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Abstract 

Research into factors impacting on the learning motivation of second/foreign language 

learners in higher education is limited. While a plethora of mainstream pedagogical resources 

such as textbooks and other learning materials specifically designed for language learning 

purposes are readily available, the use of alternative sources aligned to learners’ interests and 

their possible impact on learning motivation remain under-researched. This thesis reports on 

a five-phase action research study investigating the impact of using sources of popular 

culture such as popular song, film and TV series as learning prompts on the learning 

motivation of Cypriot undergraduate students enrolled in English language courses. Phase 

One of the action research involved an online survey investigating the types of learning 

motivators (extrinsic vs intrinsic) driving incoming students, student past language learning 

experiences and student engagement with English popular song and other sources of popular 

culture. A total of 83 students completed the online survey, with key Phase One findings 

revealing extrinsic factors such as successful exam performance and becoming more 

competitive in the job market to be motivators of further English language learning. A high 

rate of engagement with English popular song, TV series and film during student free time 

was also found. Informed by the results of Phase One, action research Phases Two to Four 

were carried out with 30 participants from various degree programs who were registered 

students in Advanced Academic English courses for the Fall 2020 semester. Throughout the 

semester, pedagogical practices using a variety of sources of popular culture such as popular 

song, film and TV series were designed and implemented to align with course learning 

objectives. The impact of these practices on student learning motivation was systematically 

observed and reflected upon via student weekly diary entries, online surveys, focus groups 

and practitioner field notes and observations.    

 The study’s findings indicated that the use of pedagogical practices that embrace popular 

song, film and TV series as learning prompts triggered positive emotional responses such as 

joy and excitement, which appeared to enhance students’ overall learning motivation and 

engagement. Specifically, the practices employed positively impacted on learners’ spoken 

and written engagement, enhanced student interest in assessed tasks, and appeared to 
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promote the development of lifelong learning strategies. The RE-AIM framework was 

applied as a measure of the feasibility and transferability of the study, while the final phase 

involved reporting findings and barriers to the pedagogical strategies applied. The findings of 

this action research study led to the creation of the Sustained Motivation in Language 

Learning Environments (SMILLE) model, which incorporates popular song, TV series and 

film as learning prompts for in- and out-of-class tasks designed to reinforce course objectives 

while also sustaining student learning motivation. The SMILLE model can be adapted to suit 

a variety of syllabi, course levels and teaching settings. The use of prompts aligned to 

students’ interests and their observed positive impact upon student learning motivation has 

the potential to lead to the development of new pedagogical directions for English language 

teaching in higher education contexts while at the same time providing further insights into 

the relationship between motivational teaching practices, the arousal of emotion and 

enhanced student learning motivation and engagement. 
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CHAPTER 1: INTRODUCTION 

1.1 Background 

Over the last 500 years, the English language has shifted from being the national 

language of less than 3 million people to a global language with around 2 billion speakers 

(Rose & Galloway, 2019). This has produced extensive changes in the way the language 

itself is taught and learned. For those who are actively engaged in the process of 

second/foreign language learning, prevalent factors influencing the need to do so include 

improved employment prospects, enjoyment of the target language itself, and the ability to 

perform better academically (Stein-Smith, 2019). 

As noted by Iqbal (2016), the difference between a second language and a foreign 

language lies in the geographical context in which a language is spoken. For example, a 

second language is one which is also used for public communication within a country or 

region, while a foreign language is a language not spoken widely within a particular context. 

Both terms, however, refer to the learning of an additional language other than the learner’s 

first language. In this thesis, the abbreviation L2 will be used to refer to the target language a 

learner is engaged in learning (British Council, 2021) – that is, the learning of an additional 

language other than the learner’s first language – and will encompass notions of both second 

and foreign language learning. In other words, it will refer to any language being learned by 

a learner, irrespective of whether it is a second or a foreign language (Iqbal, 2016, p. 47). 

In certain settings, the learning of specific foreign languages is a mandatory part of 

schooling. According to Eurostat data on foreign language statistics in 2018, however, this 

varies from country to country. Among European Union (EU) Member States, English 

emerges as the predominant L2 taught, at a rate of 96.1%, and in a majority of EU Member 

States, more than three fifths of all upper secondary education pupils were learning two or 

more foreign languages in 2018. However, L2 learning opportunities fluctuate from country 

to country, and in certain countries were greatly reduced: 12.5 % in Ireland, 5.8 % in 

Portugal and 1.0 % in Greece (Eurostat, 2021). In the U.S., foreign language enrolments 
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account for approximately 20% of the total school age population (American Council on the 

Teaching of Foreign Languages [ACTFL], 2017). 

While the interplay between L2 learning within a given country and the existence of 

foreign language learning policy (Hult, 2018) should not be overlooked, there are additional 

factors to consider. One such factor is the need for a language other than one’s own for the 

purpose of academic advancement. In a study carried out by the International Association of 

Language Centres (IALC), an analysis of the demand for foreign languages worldwide 

showed that during the period 2012–2015, 78% of all customers seeking to study a foreign 

language abroad opted to study the English language. Of these, 46% were between the ages 

of 18 and 25, with the predominant driver for studying English being their current and future 

studies (IALC, 2016). Irrespective of the factors driving L2 learning, however, an 

understanding of the process itself is critical in terms of future developments in the way these 

languages may be taught and learned. 

1.1.1 Second/Foreign Language Learning 

Much like the processes inherent to first language acquisition, L2 learning requires 

meaningful interaction in the target language (Walz, 1982). A major difference between the 

two processes, however, is that in the case of the former, the process occurs naturally, devoid 

of explicit instruction, while in the case of the latter, it is often, though not always, the case 

that some form of explicit instruction is required. Khasinah (2014) refers to first language 

acquisition as “an unconscious study of a language” (p. 257) and L2 learning as a “conscious 

study” of language “through formal instruction” (p. 257). In first language acquisition, 

motivation to acquire the language is unconscious and instinctive, while in second language 

acquisition, it needs to be cultivated and sustained. It is this distinction that is at the core of 

the multifarious teaching approaches and strategies that often aim to mimic, replicate, or 

recreate the conditions of first language acquisition in L2 learning environments in 

conjunction with a variety of other learning skills and strategies. 

The need to enhance and sustain motivation in L2 learning is inextricably intertwined 

with the selection of appropriate teaching approaches and strategies. In selecting, designing 
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and implementing teaching pedagogies, practitioners often need to navigate between 

traditional and unconventional approaches. As the field of language education evolves, 

“traditional notions of education are giving way to newer, more innovative ways of thinking 

about how we learn, teach and acquire knowledge” (Eaton, 2010, p. 6). Traditional 

perceptions of teachers as authority figures or experts have given way to more collaborative 

approaches in which learning is seen as a collective process. Projects and tasks which require 

students to self-reflect on their own progress in addition to publicly sharing their work, or 

make use of learning portfolios, are ways in which authentic language use is being 

encouraged by many teaching practitioners. Long-established forms of assessment such as 

cloze passages and multiple-choice exercises have evolved into benchmarking and asset-

based approaches to assessment that acknowledge language acquisition as “a complex, 

nonlinear and communicative endeavour” (Eaton, 2010, p. 12). 

Khasinah (2014) refers to motivation, attitude, age, intelligence and even personality as 

predominant factors influencing the process of second language learning. These factors play 

a role in either hindering or enhancing learning attempts, as they each present “an essential 

part of the learning process” which can lead to “the success or failure” (p. 267) of the L2 

learner. In considering which of these factors may be influenced or enhanced by the external 

environment, motivation emerges as a powerful contributor. Learner motivation, which can 

be internally (intrinsic) or externally driven (extrinsic), has been widely accepted as a key 

factor which influences the rate, success, and failure of L2 learning (Vakilifard et al., 2020). 

It serves as the pivotal point around which the action research study reported in this thesis 

revolves. 

1.2 Local Context 

While standard Modern Greek and Standard Turkish are the two official languages of 

Cyprus, a large number of the island’s residents know English due to the island’s history. 

Owing to the British colonial rule in Cyprus during the period 1878–1961, English was used 

as the country’s lingua franca until the early 1960s, and was actually used in its courts and 

legislature until 1996. In light of its historical context in the local setting, English language 

learning is often interchangeably referred to as English as a Foreign Language (EFL) and 
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English as a Second Language (ESL). For the purposes of this thesis, and as referenced by 

the Cyprus Ministry of Education and Culture (MOEC, 2021), the term EFL shall be used 

when referring to the teaching or learning of English in the local context. 

Currently, English is the most popular foreign language used on the island, and remains 

the language used for public signs and notices in a variety of instances. English is also taught 

as a mandatory language in the state primary and high school systems, and is referred to as a 

foreign language by the Cyprus Ministry of Education. It remains the most popular foreign 

language studied on the island, with 99.9% of students studying it in lower secondary 

education (Eurostat, 2021). 

In the local context of Cyprus, research investigating ESL with learners in higher 

education remains limited. Similarly, the use of an action research (AR) approach, as used in 

the study reported in this thesis, remains a relatively underused research methodology. 

Charalampous and Papademetriou (2019) carried out a study on the role of collaborative AR 

in promoting inclusive education within a mainstream school in Cyprus. They noted that they 

encountered “an initial reluctance amongst teachers” (p. 61) which was eventually overcome 

by trust-building and patience. 

1.2.1 Current Study 

This thesis focuses on the teaching of EFL to undergraduate students in a higher 

education setting. The vast majority of students within the local context where the study was 

carried out are native speakers of Cypriot Greek, for whom English is considered a foreign 

language. The study investigated the use of English-language popular song and other sources 

of popular culture which were found to be aligned with students’ interests, such as TV series 

and film, as learning prompts within a foreign language learning classroom. 

As a member of the English section of the Language Centre (The University of Cyprus) 

since 2013, and as the practitioner-researcher (PR) of the AR reported in this thesis, I have 

engaged in ongoing curriculum revision projects and undertaken various supervisory and 

coordination roles within the English section. Throughout this time, my focus has been on 

developing language teaching approaches and pedagogies aimed at increasing student 
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participation, motivation and engagement through collaborative and meaningful tasks 

designed to enhance student English language competency. 

This AR study, the rationale of which shall be extensively presented in Chapter Three, 

investigates the use of sources of popular culture such as popular song, film and TV series as 

learning prompts, and their subsequent impact on the learning motivation of Cypriot 

undergraduate students. These forms of entertainment media fall within the broader 

definition of popular culture, defined by Waskul and Vannini (2016) as the sum product of 

the media and entertainment industries. When referring to these sources of popular culture, 

SPC will be used. PS will be used when referring specifically to the use of popular song.  

