian, we may conclude that this 

finding coincides with the claim of Chafee, Noels, and McEown (2014), according to which, 

authoritarian teachers can sustain motivation by controlling the situation and controlling 

themselves. 

If we examine the mean values of the scales, we can see that the mean value of 

Preparedness – the second highest scoring construct – came a mere 0.03 short of Personality 

and behaviour. As can be seen in Table 26, a paired T-test procedure conducted on the two 

scales does not indicate a significant difference between the two; moreover, the standard 

deviation values of the two scales are identical. As a result, it can be stated that statistically, 

the teacher’s Preparedness is as important in motivating learners, as the teacher’s 

Personality and behaviour.  

The key to understanding the underlying mechanism behind this phenomenon might 

be explained by three parallel processes. First, as has been confirmed by Donovan, 

Bransford, and Pellegrino (1999), deep understanding of a subject transforms mere 

information into usable knowledge. In the context investigated, synthesising knowledge into 

usable knowledge is indispensable, as practicality emerged in Studies 2, 5, and 6 as one of 

the most motivating aspects of on-site language courses. This is not surprising in corporate 

settings, where language learners are predominantly motivated instrumentally and are more 

concerned with their actual rather than their ideal selves (see Study 2). Secondly, the 

teacher’s commitment to readiness and professionalism enhances her or his confidence. This, 

according to Zull (2002), gives teachers excellent access to their best talents and memories, 

which in turn improves their motivating abilities. Thirdly, we cannot ignore the relationship 

between teacher and student motivation (e.g., Carbonneau et al., 2008; Martin, 2006; 

Pelletier, Séguin-Lévesque, & Legault, 2002; Roth et al., 2007). If we accept Pink’s (2009) 

theory on motivation in the workplace, which cites mastery (i.e., professionalism) as one of 

the three prerequisites of a motivated professional (in any profession) we must assume that 

well-prepared teachers are motivated teachers, and as such, they increase their students’ 

motivation, as well. 

The second most important group of dimensions contains Incorporating ESP in the 

syllabus, and Focus on the present, with mean values of 8.45 and 8.44, respectively. These 
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results are in line with my anticipation, as they confirm the findings of Studies 2, 5, and 6. 

The difference in the importance of the two constructs is insignificant again; however, the 

standard deviation value of Incorporating ESP in the syllabus (1.17) is higher than that of 

any of the other three dimensions at the top end of the league (0.93 – 0.97). This is indicative 

of the fact that whereas Personality and behaviour, Preparedness, and Focus on the present 

were generally regarded as pivotal in the teacher’s motivational influence by all of the 

participants, Incorporating ESP in the syllabus was not. This finding reflects the wide variety 

of English courses that the participants were attending at the time of the survey (see Study 

5), some of which were fully ESP-focused, others combined ESP with general English, and 

some of the courses were teaching only general English. 

Both of the dimensions of Incorporating ESP in the syllabus and Focus on the 

present are strongly related to the need of practicality in corporate language courses, which 

emerged in Studies 2, 5, and 6. It is not surprising that the majority of the participants found 

the items of Incorporating ESP in the syllabus motivating. This scale contained such items 

as e.g., My language teacher motivates me if she or he can help me prepare for meetings 

with foreign professionals. (Item 3), or My language teacher motivates me if she or he can 

help me prepare for professional presentations in English. (Item 32), which are concerned 

with the utilitarian benefits (see Gardner, 1959), the practicality of learning English.  

Both Incorporating ESP in the syllabus and Focus on the present contained items 

that measured how the relevance of the teaching material motivated learners. (Relevance 

was one of the four components of Crookes and Schmidt’s (1991) comprehensive education-

oriented theory of motivation and instruction design in addition to interest (intrinsic 

motivation), expectancy, and satisfaction/outcomes.) Here again, I would like to refer to the 

results of Study 2, which attested to a shift in corporate language learners’ motivational 

disposition from ideal to actual selves. Instead of being motivated by their ideal selves – as 

Dörnyei (2009) proposes in his L2 Motivational Self System, drawing on Markus and 

Nurius’ (1986) theory of possible selves and Higgins’ (1987, 1996) self-discrepancy theory 

– corporate language learners seem to be more concerned with their actual selves. They need 

immediate solutions and prompt, constantly updated answers to their needs that might 

change on a daily basis. No wonder the items of Focus on the present had such high mean 

values, and it is not surprising either that flexibility emerged as one of the most important 

requirements of teachers working in corporate settings in Study 5, 6, 7, and 8. 
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The next three dimensions in line – between which there were no significant 

differences – were Tailor-made teaching, Getting to know the learner, and Atmosphere, still 

with relatively high mean values of 8.21, 7.60, and 7.25. These results approximated my 

expectations based on the previous Studies more than the results of the pilot, especially the 

mean value of Tailor-made teaching, which came to only 7.61 in the pilot. It seems that the 

remedy applied to improve the scale (described in Section 8.1.3) worked well, as the new 

value reflects all stake-holders’ stance about the importance of tailor-made teaching in 

motivation more faithfully.   

There might be three underlying reasons why tailor-made teaching is so important 

and at the same time self-evident in this context. For a start, for an organisation, language 

teaching is similar to a whole array of services the organisation purchases. Similarly to any 

other service in the market, being tailored to the specific needs of a client means a 

competitive advantage over the services of other suppliers who do not personalise their 

services. Since there are plenty of language schools and language teachers in the market, and 

they are usually selected through tendering (see Study 1), it can be taken for granted that 

over the long term, those who are able to provide tailor-made services will prevail. Secondly, 

it must be admitted that teaching in corporate on-site courses can far more easily be 

personalised than in institutional school settings, as the majority of on-site courses are one-

to-one, while learning in groups usually means a maximum of 5 members (see Study 5). 

While the first two reasons are in fact external to and independent of the learner, the third 

one explains how tailor-made teaching can contribute to motivation in the learner. By 

tailoring the course in response to the needs and requests expressed by the learner, learner 

autonomy is enhanced. If the teacher provides a choice, learning becomes more relevant to 

the learner’s needs and preferences. This autonomy-supportive behaviour has been 

associated with learners’ self-determined motivation and positive feelings about learning 

(e.g., Assor, Kaplan, & Roth, 2002; Benson, 2007, 2010; Black & Deci, 2000, Little, 1991). 

 The reason why Getting to know the learner, the next dimension, ended up in the 

same score band as Tailor-made teaching, might be explained with two reasons. On the one 

hand, getting to know the learner is a prerequisite of tailor-made teaching, as the more the 

teacher finds out about the learner, the more she or he can tailor every aspect of teaching to 

the needs of the learner. On the other hand, by getting to know the learner, the quality of 

interaction between the teacher and the learner can be improved. The importance of this 

dimension of motivating learners has already emerged in Studies 5 and 6, and has been 
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verified by e.g., Crookes and Schmidt (1991), who claimed that “type of interaction between 

teacher and students is likely to increase, maintain, or decrease the students’ motivation” (p. 

483). However, interaction does not necessarily stop on the level of transmitting cognitive 

information, but opens more dimensions of interacting, which in turn results in a richer 

human experience both for the learner and the teacher. In this way, one can make a positive 

difference not only to the learning, but also to the lives of one’s learners. Day (2004) refers 

to this as passion for teaching and describes it in the following way: 

 

Teachers with a passion for teaching are those who are committed, enthusiastic, 

and intellectually and emotionally energetic in their work with children, young 

people and adults alike. Yet these overt signs of passion are underpinned by clear 

moral purposes that go beyond the efficient implementation of set curricula. 

Passionate teachers are aware of the challenge of the broader social contexts in 

which they teach, have a clear sense of identity and believe that they can make a 

difference to the learning and achievement of their pupils . . . For these teachers, 

teaching is a creative and adventurous profession and passion is not an option. It 

is essential to high-quality teaching. (p. 2) 

 

 Still in the same core band – statistically not less significant than Tailor-made 

teaching and Getting to know the learner – can we find Atmosphere. This construct measured 

both the importance of the physical environment, i.e., the room where the lessons are held, 

and the technical infrastructure used in the lessons, as well as the atmosphere created by the 

teacher. The mean values of the items within the construct show an even distribution, which 

means that both are equally important in motivating learners. The relatively high mean value 

of this construct (7.25) is not surprising again, as it has been proved by several studies that 

a pleasant learning environment contributes to a positive learning experience, which increase 

motivation (see e.g., Crookes & Schmidt, 1991; Dörnyei 1990, 1994; Dörnyei & Csizér, 

1998; Williams & Burden, 1997)  

 The next construct, Free choice of topic is the most controversial in the survey. Its 

mean value of 6.46 did not come close to what I had expected based on the results of Study 

4, 5, and 6. All of the participants of the previous studies, learners, teachers, and HR 

managers alike highlighted the importance of a free choice of topic in motivation (for the 

reasons see Sections 7.1.2.1, 7.2.2.3, and 7.3.2.3). It must be added that the standard 

deviation of this construct was the second highest (1.63), which indicates that this dimension 

might motivate some learners more than others, nevertheless, based on the results of the 

previous studies I am more inclined to believe that learners do not notice or are unaware of 
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the underlying motivational influence that talking about anything in the lessons brings about 

(as has been expressed one of the participants in the follow-up discussion after the pilot). 

Another possibility is that they might find it embarrassing to admit that sometimes they come 

to the lessons specifically to ventilate their work-related anger or problems, as has been 

expressed by teachers and HR managers in Studies 5 and 6.  

 The teacher’s Personal branding construct came second to last among the ten 

dimensions measured; however, statistically, it did not prove less important than Free choice 

of topic. Even though the mean value of this construct was relatively low (6.33) compared 

to the other constructs, Personal branding cannot be ignored as its mean value is quite high 

on a scale from 1 to 10. A teacher’s personal branding can be important both in generating 

and maintaining the motivation of learners. It was demonstrated in Section 4.1.1 that due to 

the mechanisms of social networks (Mercer, 2015), teachers with a good reputation can spur 

employees in an organisation to start learning a language, and can also play a crucial part in 

the evolution of corporate language education systems. At the same time, the teacher’s 

reputation can speed up of the process of building trust in the learners and thus, fosters the 

development of a relaxed learning environment where the learners can put aside their 

mistrust of the teacher right from the beginning. 

 Finally, the least motivating dimension among the ten teacher constructs measured 

proved to be Appearance with a mean value of 5.76 and the highest standard deviation of 

1.70. It can be seen from the data that the participants’ opinion is divided most about the 

motivating influence of this dimension. Whether 5.76 is high or low is a matter of opinion. 

