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Abstract
Motivation plays an indispensable role in education because it directs students’ behaviour toward goals; enhances
cognitive processing which leads to effort and persistence in learning activities; and determines what learning
behaviours should be enforced and brings learning outcomes. To the underprivileged students, what is the meaning
of learning English? Why do they need to get English Language education? What drives them to learn English? To
answer these questions, this paper has established a framework of learning motivation to profile the English
learning motivation of the underprivileged students. Based on the proposed framework, a questionnaire has been
developed. Over 2800 adolescents responded to the questionnaire. Data analysis included two procedures:
Principle Components Analysis and Exploratory Factor Analysis were employed. According to the results found
in this study, parental-teacher influence, extrinsic values and self-perception on own abilities are the most
significant factors influencing the English learning motivation of the underprivileged.
Keywords: motivation, adolescent, learning, underprivileged
1. Introduction
Motivation plays an indispensable role in education because it directs students’ behaviour toward goals; enhances
cognitive processing which leads to effort and persistence in learning activities; and determines what learning
behaviours should be enforced and brings learning outcomes. To the underprivileged students, what is the meaning
of learning? Why do they need to receive education? What drives them to learn? This paper aims to investigate the
English learning motivation of this group of adolescents and shed light on classroom practices.
2. Literature Review
2.1 Towards a Comprehensive English Learning Motivation Framework
In the past, traditional psychologists were more concerned with what motivation is than with how this knowledge
could be applied in social settings such as classrooms (e.g., Freud, 1926; Hull 1943). The development of
motivation research has changed dramatically. As Eccles, Wigfield and Schiefle (1998) summarised, motivation
research has gone from biologically based drive perspective to behavioural-mechanistic perspective and then to
cognitive-mediational/constructivist perspective. In the 20th century, the importance of affect and less conscious
processes has become the central theme. Researchers started to become interested in the contextual influences on
motivation. Several significant motivation theories were proposed (e.g. Ames, 1992; Atkinson and Feather, 1966;
Bandura, 1997; Covington, 1992; Eccles and Wigfield, 1995; Gardner and Lambert, 1972; Rotter, 1982; Weiner,
1984, 1992). However, there have been no comprehensive framework to investigate learning motivation
holistically. Wong (2007, 2014) had developed a comprehensive framework for motivation, but it was only
restricted to motivation to learn English as a foreign language. Therefore, a framework for investigating
students’ general learning motivation for a multi-contextual setting is needed.
According to Cook & Artino (2016), there are four main types of theories for learning motivation. They are:
competence, value, attributions, and social and cognitive process. This categorisation of motivation theories is
known to be comprehensive which embraces most learning motivation theories. However, Cook & Artino (2016)
did not explicitly identify specific theories under each category. Nor there is past study studying whether these
four categories are distinct from one another. To fill this gap, attempts were made to examine these four
categories and linked related motivation theories under each category in order to establish a comprehensive
learning motivation framework for this study. For competence, it refers to whether the person perceive that he
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has the ability to perform the task. Theories include expectancy of success (Atkinson, 1974), self-efficacy
(Bandura, 1997), learned-helplessness (Seligman, 1975), confidence and self-conception (Maslow, 1943). For
value, it refers to the anticipated results of the learning task. Related theories include task value
(expectancy-value theory), outcome expectation, self-determination, and intrinsic versus extrinsic motivation
(Gardner and Lambert, 1972). For attributions, it refers to learners establish links between an observed event or
outcome and the personal factors and underlying cause that led to this outcome. That is, if the learners perceive
that the underlying cause is within their control, they will be likely to persist in face of initial failure. Theory
related to attribution is attribution theory (Weiner, 1984, 1992). For social and cognitive process, it refers to
interactions between an individual and a larger social context and it assumes this process is not observable.
Related theory is Bandura’s (1992) social-cognitive theory. However, this category can be confusing as it may
overlap with the above three categories. Social cognitive process may include (a) understanding others, (b)
understanding oneself, (c) controlling oneself, and (d) the processes that occur at the interface of self and others
(Leiberman, 2007). For example, self-efficacy can be affected by factors including personal, behavioural and
environmental factors (Bandura, 1997). In order to distinctly identify the core elements influencing learning
motivation, this study suggested that social and cognitive process should be clearly defined the core elements of
what social factors influence cognitive motivation process. According to research, the most direct and significant
social influence’ on learning motivation include: peers (Berndt, 1990; Plecha, 2002; Wentzel, 1998), teachers
(Davis, 2003; Roorda, Koomen, Spilt, & Oort, 2011), and parents (Eccles & Harold, 1993; Henderson et al., 1994;
Gutman & Midgley, 2000; Shumow & Miller, 2001; Wong, 2012). Related theories include social-cognitive
theory (Bandura, 1997). Table 1 offers a concise summary of the modified Cook & Artino (2016)’s motivation
categorisation.
Table 1. Summary of Motivation Categorisation
Motivation Categorisation