In considering motivational pedagogical strategies within higher education L2 teaching 

and learning environments, the study carried out was deemed necessary with respect to the 

relatively small pool of similar studies available in the literature as extensively examined in 

Chapter 2. Existing research focuses on younger learners and the use of songs specifically 

designed for classroom use with limited available research investigating older, more 

advanced learners. More specifically, research investigating the use of SPC in their real-

world, non-specialised contemporary form within classroom practices and possible impact 

upon student learning motivation remains scarce, further justifying the necessity of the 

current research.  

Crucial to the investigation was to examine the interplay between student learning 

motivation towards the target language, student engagement in classroom practices and 

whether SPC used in pedagogical practices could impact upon these. This thesis adopts the 

definition of motivation in second language (L2) learning as “the dynamically changing 

cumulative arousal in a person that initiates, directs, coordinates, amplifies, terminates and 

evaluates the cognitive motor processes” through which “initial wishes and desires are 

selected, prioritised, operationalised and (successfully or unsuccessfully) acted out” (Dörnyei 

& Otto, 1998, p.65). Emphasis is also given to the notion of engagement, which is defined as 

a situation in which “students’ positive disposition is realized in action (Mercer & Dörnyei, 

2020, p. 6). This thesis is therefore concerned with the investigation of pedagogical practices 

which may positively impact learning motivation and enhance overall engagement. The 
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rousing of emotion and its possible impact on motivation and engagement is also 

investigated.  

During my 17 years as a language teaching practitioner, a recent notable decrease in 

student learning motivation led to the investigation of possible changes to my own teaching 

practices with the intent to prompt positive change. It is important to note that the majority of 

incoming undergraduate students in the local context have been studying English as a foreign 

language since primary school, with the average student having studied the language for 8–

10 years prior to entering higher education. This alone would in some cases account for a 

degree of demotivation regarding further study of the language. In such contexts, where 

learners have already experienced years of language learning, instructors need to help 

students “develop language learning grit” (Mercer & Dörnyei, 2020, p. 37) by assisting them 

to develop effective strategies for sustained long-term engagement with the target language. 

The decrease in student learning motivation noted in my own classes and those of many 

of my colleagues may have been influenced by numerous factors, including a series of 

changes to course curriculum content and structure over recent years. Mandatory course 

textbooks, writing-intensive syllabuses and an emphasis on highly summative assessment 

practices resulted in less flexible syllabuses which allowed little room for individual 

innovation in teaching practices. Certain colleagues felt that such approaches to course 

design and decision-making inadvertently infringed upon academic freedom and led to 

tensions relating to the selection of methodological approaches and practices. Rather than 

“nourish[ing] the environment within which students develop critical habits of mind” 

(Reichman, 2015, p.2), some practitioners felt that the increasingly rigid syllabuses worked 

against the individual instructor’s right to select course materials and content and to make 

critical decisions on assignments and the assessment of student performance. These 

observations, while unofficially recognised and discussed among practitioners, remain 

undocumented and therefore anecdotal. Nevertheless, years of teaching experience have 

afforded me the necessary intuition which provided the impetus to investigate the 

phenomenon further. 
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In some cases, an overall decrease in learning motivation was observed in classroom 

practices, with certain students exhibiting less enthusiasm and excitement towards set course 

textbooks and mandatory assessment tasks. Although no official study was carried out, 

certain instructors noted a decrease in class participation, decreased overall performance and 

increases in student failure rates. The relationship between course textbooks and materials 

and student satisfaction emerged as a contributing factor in the survey conducted during 

Phase One of the AR that will be discussed in Chapter Three. 

In recognition of the need to address this situation, the local university implemented 

institutional changes which included comprehensive course syllabus revisions. The local 

example cited here reinforces the importance of stakeholder relationships in higher 

education. Kettunen (2015) notes that “neglecting stakeholder relationships may lead to 

limited success and insufficient quality assurance in a higher education institution” (p. 56). In 

the local context, a newly appointed Acting Director worked alongside teaching staff in order 

to re-evaluate course syllabuses.  

The AR study reported in this thesis was undertaken at the Language Centre of the 

University of Cyprus. The Language Centre caters to undergraduate students from a variety 

of disciplines, and the English section to anywhere between 700-900 students per semester. 

Courses are taken either as electives or as part of a foreign language requirement. The 

section currently offers three general courses and 11 English for Specific Purposes (ESP) 

courses, all of which are set at or above the B2 level on the Common European Framework 

of Reference (CEFR). Depending on departmental requirements, most students are required 

to take 2–3 levels of English from the array of courses offered by the English section of the 

Language Centre. 

1.3 Aims of the Study 

Having identified the problem of decreased student learning motivation, which 

manifested as decreased enthusiasm towards and engagement with course materials 

(textbooks) and assessed tasks, it was necessary to investigate ways in which changes to my 

own practice had the potential to positively impact student interest and motivation. In doing 
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so, I assumed the role of PR. Key to the process of bettering my personal teaching practices 

was better understanding my students. Similar to the concept of knowing one’s target 

audience or consumer in the world of business, a “teacher’s understanding of students” can 

significantly “make classroom instruction more effective” (Al-Hoorie, 2017, p. 250). 

Through my daily interactions with students, it became evident that many of them enjoyed 

engaging with English PS, TV series and films during their free time. Over the years, I 

experimented with incorporating these into my teaching practices by using scenes from 

popular TV series as prompts for audiovisual tasks, encouraging students to look at 

similarities and differences between their own local culture and that of the cultures featured 

in their personal favourite series or films, and using PS to look at emerging topics and 

themes for discussion. Such activities generated a noticeable increase in enthusiasm and 

engagement, and were met positively by the vast majority of students. 

To the best of my knowledge, there was no available data in the literature providing 

information on the leisure-time habits and pursuits of undergraduate students, and to what 

extent SPC featured in these. Seeking this necessary information led to the design of a pilot 

survey. The pilot survey aimed to gather important, currently unavailable insights relating to 

student motivation for further English language learning, engagement with sources of 

popular culture past English language learning experiences. Since no existing questionnaire 

focusing on the same questions was available for replication, the survey was designed with 

the specific aims of the forthcoming AR in mind. 

The survey design was informed by a questionnaire used to investigate song-based 

language teaching and its effect on lexical learning (Tegge, 2015), along with the Academic 

Motivation Scale (Vallerand et al., 1992) and the Language Learning Orientation Scale 

(Noels et al., 2000). Survey questions were aligned with the core tenets of Self-

Determination Theory (SDT) (Ryan, 2017), which also served as the theoretical framework 

underlying the consecutive AR phases of the study. Key findings of the pilot survey included 

the prominence of extrinsic motivators such as needing English for academic purposes or 

future employment opportunities as drivers for further English language learning among 

local Cypriot undergraduate students. The survey additionally revealed that local 



 

28 

 

      

undergraduate students spent a high percentage of time engaging with SPC during their free 

time. The findings of the pilot survey contributed to the design and implementation of the 

later AR phases. The selection of an AR design will be discussed extensively in Chapter 

Three. 

The overarching research question of this AR study was: how might the use of SPC as 

learning prompts impact the learning motivation of higher education EFL learners? In 

addition, the study wished to examine any specific impact on speaking and writing 

engagement, and the possible impact of using SPC in testing/assessment procedures. 

1.4 Significance and Scope of the Study 

Entwined with the study of factors impacting learner motivation was an examination of 

factors leading to learner demotivation. Methods of instruction, teachers’ personalities, 

peers’ characteristics, anxiety and the physical environment emerged as prominent factors 

affecting student demotivation in a study by Afshari et al. (2019). To address the problem of 

decreased learning motivation within my own academic context, I therefore sought to 

discover teaching approaches which, in addition to improving my own teaching practices, 

could be replicable in other contexts. The research therefore has broader implications for 

future English language teaching (ELT) practices. 

In the local context, as previously mentioned, the struggle between institutional 

directives, teacher insights and learner outcomes invariably created a personal need for 

language teaching pedagogies that could provide a more flexible approach to meeting set 

course objectives. The AR study presented in this thesis has generated insights which are of 

significant value to areas of practice, policy and theory, which will be discussed in greater 

detail in Chapter Five. The research findings also provide data on how specific pedagogical 

strategies using SPC as learning prompts have the potential to positively impact student 

learning motivation and engagement in real-world settings. With respect to the existing 

literature, discussed in Chapter Two, this is an area which remains in need of further study. 

Corroborating this lack of research, and with reference to the history of L2 learning 

motivation research, Ushioda (2016) notes a “general scarcity of published work reporting on 
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classroom-based practitioner led investigations” (p. 566). It is on account of this scarcity, 

argues Ushioda (2016), that we continue to have 

limited understanding of how processes of motivation evolve through-day-today 

interactions and events in the classroom, and of how teachers can work responsively and 

adaptively to shape these interactions and events in motivationally constructive ways. 

(p. 566) 

Acknowledging the limitations in the current literature, Ushioda (2016) proposes a 

research agenda for future investigation of L2 motivation, which will be further discussed in 

the literature review in Chapter Two. 

1.5 Thesis Outline 

This thesis is divided into six chapters: Chapter One – Introduction; Chapter Two – 

Literature Review; Chapter Three – Methodology and Design; Chapter Four – Results; 

Chapter Five – Discussion; and Chapter Six – Conclusions. 

Chapter One – Introduction provides a background to the study of English as a 

second/foreign language on a global level before examining the study of EFL in the local 

setting of Cyprus. It provides an overview of the research reported in this thesis and a 

description of the central research question and the sub-questions investigated. The chapter 

concludes by identifying the study’s significance and its scope in terms of its contribution to 

the literature. 

Chapter Two – Literature Review is divided into two parts. Part A provides a detailed 

overview of the teaching of English as a second/foreign language and the main theories and 

trends in Teaching English to Speakers of Other Languages (TESOL). It also presents the 

history of motivation theory and its relevance to this thesis, emphasising the need for and 

importance of investigating new approaches to ELT that depart from the conventional and 

move towards the use of pedagogical strategies and resources that are aligned to learner 

interests. In seeking new approaches, it emphasises the relevance of considering 

psychological factors, which are a lens through which the AR study reported in this thesis 

was undertaken. 
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Part B of Chapter Two provides an extensive review of the available literature 

concerning alternative approaches to ELT with an emphasis on the use of music and song. It 

looks at previous research investigating music and song as means of positively impacting 

student learning motivation, and identifies an emphasis on the use of song with younger 

learners and an absence of available research focusing on the use of real-world popular song 

with learners of EFL in higher education settings. The chapter concludes by listing the ways 

in which this thesis both engages with the existing literature and contributes to it through 

ongoing enquiry and knowledge-making.  