Nevertheless, it has been confirmed by Howlett, Pine, Orakçıoğlu, and Fletcher (2013) that 

clothing communicates information about the wearer and first impressions can be heavily 

influenced by the messages conveyed by attire. Howlett et al.’s (2013) study revealed that 

people were more positively rated on the attributes of confidence, success, flexibility and the 

ability to earn money when they were wearing smarter clothes. If we translate this finding 

into the classroom, well-dressed teachers may create the impression of being more confident, 

more successful, and more flexible, and in the discussion on Personality and behaviour, 

Preparedness and Personal Branding above, we could see how the teacher’s flexibility, 

confidence, and reputation may increase learner motivation.  

If we examine the mean values related to the Intrinsic and Extrinsic motivation scales 

we can see that the participants are significantly more motivated intrinsically than 

extrinsically (7.14 vs. 6.87, see Table 26). This again, might be put down to the particularity 

http://www.emeraldinsight.com/action/doSearch?ContribStored=Pine%2C+K
http://www.emeraldinsight.com/action/doSearch?ContribStored=Orak%C3%A7%C4%B1o%C4%9Flu%2C+I
http://www.emeraldinsight.com/action/doSearch?ContribStored=Fletcher%2C+B
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of the research context: the voluntary participation in English courses, and the high 

qualification of the participants. On the other hand, the high mean value of the Extrinsic 

motivation scale highlights instrumental aspects of motivation that might be attributed to the 

prospects of a better job and/or a higher salary in a competitive corporate environment. 

The data were also subjected to independent T-test procedures to find out whether 

there were significant differences between the results of male and female learners, managers 

and non-managers, as well as one way Anova procedures to compare the mean values of 

learners speaking English on B1, B2, or C1 level. None of the procedures yielded any 

significant differences between the subgroups investigated. Therefore, it can be concluded 

that the results described above are generally true for all the participants of the questionnaire 

survey.     

 

      8.2.2.3 Relationships between the scales 

 In order to answer the second research question of the study, i.e., “What are the 

correlational and regression relationships between learners’ perceptions of the motivating 

influence of their teacher and their intrinsic and extrinsic motivation?”, I carried out 

correlational analyses. Table 27 presents the significant correlations between the teacher 

scales, whereas Table 28 shows the significant correlations between the teacher scales and 

the two criterion measure scales, Extrinsic and Intrinsic motivation. In order to guarantee a 

much smaller likelihood of the events occurring simply by chance, only correlations where 

p  .01 are reported.  

 As can be seen in Table 27, the correlational analyses yielded one strong (between 

0.7 and 0.9), and very many moderate (between 0.5 and 0.7) correlation coefficients 

(Salkind, 2010). Therefore, in my analysis I interpret only the strong correlation between the 

Free choice of topic and Getting to know the learner variables, as well as those correlations 

whose size is higher than 0.65, i.e., which approximate the strong correlation band.  

The strong correlation (.790) between Free choice of topic and Getting to know the 

learner indicates that the two latent dimensions tap into very similar domains in the 

investigated environment. The reason for this strong correlation in this context might be that 

those learners who feel motivated by having the opportunity to talk about practically 

anything in the lessons are also motivated by enquiring teachers who tend to get to know 
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their learners as much as possible, since the dimension of Free choice of topic provides 

teachers with a tool to realise the dimension of Getting to know the learner.  

 

Table 27 Significant correlations (p  .01) between the teacher scales 

Construct 1 2 3 4 5 6 7 8 9 10 

           

1. Appearance           

2. Atmosphere .620          

3. Focus on the present .406 .497         

4. Free choice of topic .561 .672 .327        

5. Getting to know the learner  .588 .644 .479 .790       

6. Incorporating ESP  .312 .450 .464 .403 .461      

7. Personal branding .678 .658 .482 .606 .595 .445     

8. Personality and behaviour .472 .511 .690 .467 .640 .479 .516    

9. Preparedness .413 .544 .650 .420 .477 .535 .619 .619   

10. Tailor-made teaching .416 .592 .508 .570 .683 .614 .538 .612 .531  

           

 

 The second strongest correlation (moderate correlation at .690) can be observed 

between Personality and behaviour and Focus on the present, which demonstrates that 

learners who find the personality and the behaviour of the teacher motivating also tend to 

appreciate the teacher’s efforts to be up-to-date in motivating them. If we break up the 

constructs into individual items, we can see that the two groups of items may very well go 

hand in hand. If a teacher is thorough, enthusiastic, flexible, and credible, probably she or 

he will always prepare for the lessons, update her or his teaching materials, and correct 

homework by the next lesson. The same interpretation can be applied to explain the relatively 

strong (.650) correlation between Personality and behaviour and another construct, 

Preparedness, as well. 

 Next in line comes the correlation between Getting to know the learner and Tailor-

made teaching with a correlation coefficient of 0.683. This fairly strong correlation can be 

put down to the fact that those learners feeling motivated by teachers who really want to get 

to know them probably also appreciate the attention they receive through tailor-made 

teaching, since both constructs tap into the domain of attention. The teacher is a catalyst in 

the process. First, she or he acts as an elicitor in order to get to know the learner, and with 

the help of the information elicited she or he can tailor-make her or his teaching. 

 The two variables Appearance and Personal branding correlate roughly to the same 

extent as the above pair, with a coefficient of 0.678. On the face of it, we might conclude 
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that the two variables fall in the category of externals; and in this sense, it is not surprising 

that learners who find the appearance of a teacher motivating will have the same approach 

to her/his reputation. On the other hand, caution must be exercised in this assumption as 

there might be some connections between one’s appearance and one’s characteristics. 

Similarly, as for one’s reputation, it is not necessarily the superficial product of marketing 

specialists, but can also be the result of hard work. Whatever the case, the two dimensions 

seem to moderately tap into the same domain. 

 Finally, I present my interpretation of two correlation values between Atmosphere 

and Free choice of topic (.672), and Atmosphere and Personal branding (.658). The former 

might be the result of the fact that learners motivated by the informal, friendly atmosphere 

created by the teacher, might also be keener to take advantage of this atmosphere by initiating 

more conversation in a wider variety of topics with their teacher. The latter correlation is 

more puzzling. It could either be attributed to the fact that learners whose level of motivation 

is influenced by the reputation of a teacher might worry less about the performance of their 

teacher, as a result of which they feel more relaxed in the lessons. Similarly to the relaxed, 

friendly circumstances brought about by other aspects of the teacher. Another interpretation 

might be that the Atmosphere construct also contained items measuring the physical 

environment, technical infrastructure used by the teacher. In this sense, learners motivated 

by the teacher’s reputation can also feel motivated by the high-tech devices they may 

associate with a reputable teacher. 

 The correlational data of the criterion measure scales yielded much lower correlation 

values (Table 28). In fact, the highest coefficient yielded between the teacher constructs and 

the scale of Intrinsic motivation was .384 with Getting to know the learner, which means a 

weak correlation between the two scales. 

 

Table 28 Significant correlations (p  .01) between the teacher scales and the criterion 

measure scales 

 

Construct App Atm Foc Free Gett ESP Bran Pers Prep Tail 

           

1. Intr. motivation .379 .370 .365 .333 .384 .274 .328 .310 .412 .245 

2. Extr. motivation .346 .401 .224 .385 .368 .336 .458 .238 .329 .356 
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As far as Extrinsic motivation is concerned, even the highest correlation coefficient (.458) – 

with Personal branding – proved to be a weak correlation. According to Rumsey (2015), 

“most statisticians like to see correlations beyond at least +0.5 or -0.5 before getting too 

excited about them” (p. 295), therefore these correlation values are too weak to form the 

basis of far-reaching inferences. 

 In order to investigate causality and to find out which teacher constructs act as 

predictor scales of the students’ motivated learning behaviour, I carried out linear regression 

analyses with a stepwise approach separately for the criterion variables of Intrinsic and 

Extrinsic motivation. The results are summarised in Table 29 and 30. Out of the ten 

dimensions investigated, only two contributed significantly to Intrinsic motivation: 

Preparedness and Appearance; and another two contributed significantly to Extrinsic 

motivation: Personal branding, and Incorporating ESP in the syllabus.  

 

Table 29 Results of regression analysis of the teacher scales with Intrinsic motivation as 

the criterion variable (significance level p  .01) 

 

Variable     β         t     p    

          

1.Prepardeness  .31  4.81  .001    

2.Appearance  .25  3.93  .001    

R2       .22   

          

It can be seen from the data that the proportion of variance in Intrinsic motivation 

that can be explained by the two independent variables is 22%, and the impact of 

Preparedness (.31) is stronger than the impact of Appearance (.25) in the equation. Since 

the key element of intrinsic motivation in general is the enjoyment of the activity in focus, 

the data show that about a fifth (22%) of this joy derives from the teacher’s preparedness to 

a greater extent and her or his appearance to a lesser extent. I believe this causality cannot 

simply be explained by claiming that learners in this context enjoy learning English as their 

teacher is well prepared and she or he looks good. I assume, the answer has to be sought in 

the learners’ identification with the teacher. Since the majority of the participants of the 

survey have at least one university degree, and work in a very competitive environment, it 

can be assumed that they are diligent, well-prepared professionals in their own field of work. 

Because of the business environment they work in, probably they pay more attention to their 

own appearance as well than average citizens. Therefore, presumably, they enjoy spending 
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time in the company of likeminded people who are just as well-prepared and well-groomed 

as they are, and derive some joy from those situations where these circumstances are given.     

 

Table 30 Results of regression analysis of the teacher scales with Extrinsic motivation as 

the criterion variable (significance level p  .01) 

 

Variable     β         T     p    

          

1. Personal branding  .39  5.94  .001    

2. Incorporating ESP  .17  2.55                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                       .001    

R2       .23   

 

 

 By comparison, the data obtained from the regression analysis of the teacher scales 

with Extrinsic motivation suggest causality of almost the same degree (23%) between the 

two (see Table 30). Out of the ten dimensions two contributed significantly to Extrinsic 

motivation: Personal branding and Incorporating ESP in the syllabus. The effect of 

Personal branding (.39) on Extrinsic motivation is more than twice as strong as the effect of 

Incorporating ESP in the syllabus (.17). The significance of both of the scales in contributing 

to extrinsic motivation can easily be explained: the participants’ work environment is highly 

competitive; therefore, instrumentality, which is a core determinant of extrinsic motivation 

in general, plays an important role. The participants might want to get higher positions on 

the corporate ladder or might want to earn more, which are all associated with the 

instrumental use of learning English. Both Personal branding and Incorporating ESP in the 

syllabus are strongly connected to developing one’s professional self. The teacher’s personal 

branding might be important from the point of view of setting an example of building one’s 

professional self, or for the identification mechanism described in the previous paragraph. 

Incorporating ESP in the syllabus is another tool that helps corporate language learners fulfil 

their professional selves and professional development. 