Motivation Theories

Competence

expectancy of success (Atkinson, 1974)
self-efficacy theory (Bandura, 1997)
learned helplessness theory (Abramson, Seligman, & Teasdale, 1978;
Seligman, 1975)

Value

expectancy-value theory (Eccles & Wigfield, 1995)
Intrinsic versus extrinsic motivation orientation (Gardner and Lambert,
1972)
Self-determination theory (Deci & Ryan, 1985)

Attributions

Attribution theory (Weiner, 1984, 1992)
Locus of control theory (Rotter, 1982)
Goal orientation theory (Ames, 1992)

Social-cognitive process

Social-cognitive theory (Bandura, 1997)
•

Peers (Berndt, 1990; Plecha, 2002 & Wentzel, 1998)

•

Teachers (Davis, 2003; Roorda, Koomen, Spilt, & Oort, 2011)

• Parents (Eccles & Harold, 1993; Henderson et al., 1994; Gutman &
Midgley, 2000; Shumow & Miller, 2001, Wong, 2012)
Based on the above literature, one can see motivation can be examined and investigated by using different
approaches. Behaviourists like Gagne and Driscoll (1988) argued that environmental factors and situational
variables affect human's motivation and its behaviour. Learning can be studied by investigating human
behaviour and its consequences in the environment. Students' level of motivation can be measured by the amount
of time learners engage in learning.
2.2 English Learning Motivation of the Underprivileged Students
The underprivileged in the paper refers to the students with low socio-economic status. Recent research has
reaffirmed the relationships between being underprivileged and education, e.g. Faustina (2017); Haryanto,
Makmur, Ismiyati, & AISYAH (2018); Nattheeraphong (2020) and Vonkova, Jones, Moore, Altinkalp, & Selcuk,
H. (2021). The most recent ones include Morgan, Farkas, Hillemeier, & Maczuga’s (2009) study, they indicated
underprivileged students may develop academic skills than children with average or higher socio-economic
2

elt.ccsenet.org

English Language Teaching

Vol. 15, No. 11; 2022

status. Aikens & Barbarin (2008) also found that schools in poor districts may negatively affecting students’
learning progress and attainment. Specifically, the underprivileged students have less likelihood to have
experiences which encourage development of fundamental skills like reading acquisition (Buckingham,
Wheldall, & Beaman-Wheldall, 2013). In the United States, study found that children from lower socioeconomic
status entered high school with average literacy skills five years behind those of average or higher income family
students (Bergen, Zuijen, Bishop, & Jong, 2016; Reardon, Valentino, Kalogrides, Shores, & Greenberg, 2013).
Students are found to be more present-oriented and found to have lower self-esteem and images which contribute
to their low learning motivation for upward social mobility (Colyar & Stich, 2011; Wong, 2007b, 2008a, 2012,
2014a; Ramchandani, Sharma, Anekar, & Mishra, 2016) Diemer and Blustein (2007) also found that racial,
ethnic, and socioeconomic barriers hindered students’ career development.
However, research indicated that school conditions contribute more to the socio-economic differences in
learning processes than family income or background do (Aikens & Barbarin, 2008). Researchers have argued
that classroom environment plays an important role in outcomes. For instance, students who were randomly
assigned to higher quality classroom earned more, were more likely to attend college, and lived in better
neighborhoods in the future (Chetty, Friedman, Hilger, Saez, Schanzenbach, & Yagan, 2011). Also, teacher’s
quality of teacher training are correlated with children’s academic achievement (Clotfelter, Ladd, & Vigdo, 2006;
Gimbert, Bol, & Wallace, 2007).
Therefore, to help the underprivileged to learn with equal opportunities, despite their socio-economic status, it is
necessary to investigate their English learning motivation hence appropriate policy and classroom practices may
help to reduce some of these risk factors.
3. Research Questions
This study aims to answer the following questions:
1) What is the English learning motivation profile of the underprivileged students?
2) What are the most significant factors affecting the English learning motivation of the underprivileged?
4. Methodology
4.1 Design of Study
In educational research, there are many ways to conduct reliable studies. These include naturalistic and
ethnographic research, historical research, longitudinal research, correlational research, action research, ex post
facto research, quasi-experiments and single-case research. Data are collected using questionnaires, interviews,
accounts, role-playing, observation, tests, and personal constructs. This study will investigate the English
learning motivation of the underprivileged students and seek how particular motivation components impact on
students’ learning motivation. In view of time constraints and the need for a broad-based investigation, it is
believed that an adapted questionnaire will collect sufficiently-reliable data, as it reduces bias and is less
intrusive - the researcher being unable to influence the responses with verbal or visual clues.
4.2 Procedures
A pilot study was carried out before the final questionnaire was set. Students completed the questionnaire and
were invited to comment on its language and content. Appropriate changes were made after several items were
determined to be vague and other questions found to be statistically unreliable. Following the pilot study,
students completed the questionnaire in class while monitored by the researcher. With all students gathered in
the school hall, the researcher read the instructions from the questionnaire. Students were then assured that the
information they provided would only be used for this study, and were given thirty minutes to complete the
questionnaire.
4.3 Design of Questionnaire
The questionnaire consisted of 52 closed questions. As no previous study had done so, the researcher developed
a questionnaire based on Cook and Artino’s (2016) category of motivation theories.
Based on the discussion above, this paper attempted to establish a framework for English learning motivation in
order to design a questionnaire to profile the motivation pattern of the underprivileged. In this framework, as
suggested by Cook and Artino (2016), there are four main components and each component has its related
motivation theories (see Table 2). Four questionnaire items were developed under each motivation theory
(except for intrinsic and extrinsic motivation, two questionnaire items were developed respectively).
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Table 2. Sample questionnaire item under each motivation categorisation
Motivation
Categorisation