Chapter Three – Methodology and Design specifies the research questions driving this 

thesis and presents the theoretical framework underpinning the study design. It provides a 

description of the various research approaches considered before a participatory action 

research (PAR) approach was selected, and a detailed description of the five-phase AR plan, 

including information relating to recruitment procedures, data sources and instruments as 

well as the various ethical considerations and protocols implemented. It concludes with a 

detailed research timeline and the presentation of the data analysis methods and measures 

applied to ensure research rigour. 

Chapter Four – Results details the results of the PAR. Results are presented according to 

the various phases of research and organised to align with the theoretical framework used, as 

well as to show how the research questions and sub-questions were answered. The main 

results support the theory that the psychological tenets of SDT (relatedness, autonomy and 

competence) were largely satisfied through the use of specific pedagogical strategies that 

used SPC as learning prompts, and indicate that the use of these sources aroused positive 

emotional responses, increased motivation and engagement, and promoted the development 

of lifelong learning strategies in students. 

Chapter Five – Discussion analyses the main findings of the research with respect to 

their relevance and contribution to the existing literature. More specifically, it identifies ways 

in which the study findings impact areas of theory, practice and policy as well as possible 

implications for future ELT practices, and describes how the main findings of the study were 

used to inform and develop the Sustained Motivation in Language Learning Environments 
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(SMILLE) model. The model offers a schema for using sources of popular culture in 

pedagogical strategies and is designed to be adaptable to a variety of language levels and 

settings. The chapter concludes by reflecting on the implications and limitations of the 

current PAR study. 

Chapter Six – Conclusions provides an overview of the general findings and conclusions 

of this thesis, which it reports in terms of the available literature and the five phases of the 

study. It emphasises the importance of PAR in higher education, the relevance of this type of 

research as a reflective practice, and the implications for personal practitioner practice, and 

presents a series of future recommendations for further research. The chapter ends with a 

summary of the thesis.  
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CHAPTER 2: LITERATURE REVIEW 

This chapter presents a review of the literature that has informed this thesis. It begins by 

examining different language learning theories and how these have shaped ELT before 

turning to a review of specific research carried out in L2 teaching contexts. For this reason, 

the chapter is organised in two parts. Part A provides a historical overview of ELT and 

current trends, as well as a synopsis of the sociocultural and motivational dimensions to L2 

learning that highlights the importance of motivation in such contexts. Part B provides an 

overview of specific research studies in the area of motivation, as well as studies 

investigating the use of SPC in L2 learning, in the available literature. It identifies a gap in 

the literature with respect to the exploration of SPC aligned to student interests in higher 

education settings, and discusses practitioner perspectives on the investigation of personal 

practice. The chapter concludes by listing areas in need of further study and how this thesis 

contributes to investigating them. 

PART A – LITERATURE REVIEW: Language Learning Theories and Trends 

The ways in which language teaching pedagogies develop and change over time are 

dependent on the evolution of the language teaching theories which guide and shape them in 

response to continuing research in the field of L2 teaching. The following section provides a 

non-exhaustive overview of the ways in which these theories have changed historically with 

an emphasis on Task Based Language Teaching (TBLT). 

2.1 Theories in Teaching English to Speakers of Other Languages 

Language teaching theories aim to bridge the gap between natural first language 

acquisition and the conscious processes of acquiring additional languages. These serve to 

offer a framework for the emergence of increasingly effective teaching strategies to enhance 

the target language learning process. Before contemplating future approaches to ELT, it is 

fruitful to appreciate the major changes which have taken place to date.    
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Historically, there have been significant changes in the main linguistic theories 

informing ELT. Table 1 outlines the major changes which have occurred since the mid-

1960s. 

Table 1 

Overview of Linguistic Theories in English Language Teaching 

Year Theory Example 

1965 Chomsky distinguishes between ‘competence and 

performance’ in language learning (Chomsky, 1965). 

Competence: knowing how to write a 

summary 

Performance: writing a summary  

1972 Hymes’s ‘communicative competence’ expands 

‘competence’ to include what a speaker must know 

in order to use a language in specific situations for 

effective communication (Hymes, 1972). 

Using context-specific language to write 

an email to a friend vs an email to a 

teacher. 

1976 Halliday’s ‘discourse competence’ refers to the 

listener/writer’s ability to consider the needs, 

knowledge, wishes. The speaker/writer 

accommodates their language so that the message is 

communicated appropriately (Halliday, 1976). 

The Council of Europe supports a ‘communicative 

approach’ whereby language learning is promoted as 

a social activity (functional view of language). Three 

principles emerge: learner needs, learner-

centredness, and functionality of language use 

(McArthur et al., 2018). 

Using context-specific language to engage 

in a conversation with a friend vs a 

conversation with an employer. 

1990 The Council of Europe creates the Common 

European Framework of Reference for Language 

Learning and Teaching (CEFR) which comprises six 

scales of proficiency (A1–C2) (McArthur et al., 

2018). 

Uses a detailed set of descriptors of 

second/foreign language proficiency. 

1990s 

onwards 

Psychological Perspectives of Second Language  

Acquisition investigating the relationship between 

the human mind and language by examining the 

processes that occur in the brain while producing and 

perceiving language (Purba, 2018).  

Learning is viewed as a cognitive 

individual process happening within the 

individual and then moves to the social 

dimension (Purba, 2018). Distributional or 

statistical learning focuses on how learners 

discover structure from probabilistic 

information in the environment (Onnis, 

2012) 

     
Adapted from ‘Blended Language Learning’, Cambridge University Papers (2016) & Purba (2018)  
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As noted in Table 1, the move towards Communicative Language Teaching heightened 

in the 1970s and 80s and centred on the idea of maximising interaction among learners. The 

intent was to assist learners in becoming increasingly capable of using the L2 to share 

information and negotiate meaning. This approach to teaching emerged as a response to the 

previous audiolingual method, in which emphasis was placed on the study of the linguistic 

structures of the L2. 

Emerging from this progress towards Communicative Language Teaching, Task Based 

Language Teaching invites learners to perform meaningful tasks which are “intended to 

result in language use that bears resemblance” to the way that language is used “in the real 

world” (Kumaravadivelu, 2006, p. 64). Notions of learner-centredness and learner autonomy, 

whereby learners are encouraged to take control of their own learning (Holec, 1981), 

continue to prevail today. 

One of the emerging difficulties arising from TBLT is the challenge of focusing on 

meaning while still engaging with form (the grammatical components of the L2). At the 

same time, it is important to ensure that attention is given to both social interaction and 

psycholinguistic variables. Communicative tasks emphasise pair or group work to solve 

everyday problems, e.g., lost luggage at an international airport, making use of authentic 

materials such as an airport announcement regarding delays in flights due to bad weather. 

In such examples, real-life contexts are embedded into the learning process, with the focus 

being on the negotiation of meaning in order to solve the set problem rather than on a 

particular linguistic or grammatical feature. 

For a task to be considered suitable in TBLT, it must fulfil a set of criteria. Tavakoli and 

Jones (2018, p. 26) list these as primacy of meaning (learners are concerned with processing 

language and understanding text), information or communication gap (information needs to 

be conveyed to others), use of linguistic and non-linguistic resources (a combination of 

linguistic and general skills are needed), real worldness (the task has real world value) and 

an outcome other than the use of language (the task fulfils a real world function, e.g. creating 

a shopping list). 
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More recently, a shift has occurred from method-based pedagogy, in which pedagogical 

tasks are aligned to a specific teaching method, to the post-method condition, in which 

“previously well trusted methods are put under serious scrutiny” (Arikan, 2006, p. 1). This 

shift suggests that no one particular method is subscribed to as superior. Instead, emphasis is 

placed upon the role of the language teacher in deciding on the most appropriate learning 

approach to best achieve their desired learning outcomes within a particular language-

learning setting. This shift recognises that “the nature of language learning is complex and 

non-linear” (Galante, 2014, p. 58) – as may be confirmed through personal practitioner 

practice, grammatical features are not taught and learned in a consecutive sequence, and it is 

often the case that learners will need to revisit and re-engage with these in non-sequential 

order – and that language teachers must rise to the challenge of how best to negotiate and 

navigate their students’ learning pursuits.  

In this move towards a more critical pedagogy, a space emerges for increased reflection 

on practice, increased collaboration between teachers and learners, and a true move towards 

a co-construction of knowledge. From within this space, new pedagogies will emerge and 

continue to shape the ways in which the English language is taught to L2 learners around the 

world. Just as language is a dynamic and ever-changing entity, so too are trends in the 

teaching of EFL. In order to find ways of providing learners with rich language-learning 

environments and experiences within which to excel, researchers and language teachers the 

world over continue to investigate ways of promoting, enhancing and making more 

enjoyable and enriching the language learning experiences of their learners. Part of this drive 

relates to discovering ways of encouraging learners’ sustained engagement with the L2. 

Dörnyei and Muir (2019) emphasise that in the long-term process of L2 learning, the 

educational context needs to provide “sufficient inspiration and enjoyment to build up 

continuing motivation in the learners” (p. 719). Conversely, “boring but systematic 

teaching,” while possibly producing “good test results,” rarely “inspire(s) a lifelong 

commitment to the subject” (p. 19). It is for this reason that new pedagogies capable of 

promoting sustained interest and engagement are of paramount importance, as shall be 

discussed in detail in the following chapters of this thesis. 
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2.2 English Language Teaching 

Rose and Galloway (2019) provide an overview of the historical factors contributing to 

the spread of English globally, which include settler colonisation and globalisation, and note 

that the demand for instruction in the English language will continue to grow on a global 

level. The authors state that the general spread of English as a global language has led to 

both a restructuring of language teaching and a change in views relating to the ownership of 

English. 

Further reinforcing the widespread use of the English language, Kramsch (2014) notes 

that in the European Union, 38% of citizens declare an ability to carry out a conversation in 

English, making English the EU’s most widely spoken language additional language. 

According to the Organisation for Economic Co-operation and Development (OECD, 2009), 

about 190 million people live outside their country of birth, resulting in a rising need for 

language courses. With an ever-growing number of second-language learners of English 

around the world, the need for teachers of ESL and EFL continues to grow. The British 

Council report The English effect (2013) noted that the number of speakers of English 

worldwide was due to reach 2 billion in the year 2020. As the number of learners of English 

continues to grow, practices in ELT continue to evolve. 

