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Chapter 1 – Introduction

In the year 1999, I taught English to intermediate-advanced 11th and 12th grade students at a Jerusalem high school. For this purpose I created a project – The Lyrics Project – (see Appendix A for full version) – which required the students to choose a song whose lyrics they found interesting and to do various tasks connected to the lyrics. The tasks included the following: translating the song, reporting on the problems raised in the translation process, analyzing the lyrics, choosing phrases which appealed to them from the lyrics and explaining why, doing research on the lyricist, singer or band using a number of sources and combining the information,  doing creative writing using a different genre to the song based on any element of the song that appealed to them, and finally, reflecting on the personal and language development that may have taken place while completing the project. Students were given the option of working individually or in pairs. Approximately 10 school lessons (50 minutes each) were devoted to the project and thereafter it had to be completed outside the regular scheduled lessons.  

I was gratified to find that my students worked seriously and consistently for the full period, seemed to enjoy themselves, and produced high quality work. This impression was supported by their written reflections which indicated that the project had increased their motivation. 

Being a teacher trainer, I offered the project to other teachers to try out. In addition, I uploaded the project to an internet site for any teacher to use. I was overwhelmed by the number of teachers who opted to try the project with students of different levels and different ages and more so with the consistent feedback that it almost never failed to motivate students. 
Having written many projects and teaching tasks and having noticed the success of the Lyrics Project, I concluded that a closer examination of the elements within the project might be helpful in understanding how a project or a single task could be created in order to increase student motivation. 
My assumptions were that this project had motivated students for the following reasons:
(1) The target language genre “lyrics of modern songs” was something the students probably identified with.

(2) Students were given a meaningful choice regarding what song to work on, whom, if not by themselves, they wanted to work with, what aspects to choose within some of the tasks and what order to do the work in. This autonomy probably contributed to their motivation. 
(3) One of the tasks required creativity and, in my view, self expression is motivating.
The aim of this dissertation is to consider whether the Lyrics Project in fact did motivate the students who used it, and if so, which of the factors mentioned above played a role in generating motivation. Secondly, the dissertation attempts to examine other task-defined factors that may have contributed to the motivation of students.
(a) potential pleasure derived from hard work 

(b) the influence of the expectation of a grade

(c) the perception of the learner that the activity is/is not beneficial

(d) the influence of working with a partner

Finally it is the aim of the dissertation to suggest how any conclusions regarding the Lyrics Project may prove useful in constructing projects and tasks in the future that motivate students.
The dissertation will attempt to provide answers to the questions posed above in this introduction. Chapter 2 provides information on the subjects in the study – both students and teachers – who supplied the data for the study. The chapter also contains an explanation of the research tools used in the study. The rationale for the questions that appeared in the questionnaire is discussed in detail.  Chapter 3 on relevant theory examines the research questions in the light of some of the research on motivation in language learning over the last 40 years. This chapter helps establish the theoretical basis for the study and some of the basic concepts used to organize the dissertation such as "intrinsic" and "extrinsic" motivation as well as "internal" and "external" manifestations of motivation. The results are presented and analyzed in Chapter 4 which provides the basis for the discussion in Chapter 5. In the Discussion, the questions raised by this research are looked at in detail to see whether the initial assumptions mentioned above in this chapter are accurate or to what extent they are incomplete. The role of other factors is also discussed. In addition, this chapter discusses the implications of the findings for teachers and writers of EFL learning material.  Chapter 6 will conclude this dissertation, by drawing together the issues discussed in Chapter 5 and making a general statement regarding the motivating elements in the tasks of The Lyrics Project. Hopefully the conclusions will go a little way to help teachers and material writers create tasks that motivate their students. 
Chapter 2 - Relevant Theory

Chomsky (1988: 181) said that “about 99 percent of teaching is making the students feel interested in the material” and, as an experienced EFL teacher, I intuitively believe this to be true. All that needs to be done is to see to it that learners are motivated to ensure success. Oxford & Scarcella (1993:52) ask how students of EFL improve. They answer the question by explaining that learners take charge of and ensure their own progress by using language learning strategies. They wonder what makes the student use these strategies and conclude that motivation is the most powerful influence in language learning.  Dörnyei (1994:273) states, "Motivation is one of the main determinants of second/foreign language (L2) achievement…" 
Motivation in language learning, however, is a complex issue and motivating learners is not an easy task. The review of the relevant theory that follows will attempt to present some of the findings and ideas of researchers over the last 4 decades with regard to defining the motivation construct in L2 learning. Special attention will be given to the aspects of this construct which may be useful in analyzing and understanding student motivation when doing the Lyrics Project.   
For many years an understanding of the motivation construct in language learning was grounded in social psychology. Gardner and his colleagues (Gardner & Lambert 1972; Gardner 1985) carried out research in Canada on French and English language acquisition. They distinguished between “integrative” and “instrumental” motivation. Integrative motivation is the motivation that results from a positive attitude towards the L2 language group accompanied by a desire to interact with, and even become a part of the group. Oxford & Scarcella (1993:53) describe Gardner’s term “integrative motivation” as "the desire to learn the language so as to integrate oneself with the target culture."  Instrumental motivation, on the other hand, is the motivation of a learner who identifies the potential practical value of proficiency in the L2. It is, as Dörnyei (1994) explains, "the desire to learn the language in order to get a better job or meet a language requirement". 

The prominence of the importance of integrative motivation in L2 learning was challenged. Oxford & Scarcella (1993) cite the studies of Oller (1981), Au (1988), Horwitz (1990), Oxford, Talbott, and Halleck (1989) and Crookes and Schmidt (1989)  where circumstances dictate whether integrative or instrumental motivation is primary. Dörnyei (1994:275) points out that the elements that influence motivation very much depend on “Who learns what languages where (original italics).” Dörnyei (1996:75) noticed that in situation-specific contexts some elements within the motivation construct become much more important than others. Oxford (1996:4) explains that instrumental motivation is likely to be more significant in learning English as a Foreign Language (EFL) rather than English as a Second Language (ESL).  In ESL the students have to function within the L2 environment whereas in EFL, “learners do not usually have sufficient experience with the target language community to have clearly articulated attitudes towards that community.” 

The qualifications and restrictions on the importance of integrative motivation mentioned above seem justified when attempting to build a universal model, but in this specific case, the motivation of students when doing the Lyrics Project, integrative motivation may have been one of the major factors at work. 

The “who” referred to by Dörnyei (1994:275) are Israeli high school students. They are studying EFL and not ESL. Nevertheless, there are many points of contact between Israeli students and English speaking cultures. In Israel, an immigrant society, it would not be unusual for students to come into contact with English speakers from time to time. Pupils are exposed to the English language and culture through films and television. Many Israelis travel to English speaking countries and extended visits abroad are often viewed as desirable. There is a certain “snob appeal” to being able to speak English. It may be assumed, then, that many Israeli students adopt a positive attitude towards the language and the culture associated with it. Though the students are learning EFL, their motivation might well have a strong integrative element.  

The “what” referred to by Dörnyei (1994:275) is not merely “the English language” but the English language of a specific “in-group”.  According to Speech Accommodation Theory discussed in Giles and Byrne (1982), Beebe (1988) and Schumann's Acculturation Model (1978, 1986) the learner’s degree of identification with the "in-group" is a crucial factor. The focus of the Lyrics Project is on a very specific sub-genre of language used in pop songs and pop culture and associated with the world of pop music.        

Research by Raviv et al (1996) on adolescent idolization of pop singers is instructive in this regard.  Raviv et al (1996) suggest that adolescent idolization of pop singers is based on “worship” and “modeling”.  Worship is expressed by actively collecting objects and information and trying to meet the idol. Modeling, more important for this study, involves imitation of the idol including copying speech patterns. Raviv et al (1996: 633) point out that “… idolization is often a required element of the youth culture and this behaviour is promoted, supported and rewarded by peer groups.” Raviv et al (1996: 633) claim that idolization of pop stars “provides a basis for self expression, the construction of self identity, the achievement of independence and intimacy” outside the realm of parental control.  Raviv et al (1996:634) see adolescent involvement with pop music as providing “a framework of beliefs, expressive symbols, and values through which they …define their worlds, express their feelings, make judgments, and decide on courses of action.” It is possible to conclude from this that the integrative element in motivation, first defined by Gardner & Lambert (1972) -- in this case the personality-defining identification of teens with the world of pop music including its language --  would probably  be very high.
In the case of this study, Dörnyei’s (1994:275) “who” becomes even more specific. They are not merely Israeli students, but Israeli teens; teenagers who worship, emulate and identify with the pop idols whose songs they chose to work on.   

Gardner’s Integrative/Instrumental construct was not sufficient to describe a much wider range of motivations detected by researchers. Oxford & Scarcella (1993:53) point out that "many kinds of learning motivations have not even been researched yet" and give the example of "learning languages for fun".  Ehrman, E.M. (1996) indicates that motivation is more situation-specific or person-and-situation-specific than the existing constructs allow for. Qualitative case information, according to her is necessary.  Dörnyei (1994:273) notes that many researchers in the field are "calling for a more pragmatic, education-centered approach to motivation research, which would be consistent with the conceptions of practicing teachers and which would also be in line with the current results of mainstream educational psychological research." 

This dissertation is an attempt to examine a specific situation and the results are based on student perceptions - both quantitative and qualitative - and those of experienced practicing teachers. The dissertation also makes use of models, concepts and definitions which broaden the understanding of the motivation construct. They are discussed below.    
Crookes and Schmidt (1989) in Oxford & Scarcella (1993:52) try to define the components that make up motivation: "Motivation has both external behavioral characteristics and an internal attitudinal structure." For Crookes and Schmidt (1989) the external behavioral features are:

"decision" – the learner decides to engage in the activity 

"persistence"– the learner continues and returns to the activity over an extended time period
"activity level" – the learner maintains a high level of activity
The distinction made between the internal attitude and the external behavior has been useful in this dissertation. It was necessary to establish whether the students manifested motivation. For this purpose, the latter two external features – "persistence" and "activity level" were examined. The first feature "decision" was not examined as the students were obliged to do the project. They would have been penalized severely had they made the decision not to do the project. This is probably the case in the majority of formal school study frameworks.   

The internal attitudinal features that Crookes and Schmidt (1989) suggest also proved to be very useful in analyzing motivation in the Lyrics Project. They are: 

"interest" – whether the learner had a desire to understand the subject or process
"relevance" – whether personal needs of the learner are being met
"expectancy of success (or failure)" – whether the learner feels confident of success
"outcomes" – whether the learner is  rewarded either  intrinsically  or extrinsically when engaging in the learning process 

Extrinsically-motivated behaviors are the ones that people perform to receive a specific reward (a high grade, a diploma etc.) or avoid punishment (failing, disapproval etc.). People who are intrinsically-motivated behave as they do because they enjoy personal internal satisfaction and not because they expect to gain some external reward.  

The internal components of motivation are a measure of attitude towards learning the L2. The intensity of these components can be raised or lowered depending on the interplay of the following factors: "anxiety level", "self esteem", "tolerance of ambiguity" and "ability to take risks". They are discussed in detail below.  