Motivation Theories

Sample questionnaire items

Competence

expectancy of success (Atkinson, 1974)

If I try hard enough at school, I will
be successful.

self-efficacy theory (Bandura, 1997)

I have the ability to do well at school.

learned helplessness theory (Abramson et al.,
1978; Seligman, 1975)

Even there are difficulties ahead, I
have the ability to overcome them.

expectancy-value theory (Eccles & Wigfield,
1995)

Learning is valuable to me.

Intrinsic versus extrinsic motivation orientation
(Gardner and Lambert, 1972)

Learning is useful for my career
development

Self-determination theory (Deci & Ryan, 1985)

I will put on appropriate amount of
effort when I see the value of the
goal.

Attribution theory (Weiner, 1984, 1992)

I know what caused my academic
attainment results.

Locus of control theory (Rotter, 1982)

Whether to try harder and get good
results is under my control.

Goal orientation theory (Ames, 1992)

I will have a sense of successfulness
if I have good academic results.

Social-cognitive theory (Bandura, 1997)
2002;

I do not want to lose face in front of
my friends, so I try very hard at
school.

•
Teachers (Davis, 2003; Roorda, Koomen,
Spilt, & Oort, 2011)

I do not want to disappoint my
teachers, so I always try hard.

•
Parents (Eccles & Harold, 1993;
Henderson et al., 1994; Gutman & Midgley,
2000; Shumow & Miller, 2001; Wong, 2012)

I want to live up to my parent
expectation.

Value

Attributions

Social-cognitive
process

•
Peers (Berndt,
Wentzel, 1998)

1990;

Plecha,

Consisting of 52-items, the questionnaire was based on a six-point rating scale and elicited responses from the
underprivileged students regarding their motivation to learn. 6 indicated statements respondents strongly agreed
with; 5 referred to statements respondents agreed with; 4 signified statements respondents tended to agree with;
3 referred to statements respondents tended to disagree with; 2 signified statements respondents disagreed with
while 1 indicated respondents strongly disagreed with those statements. Included were items about different
motivational constructs under each motivation theory categories, i.e. competence, value, attribution and
social-cognitive process. Respondents' demographic information was collected, such as age, gender, school year
attending, as well as parental background information on education, family income and family income per capita
(total family monthly income / total number of family members). The questionnaire was administered to students
in their native Chinese language to avoid any language barrier issues. A reliability test on all these 52
questionnaire items was run to test if there is an internal consistency of all the items set. Reliability coefficient
Cronbach alphas) for the motivational components was high, with an alpha value of 0.948 which means the
internal consistency of the 52 items set in the questionnaire was high.
4.4 Statistical Analysis and Procedures
To address the two research questions, data analysis included two procedures: First was a Principle Components
Analysis of the 52 motivational items set in the questionnaire which aimed to screen out any factors with
loadings lower than 0.4 within their own factors (Stevens, 1996), thus to perform data reduction. Second, to
isolate which components or sub-components were significant to the participants' English learning motivation.
Exploratory Factor Analysis (EFA) was employed, mainly due to its ability to elicit clusters of student
motivational responses as well as spot inter-relationships within a set of variables. To observe to what degree the
phenomenon is present in the population, the effect-size calculation is used. The effect size is used to express the
4
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magnitude of a difference in means in standard deviation units. Standardised effect sizes are obtained by
removing the effect of the metric, allowing for comparison of results across studies when different metrics are
used to measure dependent variables (Thompson, 2007). The Pearson r value is 0.886 which shows there is a
positive relationship between variables.
4.5 Participants
This project invited 2 secondary schools to participate. One in Area A (School A) and one in Area B (School B)–
the poorest districts with the highest numbers of children in poverty in Hong Kong (Society for Community
Organisation and its Children’s Rights Association, 2017). All students were invited to take part in this project
(N:2882) and their participation were on voluntarily basis. There were 6 grades in both schools. Among the valid
responses, 1369 are girls and 1515 are boys of whom parents’ education background were relatively low.
Students were aged from 13-19. According to the collected data, it was found that although participants from
these two schools may have family income between US$4501-6000 (17%). However, the monthly income per
capita is low, which demonstrated the number of family members per household may be high and the
participants were still living under the poverty line. The poverty lines for all household sizes rose in 2016. For
single people, it was HK$4,000 (US$512), HK$9,000 for a two-person household and HK$15,000 for three
people (South China Morning Post, 2017). Table 3 summarises the details of participants.
Table 3. Details of participants
School A