Investigating best practice in L2 teaching is an ongoing endeavour for researchers and 

practitioners in the field. Established in 1966, Teaching English to Speakers of Other 

Languages (TESOL) was an organisation created in order to bring together teachers and 

administrators interested in teaching English to speakers of other languages. It was created 

primarily to deal with issues and problems related to the teaching of English, to establish a 

pedagogical journal to serve the profession and to create a network of area specialists 

capable of assisting and advising external foundations, government agencies and academic 

institutions in dealing with the increasing need for qualified personnel in the area of teaching 

English to speakers of other languages (TESOL International Association). Another part of 

its mission is to impart insights to fellow practitioners across the world. 
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In order to disseminate knowledge surrounding best practice, Understanding and 

Exploring Signature Pedagogies for TESOL Teacher Education (Eaton et al., 2018) 

identifies four pedagogies as fundamental: 1) Developing the TESOL knowledge base 

(content knowledge); 2) Cultivating reflective practice (pedagogical knowledge); 3) 

Engaging in a TESOL practicum (pedagogical knowledge); and 4) Education technology for 

TESOL (technology knowledge). These reports allow for continued practitioner professional 

development as part of an ongoing effort to improve pedagogical practices. 

Enhancing sustained interest in L2 learning is ensconced in sociocultural approaches to 

language teaching, which have brought many changes to the types of methodologies adopted. 

An overview of these is provided in the following section. 

2.3 Sociocultural Theory and Second/Foreign Language Learning 

Sociocultural theory has impacted pedagogical approaches to L2 learning. In their 

discussion of sociocultural theory and L2 learning, Lantolf and Thorne (2007) explain the 

application of Vygotsky’s sociocultural theory within this context. Vygotsky’s understanding 

that social interaction is necessary as a means of stimulating higher-order thinking serves as 

the basis for language learners to engage in interactions between both student and teacher, 

and student and student. Vygotsky argued that in addition to biological factors, the 

internalisation of culturally constructed artefacts such as language allows us to regulate our 

mental activity (Vygotsky, as cited in Vanpatten & Williams, 2015). From a sociocultural 

perspective, learning is seen as a social activity that takes place as a result of a collective 

effort between learners of varying abilities. In such a task, for example, learners may be 

asked to work in groups to listen to a specific recording (e.g., a TED Talk). The task could 

ask students to identify 2 to 3 of the speaker’s arguments and briefly paraphrase and discuss 

these. This type of task provides opportunities for less advanced users of the language to be 

assisted by more advanced users within what is known as the zone of proximal development 

(ZPD). 

The ZPD (Thought and language, 1987) refers to the magnitude of space between an 

individual’s current capacity and their potential capacity, which can be realised through 
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immediate guidance or collaboration with others. It is a concept widely used within L2 

learning settings. The concept of the ZPD is therefore a means through which language 

teachers may create optimal conditions for learning (Vanpatten & Williams, 2015). 

Vygotsky’s ideas emerge as seminal in that they continue to influence academic thought in 

current research. 

Furthering notions of collaborative learning, sociocultural theory investigates the link 

between social interaction and language acquisition. It also examines the associations 

between language and cognitive development. In this context, emphasis is placed on the idea 

of the learner as active participant. Learners are considered active agents in their learning 

endeavours (Mitchell et al., 2019), which necessitates that pedagogical tasks and strategies 

be appropriately designed. 

An example of research into collaborative learning is provided by Ohta’s (1995) study 

examining peer interaction among learners of Japanese. The aim of this study was to 

investigate collaborative activities between learners of differing proficiency levels, in order 

to identify the effects of scaffolding in L2 acquisition. The results of the study showed that 

learners were able to both learn and improve through collaborative interaction. 

An additional study of collaborative practice by Lantolf (2000) looked at various types 

of mediation in L2 settings. Three types of mediation were identified: mediation by others; 

mediation by the self through private speech; and mediation by artefacts (e.g., tasks and 

technology). In this context, the language learning classroom serves as a space where 

mediation by others may occur via the teacher’s implementation of strategies conducive to 

scaffolding. Modelling is one way in which this can be achieved, and involves the teacher 

demonstrating a new concept through the use of set strategies “so that learners can observe 

and imitate them” (Yuldiz, 2020, p. 150). 

Evidently, practitioners need to foster and cultivate language-learning environments 

which promote the necessary conditions for effective language learning to flourish. While 

this section of the literature review has focused on various theories in second language 

teaching, the following section will focus more specifically on trends in methods and 
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approaches applied in the area of TESOL. Rapid advances in technology and the World 

Wide Web, and the variety of technologies which have emerged and influenced TESOL 

practices, will also be considered. 

2.4 Trends in TESOL 

There are numerous teaching methods and approaches used broadly across many 

disciplines. A teaching method refers to the overall principles, pedagogy and management 

used for classroom purposes (Renau, 2016). Lathan (2021) provides an overview of the 

different teaching methods and approaches available, which are summarised in Table 2. 

These methods fall into two broad categories: teacher-centred, where teachers are considered 

authority figures who impart knowledge to their students; and learner-centred, where 

teachers function more as facilitators assisting students in the learning process. Learner-

centred approaches foster group collaboration and encourage active student engagement. A 

further distinction is found between approaches which are high-tech, and thus make 

extensive use of specific technologies suitable for learning, and low-tech, which use little 

technology. 

Table 2 

Overview of General Teaching Methods  

Teacher-Centred  

Low Tech 

Direct Instruction: the traditional approach where 

teachers impart knowledge to students via lectures or 

scripted lesson plans. 

e.g., Students listen to a lecture and take notes. 

Kinaesthetic Learning: 

Students learn through hands-on or physical activities 

as opposed to listening to lectures. 

e.g., Learning the rules of a sport by playing it. 

 

High Tech 

Flipped Classrooms: students undertake the traditional 

in-class tasks at home and the traditional homework 

tasks in class. 

e.g., Students study teacher notes or theory at home and 

complete exercises or tasks relating to the theory in 

class. 

Learner-Centred  

Low Tech 

Differentiated Instruction: looking at how each 

student learns and tailoring tasks to best meet their 

needs. 

e.g., Different students would meet the same learning 

objectives via different tasks. 

 

High Tech 

Inquiry-based Learning: teachers guide students as they 

work on projects in which they are actively involved. 

e.g., Groups of students may be given a real-world 

problem which they need to research and propose 

solutions for. 

Game-based Learning – students work to solve problems 

via game form. 
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e.g., Students play specifically designed games to 

achieve course objectives. 

Blended Learning – instruction partly online and partly 

face-to-face. 

e.g., Students are taught a particular unit of work but are 

also engaged in asynchronous tasks to reinforce what 

they’ve learned. 

 

 

Learning a language is significantly different from the learning that takes place in other 

disciplines where the emphasis may be to help students acquire knowledge about the subject 

and to comprehend and interpret this knowledge in meaningful ways. In L2 learning, the 

learner must also acquire the tools (vocabulary, syntax, grammar etc.) of the target language, 

which are needed in order to comprehensibly function and communicate in that language. In 

addition, and similarly to other academic and non-academic domains, many factors, such as a 

learner’s motivation, the particular L2 setting and the age of the learner, may impact the rate 

of success. 

Our capacity to acquire languages beyond our first lessens over time. According to the 

Critical Age Hypothesis (Singleton & Ryan, 2004), there is a critical learning period roughly 

up until the age of about 13, after which acquiring a language becomes increasing difficult 

due to the development processes of the brain known as lateralisation. More recently, the 

discussion of a ‘sensitive’ rather than ‘critical’ period delineates that a less sharp cut-off 

point exists than had previously been believed. Verissimo (2018) notes that “multiple 

sensitive periods exist for different aspects of acquisition” (p.932) suggesting that acquisition 

is dependent on the linguistic phenomenon being acquired. As most learners have already 

acquired at least one first language during this sensitive period, second language acquisition 

also involves making connections with the rules governing their first language or acquiring 

new rules relevant to the additional or target language. Therefore, while general teaching 

methods and approaches may still be applied in L2 teaching, there are also more specific 

approaches which have emerged in the area. 

 Many changes to the way we approach ELT have occurred over time. Richards (2006) refers to 

three phases of change in the way syllabus design and methodology are approached. These are 
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summarised in Table 3 alongside the most popular approaches as they have evolved for use 

specifically in L2 teaching. 

 

Table 3 Trends in TESOL  

Approach/Method Description Task Types  Practical Applications  

Traditional 

Approaches 

(up to the late 1960s) 

 

• The Direct Method 

• Grammar 

Translation Method 

• The Silent Way 

• Audiolingual 

Method      

 

Priority given to 

grammatical 

competence 

/deductive 

approach 

Repetition and drill 

exercises/ 

grammatical rules 

followed by 

exercises/ 

memorisation 

exercises/guided 

speaking and writing 

tasks        

Model dialogue is heard and 

repeated 

Grammar is presented, practiced 

then produced 

Classic Communicative 

Language Teaching 

(1970s to 1990s) 

• Total Physical 

Response 

• Communicative 

Language Teaching 

(CLT) 

• Natural Approach 

• The Functional 

Notional Approach 

• Task Based 

Language Teaching 

(TBLT) 

 

Emphasis on 

language use for 

communicative 

purposes such 

as making 

requests, giving 

advice, making 

suggestions, 

describing 

wishes and 

needs etc. 

Tasks designed to 

factor in variables 

such as purpose/ 

setting/role/ 

communicative 

events 

Skills-based Syllabi – focus on four 

skills of reading/writing/ 

speaking/listening  

Functional Syllabi – emphasis on 

functions a learner should be able to 

carry out 

Notional Syllabi – focus on content 

Task Syllabi – focus on tasks and 

activities to be carried out 

ESP – Syllabi tailored for specific 

occupational/educational settings  

Current 

Communicative 

Language Teaching 

(1990s +) 

• Blended 

Learning 

• CLIL 

• Mobile 

Learning 

• Active Learning 

• Problem Based 

Learning 

• Task Based 

Learning 

 

Continued 

emphasis on 

making real 

communication 

the focus of 

language 

learning. 

Tasks linked to skills. 

Students induce/ 

discover grammar 

rules/focus on 

fluency/ focus on 

meaning. 

Tasks with a real-world focus: role-

play activities, improvised language 

use, information gathering activities 

(conducting interviews/surveys), 

information transfer activities – 

finding sources and relaying 

information, pair/group work, 

emphasis on authenticity.  

Adapted from Richards (2006) 
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As Table 3 shows, there has been a distinct move away from approaches that prioritise 

the overt teaching of grammatical rules and structures characteristic of the early traditional 

approaches, and towards an emphasis on the use of language for predominantly 

communicative purposes that is characteristic of the communicative teaching approaches. 