The "anxiety level" of the learner is defined by Scovel (1989: 134) in Oxford & Scarcella (1993:54) as "a state of apprehension, a vague fear." The level of anxiety may depend on a personality trait or it may relate only to specific tasks in L2 instruction.  The Lyrics Project does not have the traditional teacher-centered structure which sometimes causes anxiety. It also allows for cooperative learning which takes the onus off the individual student to perform in front of the whole class. These factors may reduce the level of anxiety of certain students but it was not specifically examined in the study on the Lyrics Project. 
"Self esteem" is defined by White (1959) in Oxford & Scarcella (1993:57) as "self judgment of worth or value, based on feelings of efficacy- a sense of interacting effectively with one's own environment.” Efficacy is defined by Ehrman (1996: 137) as "the degree to which the student thinks he or she has the capacity to cope with the learning challenge.”  For students to have motivation they must be able to attribute success to their own effort. If past failures are attributed to lack of ability, rather than lack of effort, students' self esteem will suffer.  Dickinson (1995: 171) states that “in order to take responsibility for our learning, we must believe that we have control over learning success and failure, and consequently attribution theory has important implications for the promotion of autonomy.” To increase motivation, learners have to be helped to recognize that factors within their control are responsible for their success or failure. The study of the Lyrics Project for this dissertation examines the link between feeling equipped for a task and being motivated.   
"Tolerance of ambiguity" is the acceptance of confusing situations.  

According to Oxford & Scarcella (1993:59): 

"Moderate tolerance of ambiguity is probably the most desirable for language learners. Students who are able to tolerate moderate levels of confusion are likely to persist longer in language learning than students who are overly frightened by ambiguities inherent in learning a new language (Chapelle 1993; Naiman, Frohlich, Stern and Todesco 1978).” 

The Lyrics Project may legitimize ambiguity. Firstly lyrics - a form of literature – do not have one interpretation only.  A student’s interpretation may legitimately be different from the teacher’s. This is true of good translation as well. There may be no single correct answer. Different translations have different merits.  Teachers, when facilitating, are very likely find themselves saying "I'm not sure" when students want answers. This, in itself, legitimizes tolerance of ambiguity. 
"Risk-taking ability" according to Oxford (1990) in Oxford & Scarcella (1993:59) is also important in language learning.  "In language classes it is essential to take moderate and intelligent risks such as guessing meaning and speaking up despite the possibility of making occasional mistakes." While The Lyrics Project does not specifically encourage risk-taking, it provides a framework in which taking risks is likely to be less threatening: expression is not in front of the class as a whole,  writing is presented as a process where corrections are legitimate, the tasks do not require "correct" answers.

"Outcomes" - Crookes and Schmidt's fourth attitudinal feature - refer to what the learner gains from carrying out the task/s. The motivation to complete a task well may come from the desire to get something like a good grade i.e. extrinsic motivation. The motivation may result from satisfaction at completing a task or gaining information i.e. intrinsic motivation.   Deci and Ryan (1985) argue that intrinsic motivation is a crucial motivating element which is encouraged when the learner makes significant independent decisions about his/her own learning. They claim that self determination – making autonomous decisions – is required for an activity to be intrinsically rewarding.  Based on these findings, Dickinson (1995: 165) also suggests that there is an important link between autonomy (“the learners' active and independent involvement in their own learning.”) and motivation in language learning. Autonomous learners learn independently, learn responsibly and make choices which require decision making, critical reflection and detachment. These together should lead to an outcome which is very satisfying for the learner i.e. intrinsically rewarding. Ehrman. & Dörnyei (1998:258) discuss how cooperative learning provides a learning environment that supports the autonomy of the learner which they see as more motivating in the long term.
"A solid body of research shows that even though controlling classroom contexts may result in higher short–term productivity, autonomy-enhancing classroom contexts lead to a higher level of long-term — or continuing — motivation and thus of continuing productivity, because in these environments the learners' interest and intrinsic motivation are activated."

Before actually doing the study it was my assumption that intrinsic motivation of this nature, at least partially generated by the autonomous nature of the tasks, was the key motivating factor in the Lyrics Project. 

Deci and Ryan (1985) first presented the view that intrinsic motivation is potentially the most important motivating force in education with extrinsic motivation being potentially harmful to the process. They argued that when an activity (such as reading) was carried out initially due to intrinsic motivation but was rewarded only with an extrinsic reward, the intrinsic motivation was lost.  This view was later changed to admit that extrinsic motivation could be combined with intrinsic motivation and in fact might lead to intrinsic motivation over time. Dörnyei (1994), on the other hand, made the case for the importance of extrinsic motivation in language learning. He saw the need for goal setting - extrinsic goals such as tests and exams which might actually be very effective motivators leading to intrinsic motivation. He saw this as necessary in the long process of language learning.  The extrinsic goals become markers of progress. For Dörnyei (1994), they are attainable sub-goals which serve as a vehicle to increase confidence and efficacy. Ehrman (1996:138) supports this view by claiming that “Extrinsic and intrinsic motivation are not mutually exclusive.” 

It seems that Crookes and Schmidt's three behavioral features ("decision", "persistence", "activity level") and four attitudinal features ("interest" , "relevance", "expectancy of success", "outcomes") as well as the factors likely to influence them, are interconnected  and are often influenced by each other.  

Ehrman (1996:144) in writing about the affective dimension shows how self-efficacy, anxiety and motivation are linked. “Enhanced self-efficacy - that is, more expectation of good results - tends to increase motivation. It also increases the willingness to take learning risks.” Ehrman (1996:145) points out that “[L]ack of self-efficacy can lead to very dependent behavior by a student.” In other words, students who do not believe in their ability will find it difficult to become autonomous learners and, as discussed previously, the connection between autonomy and motivation seems to exist. Ehrman (1996:148) claims that “[S]atisfactory self-efficacy contributes to the maintenance and even enhancement of motivation. There is usually little cause for debilitating anxiety.”  She distinguishes between debilitating anxiety and facilitating anxiety. Facilitating anxiety according to Ehrman (1996:1148) “mobilizes resources to accomplish a task”.  Debilitating anxiety would have the opposite effect.

According to Crookes and Schmidt (1989) if any of these 7 elements - "decision",  "persistence",  "activity level",  "interest", "relevance" , "expectancy of success", "outcomes" - is missing or negative, motivation is weakened. The dissertation attempts to examine 6 out of these 7 elements and some of the features of which they are comprised.  
Dörnyei (1996) presents a broad framework for language learning motivation which takes into consideration the new research and changes in emphasis since Gardner & Lambert (1972). Dörnyei (1996: 72) says: "Motivation to learn a second language is a complex and eclectic psychological construct that involves several non-social factors as well."  He distinguishes between three basic levels of motivation – the Language Level, the Learner Level and the Learning-situational Level. He then expands each level elaborating on the numerous elements which are included. As a result, a complex but clear overall model for motivation in L2 learning is presented. Dörnyei's multi-level analysis is useful in helping to focus on specific elements within the model while at the same time allowing one to see these elements as part of a more complex whole.   

This dissertation does not attempt to analyze the Lyrics Project in terms of all three levels and their sub-components. The focus of investigation is limited to those elements which may be influenced by the way the tasks are constructed. In Table I below, a multi-level diagram of Dörnyei's (1996) Motivational Components of Foreign Language Learning is presented.  Elements focused on in this dissertation are indicated. Following the diagram, there is a detailed presentation of all of the components.
	Components of Foreign Language Learning - 
Dörnyei (1996)
	Examined with regard to the Lyrics Project

	I. The Language level
	

	· Integrative motivation
	√ √

	· Instrumental motivation
	√ √

	

	II. The Learner Level 
	

	· Need for achievement (general)
	

	· Self confidence (language specific)
	

	Anxiety
	

	Perceived L2 confidence
	√ 

	Causal Attributions
	

	Self Efficacy
	√ 

	

	III. The Learning Situational level 
	

	· Course specific motivational components
	

	Interest
	√ √

	Relevance
	√ √

	Expectancy
	√ √

	Satisfaction 
	√ √

	· Teacher-Specific Motivational Components 
	

	Affiliative Drive Authority Type
	√ 

	Direct Socialization of Motivation
	

	Modeling
	

	Task Presentation
	

	· Group-Specific Motivational Components
	

	Goal-orientedness
	

	Norm and reward system
	√ 

	Group cohesion
	√

	Classroom goal structure
	

	

	
	Key : 

√ √  = examined in detail

√    =  examined partially

 

	Table I: Components of Foreign Language Learning Dörnyei (1996) that are
                 examined in this dissertation with regard to the Lyrics Project.  


For Dörnyei (1996), the Language Level is the most general and it focuses on the orientations and motives concerning the L2. This level coincides with the target language and the social dimension that are described by the two subsystems introduced by Gardner & Lambert (1972) namely Integrative “..[T]he L2-related affective predispositions including social, cultural, and ethno linguistic components as well as a general interest in foreignness and foreign languages” Dörnyei (1994: 279) and Instrumental - “…well internalized extrinsic motives… centered around the individual’s future career endeavors.” Dörnyei (1994: 279). 

The Learner Level coincides with the language learner and the personal dimension described by personality traits of the learner. They include "Need for achievement" which is general, and "Self confidence" which is language specific. "Self confidence" is influenced by four factors namely "Anxiety", "Perceived L2 confidence", "Causal Attributions" and "Self Efficacy". 
The Learning Situational level coincides with the language learning environment and the educational subject matter dimension, described by aspects of language learning in a classroom setting. This level deals with intrinsic and extrinsic motives and motivational conditions concerning three main types of motivational sources: Course-specific Motivational Components, Teacher-specific Motivational Components and Group-specific Motivational Components. 
Course-specific Motivational Components include the syllabus, teaching materials, methods and tasks. Here Dörnyei (1996) adopts the four motivational conditions proposed by Crookes and Schmidt (1989) in Oxford & Scarcella (1993:52) namely: Interest, Relevance, Expectancy and Outcomes. 

Teacher-Specific Motivational Components are those elements that revolve around the relationship between the student and teacher: Motivation will be effected depending on the following factors: 

Affiliative Drive - the student's desire to do well in order to please the teacher. 

Authority Type - whether the teaching style is autonomy-supporting or controlling. Autonomy supporting is considered likely to lead to intrinsic motivation.

Direct Socialization of Motivation - whether the teacher actively stimulates student motivation as a norm. 

Modeling - whether the teacher's motivation can be emulated. 

Task Presentation – whether the teacher is able to raise students’ interest and meta-cognitive awareness through the presentation of the task.

Feedback - whether informational or controlling feedback is given to the student. Informational feedback is considered likely to increase intrinsic motivation.

Group-Specific Motivational Components are those that focus on the learning group as a unit. In the case of the Lyrics Project this component might apply to a class or to the small groups students could choose to work in. Motivation may be affected depending on the following factors: 

Goal-orientedness – the extent to which the group is attuned as a group to pursuing the L2 task goal.

Norm and reward system – the internalization of the norms for a group to function to attempt to achieve the L2 task goals. Deviant behavior is rejected by the group.  