 

 8.2.3 Conclusion 

Study 8 – a quantitative questionnaire filled in by 232 corporate English learners – 

measured constructs that had emerged in my previous studies as crucial in generating and 

maintaining the motivation of adult learners of English in a corporate environment.  These 

preceding studies were conducted with the participation of all stake-holders of corporate 

language education in Hungary: learners, teachers, and HR managers alike. As the constructs 
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measured were based on the results of previously conducted studies of my dissertation, I can 

safely claim that the main purpose of the final questionnaire study was not to find out which 

aspects of a teacher’s personality, behaviour, and classroom practices played a crucial role 

in motivating on-site learners of English, because all of them do, as the constructs had 

previously been identified as key in Studies 1 to 6. What I was curious about was to find out 

what rank order learners would set up among the investigated aspects, and what relationships 

existed between these aspects. In order to answer the questions above, comparative, 

correlation and regression analyses were conducted on ten constructs measuring the 

teacher’s motivational impact (Appearance, Atmosphere, Focus on the present, Free choice 

of topic, Getting to know the learner, Incorporating ESP in the syllabus, Personal branding, 

Personality and behaviour, Preparedness, and Tailor-made teaching) and two additional 

criterion measure scales of Intrinsic and Extrinsic motivation. The results revealed that of 

the ten constructs measured, Personality and behaviour, Preparedness, Incorporating ESP 

in the syllabus, and Focus on the present were judged to be the most important aspects of 

the teacher’s motivating influence. The scales did not show a strong correlation with the two 

criterion measure scales. The regression analyses conducted with the criterion measure 

scales revealed that 22% of variance in Intrinsic motivation could be explained by 

Preparedness and Appearance, and 23% of variance in Extrinsic motivation could be 

attributed to Personal branding and Incorporating ESP in the syllabus. 

Naturally, all of the findings above have pedagogical implications as well, but since 

this study was the main study of my dissertation, I would like to present its implications in 

the next chapter together with the pedagogical implications of all the previous studies of my 

dissertation. 
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9 Implications 

I decided to have a separate chapter for implications for several reasons. First of all, 

I wanted to synthesise the implications of all the studies that build up my dissertation. 

Second, I believe research has to be socially responsible, and implications that might benefit 

any stake-holders at large deserve a chapter of their own. Third, this solution seemed to be 

the best to answer the third research question of my dissertation, i.e., “What classroom 

practices contribute best to motivating adult learners of English in a corporate 

environment?”. Before I summarise these classroom practices I present some inferences 

stemming from the broader research context. 

 

     9.1 Implications stemming from the research context 

 From the description of the research context in Chapter 4 of my dissertation, it came 

to light that corporate language education is here to stay. According to KPMG’s (2014) 

knowledge sharing report, knowledge management is increasingly important for 

organisations, and companies view knowledge – including language knowledge – more and 

more as a strategic tool. Because of the political, economic, and social changes that have 

taken place in our environment, the knowledge of the English language has become 

indispensable in several industries in the Hungarian labour market. English has become the 

lingua franca of the modern age, the negotiating language of professional and business life, 

and the means of acquiring knowledge capital, as the vast majority of professional literature 

is born in English today (Sturcz, 2010). In spite of the fact that an intermediate command of 

English is already a basic entry requirement in the labour market, 95% of big corporations 

(employing over 250 employees) support the language education of their employees 

(Hungarian Statistical Office, 2014). On the one hand, this is part of their knowledge 

management strategy; on the other hand, it is a necessity, as based on self-report, 63.2% of 

25- to 64-year old Hungarian adults still do not speak a foreign language (Eurostat, 2013). 

Public education does not seem to be able to narrow this gap, as the number of foreign 

language learners is on the decline (see Table 4). At the same time, the age of language 

learning has shifted towards younger generations, as a consequence of which, the number of 

English learners in tertiary education decreased by 38.86% between 2002 and 2014 in spite 

of the fact that the number of students in tertiary education increased by 15.87% in the same 
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period (see Table 5). By the time graduates start their career, chances are they may well have 

forgotten the languages learnt in primary and secondary education.  

 If the above trend continues we can anticipate more and more graduates entering the 

labour market with language certificates that date back to their teens without having a 

useable knowledge of the language. Based on the above, I anticipate an increase in the 

number of on-site language learners in the near future, which entails a bigger demand for 

teachers working in this segment of language education, as well as programmes that prepare 

teachers for working in corporate settings. These challenges will have to be addressed by 

teachers, language schools, and teacher training programmes alike.  

 

     9.2 Implications for teachers and language schools 

One might assume that teaching adult learners of English in a corporate environment 

is very similar to institutional settings, but the interviews conducted with learners, HR 

managers and teachers in Studies 1, 5, and 6 have revealed that teaching English in this 

context is very different for the following reasons: 

 

 language training is optional, consequently the learners will want to enjoy the lessons 

and sometimes come to class to relax; 

 the learners already speak an intermediate or higher level of English at the onset of 

the course, that being so, there is more room to chat and get to know the learners 

better; 

 the learners will want to use or develop their professional field-related ESP to some 

extent; 

 the learners and the teachers are on a level playing field; 

 teaching usually takes place in a one-to-one setting or in small groups of maximum 

5 learners; 

 the length of a course can span years (especially maintenance courses). 

 

As a consequence of all the points above, (particularly because the learners can already speak 

English, because they learn in a one-to-one setting, and because they can attend a course for 

years) a more intimate relationship can develop between the teacher and the learner. Thus, 
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because of the circumstances, this setting is ideal for what Day (2004) describes as high-

quality, passionate teaching: 

 

Teachers with a passion for teaching are those who are committed, enthusiastic, 

and intellectually and emotionally energetic in their work with children, young 

people and adults alike. Yet these overt signs of passion are underpinned by clear 

moral purposes that go beyond the efficient implementation of set curricula. 

Passionate teachers are aware of the challenge of the broader social contexts in 

which they teach, have a clear sense of identity and believe that they can make a 

difference to the learning and achievement of their pupils . . . For these teachers, 

teaching is a creative and adventurous profession and passion is not an option. It 

is essential to high-quality teaching. (p. 2) 

 

 

I would go even further than Day (2004). Based on the interviews with learners, HR 

managers, and teachers in Studies 4, 5, and 6, I daresay, beyond the implementation of set 

curricula, passionate teachers can make a difference not only to the learning and achievement 

of their students, but their lives as well. Maybe, some teachers / learners do not want to, do 

not dare to, or are not able to do more than the set curriculum. It is up to the teacher and the 

learner how many latent dimensions they venture into during a class, but the more 

dimensions they open up, the richer the experience will be both for the learner and the 

teacher. This idea brings us to Pink’s (2009) theory on motivation in the workplace in Section 

4.2, in which the triad of autonomy, mastery, and purpose make up the cornerstones of 

motivation in the workplace. In the situation described above, teachers can be autonomous 

as they can decide how far they want to go beyond transmitting cognitive information. They 

can pursue mastery, as their professionalism leaves them room to offer more than knowledge 

transfer, and they can find purpose in their drive, because by venturing into deeper 

dimensions of human interaction, they can create added values, and can make the world a 

better place. If by being autonomous, professional, and purposeful a teacher is motivated, it 

alone can already motivate learners, let alone the positive learning experience and 

atmosphere her or his motivation brings about.  

 In order for language schools and language teachers to be able to accommodate to 

the needs of this context, a useful benchmark can be the collection of expectations that were 

expressed by the HR managers in Study 1, based on their experience and feedback from 

employees participating in on-site language courses. The expectations of language schools 

and teachers that emerged during the interviews were as follows: 
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Language schools / Teachers should …  

 

1. win contracts through tenders, and be selected on the basis of recommendation, 

personal experience, or corporate social responsibility; 

2. have legal operations; 

3. be a partnership or a limited business, rather than a sole proprietorship; 

4. handle administrative issues smoothly; 

5. have good references; 

6. tailor-make their lessons; 

7. incorporate ESP in the material; 

8. strive for a long-term relationship so that they / their teachers can acquire and 

teach the particular ESP needed in the given organisation; 

9. be reliable; 

10. be flexible in accommodating to the time, place, syllabus, text book, pace of the 

course, as well as the learning style of the learner, and the changing needs of 

the organisation; 

11. be experienced, punctual, well-prepared, cooperative, enthusiastic, motivating, 

hands-on, goal-orientated, result-orientated, professional and qualified; 

12. regularly and formally assess the participants of the course; 

13. should be rather non-native teachers than native teachers. 

 

     9.3 Implications for teachers: the most motivating classroom practices  

Whereas the list above contains expectations explicitly expressed by HR managers, 

the list of implications for teachers can be continued with inferences that were drawn from 

two sources by performing comparative, correlation, and regression analyses on the results 

of Study 3 and Study 8. In a sense, Study 3 was the starting point of my dissertation, as it 

emerged in the pilot of this particular study that learners attributed their success in learning 

English most to their teachers. Even though, the Teacher construct had to be dropped from 

the study after the pilot for statistical reasons (for details see Section 6.3.1.2); therefore, it 

was not directly measured, the data yielded by the nine other scales and the two criterion 

measure scales lent themselves to interpretation that has profound implications for teachers, 

which will be presented in Section 9.3.1.  
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The final source of implications – described in Section 9.3.2 – comes from the results 

of Study 8, the main questionnaire study of my dissertation, which was systematically built 

up based on the synthesised findings of Studies 1 to 6. It measured different aspects of the 

teacher’s personality, behaviour, and classroom practices directly. I believe that the two sets 

of implications complement each other neatly, and at the same time answer RQ3 of my 

dissertation, i.e., “What classroom practices contribute best to motivating adult learners of 

English in a corporate environment?” 

 

9.3.1 The implications of Study 3.  

The implications of Study 3 are presented below (for a more detailed description see Section 

6.3.3). 

 Minimise teacher talking time, maximise student talking time 

 Create an enjoyable learning environment 

 Emphasise the joy of learning something new 

 Emphasise professional networking around the globe 

 Emphasise the role of English as a lingua franca 

 Save time by tailor-making teaching materials 

 Enhance learners’ perceptions of their language learning ability 

 

 9.3.2 The implications of the final questionnaire study 

Finally, the implications of my dissertation based on the results of the final 

questionnaire study, Study 8, are presented. I would like to emphasise again that since the 

variables measured in the final questionnaire were synthesised form the results of the 

preceding studies of my dissertation, all of the dimensions measured play a crucial role in 

motivating adult learners in a corporate environment. At the same time, this also explains 

why even the lowest mean values of the final rank order approximate the higher end of the 

Likert scale. Thus, the relative insignificance of the dimension at the lower end of the rank 

order in Table 26 has to be taken with caution. 

As can be seen in Table 26, the teacher’s Personality and behaviour and 

Preparedness proved to be the most motivating dimensions of a language teacher. As the 

personality and behavioural traits measured in the construct were thoroughness, enthusiasm, 
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credibility, flexibility, punctuality, and empathy, it is highly advisable to possess or perfect 

these characteristics if one would like to teach in a corporate environment.    