School B

Total

1402

1482

2882

Male students

747

768

1515

Female students

655

714

1369

S1 (Grade 7)

240

247

487

S2 (Grade 8)

233

245

480

S3 (Grade 9)

238

239

477

S4 (Grade 10)

230

249

497

S5 (Grade 11)

231

250

481

S6 (Grade 12)

230

252

482

13

238

237

475

14

236

251

487

15

231

234

465

16

228

240

468

17

229

242

471

18

205

248

453

19

35

30

75

US$1500 or below

288 (9.98%)

230 (8.77%)

270 (9.37%)

US$ 1501-2000

230 (16.4%)

251 (16.92%)

481 (16.69%)

US$ 2001-2500

321 (22.9%)

385 (25.98%)

706 (24.5%)

US$ 2501-3000

211 (15.05%)

202 (13.63%)

413 (14.33%)

US$ 3001-3500

149 (10.63%)

196 (13.23%)

345 (11.97%)

US$ 3501-4000

124 (8.84%)

136 (9.18%)

260 (9.02%)

US$ 4001-4500

142 (10.13%)

141 (9.51%)

283 (3.4%)

US$ 4501-5000

57 (5.47%)

41 (2.77%)

98 (3.4%)

US$ 5001-6000

28 (2%)

0 (0%)

28 (0.97%)

None of the above

0 (0%)

0 (0%)

0 (0%)

Total number of students
Gender
School form attending

Age

Family
month

income

per
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US$ 300 or below

US$ 301-400

753 (53.71%)

601 (40.55%)

1354 (46.98%)

US$ 401-500

475 (33.88%)

681 (45.95%)

1156 (40.11%)

US$ 501-600

29 (2.07%)

59 (3.98%)

88 (3.05%)

US$ 601-700

58 (4.14%)

32 (4.18%)

120 (4.16%)

US$ 701-800

58 (4.14%)

39 (2.63%)

97 (3.37%)

US$ 801-900

29 (2.07%)

28 (1.89%)

57 (1.98%)

US$ 901-1000

0 (0%)

12 (0.81%)

12 (0.42%)

None of the above

0 (0%)

0 (0%)

0 (0%)

Not educated

346 (24.68%)

231 (8%)

577 (20.02%)

Primary

480 (34.24%)

2017 (70%)

1212 (42.05%)

Secondary

576 (41.08%)

519 (18%)

1095 (37.99%)

University or above

0 (0%)

0 (0%)

0 (0%)

Not educated

499 (35.59%)

403 (27.19%)

902 (31.3%)

Primary

471 (33.59%)

810 (54.66%)

1281 (44.45%)

Secondary

432 (30.81%)

269 (18.15%)

701 (24.32%)

University or above

0 (0%)

0 (0%)

0 (0%)

Parent education
Father

Mother

5. Results
After data analysis of the 52-item questionnaire, descriptive statistical analysis showed that social-cognitive
process served the main motivation for the underprivileged to learn followed by attributions, values and
competence (See Table 4).
Table 4. Learning motivation of the underprivileged
Motivation Categorisation

Means

SD

Rank

Competence

2.04

1.08

6

Value

2.16

0.66

5

Attributions

2.20

1.34

4

Social-cognitive process

3.63

0.89

-

-peers

2.88

1.12

3

-teachers

4.16

0.52

1

-parents

3.86

1.04

2

In order to screen out any motivation factors lower than 0.4 within their own factors (Stevens, 1996), data
reduction was performed. According to the analysis, 8 factors were generated: parent-teacher influence, Extrinsic
values, Self-perceived ability, Peers, Self-expectations, attributions, intrinsic values, self-determination. Table 5
shows the loadings of each motivation components are greater than 0.3 (see Table 5). Among these factors,
parent-teacher influence placed most influence on learning motivation of the underprivileged, followed by
extrinsic values, self-perceived ability and peers.
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Table 5. Loadings or 52 motivation components (N=2882)
Component
1

2

3

4

5

Parent teacher influence
Social-cognitive theory-Teachers (Q45)

.822

Social-cognitive theory-Parents (Q50)

.726

Social-cognitive theory-Teachers (Q48)

.697

Social-cognitive theory-Parents (Q52)

.665

Social-cognitive theory-Teachers (Q46)

.653

Social-cognitive theory-Teachers (Q47)

.574

Social-cognitive theory-Parents (Q51)

.528

Social-cognitive theory-Parents (Q49)

.465

Extrinsic values
Extrinsic motivation orientation (Q22)

.821

Goal orientation theory (Q38)

.758

Extrinsic motivation orientation (Q21)
expectancy-value theory (Q13)

.723

Extrinsic motivation orientation (Q23)

.683

expectancy-value theory (Q14)