Group cohesion – the strength of the relationships within the group and to the group.

Classroom goal structure – whether the group members are competitive, cooperative or   individualistic.

Dörnyei (1996: 77) claims that each of the motivational levels seems to influence the overall motivation of the learner independently of each other. By changing the one level, and keeping the other two constant, the overall motivation changes completely. They each have the influence to nullify the other two. 

Tremblay and Gardner (1995) have themselves adopted the notion of widening the motivation construct beyond the socio-educational model that they started with. They include new variables such as goal salience (goal specificity and goal setting strategies), self efficacy, attributions about success and failure, together with expected language attitudes, language dominance in the environment, motivational effort, desire to learn (valence) and achievement. Oxford (1996) has called for exploration of wider pathways of language learning bringing insights from outside the language field. 

Dornyei (1999) too has moved forward since proposing the model described above.  Inspired by Heckhausen (1991) and Kuhl’s (1987) ‘Action Control Theory’, he adopts the notion that motivation is not static and needs to be viewed as a process. Dornyei & Ottó (1999) define motivation in the following way: 

“[I]n a general sense, motivation can be defined as the dynamically changing cumulative arousal in a person that initiates, directs, coordinates, amplifies, terminates, and evaluates the cognitive and motor processes whereby initial wishes and desires are selected, prioritized, operationalized, and (successfully or unsuccessfully) acted out.”

The novel dynamic element in the motivation construct suggested above falls outside the scope of this dissertation. 

The motivation construct and how it applies to L2 language acquisition is constantly being redefined. The aim of this dissertation is to focus on a very small aspect of that construct – the construct as it applies to the learning task itself. The scope is restricted even further by relating to one specific set of tasks – The Lyrics Project, and to one population group - Israeli high school students studying EFL. Finally, the emphasis has been placed on those aspects of the motivation construct which can be manipulated by the teacher or writer to raise student motivation.    

Chapter 3 – Methods
It was necessary to establish whether my intuitive empirical conclusions were accurate.  Had the project really spread and had it been considered motivating by the majority of teachers in the field who used it? In order to do this I used ETNI (The English Teaching Network of Israel) – an Internet based e-mail list. Information about the list can be found on the Internet at www.etni.org.il. List members were asked to contact me if they had used the Lyrics project and if they were prepared to fill out a detailed questionnaire aimed at finding out if indeed they had used the project as it had been written by me and if they considered the motivation of their students when doing the project to be high. The questionnaire tried to examine teacher perceptions of what had motivated their students in general, and after that what had motivated their students for each specific part of the project.  (See Appendix B - Questionnaire for teachers on Lyrics Project). I received 14 replies.
ETNI members comprise a small percentage of the high school teachers in Israel and I assume that there were numerous other teachers, non-ETNI members who had used the project but whom I had no way of contacting. 
 In addition to the teachers, 59 students who had just completed the project were also asked to fill out a questionnaire (See Appendix C - Questionnaire for students doing the Lyrics Project) aimed at investigating their perceptions and understanding of their own motivation while doing the project. The students were in Grade 10 at The Mae Boyar High School in Jerusalem, Israel. The school has a varied population with students coming from all over the country as it has a boarding school attached. The school has a reputation for being "a good school" for those with academic abilities.   The students in the study came from two separate classes with different teachers.  They were given the questionnaire on the day after they had handed in the project so that their impressions were likely to be as accurate as possible. 
Most of the questions asked on the teacher questionnaire also appeared on the student questionnaire. The aim was not to find the differences in perception but to gain a more accurate picture. Nevertheless, certain interesting differences did emerge and are discussed in the dissertation. 
This dissertation attempts to examine the task-related motivational factors which may or may not have increased motivation of students doing the Lyrics Project.   Personality-specific motivation falls outside the scope of the study. Teacher-student relations and their influence on motivation also are, to a large degree, not investigated here. However, where there may be a connection between task and teacher- student relations, the motivational influence of that relationship is examined.      Limiting the focus in this way was essential when designing the questionnaire.   Table II below was used for this purpose. The first column lists potential motivational factors in language learning discussed in other studies on motivation. The second column indicates whether the motivational factor is clearly task-related or not. The lines between task-related, social-related, teacher-related and personality-related motivational factors overlap at times. Hence, it was necessary to label certain motivational factors as "partially" task-related. The third column indicates which motivational factors were examined through the questionnaires. 
	Motivational factor
	Task related
	In questionnaire

	Integrative Motivation
	yes
	yes

	Instrumental Motivation 
	partially
	yes

	Decision 
	no
	no

	Persistence 
	no
	yes *

	Activity Level
	no
	yes*

	Interest
	yes
	yes

	Relevance 
	partially
	yes

	Expectancy Of Success 
	no
	yes *

	Extrinsic Rewards 
	yes
	yes

	Intrinsic Rewards
	partially
	yes

	Anxiety 
	partially
	no

	Self Esteem 
	no
	no

	Tolerance Of Ambiguity 
	yes
	no

	Risk Taking Ability 
	no
	no

	Autonomy
	yes
	yes

	Self-Efficacy
	no
	no

	Self Confidence. 
	no
	no

	General Need For Achievement 
	no
	no

	Teacher Affiliative Drive 
	no
	yes *

	Teacher Authority Type- Autonomy Supporting
	partially
	no

	Teacher Direct Socialization Of Motivation 
	no
	no

	Teacher modelling 
	no
	no

	Teacher Task Presentation 
	partially
	no

	Teacher Feedback 
	partially
	no

	Group Goal-Orientedness  
	yes
	no

	Group Norm And Reward System 
	partially
	yes

	Group Cohesion 
	no
	no

	Classroom Goal Structure 
	yes
	no

	Classroom Goal Structure Individual
	yes
	no

	* Although these motivational factors are not task-related, it was important to include them in questionnaire in order to establish whether the external manifestations of motivation were present as a pre-condition of validity for the whole study.


	Table II:  Task-related (and non-task-related) motivational factors   

                examined in Teacher and Student Questionnaires on Lyrics 

                Project


Design of the Lyrics Project Questionnaires
1. Questionnaire for teachers
Question 1 establishes the experience of the teacher in the field. This variable is important since the intuition of experienced teachers in knowing what is motivating and what is not taken into account. 
Question 2 establishes for whom the project was used. If the project manages to motivate students of different levels and different age groups, it could be argued that it is more likely to contain more general motivating elements.  
Questions 3, 4 and 5 make sure that the Lyrics Project is the same as, or not substantially different from, the original; otherwise the results would be invalid.  Questions 6 examines why teachers chose the project in the first place, on the assumption that experienced teachers are more likely to be able to predict what will motivate their students.
Questions 7 and 8 establish whether the teacher intends to use the project again and whether they intend to change it at all. This is an important indication of how successful it was for them. Work which leaves the students unmotivated is likely to be dropped from use. 
Question 9 examines what changes the teachers intend to make in the future. Again, changes made by teachers are done so because of past failures and so it was thought that this could be revealing.
Question 10 examines the perception of the teacher as to what motivated the students or what left them unmotivated. 
(i) extrinsic reward  - desire for a good grade
(i) expectancy – believing that they will get a good grade
(iii) interest – curiosity to understand better
(iv) support – working with a partner
(v) extrinsic reward – the desire to please the teacher
(vi) social norm – working  hard because it was socially encouraged 
(vii) relevance – challenging and meaningful tasks
(viii) intrinsic reward/ being autonomous – being given freedom to make real choices
(ix) group cohesion – sharing and interacting with peers to achieve a goal
(x) interest – level of boredom
(xi) intrinsic reward – enjoying the effort
(xii) assertion of individuality – expressing one's own personality
(xiii) competition – wanting to do better than others
(xiv) extrinsic reward – cognitive conviction that the tasks are beneficial to language acquisition 
(xv)  structure is clear – knowing what is expected
(xv) extrinsic reward – future benefit
(xvi)integrative motivation - identification with the L2 speaker (subgroup – pop singers etc)
Question 11 examines whether the external features of motivation "persistence" and "activity level" (as explained by Crookes and Schmidt (1989) in Oxford & Scarcella (1993:52) and discussed in the next chapter) are present. Crookes and Schmidt's third element "decision" is not examined as the students do not actually choose to do the project. They are required to do so. 
(i) persistence – working consistently
(i)  activity level – working hard or taking it easy
(iii) persistence – being able to finish a task 
(iv) activity level -  ability to concentrate
Question 12 attempts to garner teacher perceptions on each of the major sections within the project: Choosing a song, Translating the song, Reporting on translation, Appreciation of words, Analysis of lyrics, Creative work and Reflection. 
(i) interest and enjoyment 
(i) perseverance and level of activity
(iii) relevance – cognitive connection between the task and the degree of benefit in improving their level of English
(iv) level of difficulty - challenge 
(v) level of difficulty versus  preparedness
Question 13 examines what role the teacher played during the project.  
Question 14 examines if the using the Lyrics Project influenced the teacher. This not a question asked in the dissertation but one I consider interesting so included it perhaps as the beginning of a further study.  
2. Questionnaire for students

Question 1 collects information about the motivation of the student at school in general:
(i) personality trait – level of motivation in general
(i) attitude to English – level of motivation for English studies   
(iii) attributive motivation – degree of control that the learner feels he/she has on achieving success
(iv) attitude to English – level of motivation in English studies      
Question 2 establishes whether the student felt motivated while doing the project. Questions 3 focuses on the external manifestations of motivation:
(i) persistence – working constantly 
(i) activity level – working hard
(iii) persistence – finishing the tasks
(iv) activity level – degree of concentration
(v) indication of relevance/significance – the value of the project
(vi) extrinsic significance – good use of time
Question 4 examines the perception of the students as to what motivated them or what left them unmotivated. 
(i) extrinsic reward  – desire for a good grade
(i) expectancy – believing that they will get a good grade
(iii) interest – curiosity to understand better
(iv) support – working with a partner
(v) extrinsic reward – the desire to please the teacher
(vi) social norm – working  hard because it was socially encouraged
(vii) relevance – challenging and meaningful nature of the tasks
(viii) intrinsic reward/ being autonomous – being given freedom to make a real choice
(ix) group cohesion – sharing and interacting with peers to achieve a goal
(x) interest – level of boredom
(xi) intrinsic reward – enjoying the effort
Question 5 focuses on how the students perceived individual sections within the project: Choosing a song, Translating the song, Reporting on translation, Appreciation of words, Analysis of lyrics, Creative work and Reflection. 
(i) interest in the task
(ii) enjoyment/pleasure from the task
(iii) relevance – cognitive connection between the task and the degree of benefit in improving their level of English
(iv) level of difficulty – challenge 
(v) perseverance and level of activity 

Question 6 asks the students if they would be interested in doing a similar type of project in the future. The point of this question is to check the level of motivation of the student once again.
Question 7 is given as an open opportunity for students to freely express their own opinions regarding motivation in the Lyrics Project.  
Chapter 4 - Results
The data from the Students Questionnaire and the Teachers Questionnaire is presented below. These two different sets of data are not presented separately but rather interwoven. This has been done in order to emphasize whatever is common or suggests a particular understanding on the one hand, while on the other hand allowing for comparisons to show where there are differences. Tables containing data from the student or teacher questionnaires separately are labeled Table 1, 2, 3 etc whereas tables that compare the responses of teachers and students are labeled Table A, B, C etc.  
This dissertation pre-supposes from empirical observation that the Lyrics Project motivated students. The data from questionnaires to teachers and to students both validate this assumption. 
First of all, the students were asked whether they had found the Lyrics Project motivating and 75.4 % said that they had. These students might normally have been motivated and so it was important to determine whether their motivation increased as a result of the project. 
An observable component of motivation is when students work hard at their studies. Motivated students are likely to display a high level of activity and concentration which is maintained for the duration of the task. In this study the students were asked to rate their motivation in English studies at school in general and later to rate their motivation while doing the Lyrics Project. The data from the questionnaire indicates an increase in motivation when doing the Lyrics Project.
Table 1 shows that overall there was a relatively equal division between those that viewed themselves as working hard in their English studies in general, and those that did not.  
	