The teacher’s Preparedness is as important in motivating learners, as the teacher’s 

Personality and behaviour. This dimension measured qualities and practices, such as 

knowing and speaking the English language, having a lot of experience in language teaching, 

training oneself regularly, and being able to handle unexpected situation in the classroom. 

Needless to say, a very good command of English is a must in any environment, but in this 

context, it is particularly important, since many of the learners are proficient, fluent speakers 

themselves, and are regularly exposed to a lot of input in international meetings and through 

work-related literature in English. Continuous development and training is also essential for 

the teacher, since the English language is changing quickly, but the changes occurring in 

ESP, in regard to the lexis of different professional fields are even quicker. New words and 

expressions are born on the job day by day and one has to keep up with them. Finally, one 

has to be able to handle unexpected situations in the classroom. Any workplace can be a 

stressful environment, and learners sometimes arrive at the lesson frustrated, sometimes in 

tears, and a teacher has to able to handle these situations, as well, preferably in such a way, 

so that student-employees can go back to their desks after the lesson happy and relaxed.  

The second most important group of dimensions in the final results contains 

Incorporating ESP in the syllabus, and Focus on the present. It is not surprising that ESP is 

important in a corporate environment, as an overwhelming majority of the learners use 

English for their work. Therefore, a teacher in this context has to be aware of the particular 

language. Since the jargon and terminology related to a field is changing at breakneck speed, 

the best source for the teacher to learn the necessary ESP is the learner. It is a good idea to 

ask the learner for English texts, letters, materials that she or he is exposed to, on the basis 

of which a teacher can get acquainted with the vocabulary for a start, and then prepare related 

exercises, role plays for the learner. Another aspect of ESP is presentation language and the 

language of negotiations, both of which are needed in any industry. Therefore, it is a good 

idea for a teacher to have some personal experience in presenting and to have to skills to be 

able to teach it at the same time. It is important to note however, that instead of teaching ESP 

during the whole duration of a lesson or a course, it is a much better idea merely to 

incorporate ESP in the syllabus. As one of the teachers in Study 6 pointed out, “ESP is just 

the decoration on the Christmas tree” (T5, p. 1). The proportion of ESP vocabulary is 
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undeniably less than the everyday lexis and grammar one needs to keep a conversation going 

or to write a business letter. 

As far as the next dimension, Focus on the present is concerned, it is not accidental 

either that it ended up close to the top of the rank order of the scales measured. Corporate 

language learners are more concerned with the present than the past or the future. They need 

immediate solutions and prompt, constantly updated answers to their needs that might 

change on a daily basis. It follows from the previous paragraphs that teaching materials have 

to be updated continually, course books and handouts with telexes, floppy disks, cassette 

players simply will not suffice in a corporate environment. Apart from the teaching 

materials, it is equally important for the teacher to live in the present and to be up-to-date to 

every single lesson by knowing what happened in the previous class, by preparing for every 

single lesson, as well as correcting homework by the next time. 

The next three dimensions in line – between which there were no significant 

differences – were Tailor-made teaching, Getting to know the learner, and Atmosphere. For 

an organisation, language teaching is similar to a whole array of services the organisation 

purchases. Tailoring teaching to the specific needs of a client – apart from being an 

expectation – means a competitive advantage over the services of other suppliers who do not 

personalise their services. In fact, because of the modern quality management systems that 

organisations are using today, teachers will not only be expected to meet their clients’ 

expectations, but exceed them. This requires a lot of flexibility from the teacher to 

accommodate to the personality and the needs of the learner in the time of the lessons, in the 

pace of learning, in the materials used.  

 In order for the teacher to be able to tailor-make the teaching, she or he has to become 

acquainted with or get to know the learner as much as possible, which came as the next 

dimension in the rank order. The interactions between the teacher and the learner initiated 

for this reason, does not only provide ample opportunities for the learner to practise the 

language, but opens more dimensions of interacting, which in turn results in a richer human 

experience both for the learner and the teacher. In this way, one can make a positive 

difference not only to the learning, but also to the lives of one’s learners. By showing genuine 

interest in the learner as a person, her or his interests, weaknesses and difficulties in language 

learning, teachers can create trust and a friendly atmosphere, which the next dimension in 

the rank order. 



 

 

170 

 

 This construct measured both the importance of the physical environment, i.e., the 

room where the lessons are held, and the technical infrastructure used in the lessons, as well 

as the atmosphere created by the teacher, both of which are equally important in motivating 

learners. If possible, the lessons should be held in a nice and quiet room with an adequate 

temperature over a cup of coffee or tea if the learner feels like so. Teachers play a pivotal 

role in creating a relaxed atmosphere by being natural, accessible, informal, respectful, and 

naturally by treating learners as their equals. In this environment, it might easily happen that 

the learner is older, more experienced, has more degrees, has more children, or has got 

married and divorced more times than the teacher. Thus, what would be considered the 

traditional relationship between student and teacher, where the teacher is often older and 

more experienced than the student, does not necessarily take place in a corporate 

environment. The relationship between teacher and students in a corporate environment 

requires a more equality-based approach. 

 The next construct, Free choice of topic is the most controversial in the results. Its 

importance did not turn out to be as high as I had expected based on the results of the previous 

studies with learners, teachers, HR managers, and my own experience. I am more inclined 

to believe that learners might find it embarrassing to admit that they love talking about their 

problems at work, or in their private lives. Sometimes they come to the lessons specifically 

to ventilate their work-related anger or problems. As long as it happens in English so as to 

promote language learning, it is also beneficial, in that students can get these problems off 

their chests and can leave the lesson in a more relaxed state of mind. Another benefit that 

this practice brings about is that it teaches learners to speak English in a heightened 

emotional (either positive or negative) state. In addition, as long as what has been said stays 

between the learner and the teacher, it creates trust over the long term and a richer 

learning/teaching experience.  

 The teacher’s Personal branding construct came second to last among the ten 

dimensions measured. A teacher’s personal branding can be important both in generating 

and maintaining the motivation of learners. For a start, teachers with a good reputation can 

win better contracts and can get to prestigious organisations whose doors would not open 

without that reputation. Therefore, it is a teacher’s vested interest to do her or his best for a 

good reputation. Most of it is hard work, but one can borrow clever tricks from marketing 

as well. One such tool is keeping track of one’s efforts and successes and not hiding them. 
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Another one might be socialising at corporate events hosted by the organisation where one 

teacher or would like to teach. 

 Finally, appearance, the last construct in the rank order does count, especially in a 

corporate environment. Clothing communicates information about the wearer and first 

impressions can be heavily influenced by the messages conveyed by what we wear and how 

we look. If we translate this to the classroom, if teachers are well-dressed they create the 

impression of being more professional, taking the teaching situation and the learners more 

seriously, as a result of which the learners will also take learning more seriously. 

 I believe the mean values attached to the individual items of the final questionnaire 

are just as revealing about the most motivating qualities and practices as the statistical 

analysis I conducted. These values represent what importance learners attribute to different 

classroom practices, as well as the qualities and behavioural aspects of their teachers in 

motivating them; therefore, studying the final rank order of the 60 items in Table 31 with 

their mean values and standard deviation values can be highly illuminating.  

 

Table 31 Final rank order of the individual motivational items of the questionnaire in Study 

8 with their mean values on a scale from 1 to 10, and their standard deviation 

values  

 

Items: My language teacher motivates me if she or he … 
Mean 

value 

Standard 

deviation 

1. speaks English very well. 9.58 1.08 

2. knows a lot about the language. 9.42 0.93 

3. builds her or his lessons on each other in a logical way. 9.35 0.95 

4. is thorough. 9.19 1.08 

5. always prepares for the lessons. 9.12 1.23 

6. teaches me things I can use in my work. 9.01 1.15 

7. is enthusiastic. 8.98 1.26 

8. tries to find out what is difficult for me. 8.92 1.29 

9. is credible. 8.91 1.36 

10. has a lot of experience in language teaching. 8.85 1.31 

11. knows exactly what happened in the previous class. 8.82 1.34 

12. updates her or his materials continually. 8.78 1.43 

13. treats me as her or his equal. 8.74 1.41 

14. takes my needs into account. 8.71 1.33 

15. is flexible. 8.67 1.47 
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Table 31 continued 

Items: My language teacher motivates me if she or he … 
Mean 

value 

Standard 

deviation 

16. trains herself or himself regularly. 8.64 1.53 

17. creates an informal atmosphere. 8.60 1.35 

18. can help me prepare for my presentations in English. 8.58 1.55 

19. can help me prepare for meetings with foreign 

professionals. 
8.55 1.73 

20. knows the special vocabulary of my field of work. 8.53 1.43 

21. knows my strengths and weaknesses. 8.50 1.36 

22. starts and finishes the lesson on time. 8.48 1.68 

23. is able to manage unexpected situations in class. 8.39 1.53 

24. lets me be myself. 8.35 1.37 

25. tailors the tasks to my needs. 8.35 1.56 

26. adapts the pace of learning to my needs. 8.29 1.54 

27. makes it possible for me to speak about anything in 

English. 
8.29 1.55 

28. makes me practise things that I need to practise. 8.28 1,61 

29. is open to learn new expressions emerging in my field of 

work.  
8.21 1.71 

30. is intellectually challenging. 7.94 1.80 

31. corrects homework by the next class. 7.92 1.83 

32. brings to class tasks related to my job. 7.84 1.71 

33. takes my personality into account. 7.83 1.60 

34. adapts the time of the lessons to my needs. 7.81 1.81 

35. manages her or his life well. 7.74 2.11 

36. holds the lessons in a pleasant environment. 7.66 1.70 

37. sometimes exceeds my expectations. 7.61 1.92 

38. is empathetic. 7.53 1.80 

39. is informal. 7.48 1.99 

40. has good vibes. 7.45 1.87 

41. says things that increase my self-confidence. 7.18 2.16 

42. has a good reputation. 6.82 2.06 

43. has good references. 6.75 2.04 

44. uses the latest course books. 6.68 2.12 

45. uses modern technology. 6.63 2.17 

46. is popular with her/his students. 6.57 2.09 

47. sees the whole person in me. 6.51 2.26 

48. is well-groomed. 6.50 2.22 
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Table 31 continued 

Items: My language teacher motivates me if she or he … 
Mean 

value 

Standard 

deviation 

49. is sincerely interested in who I am. 6.25 2.41 

50. has pleasant gestures. 6.23 2.01 

51. is well-known in her or his profession. 6.23 2.24 

52. speaks about herself or himself, too. 5.94 2.37 

53. is interested in my hobbies. 5.86 2.23 

54. has a pleasant scent. 5.19 2.40 

55. enables me to have an honest discussion about things in 

life. 
5.11 2.69 

56. is well-dressed. 5.09 2.11 

57. treats me to tea or coffee. 4.41 2.59 

58. enables me to talk about my work-related problems if I 

want to. 
4.30 2.72 

59. is cool. 4.25 2.27 

60. looks good. 