.529

Self-perceived ability
self-efficacy theory (Q7)

.792

self-efficacy theory (Q8)

.751

learned helplessness theory (Q9)

.724

Locus of control theory (Q33)

.685

learned helplessness theory (Q12)

.637

Goal orientation theory (Q40)

.522

Self-determination theory (Q26)

.510

self-efficacy theory (Q5)

.508

self-efficacy theory (Q6)

.502

Locus of control theory (Q35)

.497

Locus of control theory (Q36)

.476

Goal orientation theory (Q39)

.462

Locus of control theory (Q34)

.410

Peers
Social-cognitive theory-Peers (Q41)

.748

Social-cognitive theory-Peers (Q42)

.620

Social-cognitive theory-Peers (Q43)

.594

Social-cognitive theory-Peers (Q44)

.427

Self-expectations
expectancy of success (Q3)

.801

learned helplessness theory (Q11)

.788

expectancy of success (Q1)

.724
7

6

7
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expectancy of success (Q4)

.716

expectancy-value theory (Q15)

.693

expectancy of success (Q2)

.628

expectancy-value theory (Q16)

.597

learned helplessness theory (Q10)

.482

Attributions
Attribution theory (Q31)

.788

Attribution theory (Q32)

.725

Attribution theory (Q30)

.657

Self-determination theory (Q28)

.589

Attribution theory (Q29)

.431

Intrinsic values
Intrinsic motivation orientation (Q20)

.685

Intrinsic motivation orientation (Q18)

.582

Intrinsic motivation orientation (Q17)

.521

Intrinsic motivation orientation (Q19)

.486

Self-determination
Self-determination theory (Q25)

.706

Self-determination theory (Q27)

.687

Extrinsic motivation orientation (Q24)

.552

Goal orientation theory (Q37)

.402

In order to isolate which components were significant to the English learning motivation of the underprivileged
and elicit interrelationship within the motivation components, exploratory factor analysis was employed. After
data reduction, 62.57% of the total variance was accounted for by three motivation factors: teacher-parent
influence, goal orientation and extrinsic values, and self-perception (see Table 6).
Table 6. Factor loadings for 13 motivation components (N=2882)
Item
Avoid
disappointment

teacher-parent
influence
Teachers’