	Frequency
	Valid percent
	

	Seldom
	11
	18.6
	49.1

	Sometimes
	18
	30.5
	

	Often
	20
	33.9
	50.8

	Almost always
	10
	16.9
	

	Total
	59
	100.0
	

	Table 1:   Students' responses to statement "I generally work   hard in English"


A different picture emerges from Table 2 which displays the results of a similar question to that in Table 1 but relating specifically to the Lyrics Project. Students choosing the "almost always worked hard" option increased noticeably, while those choosing the "sometimes and seldom" options dropped. Table 2 indicates a marked increase in motivation.   
	
	Frequency
	Valid percent
	

	Seldom
	6
	10.2
	28.8

	Sometimes
	11
	18.6
	

	Often
	19
	32.2
	71.2

	Almost always
	23
	39.0
	

	Total
	59
	100.0
	

	Table 2:   Students' responses to statement "I worked hard" on the Lyrics project


Students' perceived persistence was examined in two questions: one in which they were asked to rank how consistently they had worked and one in which they were asked to relate to how difficult it had been for them to complete their tasks. In both cases, the students' answers indicate that the majority felt they had worked persistently.  The results from the former are presented in Table 3.
	
	Frequency
	Valid percent
	

	Seldom
	2
	  3.4
	35.6

	Sometimes
	19
	32.2
	

	Often
	26
	44.1
	64.4

	Almost always
	12
	20.3
	

	Total
	59
	100.0
	

	Table 3:   Students' responses to statement "I worked consistently" on the Lyrics project.


A further external manifestation of motivation, in addition to the level of activity and persistence, is the level of student concentration. Students were required to respond to the statement "I found myself concentrating on the tasks easily". Table 4 shows the distribution of their responses. The picture that emerges is that most students chose answers "sometimes" which is the middle of the range with the next highest category being "often". Considering that this was a long project with many different parts, it is not surprising to find results in mid-range. Even so, the figures indicate a tendency towards the top of the range rather than the bottom. 
	
	Frequency
	Valid percent
	

	Rarely
	1
	  1.8
	

	Seldom
	6
	10.5
	

	Sometimes
	22
	38.6
	87.7

	Often
	19
	33.3
	

	Almost always
	9
	15.8
	

	Total
	57
	100.0
	

	Table 4:   Students' responses to statement " I found myself concentrating on the tasks easily " on the Lyrics project


The data from the questionnaire given to teachers indicates even more strongly that teachers perceived their students as being very motivated. The 12 teachers interviewed all had over 5 years of experience and 10 out of the 12 had been teaching for more than 10 years. Taking their experience into consideration, it would be reasonable to assume that their perception of whether their students are motivated by a certain activity would be worthy of consideration. The teachers’ perception of the three central external manifestations of motivation – hard, consistent work, requiring concentration - is presented in Table A and compared to the students’ perceptions.   
	
	Hard
	Consistent
	Displaying Concentration

	Teachers
	often
	75.0
	91.7
	25.0
	75.0
	50.0
	83.3

	
	Almost always
	16.7
	
	50.0
	
	33.3
	

	Students
	Often 
	32.2
	71.2
	44.1
	64.0
	33.3
	49.1

	
	Almost always
	39.0
	
	20.3
	
	15.8
	

	Table A:  Teachers’ responses  regarding  the extent to which they  viewed their
                 pupils as working “hard”, “consistently” and displaying  

                 “concentration” when Project, compared with the responses of the       

                 pupils to the  same questions.     


Teachers tended to view their students as displaying greater motivation than the students indicated about themselves. Perhaps this difference can be explained by the fact that, with the exception of two teachers, all the students were not taught by the teachers who answered the questionnaire.  Furthermore, each student answered the questionnaire about his/her own personal performance whereas the teacher was asked to make much broader generalizations.
Now that it has been established that the Lyrics Project did in fact increase perceived student motivation, the questionnaires try to ascertain the source of this motivation. Firstly, a distinction has been made between extrinsic and intrinsic factors that may influence the degree of a student's motivation. Four extrinsic factors were examined in the student questionnaire: desire for a good grade, expecting a good grade, desired teacher approval and being part of a group by adopting normative behavior. The teachers’ questionnaire examined the same and also examined the one further factor – the identification with the target language group – in this case pop singers. 
Wanting a good grade is by far the most motivating of all the factors examined by the student questionnaire. Table 5 shows this quite dramatically.  Almost 90 % of the students claimed that the grade they hoped to get for the project motivated them "often" and "almost always". Conversely, only 6 of the 59 students did not feel motivated by the desire for a good grade. There was a similar result from the question which examines "expecting to get a good grade", with 75.8% of the students choosing the "often" and "almost always" options. It is clear then that both the will to get a good grade and the expectation that through effort this can be achieved, are prime motivating factors. Receiving a good grade is not arbitrary - but based on hard work. 74.1% of the students claimed that success at school work is "never" or "seldom" based on luck.
	
	Frequency
	Valid percent
	

	Seldom
	2
	3.4
	10.2

	Sometimes
	4
	6.8
	

	Often
	15
	25.4
	89.8

	Almost always
	38
	64.4
	

	Total
	59
	100.0
	

	Table 5:   Students' responses to statement " I wanted a good grade " on the Lyrics project


From the teachers' point of view too, a student's grade was a major source of motivation. 91.7 % of the teachers claimed that the students worked because they wanted a good grade. According to the teachers, 58.3% worked because they “almost always” expected a good grade and the remaining 41.7% were motivated because they “often” expected a good grade.
The data concerning teacher approval as a motivating factor suggests that this factor was not very important for the majority of the students but also that it certainly cannot be discounted completely. Table 6 shows that although 43% "never" or "seldom" considered the teacher's approval, 33.9% sometimes gave it importance. These figures would probably change from classroom to classroom and teacher to teacher depending on the students and teacher.
	
	Frequency
	Valid percent

	Never
	11
	18.6
	43.0

	Seldom
	15
	25.4
	

	Sometimes
	20
	33.9

	Often
	8
	13.6

	Almost always
	5
	8.5

	Total
	59
	100.0

	Table 6: Students' responses to statement " I wanted to impress my 
               teacher " on the Lyrics project


Interestingly the teachers view the students' desire to please them as being a more significant motivating factor.  Table 7 below shows this. 
	
	Frequency
	Valid percent

	rarely
	1
	8.3
	

	Sometimes
	3
	25.0
	

	Often
	6
	50.0
	66.7

	Almost always
	2
	16.7
	

	Total
	12
	100.0
	

	Table 7: Teachers' responses to statement " The pupils wanted to 
                 impress the teacher " on the Lyrics project


The last of the extrinsic motivating factors examined in both the student and teacher questionnaires, is the influence of the working norms of the other students in the class. Students were asked whether their motivation was influenced by seeing other students working hard. The results show a relatively even spread between all the options from "never" to "often" while only a very small minority  answered "almost always". These results seem to indicate that from the students’ point of view, the extent to which one is influenced by the norm is largely a personality trait with which each student enters the learning environment. Teachers gave much more importance to the level of serious work in the class as a motivating factor as can be seen in Table B. Just over two thirds considered the working atmosphere to be "often" or "almost always" a motivating factor. 
	
	Students (Valid %)
	Teachers (valid %)

	never
	19.0
	-

	Seldom/rarely
	29.3
	8.3

	Sometimes
	25.4
	25.0

	Often
	22.4
	50.0

	Almost always
	3.4
	16.7

	Table B:  Comparison between the responses of teachers and students  to  

                 the statement: “Seeing other pupils work hard” on  the Lyrics 
                  Project influenced motivation. 


According to teachers, the students identified strongly with the language of pop singers and this was a further motivating factor as can be seen in Table 8 below. The students' written comments also indicated that that they enjoyed looking at the words of songs because they were familiar or meaningful to them. 
	
	Frequency
	Valid percent
	

	Sometimes
	1
	10.0
	

	Often
	2
	20.0
	89.8

	Almost always
	7
	70.0
	

	Total
	10
	100.0
	

	Table 8:  Teachers' responses to statement "They identified with the “cool” language genre of pop music" on  the Lyrics project.


The questionnaires tried to gather information on the intrinsic factors that may have influenced student motivation when doing the Lyrics Project, namely the influence of interest in the subject and task, the degree of enjoyment derived from working hard, the degree of challenge involved and lastly, the motivating influence of being given autonomy to make decisions within the project. 
54.2 % of the students answered that they "often" or "almost always" were interested in the work they were doing while 30.5% said this was true only "sometimes". Considering the length of the project and the numerous and varied tasks involved, this figure seems to indicate that students were by and large interested in the work. Teachers rated student interest even higher – 75 % ranked student interest as “almost always” with the remaining 25.0 % choosing “often”. A detailed analysis of those sections within the project which were more or less motivating due to the students' interest follows later.   
Over two thirds of the students indicated that they had worked hard on the Lyrics Project (see Table 2). Hard work may be accompanied by a sense of pleasure which may motivate students – the intrinsic pleasure of effort and accomplishment.  The students were asked to what extent they enjoyed working hard and the general tendency seems to be that pleasure was not a very powerful motivating force.  
Teachers, however, gave more importance to the intrinsic pleasure and satisfaction derived from hard work. Table C gives the data provided by the students and shows partial reductive data from the Teachers' Questionnaire. 
	