 

4.11 

 

2.26 
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10 Conclusion 

In my dissertation, I endeavoured to map the Hungarian corporate language 

education scene in order to explore what characterises the context of on-site language 

courses in Hungary in the middle of the 2010s, what role teachers play in generating and 

maintaining the motivation of adult learners of English, and what classroom practices help 

teachers make the most of their motivating influence in this context. Apart from fulfilling 

the core aims of the study, I also intended to fulfil the functional aims of filling a neglected 

niche in motivation research, and devising a collection of best practices for corporations, 

language schools, language teachers, prospective teachers, and teacher trainers alike.  

I feel that by conducting the studies and synthesising their results, all the core and 

functional aims of my research have been fulfilled. In order to answer the first research 

question, i.e., “What characterises the context of on-site English language courses in a 

corporate environment in Hungary in the middle of the 2010s?”, by involving all the stake-

holders in my research, hopefully I have managed to present a detailed, credible snapshot 

about corporate language training in Hungary in the middle of the 2010s. The most important 

findings related to RQ1 are as follows.  

On average, 8.2% of the employees of the investigated 18 organisations are learning 

languages on-site. Apart from three organisations where options for learning Russian and 

Spanish are also available, only English can be learnt on the premises of the other 15 

companies, including the German and Austrian multinationals. Language courses are 

generally available for both managers and employees. Courses are held before or after core 

time for employees, whereas managers tend to choose the time of their lessons whenever it 

is most convenient for them. Practically, this can be any time on a weekday between 6 a.m. 

and 10 p.m. General basic and intermediate level English courses are predominantly held in 

the countryside, whereas in the capital city advanced English, business English, presentation 

language, negotiation language and profession-specific English are taught primarily. In six 

of the companies, language courses for the workers are free, whereas in the other 12 

employees are obliged to contribute to the costs of the courses. With the exception of one 

multinational, all of the employees are required to take some kind of language exam at the 

end of their courses or at the end of the term specified in their educational contract. 

The most commonly voiced expectations of language schools and language teachers 

were: being punctual, professional, well-prepared, cooperative, enthusiastic, motivating, 
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hands-on, goal-orientated and achieving results (in the form of in-house or official language 

exams). The requirements that stood out in the interviews, however, as key in contributing 

to the satisfaction of the commissioners were flexibility, tailor-made teaching, and 

incorporating ESP in the syllabus. Under the term of flexibility, respondents cited flexibility 

in time, place, syllabus, course book, pace, learning style, and the availability of the teacher.  

 For answering the second and the third research questions, respectively, i.e., “What 

are the most motivating aspects of the teacher’s personality and behaviour for adult learners 

of English in a corporate environment?” and “What classroom practices contribute best to 

motivating adult learners of English in a corporate environment?” six self-contained studies 

were conducted in the first two stages of the research, whose results were synthesised and 

tested on a larger scale, in the last questionnaire study of my dissertation. The results of the 

pilot and the final questionnaire study – conducted with the participation of 232 adult 

learners – confirmed the findings of previous research carried out in other contexts that 

teachers play a significant role in generating and maintaining the motivation of language 

learners.  

As the teacher constructs measured in this questionnaire were based on the findings 

of the previous studies in my research, and had all been found to be seminal in motivating 

adult learners in Studies 1 to 6, the main purpose of the final questionnaire study was to find 

out which aspects of a teacher’s personality and behaviour played the most crucial role in 

motivating on-site learners of English. I wanted to reveal the rank order among the 

investigated aspects, and the relationships between these aspects. In order to answer the 

questions above, comparative, correlation and regression analyses were conducted on ten 

constructs measuring the teacher’s motivational impact: Appearance, Atmosphere, Focus on 

the present, Free choice of topic, Getting to know the learner, Incorporating ESP in the 

syllabus, Personal branding, Personality and behaviour, Preparedness, and Tailor-made 

teaching, and two additional criterion measure scales of Intrinsic and Extrinsic motivation. 

 The results revealed that of the ten constructs measured, Personality and behaviour, 

Preparedness, Incorporating ESP in the syllabus, and Focus on the present were judged to 

be the most important aspects of the teacher’s motivating influence by the participants. The 

scales did not show a strong correlation with the two criterion measure scales. The regression 

analyses conducted with the criterion measure scales revealed that 22% of variance in 

Intrinsic motivation could be explained by Preparedness and Appearance, and 23% of 
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variance in Extrinsic motivation could be attributed to Personal branding and Incorporating 

ESP in the syllabus. 

 Even though all the studies of my research yielded explicit or implicit pedagogical 

implications – in an effort to explicitly answer RQ3 related to classroom practices – I thought 

it would be better to collect all the implications and devote a separate chapter (Chapter 9) to 

them. I hope the implications presented there will be food for thought for teachers and 

teacher trainers alike. The most important implications are presented in the rank order of the 

60 items measured in Table 31, out of which the top ten is listed below. In order to be 

motivating, teachers teaching English in corporate settings should ideally 

 

 speak English very well,  

 know a lot about the English language, 

 build their lessons on each other in a logical way, 

 be thorough 

 always prepare for the lessons, 

 teach things the learners can use in their work, 

 be credible, and 

 have a lot of experience in teaching. 

 

Additionally, it is also needs emphasising that teaching adults in a corporate environment 

is very different from institutionalised language teaching. In this context, language training 

is optional, the learners already speak an upper-intermediate or higher level of English at the 

onset of the course, the learners will want to use or develop their professional field-related 

ESP to some extent, the learners and the teachers are on a level playing field, teaching usually 

takes place in a one-to-one setting or in small groups of maximum 5 learners, and the length 

of a course can span years. As a result, language schools, language teachers, and teacher 

training programmes have to be ready to adapt to these needs and circumstances, as the 

number of corporate language learners is likely to increase in the coming years. 

 I feel that due to the relatively high number of studies and participants involved in 

my research, I have reached data saturation in the context investigated, with the exception 

of one thread, i.e., the discrepancy between the learners’ and teachers’ views in the 

importance attached to the motivating influence of the Free choice of topic dimension. 

However, investigating this disagreement falls out of the scope of my dissertation, and would 

require a study in the field of psychology or culture. 
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In spite of my circumspect approach, I must admit that it is definitely a weakness of 

my research that about 80% of the participating organisations and participants work, live, 

and learn English in Budapest; therefore, the Hungarian countryside is underrepresented in 

the survey. Consequently, one possible future direction of research could be investigating 

corporate language education, and the teacher’s role in motivation in that context. 

Alternatively, it would be exciting to replicate (some of) the studies in other Central- Eastern 

and/or Western European corporate contexts and do a comparative analysis of the results. 

Additionally, within the framework of longitudinal research, the studies might be replicated 

in the investigated context in five years’ time to observe changes in corporate language 

training practices and the motivational disposition of language learners. As for the teacher’s 

motivational influence, it would be worthwhile replicating the final questionnaire study in 

private language schools or tertiary education to find out which aspects of the teacher’s 

personality, character and practices learners in those contexts find motivating. Further to 

this, it would be interesting to do more research on the motivating influence of the 

relationship between a learner and a teacher, as well as the reciprocity of this relationship.  

I believe that the results of my dissertation will prove useful not only for corporations, 

language schools, language teachers, and teacher trainers, but will also fill a niche in research 

on corporate language training, and L2 motivation research. I would not like the teacher’s 

role in motivation to be addressed as a marginal component of a negligible slice in the pie 

chart of L2 motivation in the future, but as a more central component in L2 motivation 

theories. 
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Appendices 

 

Appendix A 

The final version of the interview guide in English – translated from Hungarian 

 

Thank you for volunteering to take part in the interview. The interview is part of my 

PhD research, whose aim is to find out as much as possible about corporate language training 

in Hungary, as well as the teacher’s role in motivating adult learners of English in a corporate 

environment. Please answer the questions honestly. In order to be able to prepare the 

transcript and analyse the conversation, I would like to record our conversation so long as 

you agree, but the data obtained from it will be treated anonymously during the research. 

 

1 How would you describe language training in your organisation? 

   (general description) 

 

 How many employees are learning languages at your organisation? 

 What role does language training play compared to other training courses in the 

organisation? 

 What languages are the employees earning? 

 Are they learning general English or ESP? 

 When are the lessons held? 

 What requirements do the learners have to meet?  

 What happens if they don’t meet the requirements? 

 How do you finance the courses? 

 De employees contribute to the costs of the courses? 

 How has on-site language training changed in the last 5 years? 

 How do you think it will change in the next 5 years? 

 

2 How do you select language schools, language teachers? 

   (selection) 

 

 What expectations do you have of language schools / language teachers? 

 What makes a language school / language teacher reliable? 

 What possible problems do you have with language schools / language 

teachers? 

 What do you think of native / non-native teachers? 

 Do you contract them for a period or a number of lessons? 

 In what way do you ask your employees for feedback on the language courses 

and what consequences does it have? 

 

3 What role does the teacher play in generating and maintaining the motivation of    

adult learners in this environment?  

  (the teacher’s role in motivation) 

 

 What do you think of the teacher’s role in language learning? 

 How can language teachers motivate their learners? 
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 How do you think teacher-learner communication affects learners’ motivation? 

 What do you think learners speak about in a lesson? 

 How do you think tailor-made teaching affects learners’ motivation? 

 How can a language teacher make the lessons tailor-made? 

 How do you think the teacher’s preparedness and enthusiasm affect learners’ 

motivation? 

 How do you think a teacher can be well-prepared and enthusiastic? 
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Appendix B 

 

The final version of the interview guide in English – translated from Hungarian 

 

Thank you for volunteering to take part in the interview. The interview is part of my 

PhD research, whose aim is to find out as much as possible about corporate language training 

in Hungary, as well as the teacher’s role in motivating adult learners of English in a corporate 

environment. Please answer the questions honestly. In order to be able to prepare the 

transcript and analyse the conversation, I would like to record our conversation so long as 

you agree, but the data obtained from it will be treated anonymously during the research. 

 

1 Questions to the Human Resources manager 

 Please describe the corporation in a few words. 

 How is the corporation involved in the international circulation? 

 What kind of educational policy does the company have? How has it evolved? 

 What role does language education play compared to other forms of education? 

How has it changed over the years? 

 How does language education work now? How did it work in the 1990s and in 

the 2000s? 

 What kind of language courses are subsidised / were subsidised in the past? 

 How do you motivate your employees in achieving their goals? 

 Do you consider this opportunity as an additional benefit? How has this 

changed over the years? 