goal orientation and
extrinsic values

self-perception

.897

Parents’ expectation

.893

Affiliative motive to please
teacher

.832

Avoid parents’ disappointment

.785

Parents’ financial support

.742

Teacher’s encouragement

.689

Need for achievement

.823

Desire to have a stable life

.786

Career development

.728

Earn money

.684

Self-confidence

.667

Self-ability

.481

Self-image

.421
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6. Discussion and Implications
According to the results found in this study, parental-teacher influence, extrinsic values and self-perception on
own abilities are the most significant factors influencing the English learning motivation of the underprivileged.
Results are on par with the previous studies (Britner, S. L. & Pajares, F., 2006). Davis, 2003; Roorda, Koomen,
Spilt, & Oort, 2011; Eccles & Harold, 1993; Henderson et al., 1994; Gutman & Midgley, 2000; Shumow &
Miller, 2001; Wong, 2012). To further analyse the relationship among these factors, they can be understood as a
motivation process. That is: activation, persistence, and intensity.
Activation in the motivation process refers to the process whereby motivation is prepared or stimulated for a
subsequent learning reaction or behaviour. For the underprivileged students, the activation may take high level of
effort to stimulate the interests in learning because these students usually posses progressive decline in
intellectual functioning, cumulative academic achievement deficits, and strong inclination to premature School
termination or higher drop-out rate. Thus, it takes high level of energy to activate this motivation process.
Among the motivation factors found in this study, parent-teachers placed the most influential and significant. But
with support and encouragement from parents, mentors and teachers, the seemingly unmotivated students may
become optimistically resilient because positive social interaction with adults is categorised as one of the key
developmental needs of adolescents (Sale, 1991). At home, a sense of respect and trust should be built so that the
underprivileged will feel at ease despite the tension they encounter socially and psychologically from external
environment away from home. At school, teachers may help students in the school finding common ground
despite their socio-economic backgrounds and exercise positive reinforcements in class. Education on equal
opportunities and mutual respect is necessary. On the individual basis, one-on-one counsellor will be of great
effectiveness in motivating the underprivileged as they are usually deprived of care and attention, individual
attention provided by teachers on planning their future and giving them hope will serve as the most effective
activating stimulant to learning.
In the process of persistence, according to Meier & Albrecht (2003), the persistence process begins with setting a
goal, continues with implementation behaviour oriented towards the set goal, finally evaluative how behaviours
should be altered to reach the identified goal. In the case of the underprivileged of this study, students set a purpose
for learning under the guidance of the parents and teachers after the activation process, and the goals are extrinsic
in nature because education will transform one’s socio-economic status. For example, a stable life and career
advancement are often significant motivators. When they see a direct pathway between school and a positive
future, motivation to keep learning will be facilitated. However, motivation may decline in the process of
implementation because of failure and inadequacy, reactivation by teachers and parents is imperative at this point –
readjusting the focus on achieving improvement rather than fearing failure. With the adjustment of focus with
teachers and parents, the underprivileged students will evaluate their learning behaviour and attitude.
In the process of intensity, it is where self-perception on own abilities lies and motivation will sustain until the
desired goal is achieved. After the process of persistence, self-efficacy, self-determination and perceived abilities
are enhanced if the underprivileged students are able to readjust their learning behaviours in order to achieve the
learning goals. Learning motivation is intensified. By continuing setting attainable goals under parent-teacher
encouragement and help, readjusting learning behaviours towards set goals, the perception on own abilities will
become positive and the underprivileged students will have confidence and motivation to continue learning
English. Figure 1 demonstrates the process of learning motivation.
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Figure 1. Process of learning motivation
7. Conclusion
To facilitate and enhance the English learning motivation of the underprivileged, this study found teacher-parent
influence is the most significant. Setting an extrinsic-based goal for learning will be of effectiveness than
cultivating the pleasure of learning for this group of students. Last but not the least, feeling competent and
having a sense of achievement will sustain the English learning motivation of the underprivileged.
References
Abramson, L. Y., Seligman, M. E. P., & Teasdale, J. D. (1978). Learned helplessness in humans: Critique and
reformation. Journal of Abnormal Psychology, 87(1), 49-74. https://doi.org/10.1037/0021-843X.87.1.49
Aikens, N. L., & Barbarin, O. (2008). Socioeconomic differences in reading trajectories: The contribution of
family, neighborhood, and school contexts. Journal of Educational Psychology, 100(2), 235-251.
https://doi.org/10.1037/0022-0663.100.2.235
Ames, C. (1984). Competitive, cooperative and individualistic goal structures: A cognitive motivational analysis.
In Ames, R. & Ames, C. (Eds.), Research in Motivation in Education (pp. 177-207). Orlando, Florida:
Academic Press.
Atkinson, J. W., & Feather, N. T. (1966). (Ed.). A Theory of Achievement Motivation. New York: Robert E.
Krieger.
Bandura, A. (1993). Perceived self-efficacy in cognitive development and functioning. Educational Psychologist,
28(2), 117-148. https://doi.org/10.1207/s15326985ep2802_3
Bergen, E., Zuijen, T., Bishop, D., & Jong, P. F. (2016). Why are home literacy environment and children's
reading skills associated? What parental skills reveal. Reading Research Quarterly, 52(2), 147-160.
https://doi.org/10.1002/rrq.160
10

elt.ccsenet.org

English Language Teaching

Vol. 15, No. 11; 2022

Berndt, T. (1990). Friends' influence on adolescents' academic achievement motivation: An experimental study.
Journal of Educational Psychology, 82(4), 664-670.
Britner, S. L., & Pajares, F. (2006). Sources of science self-efficacy beliefs of middle school students. Journal of
Research in Science Teaching, 43(5), 485-499. https://doi.org/10.1002/tea.20131
Buckingham, J., Wheldall, K., & Beaman-Wheldall, R. (2013). Why poor children are more likely to become
poor readers: The school years. Australian Journal of Education, 57(3), 190-213.
https://doi.org/10.1177/0004944113495500
Chetty, R., Friedman, J. N., Hilger, N., Saez, E., Schanzenbach, D. W., & Yagan, D. (2011). How does your
kindergarten classroom affect your earnings? Evidence from Project Star. The Quarterly Journal of
Economics, 126(4), 1593-1660. https://doi.org/10.1093/qje/qjr041
Clement, R. (1980). Ethnicity, contact and communicative competence in a second language. In Giles, H.,
Robinson, W. P., & Smith, P. M. (Eds.), Language: Social Psychological Perspectives (pp. 147-154).
Pergoman.
Clotfelter, C. T., Ladd, H. F., & Vigdor, J. L. (2006). Teacher-student matching and the assessment of teacher
effectiveness. The Journal of Human Resources, 41(4), 778-820. https://doi.org/10.3368/jhr.XLI.4.778
Colyar, J. E., & Stich, A. E. (2010). Discourses of remediation: low-income students and academic identities.
American Behavioural Scientist, 55(2), 121-141. https://doi.org/10.1177/0002764210381870
Cook, D. A., & Artino, A. R. (2016). Motivation to learn: an overview of contemporary theories. Medical
Education, 50(10), 997-1014. https://doi.org/10.1111/medu.13074
Davis, H. D. (2003). Conceptualizing the role and influence of student-teacher relationships on children's social
and
cognitive
development.
Educational
Psychologist,
38(4),
207-234.
https://doi.org/10.1207/S15326985EP3804_2
Deci, E. L., & Ryan, R. M. (1985). Intrinsic Motivation and Self-Determination in Human Behaviour. New York:
Plenum Press. https://doi.org/10.1007/978-1-4899-2271-7
Diemer, M. A., & Blustein, D. L. (2007). Vocational hope and vocational identity: Urban adolescents’ career
development. Journal of Career Assessment, 15(1), 98-118. https://doi.org/10.1177/1069072706294528
Dornyei, Z. (1994). Motivation and motivating in foreign language classroom. The Modern Language Journal,
78(3), 273-284. https://doi.org/10.1111/j.1540-4781.1994.tb02042.x
Dornyei, Z. (2001). Teaching and Researching Motivation. London: Longman.
Eccles, J. S., & Harold, R. D. (1993). Parent-school involvement during the early adolescent years. Teachers
College Record, 94(3), 568-587. https://doi.org/10.1177/016146819309400311
Eccles, J. S., & Wigfield, A. (1995). In the mind of the actor: The structure of adolescents’ achievement task
values and expectancy-related beliefs. Personality and Social Psychology Bulletin, 21(3), 215-225.
https://doi.org/10.1177/0146167295213003
Eccles, J. S., Wigfield, A., & Schiefele, U. (1998). Motivation to succeed. In W. Damon & N. Eisenberg (Eds.),
Handbook of child psychology: Social, emotional, and personality development (pp. 1017-1095). Hoboken,
NJ, US: John Wiley & Sons Inc.
Faustina, J. (2017). Teaching English to the underprivileged. The Literary Herald, 2(4), 239-234.
Freud, S. (1926). Psycho-analysis. S.E., 20, 263-270. https://doi.org/10.1037/e417472005-535
Gardner, R. C. (1985). Social Psychology and Language Learning: The Role of Attitudes and Motivation.
London: Ontario: Edward Arnold.
Gardner, R. C. (1996). Motivation and second language acquisition: Perspectives. Journal of the Canadian
Journal of Applied Linguistics, 18(2), 19-42.
Gardner, R. C. (2001). Language Learning Motivation: the student, the teacher, and the researcher. Texas Papers
in Foreign Language Education, 6(1), 1-18.
Gardner, R. C., & Lambert, W. E. (1972). Attitudes and Motivation in Second Language Learning. Rowley,
Mass.: Newbury House.