	Frequency
	Valid %
	Students
	
	Teachers

	Never
	13
	22.0
	49.1
	
	27.3

	Seldom
	15
	27.1
	
	
	

	Sometimes
	16
	25.4
	
	
	

	Often
	12
	20.3
	25.4
	
	45.5

	Almost always
	3
	   5.1
	
	
	

	Total
	59
	100.0
	
	
	

	Table C:  Students'/Teachers’ responses to statement " I/They enjoyed  working 
                hard " on the Lyrics project


The figures from the students’ questionnaire regarding challenge as a motivating factor, do not throw much light on the issue. The majority of the students opted for the middle-of-the-road "sometimes" and "often" categories. This is understandable since the tasks were different and some were probably more or less challenging than others. The data from the teachers show that the they were by and large convinced that the students found the project both challenging and meaningful. Two thirds chose the “almost always option”.  
The students’ data regarding the motivating influence of being given autonomy to make decisions within the project and that of the teachers' appears in Table D. The results here are revealing. Whereas half the students felt motivated by the autonomy afforded them in the project, a relatively high percentage did not enjoy having independence and having to take responsibility for their choices. There are a number of suppositions one could raise to explain these results; some students by nature prefer to be told what to do rather than be given the choice. Perhaps the students in the study were not used to being given autonomy and so felt insecure about the responsibility involved. The teachers, yet again, were more convinced than the students that having responsibility and autonomy to decide for themselves, increased their motivation.
	Teachers
	
	Students
	

	
	Valid percent
	Frequency
	
	
	Valid percent
	Frequency
	

	
	-
	
	
	31.0
	15.5
	9
	Never

	
	-
	
	
	
	15.5
	9
	Seldom

	
	-
	
	
	
	19.0
	11
	Sometimes

	100.0
	41.7
	5
	
	50.0
	29.3
	17
	Often

	
	58.3
	7
	
	
	20.7
	12
	Almost always

	
	100.0
	12
	
	
	100.0
	58
	Total

	Table D:  Comparison of students' and teachers'  responses to the statement " I / They  enjoyed 
                 having responsibility to decide for myself/ themselves " on the Lyrics Project


It is interesting to note that the analysis of the students' responses to each separate section of the project (presented later) indicates that in fact "autonomy" was an important motivating factor. For example, 76.3% of the students answered that choosing their own songs and searching for the lyrics interested them "quite a lot" and "very much." This initial choice provided the basis for their entire work. 
Students in the project were given the choice of working alone or with a partner. 17 students in the group opted to work alone. The remaining 42 students were asked to relate to the positive or negative influence of working together with someone. 59.5% responded that it was "seldom" or "never" bad for them. In other words, the majority felt they benefited from the cooperation. However 28.6% said that for them it was "often" or "almost always" bad. One student wrote: "Working with a partner messed it up because it's a project for personal writing." Teachers also had reservations about the positive influence of working in pairs. Three of the 14 teachers said they did not allow pair-work. 44.4 % of those that did said that it only "sometimes" or "rarely" had a positive influence. Still, 55.5% claimed that pair work was "often" or "almost always" motivating. On the question whether students enjoyed sharing their ideas with a partner, 20% of the teachers said that they rarely did so.  It seems, therefore, that by and large pair/group work was a positive motivating influence but that for certain teachers and certain students this was not the case. 
The last section of the student and teacher questionnaires required them to relate to the separate tasks within the full project and to rank each separately for its interest value, its enjoyment value, its instrumental value in helping students improve their English, its value with regard to providing a meaningful challenge and lastly, the time and energy invested in each section. Table 9 below gives a graphic representation of the data from the student questionnaire. In order to help focus, certain of the figures have been shaded and/or labeled with the letters a-f. They are discussed in the section that appears under Table 9 on the following page.
	Specific Task 
	Ranking scale
	Interest

(valid %)
	Enjoyment

(valid %)
	Improvement

(valid %)
	Challenge

(valid %)
	Investment

(valid %)

	· Searching for and choosing lyrics 
	Not at all
	4.3
	
	5.1
	
	25. 9
	48.3
 a
	35.6
	61.0 a
	16.9
	

	
	A little
	11.9
	
	8.5
	
	22.4
	
	25.4
	
	18.6
	

	
	sufficiently
	8.5
	
	20.3
	
	20.7
	
	10.2
	
	21.7
	

	
	Quite a lot
	28.8
	74.3 a
	22.0
	66.1 a
	19.0
	
	20.3
	
	23.7
	

	
	Very much
	45.5
	
	44.1
	
	12.1
	
	8.5
	
	13.6
	

	

	· Translation
	Not at all
	27.3
	
	13.3
	33.3 b
	17.8
	
	15.6
	
	8.9
	

	
	A little
	29.1
	
	20.0
	
	8.9
	
	28.9
	
	22.2
	

	
	sufficiently
	20.0
	
	20.0
	
	22.2
	
	22.2
	
	22.2
	

	
	Quite a lot
	16.4
	
	20.0
	
	28.9
	51.1
 b
	15.6
	
	22.2
	

	
	Very much
	7.3
	
	26.7
	
	22.2
	
	17.8
	
	24.4
	

	

	· Reporting on Translation process
	Not at all
	20.3
	
	30.5
	50.8 b
	18.6
	
	23.7
	
	8.5
	

	
	A little
	28.8
	
	20.3
	
	13.6
	
	20.3
	
	13.6
	

	
	sufficiently
	13.6
	
	16.9
	
	25.4
	
	25.4
	
	28.8
	

	
	Quite a lot
	11.9
	
	15.3
	
	22.0
	
	20.3
	
	28.8
	

	
	Very much
	25.4
	
	16.9
	
	20.3
	
	10.3
	
	20.3
	

	

	· Appreciation of words
	Not at all
	17.2
	79.0 c
	24.1
	69.0 c 
	22.4
	
	19.0
	
	6.9
	

	
	A little
	19.0
	
	19.0
	
	15.5
	
	29.3
	
	17.2
	

	
	sufficiently
	32.8
	
	25.9
	
	22.4
	
	27.6
	
	32.8
	

	
	Quite a lot
	20.7
	
	15.5
	
	29.3
	
	17.2
	
	24.1
	

	
	Very much
	10.3
	
	15.5
	
	10.3
	
	6.9
	
	19.0
	

	

	· Analysis
	Not at all
	11.9
	
	20.3 
	33.9 d
	13.6
	
	15.3
	
	1.7
	

	
	A little
	11.9
	
	13.6
	
	16.9
	
	13.6
	
	8.5
	

	
	sufficiently
	13.6
	
	13.6
	
	20.3
	69.4 

d
	25.4
	
	13.6
	

	
	Quite a lot
	39.0
	61.7 d
	32.2
	
	25.4
	
	22.0
	
	33.9
	76.3 d

	
	Very much
	23.7
	
	20.3
	
	23.7
	
	23.7
	
	42.4
	

	
	
	
	
	
	

	· Creative work
	Not at all
	13.8 e
	
	13.8e
	
	10.3 
	
	7.0
	
	4.4
	

	
	A little
	8.6
	
	6.9
	
	8.6
	
	10.5
	
	5.2
	

	
	sufficiently
	19.0
	
	20.7
	
	25.9
	81.1

 e
	15.8
	
	8.6
	

	
	Quite a lot
	25.9
	57.8

e
	22.4
	58.6

e
	20.7
	
	29.8
	66.6 e
	24.1
	82.7

e

	
	Very much
	32.8
	
	36.2
	
	34.5e
	
	36.8
	
	58.6
	

	

	· Reflection
	Not at all
	28.6
	48.2 f
	27.3
	56.4
 f
	39.3
	56.2 

f
	17.9
	
	17.4
	

	
	A little
	19.6
	
	29.1
	
	16.9
	
	16.1
	
	13.0
	

	
	sufficiently
	33.9
	
	20.0
	
	21.4
	
	28.6
	
	15.2
	

	
	Quite a lot
	16.1
	17.9 f
	16.4
	23.7

 f
	16.1
	19.7

 f
	25.0
	
	21.7
	

	
	Very much
	1.8
	
	7.3
	
	3.6
	
	12.5
	
	32.6
	

	

	Key:
 All figures represent the valid percentage of 45 (minimum) to 59 (maximum) student responses. 
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           = reduction: sum total of valid percent of two or more ranked responses combined to indicate a tendency in one direction or another. 

 a-f      = an indication that a comment regarding the data appears below. 



	Table 9 :  Student ranking of individual tasks within the Lyrics Project with regards to specific 
                 criteria: interest,  enjoyment, improvement in language skills, degree of challenge,      

                 investment of time and effort.


a. The activity of searching for and choosing a song was considered to be both interesting and enjoyable by well over half the students although they did not find the activity particularly challenging.  Almost half the students did not consider the activity beneficial to their English. Their motivation in this task must have stemmed from factors not related to studying English but from an intrinsic interest in the activity superceding the study of language.   
b. There is a relatively even distribution regarding translation.  However, reporting on the translation was not enjoyed by over half the students. This is a very demanding task for which they probably had had no training in advance. Fewer students expressed lack of interest in the translating itself. The task though, is viewed as beneficial to one’s English.

c. The figures seem to indicate a tendency of the students to not enjoy or be interested in describing why they liked certain words and phrases more than others. The reason may be that it difficult to explain why certain phrases appeal the reader/listener. It is an intuitive sense.  

d. The data indicated that most of the students found the analysis interesting but a surprisingly high percentage – 20.3 % claimed that did not enjoy doing it at all. Students have made a distinction between "interest" and "pleasure" with the former not always resulting in the latter. The explanation might lie in the comments from some students they do not like to analyze everything. The students indicate that by and large analysis was beneficial to their English.  They spent a lot of time and energy on this section. 
e. The data indicates that the creative work interested the majority of students and they enjoyed what they did. However, it is also interesting to note that there is a small number of students (13.8 %) who chose the lowest rank for this activity. Not everybody is creative or wants to be. One student wrote "I'm not a creative person and it is unfair that I am forced to write creatively. I found that the most annoying part of the project".  The vast majority of the students invested most of their time in this activity. 82.7 % students chose the highest ranking here.  The data indicates that the creative work was considered beneficial to their English. Out of all the activities, this was chosen by the largest number – 35 % – to be beneficial in improving their English.

f. The data indicates that reflection is not very interesting, nor very enjoyable for the majority of students. It is not thought of as particularly beneficial.
The Teachers' Questionnaire examined the teachers' perceptions of the individual parts of the project: student interest in the specific tasks, the time and energy invested in each task, the extent to which the students viewed the tasks as beneficial to learning English, the ease with which the students dealt with each task and the degree of confidence felt by the students that they possessed the tools to deal with each task. Teachers were asked to rate their perception of their students’ performance and functioning on a scale of 1-5  : 1= “not at all”, 2= “a little”, 3= “sufficiently”, 4=“quite a lot” and 5= “very much”. Table 10 presents the results focusing only on the data at the upper end of the scale – “quite a lot” and “very much”. It is here that the data seems to be most useful for analysis. The data presented within the shaded cells of Table 10 on the following page should provide a quick overview. A more detailed analysis is presented below the table. 
	Specific Task
	
	Student Interest in task  
	Time and energy invested in task
	Benefit of task to learning English
	Ease with which the task was done
	Feeling of being equipped to do task