Notions of learner-centredness have dominated approaches to L2 teaching in recent 

history. Although Mercer and Dörnyei (2020) acknowledge that the idea of a learner-centred 

approach has “always been at the heart of communicative language teaching,” as depicted in 

Table 3, they emphasise a recent “shift in thinking” whereby instead of “placing learners at 

the centre of our teaching” it is suggested that we place them “at the centre of their own 

learning processes” by creating “meaningful opportunities for learners to shape the way they 

learn” (p. vi) both in class and at home. This relates back to the importance of autonomy and 

of cultivating practices which are increasingly learner-led. This notion of placing learners at 

the heart of their own learning is explored extensively in this thesis, as will be further 

detailed in following chapters. 

In addition to the variety of L2 teaching methods and approaches shown in Tables 2 and 

3, there is also a wide array of technologies and learning tools available to help learners of 

second languages improve each of the core language skills. These technologies offer a 

number of advantages, but also bring up certain considerations that need to be taken into 

account. These are discussed in the section below. 

2.4.1 Use of Technologies in Second/Foreign Language Learning 

Despite modern-day learners growing up in the digital age, Information and 

Communication Technology often necessitates a learning curve for both teachers and 

students. This process can become frustrating to varying degrees, depending on not only the 

learner’s interest in digital learning technologies but also their physical accessibility. 

Decisions regarding the efficacy of adopting such technologies are often based on practical 

limitations such as adequate infrastructure and access to the internet, along with the 

usefulness of the technologies themselves. It is noted that the tools referenced in this section 



 

43 

 

      

are of a mixed age target, some being applicable for younger learners while others are 

designed for use with older learners.  

Digital media and web-based technologies such as SmartReader, VocabProfile, Text-to-

Speech, Duolingo and Moo (Liaw & English, 2017) have been designed for use in L2 

learning. Alqahtani (2019) notes that “while technology is now generally accepted as an 

important educational and auxiliary tool across a range of teaching and learning contexts,” it 

is used in ELT specifically because it “affords a number of potential opportunities to enhance 

both the content and delivery of the pedagogies typically associated with traditional English 

language instruction” (p. 169). Many language teaching practitioners are thus able to 

integrate such technologies into their daily practices. 

Despite perhaps being an obvious choice, the use of technology in the teaching of 

English needs to meet certain criteria. On a cognitive level, technologies must be able to 

offer students increased exposure to the target language, while on a sociocultural level they 

must satisfy the tenet of “authentic social interactions as a means to practice the real-life 

skills obtained through engagement in real activities” (Alqahtani, 2019, p. 170). As with the 

design of any task, care needs to be taken to ensure pedagogical viability. 

As task design must be closely informed by pedagogy, the use of technologies in the 

classroom is not a simple endeavour. Technology is only beneficial to language learners 

when it is integrated into well-designed lessons (Yeh, 2018). Levy (2009) similarly argues 

that with respect to the expertise of the teacher, matching “tool to task” and knowing “the 

difference between technologies in relation to their optimal use in language learning” 

(p. 777) is of paramount importance. 

Different technologies are designed to suit different purposes. Mouza and Lavigne 

(2013) separate emerging technologies into different categories. Technologies that facilitate 

learning to understand and create (e.g., Dynabooks) assist learners in the creation of media 

for learning purposes. Technologies that support learning by collaboration (e.g., handheld 

devices, wikis, course management systems and social networks) allow learners to work 

together. Technologies that support learning anytime, anyplace (e.g., laptops, virtual 
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environments, mobile devices and augmented reality) increase accessibility. Technologies 

that support learning by gaming (e.g., educational and commercial virtual worlds, wikis and 

course management systems and game development through Scratch – a program that assists 

users in the creation of interactive stories, animations and games) combine learning with 

elements of entertainment. 

In L2 teaching specifically, Automatic Speech Recognition (ASR) technology has also 

been used. In a study by Liu et al. (2019), ASR technology was used to assist Chinese 

students with pronunciation. Results showed a positive correlation between the use of ASR 

and students’ self-improvement of pronunciation. 

Yeh (2018) provides an overview of educational technology in ELT, ranging from 

asynchronous online learning environments to social media and web 2.0 tools. In their 

discussion of technology and L2 teaching and learning, Chapelle and Sauro (2017) explain 

that the shift towards communicative competence in language-learning methods of the 1990s 

also brought changes to the ways in which technology was used by language educators. 

Learning management systems for e-learning purposes, such as WebCT, Blackboard and 

Moodle, emerged, and so did tools for uploading course materials, testing and grade 

management. Computer-mediated Communication (CMC) also gained in popularity with 

emails and chats being used extensively in second language settings. E-dictionaries and 

open-access online resources such as Google and Wikipedia allowed learners to access the 

target language in new ways, as did the advent of mobile assisted language learning for 

vocabulary learning (Chapelle & Sauro, 2017, pp. 51–52). 

Platforms such as Facebook, Twitter and blogs, though not specifically designed for 

pedagogical purposes, are often used to enhance writing competency in L2 learning settings, 

as they allow students to engage with the target language beyond the scope of the immediate 

classroom. Google Docs has gained popularity as an application that allows for collaborative 

writing, and also falls within the scope of communicative practices in L2 learning. 

In their review of digital support for academic writing, Strobl et al. (2018) investigated 

the various technologies available to support writing instruction. Their findings indicated that 
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although many tools are available, the variety of skills they target is inadequate. For 

example, while there are a number of tools such as C-Saw and EssayJack available for 

argumentative essay writing in English, there are few tools targeting other skills and other 

languages. Tools at the micro level targeting grammar, spelling and vocabulary are plentiful, 

but tools that support writing strategies, and self-monitoring to improve macro-level quality 

(overall structure) are not. 

Strobl et al. (2018) also consider a number of variables with respect to the use of 

instructional technology in ELT, one of these being the degree to which they support learner 

autonomy and self-directed learning. The authors note that many online tools targeted 

towards self-directed learning do not assume adequate external instructional or social context 

for the learner. While these tools provide feedback on the micro level (sentence and word 

level errors), they do not provide enough macro-level feedback on overall structure, 

coherence or cohesion. A need for increased inter-user interactivity to support scaffolding is 

also noted by the authors. 

With reference to the literature in the field of Computer Assisted Language Learning 

(CALL), Reinders and Stockwell (2017) note that measures between CALL and non-CALL 

environments are limited to a few specific skills, and CALL can therefore provide only 

narrow insights into certain aspects of the larger phenomenon of L2 learning. 

In a study by Conole (2008) on how modern learners use technology for learning 

purposes, it was found that learners possess an adequate to advanced skillset when using 

digital technologies. Conole (2008) notes that “the characteristics of this new generation 

include the fact that they are comfortable with technologies and adept at working in 

multiple/multi-modal environments” (p. 128). Being adept at using technology, however, 

does not imply a preference for using technology for the purposes of language learning. With 

respect to this thesis, student preference for and interest in the pedagogies applied is 

considered extremely important. As shall be seen in Chapter Four, the use of resources 

aligned to students’ interests proved significant in overall task motivation and engagement. 
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One of the aims of a study carried out by Andrew et al. (2018) was precisely to evaluate 

student attitudes towards using digital technology for learning in higher education 

institutions in the Middle East and around the world. The findings revealed that books and 

paper were the most preferred resources for learning, followed by laptops. The authors note 

that some learners may benefit more from the use of digital technologies than others, 

suggesting that institutions need to exercise flexibility in order to cater to differing learning 

styles. This particular consideration was incorporated in the pilot survey used in Phase One 

of the study reported in this thesis. Investigating student preferences was of significant 

importance, as these preferences were used as a springboard for the consecutive research 

phases. 

Current trends in ELT have focused on the extent to which digital technologies occupy 

the lives of young learners, using them as a vehicle for enhancing second language learning. 

Oftentimes, language teachers are involved in the process of filtering the current digital tools 

available in order to find those they may best adapt to the particular needs of their teaching 

environments. The AR study reported in this thesis has inverted this process by exploring 

which artefacts of the target language learners actually engage with of their own free will on 

a daily basis, so as to incorporate these into their language-learning experiences. This led to 

the design of the pilot survey used in Phase One of the research. Such considerations 

strengthen the need to broaden the scope of exploration for new approaches to the teaching 

of English beyond the strictly technological. 

In addition to the various approaches, tools and technologies available for use by L2 

teachers and learners, other considerations such as context and policy constraints also 

infiltrate and affect language teaching practices. The following section explores how these 

considerations may impact procedures in L2 teaching and learning environments. 

2.5 Social Considerations and Policy Constraints on Second/Foreign Language Teaching 

In much the same way that no two learners are the same, social settings and contexts can 

also vary widely. Contextually determined policy constraints can therefore often stand in the 

way of carving out new pathways to learning. Nationally governed curriculums which have 
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“an emphasis on testing, and externally specified teaching frameworks” (Burn, 2010, p. 13) 

may limit the extent to which change can occur, and the more rigid the educational context, 

the less facilitative it is of novel approaches and strategies. These constraints can be found at 

an institutional level, at teacher as well as learner level. It is therefore not always easy to 

affect change. As seen in the local context discussed in Section 1.2, institutional decisions 

may impact language-learning outcomes and procedures. 

In certain regions, change is adopted more easily. The movement towards self-directed 

autonomous learning has been largely embraced in developed countries such as the United 

States, the United Kingdom and members of the EU (McArthur et al., 2018). Education 

policy in many European countries has moved towards autonomous learning, education for 

life and lifelong learning (McArthur et al., 2018). Self-Access Language Learning (SALL) 

allows learners to exercise a high degree of control in their learning endeavours. SALL 

makes available a wide array of resources and materials with which learners can select from 

during their out-of-class time in order to improve in the target language. 

Lai (2007) investigated factors that motivated or hindered science majors in taking 

charge of their language learning via a course-based SALL program at the University of 

Hong Kong. Results showed that a considerable number of learners attributed their 

motivation for sticking to the SALL plan to being able to work on language-learning tasks or 

activities that they were interested in. It was in fact “the pleasurable feelings associated with 

performing tasks that the learners found interesting” (p. 44) that sustained their motivation 

for doing so. Conversely, in a previous study exploring the readiness of Iranian students to 

engage in SALL, Razieyeh (2012) noted that “the concept of autonomy along with self-

access language learning is still new” (p. 254) in many countries, including Iran. Context, 

therefore, will in many cases influence the efficacy of new approaches to second language 

learning. 

When undertaking research to affect change, overcoming context-specific challenges is 

of paramount importance. The AR in pedagogical change undertaken and reported on in this 

thesis respects the need to “address and finesse” any “institutional tensions” and “formulate 

possible pedagogical designs” which will afford teachers and learners the opportunity to “do 



 

48 

 

      

what they are institutionally expected to do” while “meeting their own personal interests” 

(Liu & Lin, 2017, p. 11). Only then can we hope to provide freedom, innovation and 

discipline-shaping future ELT practices. 