11

elt.ccsenet.org

English Language Teaching

Vol. 15, No. 11; 2022

Gimbert, B., Bol, L., & Wallace, D. (2007). The influence of teacher preparation on student achievement and the
application of national standards by teachers of mathematics in urban secondary schools. Education and
Urban Society, 40(1), 91-117. https://doi.org/10.1177/0013124507303993
Gutman, L. M., & Midgley, C. (2000). The role of protective factors in supporting the academic achievement of
poor African American students during the middle school transition. Journal of Youth and Adolescence,
29(2), 223-249. https://doi.org/10.1023/A:1005108700243
Henderson, A., & Berla, N. (1994). A New Generation for Evidence: The family is critical to student
achievement. Washington, DC: The Centre for Law and Education.
Hull, C. L. (1943). Principles of Behaviour. New York: Appletou-Centry Crofts.
Lieberman, M. D. (2007). Social cognitive neuroscience: a review of core processes. Annual Review of Psychology,
58, 259-289. https://doi.org/10.1146/annurev.psych.58.110405.085654
Maslow, A. H. (1943). A theory of human motivation. Psychological review, 50(4), 370-396.
https://doi.org/10.1037/h0054346
Meier, G., & Albrecht, M. H. (2003). The persistence process: Development of a stage model for goal-directed
behaviour.
Journal
of
Leadership
and
Organisational
Studies,
10(2),
43-54.
https://doi.org/10.1177/107179190301000205
Morgan, P. L., Farkas, G., Hillemeier, M. M., & Maczuga, S. (2009). Risk factors for learning-related behavior
problems at 24 months of age: Population-based estimates. Journal of Abnormal Child Psychology, 37,
401-413. https://doi.org/10.1007/s10802-008-9279-8
Muslim, A. B., Hamied, F. A., & Sukyadi, D. (2020). Integrative and instrumental but low investment: The
English learning motivation of Indonesian senior high school students. Indonesian Journal of Applied
Linguistics, 9(3), 493-507. https://doi.org/10.17509/ijal.v9i3.23199
Nattheeraphong, A. (2020). Underprivileged students’ second language motivation: cases of three
highly-motivated non-English major students. rEFLections, 27(2), 199-217.
Oxford, R. L., & Shearin, J. (1994). Language learning motivation: expanding the theoretical framework. The
Modern Language Journal, 78(1), 12-28. https://doi.org/10.1111/j.1540-4781.1994.tb02011.x
Pintrich, P. R., & Schunk, D. H. (1996). Motivation in Education: Theory, Research and Application.
Englewood Cliffs, NJ: Prentice Hall.
Plecha, M. (2002). The Impact of Motivation, Student-Peer, and Student-Faculty Interaction on Academic
Self-Confidence. Paper presented at the Annual Meeting of the American Educational Research Association
(New Orleans, LA, April 1-5, 2002).
Ramchandani, R. A., Sharma, A., Anekar, N., & Mishra, V. K. (2016). Prayatna: A student led initiative to
empower underprivileged children through education. Drishtikon: A Management Journal, 7(2), 17-33.
https://doi.org/10.21863/drishtikon/2016.7.2.015
Reardon, S. F., Valentino, R. A., Kalogrides, D., Shores, K. A., & Greenberg, E. H. (2013). Patterns and trends in
racial
academic
achievement
gaps
among
states,
1999-2011.
Retrieved
from
https://cepa.stanford.edu/content/patterns-and-trends-racial-academic-achievement-gaps-among-states-1999
-2011
Roorda, D. L., Koomen, H. M. Y., Spilt, J. L., & Oort, F. J. (2001). The influence of affective teacher-student
relationships on students’ school engagement and achievement: a meta-analytic approach. Review of
Education Research, 81(4), 493-529. https://doi.org/10.3102/0034654311421793
Salili, F. (1995). Explaining Chinese motivation and achievement: Culture, motivation and achievement. In
Maehr, M. L. & Pintrich, P. R. (Eds.), Advances in Motivation and Achievement: Culture, motivation and
achievement. Greenwich, CT: JAI.
Scales, P. C. (1991). A Portrait of Young Adolescents in the 1990s: Implications for promoting healthy growth and
development. Minneapolis, MN: Search Institute/Center for Early Adolescence.
Schumann, J. H. (1978). The Pidgination Process: A Model for Second Language Acquisition. Rowley, MA:
Newbury House.
Seligman, M. E. P. (1975). Helplessness: On depression, development and death. NY: W. H. Freeman.