 How motivated do you think your language learning employees are? 

 What do you think motivates language learning employees? What motivated 

them in the 1990s, 2000s? 

 

2 Introductory questions 

 How old are you? 

 How long have you been learning languages? 

 What languages can you speak? 

 Why did you start learning English? 

 Are you learning English now, if yes, why? 

 What level do you think you are at? 

 

3 Intrinsic motivation 

What made you start learning English? 

 What do/did you find enjoyable in learning English? 

 How can/could you be creative in language learning? 

 What pleasure can/could you derive from coping with a harder challenge while 

learning a language? 

 How engrossed do/did you get in language learning? 

 When do/did you feel satisfied or happy in the process of language learning?  

 Have you ever been/Were you ever carried away while learning English or 

doing homework? 
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 In what way do you think one’s personality gets richer if one speaks one more 

language? 

 

4 Ideal-self questions 

What role do/did you think English will/would play in your life in the near future? 

 What do/did you think you will/would be using English for in 5 years’ time? 

 What changes do/did you anticipate in your work relations once you are/were 

satisfied with your English knowledge? 

 How do/did you think your social status (would) change if you speak (spoke) 

perfect English? 

 Do you consider knowledge a noble goal? If so, how does/did it motivate you? 

 How unpleasant would you find (have found) it if it (had) turned out publicly 

that your English is/was not that good? 

 How important do/did you find it to become a member of the global society as a 

result of speaking English? 

 

5 Instrumental motivation 

What benefits did/do you anticipate from learning English? 

 How does/did English help in fulfilling your professional goals? 

 How important is/was it for you to acquire the English jargon of your 

profession? 

 How important do/did you find it to participate in international conferences and 

discussion without the help of an interpreter? 

 How does/did English help in your career development? 

 How does/did English help you financially? 

 How important do/did you consider English on the job market (today)?  

 How do/did you feel if you (could)get by easier abroad and on the internet as a 

result of speaking English? 

 

6 The teacher’s role in motivation 

How is the process of learning English affected by the experience you gained from 

learning English? 

 How do/did you see the teacher’s role in language learning? 

 How would you describe the ideal teacher – student relationship? 

 How would you describe a pleasant learning environment? 

 What do you think a motivating language teacher is/was like? 

 How important do/did you find positive feedback? 

 How do/did you feel about the fact that you can/could speak about yourself and 

the language teacher concentrates/ted on you? 

 How are/were you affected by the language teacher’s enthusiasm and 

preparedness? 
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Appendix C 

The final version of the questionnaire – translated from Hungarian 
 

I would like to ask for your help with my research. Please answer the following questions related to 

learning English. This questionnaire is not a test; therefore, there are no good or bad answers. I am 

interested in YOUR personal opinion. Please be honest, because your honesty guarantees the success 

of my research. I would like to assure you that I will not show the questionnaires to anybody. Thank 

you very much for your help! 
 

Below, you will find statements that are true for some people, and false for others. I would like to find 

out you’re your opinion. Please circle the number in the box that best expresses your opinion. For 

example, if you love skiing, please circle the number in the first box: 
 

 

 

Completely 

true 

More or less 

true 

Partly true, 

partly not 

Not really 

true 

Not true at 

all 

              I love skiing. 5 4 3 2 1 

 

There are no good or bad answers – I am interested in your own opinion. 

 

I succeed in learning English, because … 
 

 
 

Complete-

ly true 

More or 

less true 

Partly true, 

partly not 

Not really 

true 

Not true at 

all 

1.  because I am persistent. 5 4 3 2 1 

2.  
because I always leave time for myself to learn the 

language. 
5 4 3 2 1 

3.  because I have my own learning strategies. 5 4 3 2 1 

4.  because I can manage my time effectively. 5 4 3 2 1 

5.  because I create opportunities to practise the language. 5 4 3 2 1 

6.  because my friends help me learn the language. 5 4 3 2 1 

7.  because I am not embarrassed if I speak English.  5 4 3 2 1 

8.  
because I have the opportunity to travel abroad on 

business. 
5 4 3 2 1 

9.  because I feel confident about my language skills. 5 4 3 2 1 

10.  because I can ask my friends for help. 5 4 3 2 1 

11.  because I am lucky with the feedback I am given. 5 4 3 2 1 

12.  
because I enjoy expressing my thoughts in another 

language. 
5 4 3 2 1 

13.  
because I try to make myself spend as much time as 

possible learning English. 
5 4 3 2 1 

14.  
because if English were not being taught in this place I 

would go somewhere else. 
5 4 3 2 1 

15.  because I have a good ear for music. 5 4 3 2 1 
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I succeed in learning English, because … 
 

 
 

Complete-

ly true 

More or 

less true 

Partly true, 

partly not 

Not really 

true 

Not true at 

all 

16.  because I can adapt my strategies to the task. 5 4 3 2 1 

17.  because I plan my own learning.  5 4 3 2 1 

18.  because I can find seemingly boring tasks interesting. 5 4 3 2 1 

19.  because I have a good memory. 5 4 3 2 1 

20.  because my family support language learning. 5 4 3 2 1 

21.  because I am not nervous if I have to use English. 5 4 3 2 1 

22.  because I do not worry if I make a mistake.  5 4 3 2 1 

23.  
because I need English for my professional 

development.  
5 4 3 2 1 

24.  
because I am lucky as my workplace supports 

language learning. 
5 4 3 2 1 

25.  because I can meet a lot of foreign professionals. 5 4 3 2 1 

26.  because I enjoy language learning. 5 4 3 2 1 

27.  
because I plan how much time I will spend practising 

English until the next lesson. 
5 4 3 2 1 

28.  because I do my best to learn the language. 5 4 3 2 1 

29.  because I can identify the rules governing English. 5 4 3 2 1 

30.  
because I have techniques that help me better 

remember new material. 
5 4 3 2 1 

31.  because I am a talented language learner. 5 4 3 2 1 

32.  
because I can access work-related literature more 

easily. 
5 4 3 2 1 

33.  
because my friends have always encouraged me to 

learn languages. 
5 4 3 2 1 

34.  
because I feel I am better at English than my 

colleagues. 
5 4 3 2 1 

35.  because I receive financial support from my company. 5 4 3 2 1 

36.  
because the fact that many of my friends are also 

learning English helps me get motivated. 
5 4 3 2 1 

37.  
because I am lucky as I have opportunities to practise 

the language. 
5 4 3 2 1 

38.  
because I want to become a member of the English 

speaking global community. 
5 4 3 2 1 

39.  because I am willing to work hard. 5 4 3 2 1 
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I succeed in learning English, because … 
 

  
Completely 

true 

More or 

less true 

Partly true, 

partly not 

Not really 

true 

Not true at 

all 

40.  because I have good communication skills.  5 4 3 2 1 

41.  because I am hard-working. 5 4 3 2 1 

42.  
because my corporate culture supports life-long 

learning. 
5 4 3 2 1 

43.  
because I allow more time to practise the things I am 

not good at. 
5 4 3 2 1 

44.  because I make a lot of effort in language learning.  5 4 3 2 1 

 

 

I am learning English … 

 

45.  in order to get a better job in the future. 5 4 3 2 1 

46.  because I like learning new things. 5 4 3 2 1 

47.  because a good citizen can speak English. 5 4 3 2 1 

48.  
for the enjoyment I experience when I grasp a difficult 

construct in English. 
5 4 3 2 1 

49.  
because in order for me to be an educated person I 

have to be able to speak English. 
5 4 3 2 1 

 

I am learning English … 

 

50.  
because I enjoy the feeling of acquiring knowledge 

about English speaking countries and their way of life. 
5 4 3 2 1 

51.  to get a better salary later on. 5 4 3 2 1 

52.  for the pleasure I get hearing English spoken. 5 4 3 2 1 

53.  because I would feel guilty if I didn’t know English. 5 4 3 2 1 

54.  for the high feeling I experience when I speak English. 5 4 3 2 1 

 

Please answer the following questions, too. 
 

1. Your sex?    1 – male         2 –  female  2. How old are you? …………………  

3. What other language(s) are you learning other than English? …………………………………………………. 

4. How old were you when you started learning English? ………………... 

Thank you very much for filling in the questionnaire! 
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Appendix D 

1 The final version of the students’ interview guide in English – translated from 

Hungarian 

 

Thank you for volunteering to take part in the interview. The interview is part of my 

PhD research, whose aim is to work out a model that is effective and usable in a corporate 

environment, and with the help of which the motivation of adult learners of English can be 

enhanced and maintained over the long term. Please answer the questions honestly. In order 

to be able to prepare the transcript and analyse the conversation, I would like to record our 

conversation so long as you agree, but the data obtained from it will be treated anonymously 

during the research. 

 

Introductory questions: 

 

 How old are you? 

 How did you first come across foreign languages? 

 How far did you get in these languages? 

 Please think back to the time when you decided to learn English. Why did you 

decide to do so? 

 What were your goals? 

 How have they changed over the years? 

 How would you describe your knowledge? What’s your level? 

 What level would you like to reach? 

 How much time do you spend learning English a week? 

 How do you get yourself to learn English? 

 In what ways does your teacher help you to learn English as well as possible? 

 What do you think your successes and failures can be attributed to? 

 

 

Teacher – Learner communication 

 

What do you think of the importance of speech in language learning? 

 

 In the lessons we talk about a lot of things. What do you enjoy about exchanging 

opinions with your teacher or the other learners? 

 What topics do you like talking about in the lesson? 

 What topics do / do not have a place in an English lesson? 

 If you bring up a topic, how important is it for you that your teacher or the other 

learners like it? 

 What role does gossip play in an English lesson? 

 What role do you think telling stories play in learning English?  

 How do you feel when you talk about yourself? 

 How do you feel when you can speak at great length? 

 How important is conversation in the lesson in assessing your experience of the 

lesson? 
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 How would you describe your teacher’s style and the language he/she uses in the 

lesson? 

 How do you think conversation in the lesson develops your communicative 

skills? 

 

 

Tailor-made teaching 

 

How does it motivate you if you feel you are being attended to? 

 

 When do you feel that your teacher is paying attention to you? 

 Do you feel the same attention elsewhere? 

 How do you feel if you get personalised handouts? 

 How do you feel when you see your name on the handouts? 

 Have you ever felt that your self-confidence has increased after a lesson? Please 

elaborate.  

 Can an English lesson help you in your daily work and tasks? Please give me some 

details. 

 What are your expectations of your teacher in terms of returning your calls and 

replying to your emails?  

 To what extent do you rely on your teacher outside the classroom?  

 

 

Professionalism 

 

What do you think a professional language teacher is like? 

 

 How does your teacher’s preparedness affect your motivation? 

 How does your teacher’s enthusiasm affect you? 