As discussed in Section 1.2, the AR study undertaken for this thesis was designed in 

response to decreased student learning motivation, which may have in part been influenced 

by organisationally mandated changes to course syllabi. In response to this, and given the 

subsequent syllabus revisions, this thesis reports on the possible impact of using SPC as 

learning prompts on student learning motivation. Driven by this research problem, an 

exploration of the literature in the area of motivation and L2 learning was undertaken, and is 

presented in the following section. 

2.6 Second/Foreign Language Learning Motivation Theories 

The association between motivation and L2 learning provided the impetus for the design 

and undertaking of the study reported in this thesis. The history of research into second 

language motivation theories spans multiple decades. It evolved from focusing on affective 

factors such as age, aptitude and intelligence, cognitive style, attitude, motivation and 

personality (Ellis 1985), and the influence of these on language learning, to the additional 

consideration of social and environmental factors including classroom contexts. At the crux 

of the issue is finding a way to explain individuals’ actions and behaviours (Dörnyei & 

Schmidt, 2001), which is often a multifaceted endeavour. 

In the 1960s and 70s, behavioural approaches to motivation which investigated factors 

responsible for prompting a state of activity in a resting organism were replaced by cognitive 

developmental theories which looked at the innate or internal factors driving motivation. In 

educational settings, it became of interest to investigate the individual’s role in their own 

behaviour, taking into account goals and aspirations (Weiner, 2010) in an attempt to shed 

light on the direction of future pedagogies which could be better aligned to students’ interests 

and aims. 

Al-Hoorie (2017) offers a historical overview of this 60-year history, citing, among 

others, Gardner’s (1979, 1985, 2010) work on integrative motivation, which looks at the 



 

49 

 

      

language learner’s favourable attitude towards the target language community, Dörnyei’s 

(2010) L2 Motivational Self System, which centres on the learner’s ideal image of 

themselves as future learners of the target language, and Deci and Ryan’s (1985, 2008, 2017) 

SDT, which will be discussed extensively later in this chapter. 

Dörnyei (2015) provides an overview of the history of motivation in second language 

acquisition as far back as the work of Gardner and Lambert (1972). Gardner’s 

Socioeducational Model considered aspects of effort and desire in achieving second language 

learning goals, as well as favourable attitudes towards learning a language. Gardner and 

Lambert viewed second languages as mediating factors between different ethnolinguistic 

communities in multicultural settings (Dörnyei & Csizér, 2016, p. 204). The terms 

integrative motivation and instrumental motivation were used to explain the difference 

between having a set of reasons or goals driving language learning (in the former case) 

versus being driven by a motivational desire or intensity to do so (in the latter) (Gardner, 

1985). Integrative motivation was therefore linked to a positive attitude towards the target 

language group, and the desire to interact with and even become similar to valued members 

of that community, while instrumental motivation was linked to the potential pragmatic gains 

of being proficient in the target language, such as getting a better job or a higher salary 

(Dörnyei & Csizér, 2016). Aspects of motivation in connection to L2 learning have been 

extensively explored for many years. 

The Attitude/Motivation Test Battery (Gardner, 1985) was developed to consider aspects 

of students’ attitudes and motivations when learning a foreign/second language. 

Integrativeness measures attitudes towards the target group, interest in foreign languages and 

integrative orientation. Motivation is measured by motivational intensity (amount of effort 

invested in learning the language), attitudes towards learning the target language and desire 

to learn it. Attitudes towards the learning situation comprises aspects such as feelings 

towards the teachers and the course. 

In the 1990s, a more pragmatic, education-centred approach to motivation research 

which was more closely aligned with perceptions of practicing teachers and therefore more 

directly relevant to classroom application was adopted. This saw a shift away from focusing 
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primarily on the learner’s abilities and towards the consideration of psychological and 

context-related factors influencing second language learning (Dörnyei & Csizér, 2016). In 

what is known as the cognitive-situated period (1990s), motivation was seen as more 

dynamic and cognitive in nature, with a growing appreciation of the context in which 

language learning takes place. This newer appreciation of context is evident in Dörnyei’s 

motivational model, which incorporates language level (aspects of the target language), 

individual level (characteristics of the learner) and learning situation (classroom environment 

and teacher) (Dörnyei, 1994). 

As theories in second language learning motivation continued to develop, the 

importance of self-determination – or the experience of choosing and regulating one’s 

actions – gained significance. SDT (Ryan & Deci, 2000) considered the importance of 

volition, referred to as autonomy, alongside competence and relatedness in sustaining 

intrinsic motivation, which is considered an innate driver for engaging in activities which 

bring joy and pleasure. Extrinsic motivation refers to engaging or performing an activity or 

task on account of an external reward or merit. In classroom contexts, where requested 

behaviours would fall into the category of extrinsically motivated, the objective would be to 

create conditions under which a sense of self-motivation could emerge. The concept of 

making non-intrinsically motivated practices more self-determined is central to this thesis, 

and will be revisited in Section 2.8.2 of the literature review. 

In their discussion of how to create a motivating classroom, Dörnyei and Muir (2019) 

note that several initial motivational conditions need to be met: a safe climate, cohesiveness 

(feeling part of a united group), and a good student-teacher relationship. Once these are met, 

a motivational teaching practice which includes generating initial motivation (getting student 

interest and using relevant teaching materials, heightening expectancy of success), 

maintaining and protecting that motivation (ensuring sustained stimulating and enjoyable 

learning), and encouraging positive introspective self-evaluation (student evaluation of past 

performance in a positive manner) needs to be adopted (Dörnyei & Muir, 2019, pp. 727–

730). The AR study in this thesis was designed to closely follow this type of motivating 

classroom environment, with an emphasis on the use of prompts aligned to learners’ 
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interests. The outcomes of the pilot survey administered in Phase One subsequently informed 

the selection of these prompts. 

Weiner (2010) examined the ways in which a learner’s motivation is linked to previous 

success (positive motivation) or failure (negative motivation). This is significant with respect 

to the process of L2 learning. Providing learners with tasks and strategies they feel capable 

of achieving, irrespective of whether this translates into literally completing or performing 

well on the task, may positively impact overall learning motivation. Future investigation as 

to the relevance of learner competence, one of the core tenets of SDT, and learner confidence 

in the target language, is therefore needed. 

In education, “motivation is something that energizes, directs and sustains behaviour; it 

gets students moving, points them in a particular direction, and keeps them going” (Snow & 

Swanson, 1992, p. 47). This thesis further investigates the importance of sustained interest 

and motivation. Questions relating to whether the chosen learning prompts – in this case a 

variety of SPC – could function as motivating or energising catalysts in and out of the 

immediate classroom environment were extensively examined. A feeling of anticipation 

towards further learning or future classes, as consistently found in the various data collected, 

was considered evidence of increased motivation, and as such was treated as a marker of 

impact on learning motivation. The results and implications of the study will be documented 

and discussed extensively in Chapters Four and Five. 

Busse (2009) builds further on the relationship between motivation and learning EFL, 

focusing on the acquisition of a global identity as a motivation for learning Global English. 

The notion of a Global English is one which, rather than promoting traditional standard 

Englishes such as those found in mainstream commercial coursebooks, instead depicts 

English as it is spoken in the real world (Rose & Galloway, 2019). In this sense, learners do 

not wish to identify with a singular culture of English speakers, but are instead seeking a 

broader understanding of English cultures for their own development (Busse, 2009). Efforts 

to incorporate teaching strategies through which a global identity can be encouraged could 

therefore result in a positive impact on learner motivation. 
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Further research is needed to examine a possible association between the development 

of a global identity and the ways in which learners of English consume English language 

SPC. As a first step, and central to this thesis, was the investigation of the SPC with which 

learners in the local Cypriot context voluntarily engage in their free time and how these may 

be used in ELT contexts. There is a scarcity of observational data from contexts where 

learning takes place and ways in which motivation evolves within classroom interactions 

(Boo et al., 2015). More studies providing data on variables impacting student learning 

motivation are therefore needed. 

As seen thus far, the relationship between motivation and second language learning is a 

long-established one. As a result, facilitating motivational learning environments becomes a 

central concern for language teaching practitioners. Establishing a link between motivation 

and second language learning success depends largely on what is considered success, and 

this is discussed in the following section. 

2.6.1 Motivation and Success in Second/Foreign Language Learning 

Motivation is believed to be one of the main “influential factors in an individual’s 

success for learning a second or foreign language” (Wijnen et al., 2018, p. 60). Likewise, 

demotivating factors such as dissatisfaction with course content, learning materials and 

language-learning environment “impede learners’ learning motivation and, consequently lead 

to unsuccessful mastery” of the language (Vakilifard et al., 2020, p. 2). Defining and 

measuring success is not, however, a straightforward task. 

While our everyday experiences suggest the importance of motivation in goal 

attainment, quantifying success is a multifaceted issue. In order to measure success, one 

needs to have a clear indication of what exactly qualifies as success. In the case of passing or 

doing well on internal or external examinations, success may be measured in terms of a pass 

or fail grade, or of improvement from one grade to another. Success in L2 learning is not, 

however, limited to this singular interpretation. It can also be measured through 

benchmarking or via a set of personal learner goals. In this sense, any improvement in a 

learner’s ability to use the target language qualifies as success. Any increase in student 
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motivation or interest to continue learning the target language may also qualify as success. 

With this broader scope in mind, this section presents a review of the literature exploring the 

relationship between motivation and success in L2 learning. 

In a study of academic emotions and emotional validation, Komlosi-Ferdinand (2020) 

investigated the effect of emotions experienced in the classroom on learners’ and educators’ 

motivation. A total of 11 English teachers and 70 Mongolian students attending a bilingual 

school in Mongolia participated in the study, which looked at the impact of students’ 

emotions as experienced during their L2 learning classes on their motivation. The results 

showed that for the majority of participants, validation of student emotions (consideration of 

their positive and or negative feelings) had “an enormous impact on the self-esteem, dignity 

and self-confidence” of students while also significantly enhancing their “willingness to 

learn more” (Komlosi-Ferdinand, 2020, p. 14). More studies exploring the association 

between positive emotions and student engagement are therefore needed. 

Celik and Yildiz (2019) carried out a 12-week study with two groups of 40 students at 

an upper intermediate Level at Iraq Ishik University Preparatory School. The students were 

divided into a control and experiment group of 20 students each. Both groups followed the 

same curriculum and made use of the same course textbook over the 12-week period, with 

motivational elements of the target language culture added for the experiment group. These 

included visual stimuli such as banners displaying target language grammar and vocabulary 

on the walls of the classroom, as well as American and English paintings, trinkets and 

sculptures, models, porcelain tea sets and other cultural items associated with the target 

language. At two-week intervals, students who had previously visited America or England 

were given opportunities to share their experiences with their classmates. Parents and 

relatives with the same experiences were invited to come and share these with the class. 