	Choice of song and searching for lyrics
	Quite a lot
Very much
Total
	16.7 %

80.3 % **

100.0 %  *
	33.3 %

58.3 % **

91.6 % ***
	25.0 %

33.3 %

58.3%
	25 %

66.7 % **
91.7% ***
	27.3%

45.5%

72.8 %

	Translation process
	Quite a lot
Very much
Total
	40.0 %

30.0 %

70.0 %
	20.0 %

70.0 %

90.0 % ***
	10.0 %

60.0 %

70.0 %
	-

20 %

20 %
	40.0 %

10.0 %

50.0%

	Reporting on translation process
	Quite a lot
Very much
Total
	30.0 %

10.0 %

40.0 %
	10.0 %

40.0 %

50.0 %
	20.0 %

20.0 %

40.0 %
	50.0 %

30.0 %

80.0 % ***
	30.0 %

10.0 %

40.0 %

	Appreciation of words


	Quite a lot
Very much
Total 
	18.2 %

9.1 %

27.3 %
	45.5 %

18.2 %

63.7 %
	36.4 %

27.3 %

63.7 %
	-

9.1 %

9.1 %
	-

30.0 %

30.0 %

	Analysis of Lyrics


	Quite a lot
Very much
Total
	36.4 %
45.5 %

81.9 % ***
	45.5 %

45.5 %

90.1 % ***
	36.4 %

45.5 %

81.9 % ***
	19.2 %

9.1 %

27.3 %
	18.2 %

18.2%

36.4 %

	Research 
	Quite a lot
Very much
Total 
	9.1 %

54.5 % **
53.6 %
	18.2 %

63.6 % **
81.8 %
	27.3 %

27.3 %

54.6 %
	36.4 %

18.2 %

56.6%
	80.0 %

-

80.0 %

	Creative writing


	Quite a lot
Very much
Total
	50.0 %

40.0 %

90.0% ***
	60.0 %

40.0 %

100.0 %  *
	50.0 %

50. % **
100.0 % *
	40.0 % 

20.0 %

60.0 %
	70.0 %

10.0 %

80.0 % ***

	Reflection on project


	Quite a lot
Very much
Total
	18.2 5

18.2 %

36.4 %
	27.3 %

18.2 %

45.5 %
	18.2 %

9.1 %

27.3 %
	-

30.0 %

30 %
	54.5 %

9.1 %

63.6 %

	Key:

* = “not at all”, “a little” and “sufficiently” were not chosen by any teacher.

**  = More than 50 % of the teachers chose the highest option -  “very much”

*** = more than 80 % of the teachers chose one of the two highest options – “quite a lot” or “very much”

	Table 10:  Teacher ranking of individual tasks within the Lyrics Project with regards to specific 
                  criteria: interest, time and energy invested, improvement in language skills (benefit), degree 
                  of challenge, and degree of preparedness.



The data indicates that Choice of song, Analysis, Research and Creative work interested the students most. They did not find much interest in the Reflection and Appreciation of words. Translation itself was not included as one of the most interesting parts and the Reporting on the translation process even less so. This, by and large, mirrors the results from the students themselves.   
According to the teachers, the students invested a lot of time and energy in choosing the song, translating it, analyzing the lyrics, researching the artist and then writing their own creative work. Reflection, reporting on translation and explaining why they liked certain words took much less time and energy. The analysis and the creative writing were seen as most beneficial to their English. Teachers felt that students were least equipped for  the appreciation of words and the analysis of lyrics while being most equipped for researching, choosing their song and creative writing. It is clear from the results that teachers and students alike place a particularly great importance on creative work as a motivating factor.  
At the end of the questionnaire students were asked why, in their opinion, the Lyrics Project did or did not manage to motivate them. These comments were collected and grouped according to the following categories: choice, independence, interest, fun, improvement, break in routine, creativity, relevance, group work, challenge, grade and length. The results are presented in Table 11 below.
	Motivating factor
	Positive 

comment
	Negative

comment

	choice 
	10
	0

	independence
	5
	3

	interest
	21
	6

	fun 
	9
	2

	improvement
	11
	0

	break in routine
	3
	0

	creativity
	1
	0

	relevance
	4
	1

	group work, 
	1
	3

	challenge 
	4
	3

	grade
	4
	3

	length
	0
	8

	Table 11:  Freely written comments by students on what
                   raised or lowered their motivation  when doing 
                   the Lyrics Project arranged according to  categories  


Table 11 shows that students who answered considered the project to be interesting. Their motivation was increased because they felt they had a choice, that it would improve their English, that it would raise their grade and that it was fun to do. The only obviously negative motivating factor is that it was considered by some to be too long. Length was not included as a factor in this study but when students were free to express themselves, the issue was raised. Noticeably absent from the list is creativity which featured as the most important motivating force in the Student Questionnaire.  
The presentation of data and analysis does not provide a completely clear-cut picture as to what motivated students doing the Lyrics Project. However, there is enough indication as to what factors were considered to be more or less motivating. In the chapter that follows these factors, as well as their practical implications will be discussed in detail.  
Chapter 5 – Discussion
The first aim of the study of the Lyrics Project was to establish whether students felt motivated while working, more motivated than they generally feel when carrying out tasks in the English studies. All the data suggests that this was indeed the case: 14 experienced teachers claimed that they considered the project to be motivating and indicated that they intended to use the project again in the future. As far as the perception of the students was concerned, over seventy five percent of them described the project as motivating. These same students claimed to be less motivated when doing other English tasks. Sixty three percent said that they wanted to do another similar project in the future. Of the written comments, the vast majority were positive in nature and confirmed the motivation of the students. 

Motivation manifests itself in external behaviour: persistence and a high activity level.    

The data from both teachers and students indicate that not only did the students feel motivated but they actually worked hard throughout the project. It is possible to conclude that overall the Lyrics Project indeed did motivate the students.  

This project motivated different students all over Israel. They all had different teachers.  This seems to suggest that the motivating quality of the tasks might not be dependent on the particular student population within Israel, nor on the specific student-teacher relationship in each class. If this is the case, as the evidence from this study seems to suggest, it would be instructive to know which task-based factors contributed to student motivation. If these could be isolated, they could be taken into account and included when constructing other projects.

Motivation may be intrinsic and extrinsic in nature. My initial assumption, in this case, was that intrinsic factors were responsible for generating student motivation.   

Firstly, I assumed that the subject matter – the lyrics of pop songs – was inherently motivating. This was validated by the research of others as well as by the data I collected. Many students expressed interest in the project because it dealt with pop music which interested them. Ninety percent of the teachers thought that "often" or "almost always" the students' identification with the "cool" language of lyrics was a motivating force. The research in the study of Raviv et al (1996) tends to give support to an assumption of this nature. 

My second assumption was that choice given to students functioned as a motivating factor. They could choose to work individually or in pairs, they could choose their own song, they could choose whether to do research on the song writer, singer or band and finally they could choose their own creative writing task.  I made this assumption on the basis of my own experience with the project and later discovered that other studies and theories tend to support this view:  that autonomy to make decisions and be responsible for one's choices gives the student a sense of being in control of the learning process. This leads to confidence within the learner of his/her ability to succeed. Independent choices, based on interest and relevance, are likely to increase the students' sense of satisfaction and pleasure. Real choice should enhance learners' intrinsic motivation. 

This assumption was largely validated by the results of the data but not without slight reservation. About half the students indicated that free choice had played an important part in raising their level of motivation. This was also borne out in their written comments. Teachers overwhelmingly considered choice to be a primary motivating factor. Yet, the data from the student questionnaire indicated that about one third of the students did not consider "responsibility to decide for themselves" as contributing to their motivation. An explanation for this may lie in differences in learner types. Some students prefer to be told what to do and do not expect to be responsible for their own choices. If indeed this is the case, teachers could benefit if they bear this in mind when granting autonomy to all students in the belief that it will increase their motivation. Students for whom autonomy reduces motivation would have to be identified and given more personal guidance.
"Finding a song" and "creative writing" were the two tasks teachers thought the students found most interesting. Both tasks give the students freedom of choice. Although this result tends to support the view that choice is a major motivating factor, it is possible that other factors – not choice – motivated the students in these particular tasks, namely identification with the world of pop music and enthusiasm generated by creativity.  

The latter, motivation fired by creative expression, proved to be a very important factor. The initial assumption that a task requiring creative work would motivate students seems to be a correct one. For the students, their creative work was rated high in all categories: interest, enjoyment, benefit, challenge, and investment of time. The teachers' perception was much the same. These results relate to the specific task which was defined as "the creative work task". However, it is possible to see many of the other tasks as having a creative element although they were not specifically defined as such. Translating, for example, is a creative activity especially when translating something like a song which is open to interpretation. The student may try to deal with rhyme which then requires a creative use of vocabulary. The analysis of a song is another example of a task which may also be a potentially creative experience. The more abstract the song, the greater the creativity needed to supply meaning. The choice of words section could be a very creative section for some. Identifying words/phrases that one enjoys hearing is a completely personal experience and every explanation is legitimate.     

Pleasure may be derived from the satisfaction of hard work resulting in a product of which one is proud. On the assumption that hard work may generate pleasure, and that pleasure increases motivation, the students were asked if they enjoyed working hard. The general tendency seems to be that pleasure resulting from hard work was not a very a powerful motivating force.  

In the initial assumptions I did not attribute much importance to extrinsic motivation.  It was assumed that they were of minor importance in this case. The questionnaires, nevertheless, examined a number of extrinsic motivational factors.   The most concrete of these was the role of the grade. There can be no doubt that both hoping and expecting to get a good grade for the project kept the vast majority of the students working hard. There is no indication, however, that the aim of benefiting from an extrinsic reward like a grade detracted from intrinsic motivational factors such as pleasure and interest. This seems to support the view discussed in the Relevant Theory Chapter that extrinsic motivation may complement intrinsic motivation. In fact, it may be argued that certain students would not experience any intrinsic motivation without first being motivated by a potential extrinsic benefit such as the expectation of a good grade.   

A further extrinsic factor examined was the students' conviction that the task being carried out was considered beneficial to the learning process and that the students felt their English would improve as a result of doing the task. This factor was examined with regard to each specific task. The creative work and analysis of the lyrics were considered to be the most beneficial of the tasks. It is interesting that in both of these tasks personal expression is required. An examination of the results of the data seems to indicate that students felt they were learning the most when they had to express themselves in a way which was not merely technical (as one might do in answering  standard reading comprehension questions) but rather when they had a personal investment in the content. Interestingly, there need not be a correlation between benefit and pleasure or interest. Searching for and choosing a song for the project was considered to be interesting and enjoyable but not particularly beneficial. Just over half of the students considered the translation process to be very beneficial. Students had to reach an accurate understanding of idiomatic English. They did not indicate much interest or enjoyment in the process.  The project required them to go one step further by reporting on the translation process; specifically naming and recording their observations regarding the differences and similarities in both languages. The aim of this section was to raise the students' cognitive awareness of language structure. It was intended to be the "most beneficial" part of the translation process. Students, however, did not feel it was particularly beneficial. About half of them expressly claimed that it was of little or no use.  Reflection too, a task at the end of the project with a similar aim – to encourage a meta-cognitive awareness of how language is learned – was not perceived as useful. The teachers' responses showed the same tendency as the students' in this regard. The question that remains is whether these reflective-type tasks are in fact not particularly beneficial in nature or perhaps other factors contributed to them being viewed as such. It may be that teachers have not really equipped their students to be reflective and analytical about the learning process so students are not sufficiently prepared to exploit these types of activities. There may be a hint as to the validity of this interpretation from the fact that teachers felt that only forty percent of the students were equipped to do the task.  