 How important do you think it is for a language teacher to train him/herself 

continuously and if you think this is important, how can he/she do it? 

 How can you see if your teacher prepares for every single lesson? 

 Why do you think this is important? 

 How does it affect you if you hear from several sources that you have a good 

teacher? 

 How can you assess whether your teacher is professionally and pedagogically 

prepared? 

 How do you think a language teacher can improve his/her skills related to 

teaching, such as self-awareness / people skills? 

 How would you describe a self-confident teacher? 

 How can you give feedback to your teacher? 

 

 

2 The final version of the HR managers’ interview guide in English – translated from 

Hungarian  

 

Thank you for volunteering to take part in the interview. The interview is part of my 

PhD research, whose aim is to work out a model that is effective and usable in a corporate 
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environment, and with the help of which the motivation of adult learners of English can be 

enhanced and maintained over the long term. Please answer the questions honestly. In order 

to be able to prepare the transcript and analyse the conversation, I would like to record our 

conversation so long as you agree, but the data obtained from it will be treated anonymously 

during the research. 

 

Questions to the Human Resources manager 

 

 Please describe the corporation in a few words. 

 How is the corporation involved in international business? 

 What kind of training policy does the company have? 

 How is the employees’ training financed? 

 How does language training work? 

 What kind of language courses are subsidised? 

 How do you select the language schools you work with? 

 What expectations do you have of a language school and its teachers? 

 To what extent are you satisfied with the language teachers working for your 

organisation? 

 How do you motivate your employees to achieve their goals? 

 How motivated do you think your employees participating in language training 

are? 

 What do you think motivates employees participating in language training? 

 What do you think of the role of oral communication in the classes? 

 What do you think of the role of tailor-made teaching? 

 What do you think of the role of the teacher’s professionalism in motivating 

your employees? 
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Appendix E 

 

The final version of the interview guide in English – translated from Hungarian 

 

Thank you for volunteering to take part in the interview. The interview is part of my 

PhD research, whose aim is to work out a model that is effective and usable in a corporate 

environment, and with the help of which the motivation of adult learners of English can be 

enhanced and maintained over the long term. Please answer the questions honestly. In order 

to be able to prepare the transcript and analyse the conversation, I would like to record our 

conversation so long as you agree, but the data obtained from it will be treated anonymously 

during the research. 

 

What role does the teacher play in generating and maintaining the motivation of 

adult learners in this environment? 

 

 What do you think of the teacher’s role in language learning? 

 How can language teachers motivate their learners? 

 How do you think teacher-learner communication affects learners’ motivation? 

 What do you think learners speak about in a lesson? 

 How do you think tailor-made teaching affects learners’ motivation? 

 How can a language teacher make the lessons tailor-made? 

 How do you think the teacher’s preparedness and enthusiasm affect learners’ 

motivation? 

 How do you think a teacher can be well-prepared and enthusiastic? 
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Appendix F 

 

The final version of the interview guide in English – translated from Hungarian 

 

Thank you for volunteering to take part in the interview. The interview is part of my 

PhD research, whose aim is to work out a model that is effective and usable in a corporate 

environment, and with the help of which the motivation of adult learners of English can be 

enhanced and maintained over the long term. Please answer the questions honestly. In order 

to be able to prepare the transcript and analyse the conversation, I would like to record our 

conversation so long as you agree, but the data obtained from it will be treated anonymously 

during the research. 

General information 

 

 How old are you? 

 How long have you been teaching? 

 Where are you teaching? 

 Are you teaching general English or ESP? Why did you decide to do so? 

 Are you working as an employee or do you have your own business? Why? 

 What qualifications do you have? 

 Why did you choose to teach adults? 

 

 

How motivated do you feel in your work? 

 

 How much do you care about your students’ development? 

 What do you do in order to remain motivated as a language teacher? 

 Please describe a period when you felt very motivated.  

 Please describe a period when you felt very demotivated.  

 How much do you think your students can perceive how motivated / 

demotivated you are? How can they judge this? 

 How do you think the teacher’s and the learner’s motivation affect one another? 

Please tell me an example from your own experience. 

 

 

How well can you motivate? 

 

 How do you rate your motivating abilities? Why do you think so? 

 Have you ever had a positive or negative experience when you felt you greatly 

affected your student’s motivation? If yes, please describe it! 

 Do you think you can exert a stronger motivating influence within a lesson or 

over a longer period of time (in months, years)? Why do you think so? 

 Do you think a language teacher’s ability to motivate can be developed or is it 

innate?  What do you to develop this ability? 

 If it can be developed, how? 

 What personal experiences do you have about motivating / demotivating 

teachers when you were learning a language? 

 

How do you motivate your students? 
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 To what extent do you consider it your own task to motivate your students? 

 In what way is it different to motivate adults versus school children? 

 How can you create a motivating environment for your students? 

 What tools / trick do you use in order to make your students more motivated? 

 In your opinion, what elements does your personality have that might motivate 

your students? 

 In your opinion, what elements does your behaviour have that might motivate 

your students? 

 Do you use certain tasks to motivate your students? If yes, what kind? 

 Do you use free speech in order to motivate them? 

 How do you make the lessons tailor-made? Why do you do that? 

 Do you use evaluation as a tool of motivation? How? 

 Do you talk about the fact in class that they can utilise their knowledge of 

English in many fields of life? What role do you think this plays in your 

students’ motivation?  

 Do you talk about the fact it class that they can get by in many countries of the 

world if they speak English? What role do you think this plays in your students’ 

motivation?  

 Do you talk about it class how your students see themselves in a few years’ 

time? What role do you think this plays in your students’ motivation?  

 What would motivate you if you started to learn a language now? What kind of 

teacher would you like for yourself? 
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Appendix G 

 

The pilot questionnaire – translated from Hungarian 
 

I would like to ask for your help with my research. Please answer the following questions related to 

learning English. This questionnaire is not a test; therefore, there are no good or bad answers. I am 

interested in YOUR personal opinion. Please be honest, because your honesty guarantees the success 

of my research. I would like to assure you that I will not show the questionnaires to anybody. Thank 

you very much for your help! 
 

Below, you will find statements that are true for some people, and false for others. I would like to find 

out you’re your opinion. Please circle the number in the box that best expresses your opinion. For 

example, if you love skiing, please circle the number in the first box: 
 
 

 

Not 

true 

at all 

        Comp

letely 

true 

I love skiing. 1         10 

 

There are no good or bad answers – I am interested in your own opinion. 

 

My language teacher motivates me if  

she or he … 
 

 

Not 

true at 

all 

        Compl

etely 

true 

1.  knows a lot about the language. 1 2 3 4 5 6 7 8 9 10 

2.  has a pleasant scent. 1 2 3 4 5 6 7 8 9 10 

3.  
can help me prepare for meetings with 

foreign professionals. 
1 2 3 4 5 6 7 8 9 10 

4.  manages her or his life well. 1 2 3 4 5 6 7 8 9 10 

5.  sees the whole person in me. 1 2 3 4 5 6 7 8 9 10 

6. is cool. 1 2 3 4 5 6 7 8 9 10  

7.  updates her or his materials continually. 1 2 3 4 5 6 7 8 9 10 

8.  starts and finishes the lesson on time. 1 2 3 4 5 6 7 8 9 10 

9.  is sexually attractive. 1 2 3 4 5 6 7 8 9 10 

10.  is flexible. 1 2 3 4 5 6 7 8 9 10 

11.  uses the latest course books. 1 2 3 4 5 6 7 8 9 10 

12.  is thorough. 1 2 3 4 5 6 7 8 9 10 

13.  
builds her or his lessons on each other in 

a logical way. 
1 2 3 4 5 6 7 8 9 10 

14.  
knows exactly what happened in the 

previous class. 
1 2 3 4 5 6 7 8 9 10 
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My language teacher motivates me if  

she or he … 

 
 

Not 

true at 

all 

        

Compl

etely 

true 

15.  looks good. 1 2 3 4 5 6 7 8 9 10 

16.  has good references. 1 2 3 4 5 6 7 8 9 10 

17.  has pleasant gestures. 1 2 3 4 5 6 7 8 9 10 

18.  
enables me to talk about my work-

related problems if I want to. 
1 2 3 4 5 6 7 8 9 10 

19.  is informal. 1 2 3 4 5 6 7 8 9 10 

20.  
her or his lessons are building blocks of 

a longer process. 
1 2 3 4 5 6 7 8 9 10 

21.  
has a lot of experience in language 

teaching. 
1 2 3 4 5 6 7 8 9 10 

22.  sets realistic goals for me. 1 2 3 4 5 6 7 8 9 10 

23.  has a good reputation. 1 2 3 4 5 6 7 8 9 10 

24.  adapts the pace of learning to ma needs. 1 2 3 4 5 6 7 8 9 10 

25.  is sincerely interested in who I am. 1 2 3 4 5 6 7 8 9 10 

26.  corrects homework by the next class. 1 2 3 4 5 6 7 8 9 10 

27.  is well-dressed. 1 2 3 4 5 6 7 8 9 10 

28.  takes my personality into account. 1 2 3 4 5 6 7 8 9 10 

29.  writes my name on the handouts. 1 2 3 4 5 6 7 8 9 10 

30.  
is so popular that it is hard to get in her 

or his courses. 
1 2 3 4 5 6 7 8 9 10 

31.  does her or his best to get to know me. 1 2 3 4 5 6 7 8 9 10 

32.  is intellectually challenging. 1 2 3 4 5 6 7 8 9 10 

33.  is empathetic. 1 2 3 4 5 6 7 8 9 10 

34.  

makes it possible for me to have honest 

discussions about problems in my 

private life. 