Students in the experimental group were also assigned tasks and homework relating to 

authors, movie stars, actresses and radio/television reporters from the target language culture, 

which were seen to have a motivating effect. 

Celik and Yildiz (2019) found that based on the 12-unit tests given over the 12-week 

period, the students in the experimental group were observed to receive more significant and 
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successful test scores from week to week throughout the 12 weeks. The authors note that 

“the use of cultural items in the course and classroom environment for foreign language 

teaching influenced the results of the students positively,” as the students “became more 

motivated to learn” the target foreign language through exposure to “cultural elements, 

objects and activities” associated with target language cultures (Celik & Yildiz, 2019, 

p. 158). 

In an investigation into factors demotivating students learning EFL at tertiary level, Le 

and Tien (2019) explored the contribution of motivation to the success of L2 learning. A 

total of 235 students enrolled at a private university in Vietnam were asked to complete a 

questionnaire focused on unearthing factors that demotivate students in EFL learning, and 

strategies that may be employed to overcome demotivating factors in EFL classrooms. The 

results reaffirmed the fact that demotivating factors have negative effects on students’ EFL 

learning. Additionally, students reported that their success in learning a foreign language was 

dependant on a variety of factors. They reported that the more “autonomous, confident and 

motivated” they were, the more “successful in learning” (Le & Tien, 2019, p. 884) they 

became. The authors suggest future research involving students and teachers at other 

universities in similar contexts. 

As was found in the studies cited in this section, motivation and enhancing L2 learning 

experiences in ELT contexts are interrelated. Continued research in this area is therefore 

needed to provide further evidence in support of new approaches to ELT which may provide 

further evidence of association between enhanced motivation and enhanced learner 

engagement. Investigating new approaches to ELT is thus the focus of the next section of 

this chapter. 

2.7 Need for New Approaches in Teaching English as a Second/Foreign Language 

Language learning is a multifaceted process which can be influenced by many variables. 

Tavakoli and Jones (2018) explain that social and psychological factors, curriculum planning 

and evaluation, as well as stakeholder, input all contribute to this process. At the same time, 

research provides evidence supporting the notion that effective teaching practices and 
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methods “can facilitate the process of second language acquisition and enhance and 

consolidate its outcomes” (p. 3). When these methods are integrated into curriculums 

alongside rigorous evidence-based evaluation, teacher development and stakeholder 

feedback, sustained success may be achieved (Tavakoli & Jones, 2018). A holistic approach 

therefore allows new approaches to emerge, be implemented, and be subsequently evaluated 

for efficacy and purpose. 

As global changes affect our daily lives, so too do they influence methods and 

approaches to our teaching practices alongside changes to learner needs. In order to keep up 

with such changes and provide students with enriched language-learning experiences, new 

approaches to teaching ESL are needed. Campbell (2013) states that 

as teacher-educators we need to embrace practitioner (action) research of our own 

classroom practice. Such research serves to improve our practice, inform the teaching 

profession, and serve as modeling for future teachers to become practitioner researchers 

in support of their efforts to meet the learning needs of the students with whom they 

work as well as have a voice in policy decisions that impact their professional lives. 

(p. 1) 

This quote illuminates both the importance of practitioner research and the need for more 

studies in which learners, as vital stakeholders, are invited to participate in the process of 

research and meaning-making. 

It can be argued that the key to success lies in finding approaches which both teachers 

and learners can become passionate about so that all stakeholders find merit, worth and 

interest in them. There is a need for teachers to engage learners in ways that embrace learner 

“contexts, identities, affective and cognitive variables” in juxtaposition with “critical 

practices in ELT” (Galante, 2014, p. 61). More studies are therefore needed to investigate 

ways in which this may be achieved. 

Underlying the need for new approaches to ELT is an understanding of specific 

neurological and psychological factors that may affect and or contribute to language-learning 

processes. An awareness of the neurological and psychological workings of the brain better 

allows us to design and apply new teaching practices for maximum gains. The following 

section presents various neurological and psychological factors related to language learning. 
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2.8 Neurological and Psychological Considerations in Language Learning 

Investigating new approaches to L2 teaching necessitates an understanding of emerging 

neurological and psychological findings and how these may inform future practices. One 

such cognitive approach, SDT (Ryan & Deci, 2000), to be further discussed in Section 2.8.2., 

has been extensively incorporated into L2 education and thus has had a significant impact 

(Peña Dix, 2013), becoming “a compulsory focus” for the discussion of foreign language 

teaching and learning, as the concept of self-regulation “matches well with several of the 

central pedagogical preoccupations (learner centredness, critical thinking, motivation) in 

L2” (Peña Dix, 2013, p. 74). It is thus fruitful to consider how new teaching approaches may 

best exploit psychological and neurological parameters to create more effective, enjoyable 

and sustainable language-learning experiences. 

2.8.1 Psycholinguistic and Neurological Considerations  

Research findings on a key neurological connection between how the brain functions for 

both language and music processing support the efficacy of incorporating music into a wide 

variety of non-musical disciplines, including language teaching (Davis, 2017). 

Songs have been used to enhance receptive and productive vocabulary gains through the 

repetition of specific words in song lyrics (Davis & Fan, 2016). Davis and Fan’s (2016) 

study compared Chinese kindergarten children’s learning of texts through song or choral 

repetition over a seven-week period of instruction. The results showed that both approaches 

led to significant productive vocabulary acquisition. However, very little research exists on 

ways in which popular song (PS) may be used to assist learners with vocabulary gains. 

Lems (1996) supports the use of music-related teaching strategies in ELT, citing Broca 

(1861), whose early findings linked the areas of the brain responsible for language and music 

processing. Providing growing evidence to support the notion that song and music can 

“nurture language growth” (Lems, 2018, p. 15), Posner et al. (2008) agree that the interest 

and motivation generated by the musicality of song assist learners in becoming more 

focused, and that it is in this particular state of heightened attention that new learning occurs. 
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Sacks (2007) similarly argues that in particular circumstances, music is able to stimulate the 

brain and thus generate higher-level thinking. 

Music contains inherent benefits that can assist learners with auditory and right-brain 

strengths (Hein, 1998). Shen (2009) refers to hemisphere functioning in language learning, 

making specific reference to Ellis (1985), who explains that songs enter the brain from the 

left to the right hemisphere, with the right hemisphere being involved in eliciting overall 

meaning and processing formulaic speech. Shen (2009) also cites Krashen’s (1985) Affective 

Filter Hypothesis, which states that the more at ease, motivated and confident the learner, the 

weaker the filter and the better the conditions for learning. 

The connection between music education and language teaching strategies continues to 

generate interest among educators and researchers, with studies aiming to provide evidence 

in support of an association between language development and music (Hein, 1998). Citing 

McGirr (1995), Hein notes the importance of “weaving language and music activities 

together” (p. 6). Much of the research linking music and language learning pivots around 

certain common characteristics. For example, Hein (1998) cites a study by Harding (1989) 

that examined the relationship between early childhood musical experiences and language-

learning achievement, and showed that students with the most musical experiences early on 

in life scored highest in specific language skills such as expressive language, reading and 

spelling at primary school ages. 

Hein (1998) investigated the effect of using music to promote vocabulary acquisition in 

16 primary school students studying ESL. The study, spanning a 4-week period, consisted of 

two student groups, the control group and the treatment group. Both classes were taught a set 

vocabulary, with the difference being that the treatment group was taught via music and song 

containing the set vocabulary items. Pre- and post-tests were used to ascertain the students’ 

mastery of the vocabulary taught. Subjects in the treatment group (N=8) received a mean 

score of 22.25 on the pre-test and 33.50 on the post-test, representing an increase of 11.25. 

This represents an improvement of 28%. This indicated that music served as an effective 

medium for enhancing vocabulary acquisition among the ESL students involved in the study. 
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More recently, research on how music training is linked to improvements in auditory 

perception and processing has also gained merit with respect to enhancements in perceiving 

speech sounds (Moreno & Besson, 2006, and Kraus & Chandrasekaran, 2010, as cited in 

Ludke, 2018). For example, Milovanov et al. (2010, as cited in Ludke, 2018) carried out a 

study on Finnish adults which showed that those individuals with higher musical aptitude 

were also better at English pronunciation. 

Trinick (2012) notes that the past decade has seen “a wealth of new discoveries about 

the cognitive connections between language and music” (p. 7) This is documented through 

the works of Balkin (1999), Lee (2009) and Lowe (2002), who “argue that there is, indeed, 

value in using music to enrich existing literacy programs” by “learning through music, 

outside the formal music education context” (Trinick, 2012, p. 6). 

Different types of music can produce different effects. Kang and Williamson (2013) 

refer to the difference between music as distraction and music as stimulation. They explain 

that disruptive music has the capacity to hinder performance on secondary tasks such as 

language learning if it makes excess demands on the limited processing capacity of cognitive 

systems (Kämpfe, Sedlmeier, & Renkewitz, 2010, and Schellenberg, 2012, as cited in Kang 

& Williamson, 2013). This is because both tasks – listening to music and learning a 

language – may share cognitive and/or neural resources by nature of their physical similarity 

(Kang & Williamson, 2014). 

Stimulating music, on the other hand, can have a positive impact on task performance 

(verbal and non-verbal), in that it increases physiological arousal and mood (Cassidy & 

MacDonald, 2007, Furnham & Strbac, 2002, Jones, West, & Estell, 2006, Schellenberg, 

2005, 2006, Schellenberg, Nakata, Hunter, & Tamoto, 2007, and Thompson, Schellenberg, 

& Husain, 2001, as cited in Kang & Williamson, 2013). More research is needed into the 

possible impact of PS on positive emotion, improved motivation and learner engagement. 

In reference to scientific studies exploring the effects of listening to music on the 

bioelectrical oscillations of the brain, Kučikienė and Praninskienė (2018) note that 

brainwaves can be altered by external stimuli such as music (p. 102). Prior studies have 
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shown the effects of music on impacting cognitive processes such as memory recall or visual 

imagery as well as on reducing overall anxiety (Kučikienė & Praninskienė, 2018, p. 104). 

More recently, and through the use of human intercranial recordings, Norman-Haignere et al. 

(2020) found that there exists “a neural population that responds to singing, but not 

instrumental music or speech” (p.1). Such evidence may lend support to the use of musical 

stimuli, with particular emphasis on the use of song lyrics within L2 learning environments.   