The motivational influence of pair-work was also examined. It is necessary to qualify the validity of the results, however.  Firstly, some of the teachers did not allow pair work and so they could not relate to the questions on this subject in the questionnaire. This reduced the number of sample answers rendering the results less representative. In classes where pair work was allowed, seventeen of the fifty nine students did not choose this option and here again they were unable to relate to the questions in their questionnaire. Bearing those reservations in mind, it is still possible to gain some insights. About two thirds of the students claimed to have benefited and enjoyed the experience. However, one third indicated that it was counter-productive. The teachers also had their reservations. 

While, by and large pair work was considered a positive motivating factor, the voice of those who found this not to be the case should not be ignored. Allowing the students to choose certainly seems to be the way to raise motivation for some, while not decreasing it for others. Students, in time, would get to know what is best for them.   

The length of the project as a motivating factor was not examined at all but it was mentioned independently by eight students who expressed the view that they had found the project too long and this detracted from their motivation. Clearly this is a task-related factor and should be taken into consideration.

The Lyrics Project proved to be successful in motivating students on different levels, in different parts of Israel with different teachers. The study carried out in an attempt to understand what made it so, has validated and thrown a new light on some of the initial assumptions. In addition, numerous other factors have been examined, all of which have practical implications for the teachers and writers of EFL learning materials.  These implications will be discussed in turn below. 

A project is likely to motivate learners if they are required to work with a language genre and culture that they strongly identify with. By identifying these areas and exploiting their natural attraction for the learners, tasks can be constructed which have a greater chance of succeeding to motivate. The language of films, for example, and perhaps specific genres of films, might provide a source on interest similar to the one that lyrics provided. Areas of interest to adults generally differ from those of teenagers, so teachers and writers should make a special effort to identify the areas of interest of their students. 

Choice is an essential element in tasks. By giving students real choices, they can decide on topics that are relevant and meaningful to them. This gives them a personal stake in the content matter. The output of the task will reflect the student. The work must not be perceived as an external exercise. Choice should not merely be technical. This feature of the task may make assessment more difficult – different choices may be more or less challenging – but according to the findings, choice should not be rejected because of the difficulties involved. 
The tasks should demand creativity. Creativity, like choice discussed above, requires personal involvement. The results in this study indicate that probably more than any other factor there is a close connection between creativity and motivation. This requires that teachers be open to types of work that they themselves had not conceived of when planning the task. Creative options should be made available to students and they should be encouraged to take them.  

While tasks granting "choice" and tasks requiring "creativity" seem to motivate the majority of learners, there is a sizable minority of learners for whom this is not the case. In fact, too much autonomy or the demand for creative work reduces their motivation. These learners must also be taken into account when planning a project. This can be done by helping them make the choices and allowing for "creative work" which is more conventional or structured. 

While the three factors discussed above - inherently attractive subject matter, choice and creativity – certainly seem to be a key to intrinsic motivation, the study results indicate that extrinsic motivational elements have to be included. The motivating force of the desire for and expectation of a good grade was expressed almost unanimously in both the perceptions of teachers and students.  Students who believe they are capable of doing a task well and that their efforts will be rewarded at the end with a good grade, have motivation to work hard and persistently to achieve that end. The implication of this for the writer of the task is to make sure that the requirements are clear. The teacher has to make sure that the student has the tools to achieve success. The Appreciation of Words task in the Lyrics Project was not particularly motivating, despite providing choice and requiring creativity. The reason may lie in the fact that students did not consider themselves to be sufficiently prepared and neither did the teachers. Perhaps also the requirements were seen as vague. Providing a rubric to guide the students would be useful. 
It might be natural to assume that language learners would be motivated to carry out a task if they are convinced that it benefits them in acquiring the language. This was not completely borne out by the study. Students were motivated to choose a song but not especially because they saw any actual benefit from the activity. Interestingly though, students saw creative work as the most beneficial. It is the least structured of all the tasks and therefore the benefit derived must stem from the desire to perfect the work. Students who study in a school framework do not do so out of choice. They do not choose English rather than some other language. They are not consumers who choose a product and then accept or reject it on the basis of the benefit they derive. Perceiving the benefit of an activity in English should increase their motivation but does not seem to be dependent on this factor. Perceiving long term benefit derived by completing a particular task demands a meta-cognitive awareness of the learning process, which some students may not have developed.     

Reflective meta-cognitive requirements demanded in the report on the translation and in the reflection sections were not perceived as being beneficial. If current research indicates that these skills are important in the learning process, then it may be necessary to construct the tasks differently than was done in the Lyrics Project. Perhaps greater guidance and scaffolding is necessary here. It might also be necessary to make students aware of the function and the potential benefit of reflecting on the learning process before requiring it in a project like this.   

Working with a partner, a social factor that may influence a students' motivation, was found to be generally positive, but not for all students. In fact, some students expressly indicated that being dependent on another person for progress was annoying and reduced their motivation. It seems that if students are given the choice to work alone or with a partner, the overall motivation should increase.

The Lyrics Project proved to be too long for a small number of students. It was indeed a long project with many tasks. For some the length reduced motivation and yet perhaps the fact that the project contained many tasks of different kinds goes some way to explaining its success. Perhaps to help those with less motivational stamina, the tasks could be completed in stages and graded cumulatively as part of a process rather than summatively. 
Chapter 6 - Conclusions 
This study, although limited to one project, reaches similar conclusions to a number of other studies. 

Firstly, as in the findings of Gardner and Lambert (1972), motivation of students doing the Lyrics Project can be considered integrative. In this case, the L2 target language is a specific sub-genre – the language associated with the world of pop music and the culture it represents. Giving students tasks which revolve around a language genre for which there is personal identification, heightened their motivation. 

Secondly, as in the findings of Deci and Ryan (1985), Dickinson (1995), Ehrman and Dörnyei (1998) student autonomy and self determination achieved by means of choice, increased motivation in the Lyrics Project. However, this study also found that there is a small number of students for whom autonomy decreases motivation. 

Scope for personal creative expression, a third motivating factor, was also examined in the study of the Lyrics Project and found to be central in increasing motivation. The results indicate that tasks in which students feel they are expressing themselves creatively generate the most motivation. This important factor, which I did not find mentioned as an isolated factor in other studies, may be implied in the idea of "risk-taking ability" described by Oxford (1990) in Oxford & Scarcella (1993). Scope for creativity in a task seems to go much further than this.  With regard to creative expression, students do indeed take risks, but risks with something personal at stake – personal self expression.  Yet again there is also a small minority of students for whom creativity reduces motivation.

Fourthly, as in the findings of Dörnyei (1994), and unlike those of Deci and Ryan (1985), extrinsic rewards in the form of grades were found to be important motivating factors in the Lyrics Project. The pleasure of hard work even when there is strong intrinsic motivation may not be sufficient to ensure a student's persistent effort and concentration over a long period of time. I, mistakenly, assumed the grade to be of minor motivational importance before carrying out the study.

The fifth motivational factor to come under examination was whether students' perceptions of a task as being beneficial to their English would increase their motivation. This might be viewed as the instrumental orientation described by Gardner and Lambert (1972), where students consider what they can gain by learning the language. In this case, however, they consider the potential benefit of a specific task to their acquisition of the L2. The students doing the Lyrics project did not consider this factor to be important for their motivation. 

Finally, Ehrman and Dörnyei (1998) found that cooperative learning – working in a group – enhances motivation. The Lyrics Project allowed for pair work - a limited form of cooperative learning.  Not all students chose this option and not all teachers permitted this option. Bearing those differences and limitations in mind, pair work was, by and large, found to be a positive motivating factor.  

From the above review of the conclusions reached in other studies compared to those of the Lyrics Project, certain task-based elements seem to warrant further research. The first of these is the role the requirement for creativity in a task plays in influencing student motivation. The fact that creative expression was considered so important by both teachers and pupils in this project would justify focusing on this factor alone in some further study. This study only compared the different tasks within the project and not tasks given in different projects. Nor did this study distinguish between different levels of creativity required. 

Another area that would be worth examining further would be the effectiveness of reflective tasks that are aimed at increasing the students' meta-cognitive awareness of how language is learned. The results of this study indicate that students are not particularly motivated to engage in tasks of this kind. Perhaps the tasks have to be constructed differently or perhaps the students have to be prepared in advance more thoroughly so that they feel more motivated to do them. 

This study focused exclusively on the tasks and what they required of the student. This is an artificial division. Motivation is clearly not generated by tasks alone but by many different factors working together including, amongst other things, the teacher-student relationship. It is possible that the tasks which are creative in nature, that grant the student autonomy, that tap into areas in which the student has an intrinsic interest - areas in which the student may even be more of an expert regarding the subject matter than the teacher - may cause the teacher-student relationship to be redefined in such a way as to influence motivation. 

The conclusions reached in this study regarding task-based factors that might contribute positively to student motivation, have very practical implications for teachers and material writers. The study has shown that what tasks students are asked to do and how they are presented to them may influence their motivation and consequently the learning of the language. 

The majority of students are likely to feel motivated to work hard and make progress if the tasks they are given deal with subject matter which is relevant to their lives and with which they identify. Teachers and material writers must be in touch with the learner population in order to know what interests them and use that interest in EFL tasks. 

The majority of students are likely to feel greater motivation if they are given meaningful choices, responsibility to make those choices and independence to carry them out. For this teachers and material writers have to find ways to make place for divergence and lack of uniformity. This is not easy.  Tasks which require uniform responses are simpler to create and less problematic to assess.  Tasks of this kind are probably much less motivating for the student. Teachers should not forget that there are learners whose motivation depends on much more structure. They should be identified and given much more personal guidance.  

Most students are likely to feel motivated if their work requires a personal investment which is not merely technical in nature but reflects them as individuals. In other words, they would be expressing themselves creatively in the foreign language.  Teachers and material writers should try to ensure that the tasks they present to students encourage personal expression of this nature. At the same, there is a minority of students who do not feel comfortable with creative work. They should get more structured guidance and the tasks required should have less creative options available. 

Even when a students' intrinsic motivation is generated they may not have the staying power to keep at the task over a length of time. For this reason, students have to know exactly how they are going to be assessed, what the yardsticks for success are and feel that they are capable of being successful. Teachers and material writers can contribute to this by spelling out assessment procedures very clearly in advance and preparing students for the tasks before they begin. Complex tasks should only be given when the students have sufficient tools to deal with them. 

Reflection activities need to be re-examined. Either they should be created differently with more guidance for the student or they should be prepared for more consciously in advance of the task.

Group work and pair work should be available options for students when doing tasks but not forced upon a student. Cooperative learning tends to motivate many students, but not all.           