1 2 3 4 5 6 7 8 9 10 

35.  knows my personality. 1 2 3 4 5 6 7 8 9 10 

36.  takes my needs into account. 1 2 3 4 5 6 7 8 9 10 

37.  
is able to manage unexpected situations 

in class. 
1 2 3 4 5 6 7 8 9 10 
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My language teacher motivates me if  

she or he … 

  
Not 

true at 

all 

        Compl

etely 

true 

38.  is attentive. 1 2 3 4 5 6 7 8 9 10 

39.  
has been teaching in my industry for a 

long time. 
1 2 3 4 5 6 7 8 9 10 

40.  speaks about herself/himself, too. 1 2 3 4 5 6 7 8 9 10 

41.  
knows the special vocabulary of my 

field of work. 
1 2 3 4 5 6 7 8 9 10 

42.  
can help me prepare for my professional 

presentations in English. 
1 2 3 4 5 6 7 8 9 10 

43.  speaks English very well. 1 2 3 4 5 6 7 8 9 10 

44.  is enthusiastic. 1 2 3 4 5 6 7 8 9 10 

45.  
adapts the time of the lessons to my 

needs. 
1 2 3 4 5 6 7 8 9 10 

46.  
is open to learn new expressions 

emerging in my field of work.  
1 2 3 4 5 6 7 8 9 10 

47.  is credible. 1 2 3 4 5 6 7 8 9 10 

48.  tailors the tasks to my needs. 1 2 3 4 5 6 7 8 9 10 

49.  
makes it possible for me to speak about 

anything I want to in English. 
1 2 3 4 5 6 7 8 9 10 

50.  is interested in my hobbies. 1 2 3 4 5 6 7 8 9 10 

51.  sometimes exceeds my expectations. 1 2 3 4 5 6 7 8 9 10 

52.  is well-known in her/his profession. 1 2 3 4 5 6 7 8 9 10 

53.  teaches me things I can use in my work. 1 2 3 4 5 6 7 8 9 10 

54.  always prepares for the lessons. 1 2 3 4 5 6 7 8 9 10 

55.  tries to find out what is difficult for me. 1 2 3 4 5 6 7 8 9 10 

56.  lets me be myself. 1 2 3 4 5 6 7 8 9 10 

57.  knows my strengths and weaknesses. 1 2 3 4 5 6 7 8 9 10 

58.  is well-groomed. 1 2 3 4 5 6 7 8 9 10 

59.  
says things that increase my self-

confidence. 
1 2 3 4 5 6 7 8 9 10 

60.  is popular with her or his students. 1 2 3 4 5 6 7 8 9 10 

61.  treats me to tea or coffee. 1 2 3 4 5 6 7 8 9 10 



 

 

205 

 

My language teacher motivates me if  

she or he … 

  
Not 

true at 

all 

        Compl

etely 

true 

62.  uses modern technology. 1 2 3 4 5 6 7 8 9 10 

63.  creates an informal atmosphere. 1 2 3 4 5 6 7 8 9 10 

64.  treats me as her/his equal. 1 2 3 4 5 6 7 8 9 10 

65.  trains herself or himself regularly. 1 2 3 4 5 6 7 8 9 10 

66.  
holds the lessons in a pleasant 

environment. 
1 2 3 4 5 6 7 8 9 10 

67.  has good vibes. 1 2 3 4 5 6 7 8 9 10 

68.  brings to class tasks related to my job. 1 2 3 4 5 6 7 8 9 10 

69.  
makes it possible for me to have an 

honest discussion about things in life. 
1 2 3 4 5 6 7 8 9 10 

70.  
makes me practise things that I need to 

practise. 
1 2 3 4 5 6 7 8 9 10 

71.  has the right qualifications. 1 2 3 4 5 6 7 8 9 10 

 
 

Please answer the following questions, too. 
 

1. Are you  1 – male     or     2 –  female?  2. How old are you? …………………  

3. Are you a  1 – a manager   or     2 – not? 

4. What is your level? 1 – B1  2 – B2   3 – C1   

 

Thank you very much for filling in the questionnaire! 
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Appendix H 

The main questionnaire study – translated from Hungarian 
 

I would like to ask for your help with my research. Please answer the following questions related to 

learning English. This questionnaire is not a test; therefore, there are no good or bad answers. I am 

interested in YOUR personal opinion. Please be honest, because your honesty guarantees the success 

of my research. I would like to assure you that I will not show the questionnaires to anybody. Thank 

you very much for your help! 
 

Below, you will find statements that are true for some people, and false for others. I would like to find 

out you’re your opinion. Please circle the number in the box that best expresses your opinion. For 

example, if you love skiing, please circle the number in the first box: 
 
 

 

Not 

true 

at all 

        Comp

letely 

true 

              I love skiing. 1         10 

 

There are no good or bad answers – I am interested in your own opinion. 

 

My language teacher motivates me if  

she or he … 
 

 

Not 

true at 

all 

        Compl

etely 

true 

1.  knows a lot about the language. 1 2 3 4 5 6 7 8 9 10 

2.  has a pleasant scent. 1 2 3 4 5 6 7 8 9 10 

3.  
can help me prepare for meetings with 

foreign professionals. 
1 2 3 4 5 6 7 8 9 10 

4.  manages her or his life well. 1 2 3 4 5 6 7 8 9 10 

5.  sees the whole person in me. 1 2 3 4 5 6 7 8 9 10 

6. is cool. 1 2 3 4 5 6 7 8 9 10  

7.  updates her or his materials continually. 1 2 3 4 5 6 7 8 9 10 

8.  starts and finishes the lesson on time. 1 2 3 4 5 6 7 8 9 10 

9.  is flexible. 1 2 3 4 5 6 7 8 9 10 

10.  uses the latest course books. 1 2 3 4 5 6 7 8 9 10 

11.  is thorough. 1 2 3 4 5 6 7 8 9 10 

12.  
builds her or his lessons on each other in 

a logical way. 
1 2 3 4 5 6 7 8 9 10 

13.  
knows exactly what happened in the 

previous class. 
1 2 3 4 5 6 7 8 9 10 

14.  looks good. 1 2 3 4 5 6 7 8 9 10 
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My language teacher motivates me if  

she or he … 

 
 

Not 

true at 

all 

        

Compl

etely 

true 

15.  has good references. 1 2 3 4 5 6 7 8 9 10 

16.  has pleasant gestures. 1 2 3 4 5 6 7 8 9 10 

17.  
enables me to talk about my work-

related problems if I want to. 
1 2 3 4 5 6 7 8 9 10 

18.  is informal. 1 2 3 4 5 6 7 8 9 10 

19.  
has a lot of experience in language 

teaching. 
1 2 3 4 5 6 7 8 9 10 

20.  has a good reputation. 1 2 3 4 5 6 7 8 9 10 

21.  adapts the pace of learning to my needs. 1 2 3 4 5 6 7 8 9 10 

22.  is sincerely interested in who I am. 1 2 3 4 5 6 7 8 9 10 

23.  corrects homework by the next class. 1 2 3 4 5 6 7 8 9 10 

24.  is well-dressed. 1 2 3 4 5 6 7 8 9 10 

25.  takes my personality into account. 1 2 3 4 5 6 7 8 9 10 

26.  is empathetic. 1 2 3 4 5 6 7 8 9 10 

27.  is intellectually challenging. 1 2 3 4 5 6 7 8 9 10 

28.  takes my needs into account. 1 2 3 4 5 6 7 8 9 10 

29.  
is able to manage unexpected situations 

in class. 
1 2 3 4 5 6 7 8 9 10 

30.  speaks about herself or himself, too. 1 2 3 4 5 6 7 8 9 10 

31.  
knows the special vocabulary of my 

field of work. 
1 2 3 4 5 6 7 8 9 10 

32.  
can help me prepare for my professional 

presentations in English. 
1 2 3 4 5 6 7 8 9 10 

33.  speaks English very well. 1 2 3 4 5 6 7 8 9 10 

34.  is enthusiastic. 1 2 3 4 5 6 7 8 9 10 

35.  
adapts the time of the lessons to my 

needs. 
1 2 3 4 5 6 7 8 9 10 

36.  
is open to learn new expressions 

emerging in my field of work.  
1 2 3 4 5 6 7 8 9 10 

37.  is credible. 1 2 3 4 5 6 7 8 9 10 

38.  tailors the tasks to my needs. 1 2 3 4 5 6 7 8 9 10 
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My language teacher motivates me if  

she or he … 

  
Not 

true at 

all 

        Compl

etely 

true 

39.  
makes it possible for me to speak about 

anything I want to in English. 
1 2 3 4 5 6 7 8 9 10 

40.  is interested in my hobbies. 1 2 3 4 5 6 7 8 9 10 

41.  sometimes exceeds my expectations. 1 2 3 4 5 6 7 8 9 10 

42.  is well-known in her or his profession. 1 2 3 4 5 6 7 8 9 10 

43.  teaches me things I can use in my work. 1 2 3 4 5 6 7 8 9 10 

44.  always prepares for the lessons. 1 2 3 4 5 6 7 8 9 10 

45.  tries to find out what is difficult for me. 1 2 3 4 5 6 7 8 9 10 

46.  lets me be myself. 1 2 3 4 5 6 7 8 9 10 

47.  knows my strengths and weaknesses. 1 2 3 4 5 6 7 8 9 10 

48.  is well-groomed. 1 2 3 4 5 6 7 8 9 10 

49.  
says things that increase my self-

confidence. 
1 2 3 4 5 6 7 8 9 10 

50.  is popular with her or his students. 1 2 3 4 5 6 7 8 9 10 

51.  treats me to tea or coffee. 1 2 3 4 5 6 7 8 9 10 

52.  uses modern technology. 1 2 3 4 5 6 7 8 9 10 

53.  creates an informal atmosphere. 1 2 3 4 5 6 7 8 9 10 

54.  treats me as her or his equal. 1 2 3 4 5 6 7 8 9 10 

55.  trains herself or himself regularly. 1 2 3 4 5 6 7 8 9 10 

56.  
holds the lessons in a pleasant 

environment. 
1 2 3 4 5 6 7 8 9 10 

57.  has good vibes. 1 2 3 4 5 6 7 8 9 10 

58.  brings to class tasks related to my job. 1 2 3 4 5 6 7 8 9 10 

59.  
makes it possible for me to have an 

honest discussion about things in life. 
1 2 3 4 5 6 7 8 9 10 

60.  
makes me practise things that I need to 

practise. 
1 2 3 4 5 6 7 8 9 10 
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I am learning English … 

 

61.  in order to get a better job in the future. 1 2 3 4 5 6 7 8 9 10 

62.  because I like learning new things. 1 2 3 4 5 6 7 8 9 10 

63.  
because a good citizen can speak 

English. 
1 2 3 4 5 6 7 8 9 10 

64.  
for the enjoyment I experience when I 

grasp a difficult construct in English. 
1 2 3 4 5 6 7 8 9 10 

65.  

because in order for me to be an 

educated person I have to be able to 

speak English. 

1 2 3 4 5 6 7 8 9 10 

 

I am learning English … 

 

66.  

because I enjoy the feeling of acquiring 

knowledge about English speaking 

countries and their way of life. 

1 2 3 4 5 6 7 8 9 10 

67.  to get a better salary later on. 1 2 3 4 5 6 7 8 9 10 

68.  
for the pleasure I get hearing English 

spoken. 
1 2 3 4 5 6 7 8 9 10 

69.  
because I would feel guilty if I didn’t 

know English. 
1 2 3 4 5 6 7 8 9 10 

70.  
for the high feeling I experience when I 

speak English. 
1 2 3 4 5 6 7 8 9 10 

 

 

Please answer the following questions, too. 
 

1. Are you  1 – male     or     2 –  female?  2. How old are you? …………………  

3. Are you a  1 – a manager   or     2 – not? 

4. What is your level? 1 – B1  2 – B2   3 – C1   

 

Thank you very much for filling in the questionnaire! 