12

elt.ccsenet.org

English Language Teaching

Vol. 15, No. 11; 2022

Shumow, L., & Miller, J. D. (2001). Parents' at-home and at-school academic involvement with young
adolescence. The Journal of Early Adolescence, 21(1). https://doi.org/10.1177/0272431601021001004
Society for Community Organisation and its Children’s Rights Association. (2017). The Annual Report of the Civil
Children’s
Ombudsman.
Retrieved
from
https://www.soco.org.hk/publication/private_housing/SoCO%20child%20ombudsman%20report%2020171
231.pdf
South China Morning Post. (17 November, 2017). Poverty in Hong Kong hits record high, with 1 in 5 people
considered poor.
Stevens, J. (1996). Applied multivariate statistics for the social sciences. Mahwah, NJ: Lawrence Erlbaum
Associates.
Thompson, B. (2006). Foundations of behavioural statistics: An insight-based approach. New York, NY:
Guilford.
Thompson, B. (2007). Effect sizes, confidence intervals, and confidence intervals for effect sizes. Psychology in
the Schools, 44(5), 423-432. https://doi.org/10.1002/pits.20234
Vonkova, H., Jones, J., Moore, A., Altinkalp, I., & Selcuk, H. (2021). A review of recent research in EFL
motivation: research trends, emerging methodologies, and diversity of researched populations. System, 103,
102622. https://doi.org/10.1016/j.system.2021.102622
Weiner, B. (1979). A Theory of Motivation for some Classroom Experiences. Journal of Education Psychology,
71(1), 3-25. https://doi.org/10.1037/0022-0663.71.1.3
Wentzel, K. R. (1998). Social Relationships and Motivation in Middle School: The Role of Parents, Teachers,
and Peers. Journal of Educational Psychology, 90(2), 202-209. https://doi.org/10.1037/0022-0663.90.2.202
Williams, M., & Burden, R. (1997). Psychology for Language Teachers. Cambridge: Cambridge University
Press.
Wong, R. (2007). Motivation and English Attainment: A comparative study of Hong Kong students with
different
cultural
backgrounds.
Asia
Pacific
Education
Researcher,
17(1),
45-60.
https://doi.org/10.3860/taper.v16i1.91
Wong, R. (2010). Carrot or stick? An investigation into motivation orientations in learning English among Hong
Kong
Chinese
students.
Brazilian
Journal
of
Applied
Linguistics,
10(1),
71-87.
https://doi.org/10.1590/S1984-63982010000100005
Wong, R. (2012). Linking motivation and pedagogy: The case of newly-arrived Hong Kong students. The
Asia-Pacific Education Researcher, 21(3), 636-647.
Wong, R. (2013). Motivation and English Attainment: A Comparative Study of Hong Kong Students with
Different Cultural Backgrounds. In A. B. I. Bernardo & J. S. M. Estacio (Eds.), Language, Literacy, and
Education in the Asia-Pacific: Contemporary Perspectives (pp. 165-190). Manila: De La Salle University
Publishing House.
Wong, R. (2014). An investigation of strategies for student motivation in the Chinese EFL context. Innovation in
Language Learning and Teaching, 8(2), 132-154. https://doi.org/10.1080/17501229.2013.777449

Copyrights
Copyright for this article is retained by the author(s), with first publication rights granted to the journal.
This is an open-access article distributed under the terms and conditions of the Creative Commons Attribution
license (http://creativecommons.org/licenses/by/4.0/).

13