To sum up, the construct of motivation in language learning is complex, and the way language learning tasks are constructed and presented is only a small part of this construct. From a study which has focused on one set of tasks (The Lyrics Project - which proved to be generally motivating to students) it is possible to say that the type of tasks students are given does influence their level of motivation. It also seems likely that interest in and identification with the language genre and culture associated with it tends to increase motivation. Motivation may be further enhanced where the tasks offer students meaningful choices through which they express themselves and engage in an activity in which they have a personal stake. Further, where tasks require an investment of creative energy, motivation tends to rise. Tapping into students' creative resources seems to be a central element in motivation.  All three factors mentioned above may combine to engage the student very personally in the task and hence raise motivation. This emerges clearly from the study.  And yet the pleasure of hard work on something that interests one may not be enough. Intrinsic motivation of this kind may not keep the motivational level high. Knowing that there is an achievable extrinsic reward in the form of a good grade at the end of the process, seems to have a major influence on student motivation. Working with a partner tends also to increase motivation for some learners. Being convinced that the activity is beneficial for language learning did not appear to be very important in this study. All of these findings have practical implications for the creation of motivating tasks by material writers and language teachers. 

Creating a motivating task may not ensure motivation in every case.  However, if it does contribute to student motivation, and the findings from this study do seem to suggest it can be done, then the creator of a motivating task can feel very satisfied. If Chomsky (1988: 181) - quoted previously - is correct that "99 percent of teaching is making the students feel interested in the material,” then there is not much left for one to do but watch with satisfaction as the EFL students, motivated by the tasks they have been given, make progress in leaps and bounds.  
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Appendix A – Lyrics Project
The Lyrics Project
I. GETTING STARTED

Choose any English song whose lyrics you like.

Find the lyrics, copy/write them. Use MS. WORD. 

II. TRANSLATION

Translate the song into Hebrew. (10 points)                                My assessment ___

Report on the translation process. (What difficulties arose? How did you deal with them? What did you learn about Hebrew or English as a result of the translation? Be specific.)  (10 points)                                                                   My assessment ___

III. ANALYSIS OF IDEAS

What ideas/themes are dealt with in each song? (What do you think the writer of the song is trying to say to the listener?) 

Do you agree with these ideas? What is your reaction to the lyrics?

(15 points)                                                                                      My assessment ___

IV. ENJOYING WORDS 

List any words/phrases/lines/rhymes etc. that you like more than others? Explain why you like them.

(Is it because of meaning, sound, position in sentence, association, symbolism, originality, other?) (10 points)                                                       My assessment ___

V. RESEARCH

Do some research on the lyricist / singer/ band. Find at least two sources of information (preferably three) and combine and arrange the information clearly. (Use color/font or any other method to indicate which information came from which source.  You must obviously list your sources. Your own writing (connecting sentences, introduction, conclusion etc.) should also be indicated. (15 points) 
                                                                                                          My assessment ___

VI. PERSONAL CREATIVE WRITING 

Write a monologue / dialogue / play / short story / diary entry / poem / an account of a personal experience / other (discuss with me first) inspired by / related to the songs you have chosen. (20 points)                                                                   My assessment ___ 

VII. REFLECTION (Be specific!) 

Write what you enjoyed / disliked about this project.  

Write what you learned when doing this project. 
1. About yourself       2. About language learning. 

Write what you would like to do next to improve your English (taking into account you experience from this project). (10 points)                                  My assessment ___
Requirements:
Project must be typed well, printed, illustrated (3 points) and presented in a plastic folder (2 points) with a tape recording of the chosen songs. (2 points) Include an opening page (2 points) and this project instruction page. Each section will be assessed on the quality of the content, quality of the writing (grammar, spelling, expression) and the effort taken.

Assess yourself on this page. (1 point) 
                                                                      My assessment ___  ___  ___  ___  ___

To be completed within 14 – 21 days from the moment you start. 

ENJOY yourselves. 
I’m looking forward to reading your work and listening to your songs.

Jack Pillemer
Appendix B – Questionnaire for Teachers
Dear Teacher,

You have informed me that you have used the Lyrics project with your pupils and that you are willing to help me further with my research on “pupil motivation in EFL tasks”, by answering some questions. 
Thank you very much. 

Below is a questionnaire - questions 1-15. 

Please fill in the details as accurately as possible.  Choose to do this either in the body  of the e-mail itself or as a  MS Word document which has been attached. 

Yours,

Jack Pillemer
-------------------------------------------------------------------------------------------------------
Name (optional) _______________
1.  Teaching experience in years: 

	1 - 4
	5 - 9
	10 +


2. Classes with which you have used the project:
	Grade
	Level of English / Comments

	
	


3. Did you use the original project as it stands? See last page for original project to compare.  Yes/ No
4. If No, indicate the differences.

5. If you made any of the changes above in order to suit your own needs, please indicate which parts you changed and explain your reason for doing so. 

6. You decided to use the Lyrics Project with your class. Considering the fact that there are numerous other projects and tasks you could have chosen to do, what made you decide to use this project?

7. Do you plan to use the project again in the future?  Yes/ No
8. If not, why not?

9. If yes, what changes would you make, if at all?

10. Clearly each class is different and each pupil is different, but in general, when pupils worked on the Lyrics Project, what motivated them (or left them unmotivated?) 

Circle the number 1- 5 in the following table.  

1 = never      2 = rarely      3 = sometimes      4 = often      5 = almost always
	They wanted a good grade. 


	1  2  3  4  5

	They expected to get a good grade. 


	1  2  3  4  5

	They were interested in the work. 


	1  2  3  4  5

	Working with a partner/ group had a positive influence on motivation. 
	1  2  3  4  5

	They wanted to impress you, the teacher.

 
	1  2  3  4  5

	They saw the other pupils working hard. 


	1  2  3  4  5

	They found the tasks challenging and meaningful. 


	1  2  3  4  5

	They enjoyed having responsibility to decide for themselves.
	1  2  3  4  5

	They enjoyed sharing their ideas with partner/group. 


	1  2  3  4  5

	They were bored. 


	1  2  3  4  5

	I enjoyed working hard. 

 
	1  2  3  4  5

	They felt they were expressing their individuality.


	1  2  3  4  5

	They wanted to do better work than others in the class.
 
	1  2  3  4  5

	They felt that they were improving their English. 


	1  2  3  4  5

	The requirements were clearly understood. 


	1  2  3  4  5

	They felt that what they learned would benefit them in their futures. 
	1  2  3  4  5

	They identified with the "cool" language genre of pop music. 
	1  2  3  4  5


11. How do you describe your pupils’ motivation on the Lyrics Project?

Circle a number 1 - 5 in the following table.  

1 = never      2 = rarely      3 = sometimes      4 = often      5 = almost always

	They worked consistently.
	1   2   3   4   5  

	They worked hard.
	1   2   3   4   5  

	They found it difficult to finish each task.
	1   2   3   4   5  

	Their concentration level was high.
	1   2   3   4   5  


12.  The Lyrics Project was divided into different activities. (See A B C D E F G H below.)

In general from what you observed when your pupils were working on the Lyrics Project and from their reflections, rate each activity in relation to the ideas listed at the top of each column? (See columns I, II, III, IV, V)

Circle the number 1- 5 for each activity.

1 = not at all      2 = a little      3 = sufficiently      4 = quite a lot      5 = very much

	
	I
	II
	III
	IV
	V

	
	This task interested them. They enjoyed the task. 
	They invested time and energy in this task.
	They viewed the task as beneficial to their English.
	They found the task simple carry out.
	They felt equipped with the skills needed to deal with the task.

	A. Choose a song and look for the lyrics.
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5

	B. Translate the song
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5

	C. Report on translation
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5

	D. Appreciation of words
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5

	E. Analysis of lyrics
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5

	F. Research
	1  2  3  4  5

	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5

	G. Creative work
	1  2  3  4  5
	1  2  3  4  5

	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5

	H. Reflection


	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5


13. What did you do while the pupils were working on their projects in class?

14. Did working on this project influence the way you see yourself as a teacher? Explain. 

15. Do you mind if I contact you for further clarifications? Yes/ No
My phone number is _______________

My e-mail is ________________

Thank you for your cooperation and help.

Jack Pillemer

jackpil@barak-online.net             02-6720842             055-726360

Appendix C - Questionnaire for Students

Dear Students,

You have recently finished The Lyrics Project. For the purpose of research, please answer the questions below. 

Give each question thought and answer truthfully. 

Ask your teacher if you do not understand the instructions or the questions.

Thank you for your help. 

Jack Pillemer  

-------------------------------------------------------------------------------------------------------

Age:  ____         Class:   _______        Date :    ______________

1. How is your motivation generally influenced? (Not specifically on the Lyrics Project.) 

    Circle the number 1-5 in the following table.  

1= never      2 = seldom      3 = sometimes      4 = often      5 = almost always

	I generally work hard at everything I do in school.
	1  2  3  4  5

	I generally work hard in English.
	1  2  3  4  5

	I believe that my grades in English are mostly based on luck.
	1  2  3  4  5

	I hate doing work in English.
	1  2  3  4  5


2.  I felt motivated during the Lyrics Project. Circle "Yes" or "No"

3.  How do you describe your motivation on the Lyrics Project?

Circle a number 1 - 5 in the following table.  

1= never      2 = seldom     3 = sometimes      4 = often      5 = almost always

	I worked consistently. 
	1   2   3   4   5  

	I worked hard. 
	1   2   3   4   5  

	I found it difficult finish each task. 
	1   2   3   4   5  

	I found myself concentrating on the tasks easily.
	1   2   3   4   5  

	I felt the whole thing was a waste of time and energy.
	1   2   3   4   5  

	I used my time well.
	1   2   3   4   5  


4.  What motivated you (or left you unmotivated) on the Lyrics Project?
Circle the number 1-5 in the following table.  

1= never      2 = seldom      3 = sometimes      4 = often      5 = almost always

	I wanted a good grade. 
	1   2   3   4   5  

	I expected to get a good grade. 
	1   2   3   4   5  

	I was interested in the work. 
	1   2   3   4   5  

	Working with a partner was a bad for me. 
	1   2   3   4   5  

	I wanted to impress my teacher. 
	1   2   3   4   5  

	I saw the other pupils working hard. 
	1   2   3   4   5  

	I found the tasks challenging.
	1   2   3   4   5  

	I enjoyed having responsibility to decide for myself.
	1   2   3   4   5  

	I enjoyed sharing my ideas with my partner/group. 
	1   2   3   4   5  

	I was bored. 
	1   2   3   4   5  

	I enjoyed working hard. 
	1   2   3   4   5  


5.  The Lyrics Project was divided into different activities. (See A, B, C, D, E, F, and G below)

What did you feel about each activity in relation to the ideas listed at the top of each column? (See columns I, II, III, IV, V)

Circle the number 1-5 for each activity.

1= not at all      2 = a little      3 = sufficiently      4 = quite a lot      5 = very much

	
	I
	II
	III
	IV
	V

	
	This interested me.
	I enjoyed this.
	This improved my English.
	I found this challenging.


	I invested

time and energy in this.

	A. Choose a song and look for the lyrics
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5

	B. Translation 
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5


	C. Report on translation
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5

	D. Appreciation of words
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5

	E. Analysis of lyrics
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5

	F. Creative work
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5

	G. Reflection


	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5
	1  2  3  4  5


6. I would like to do something similar to the Lyrics Project again in the future. 

YES / NO
7. Personal comments. (You may answer in Hebrew if you wish.)  Why, in your opinion, did / did not  the Lyrics Project manage to motivate you? 
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