On a broader scale, the interrelatedness between the arts and language continues to gain 

momentum. Balyasnikova and Gillard (2021) carried out an arts-based project in which 

senior immigrants were assisted in learning English through arts-based programming. Using 

purposeful language practice, a variety of creative means such as drama, storytelling, 

singing, dancing and collaborative artwork were exploited in order to unite “language 

practice and creative engagement” in ways which were both “playful” and “meaningful” 

(p. 221). The authors found that arts-based activities had the potential to “transform language 

learning in later life” (p. 221) by allowing participants to reclaim their voices and boosting 

their confidence as well as enabling them to bond with other participants. Factors 

contributing to learner autonomy, competence and relatedness, and their importance in the 

L2 learning process will be discussed in relation to psychological considerations in L2 

learning in the following section. 

2.8.2 Psychological Considerations 

Perceptions of the importance of self-regulation and its role in learning have changed 

over the years. Exploring the psychology of the language learner, Dörnyei (2015) outlines 

the progression of learning strategies and the changing role of self-regulation in educational 

psychology. He notes a marked shift from the perception of the learner as a passive 

receptacle of knowledge in the 1960s to an appreciation of them as “an active, self-

determined individual who processes language in complex ways” (p. 162) in the 1980s. 

Dörnyei (2015) explains the ongoing challenge represented by attempts to define self-

regulatory strategies in a scientifically rigorous way, a challenge which has led to the 

emergence of the concept known as ‘self-regulation.’ Self-regulation and its role in 

extrinsically motivated behaviours will be examined in greater detail further below. 
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There are numerous strategies in play during the process of learning a foreign language. 

McDonough (2001) provides an overview of strategies for foreign language learning, 

dividing these into: cognitive strategies, which include clarification/verification, 

guessing/inductive inferencing, deductive reasoning, practice, memorisation and monitoring 

(Rubin, 1987); metacognitive strategies, characterised by planning, monitoring, and 

evaluating one’s learning activities, setting priorities (Wenden 1982, 1986a, as cited in 

Rubin, 1987), self-managing, using advance preparation and advance organisers, directing 

one’s attention, using selective attention and delaying production (O’Malley et al. 1985, as 

cited in Rubin, 1987); and social strategies, described as behaviours such as seeking 

communication (verbal and non-verbal) with target language speakers. Affective strategies 

are described as strategies taken to approach set tasks with a positive frame of mind and to 

cope with emotional and motivational problems (Ramirez, 1986, as cited in McDonough, 

2001, p. 323). 

In academic contexts, setting goals and achieving them by regulating one’s own 

behaviour is a form of self-determination. For this to be achieved, certain conditions need to 

be met. SDT investigates the social conditions that facilitate or hinder human growth and 

development, identifying three factors deemed necessary for success: competence (a basic 

need to feel one has mastered or accomplished a goal); autonomy (a need to self-regulate and 

self-endorse one’s experiences and actions); and relatedness (a desire to feel socially 

connected) (Ryan & Deci, 2017). When these needs are satisfied, subjects are better able to 

be intrinsically motivated to thrive and flourish. 

Ryan and Deci (2000) explain that while people generally exhibit innate tendencies to 

self-motivation and a willingness to strive and learn, there are situations in which these 

characteristics do not thrive. They posit that external factors such as variations in social 

context play a role in either promoting or thwarting these innate tendencies. Central to SDT 

is the distinction between extrinsic and intrinsic motivation. Extrinsic motivation refers to 

the undertaking of an activity in order to achieve an external reward, benefit or goal, while 

intrinsic motivation refers to the undertaking of an activity purely for the enjoyment, interest 

and self-volition of the activity itself (Ryan & Deci 2017). In intrinsic motivation, goals are 
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internally driven, and the psychological needs of autonomy, competence and relatedness are 

satisfied. In learning a second or foreign language, for example, some individuals are 

intrinsically driven to do so purely by the joy or interest they feel in doing so, while others 

are extrinsically driven by an externally imposed gain such as the need to know the language 

for academic or professional purposes. 

Ryan and Deci (2000) specify the importance of exploring ways in which people 

become motivated to carry out non-intrinsically motivated practices, and how this particular 

motivation impacts ongoing persistence and drive. The continuum between controlled and 

autonomous motivation here becomes critical, according to Ryan and Deci’s Organismic 

Integration Theory of Motivational Types as seen in Figure 1 below. With respect to non-

intrinsically motivated behaviours (for example, a student learning a foreign or second 

language in order to pursue an academic or professional need), differences in motivation are 

associated with the degree to which the requested behaviours have been internalised and 

integrated. 

In Figure 1 we find ‘external’ and ‘introjected’ motivation stemming from imposed or 

externally enforced behaviours. These are classified as controlled, not autonomous, 

behaviours. A student learning a foreign language because it is a mandatory requirement for 

the attainment of a university degree is likely driven by this type of motivation. External 

motivation would thus constitute the reward of passing the course or the fear of failing the 

course, whereas introjected motivation would relate to internally imposed rewards for 

passing or punishments for failing. Learning a language in order to avoid feeling 

embarrassed by not being able to use the language would be an example of introjected 

motivation. 

With regard to moving away from non-autonomous behaviours and towards increasingly 

autonomous behaviours, the variable that accounts for this movement is the degree to which 

the individual is able to achieve a level of identification with the worth of the requested 

behaviour. Identified regulation is achieved when the requested behaviour is seen as 

important. This implies an element of autonomy or acceptance. Integrated regulation takes 

this a step further, in that the individual has come to internalise the worth of the proposed 
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behaviour, which is now aligned with their own personal belief system. A student learning a 

second or foreign language because of their personal belief in the merit of doing so would be 

an example of integrated regulation. 

Self-determined behaviour, as seen in Figure 1, relates to behaviour which is intrinsically 

motivated. The initial example cited above of a student engaged in learning a second or 

foreign language purely because of the joy or interest they feel in doing so would be an 

example of this type of behaviour. 

 

Figure 1 

Ryan and Deci’s Organismic Integration Theory of Motivational Types 

 

Ryan & Deci (2000) 

 

SDT considers how non-intrinsically motivated behaviours can become increasingly 

self-determined, as well as how certain social settings can impact these outcomes. In the 

language classroom, where motivation is oftentimes difficult to generate and sustain, it 
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would be fruitful to suggest that making required behaviours (in this case, set tasks or 

assessments) ones that could evoke identified or integrated regulation may in turn lead to 

increasingly self-determined motivation. Requiring a student to write or speak about a 

prescribed topic in order to fulfil a course objective, in contrast, would likely result in 

passive compliance, as to refuse to obey would risk failure or a lowered grade. Compliance 

would thus be driven by the external regulator of passing or failing. Changing the task to one 

which allows the student to fulfil the same academic objective (writing or speaking about a 

topic) while determining or selecting the topic based on their own understanding of how that 

topic may be relevant to their own views, culture or immediate learning experience may 

change the motivation driving the behaviour from being external or introjected, to being 

identified or integrated. Further, offering the student a broader, if perhaps less conventional, 

variety of sources such as SPC with which they can engage in order to carry out the required 

behaviour may also impact the underlying motivation to do so. By deeming the requested 

behaviour self-chosen or self-endorsed, ‘amotivation’ will be transformed into 

‘internalisation’ or ‘integration’ (Ryan & Deci, 2000). 

The AR study reported on in this thesis investigated ways of making non-intrinsically 

motivated behaviours such as those required within an EFL classroom increasingly self-

determined as a result of using SPC as learning prompts. Additionally, the research aimed to 

generate and sustain conditions whereby requested behaviours would satisfy students’ innate 

psychological needs for autonomy, competence, and relatedness through task design and the 

selection of course materials, while also measuring possible impact on learning motivation. 

Van Beek et al. (2011) built on Deci and Ryan’s SDT in their study investigating the 

differences between work-engaged and workaholic employees. Through an online survey 

addressing the career-related issues and work motivation of 1,246 participants, they studied 

the various motivations driving four types of workers: workaholic employees, engaged 

employees, engaged workaholics and non-workaholic/non-engaged employees. Their aim 

was to provide evidence to further support the distinct differences in the nature and 

psychological state produced by controlled versus autonomous motivation. Critical to their 

findings was the existence of volition, which was the factor differentiating ‘work-engaged’ 
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from ‘workaholic’ employees. By ensuring a sense of interest and volition in task fulfilment 

and choice of learning materials, it may be possible to carry out similar investigations with 

classroom practices to provide further evidence for the impact of differing types of 

motivation. This may function particularly well in higher education settings, where learners 

are young adults and therefore more capable of recognising and selecting materials based on 

personal interest. 

Bakker and van Woerkom (2017) used SDT as a lens through which to study the 

importance of satisfying the basic needs for autonomy, competence and relatedness in the 

workplace. They refer to a flow at work which is a “short-term peak experience” 

characterised by “absorption, work enjoyment, and intrinsic work motivation,” and propose 

that workers may use four self-determination strategies to satisfy these basic needs in order 

to “facilitate flow experiences, and, in turn, increase their job performance” (p. 47). This 

thesis’ similar findings on how pedagogical practices using SPC as learning prompts may 

contribute to the satisfaction of these core needs will be detailed in Chapters Four and Five. 

In another study, Keenan et al. (2021) explored the relevance of needs satisfaction as 

proposed by SDT in order to investigate similarities and differences in the way health care 

professionals and patients respond to the use of palliative care provision by telehealth. The 

study found that psychological need satisfaction plays an important role with respect to the 

“acceptability of telehealth, and motivation to engage in the implementation of 

technologically driven health services” (p. 1). Both the Bakker and van Woerkom (2017) and 

Keenan et al. (2021) studies support the relevance of SDT in enhancing self-determined 

motivation, a claim similarly made of this thesis’s study in Chapter Five. 

Building on the importance of SDT, Ryan (2017) explains that externally motivated 

environments and practices result in decreased transferable learning, in contrast to those that 

support autonomy and self-motivation, where the quality of learning is enhanced. In short, 

awards, rewards, threats of punishment, evaluative procedures, surveillance and deadlines all 

undermine intrinsic motivation. Such motivation is important for further research into ways 

of enhancing autonomy-supportive language-learning environments that can promote a shift 

from amotivated to internalised language-learning behaviours and practices. 
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The need for learner autonomy is linked to learner motivation, as both constitute 

psychological precursors for enhanced learning. As seen in Figure 1, the more autonomous 

or self-driven a behaviour is perceived to be, the more favourable the conditions become for 

quality, sustained learning. Allowing students more freedom and autonomy through task 

redesign and providing a sense of volition in the learning prompts used may revolutionise 

future ELT practices, as “motivation provides the primary impetus to initiate second 

language (L2) learning” along with “the driving force to sustain the long, often tedious 

learning process” (Dörnyei, 2015, p. 72). In certain environments, such as higher education, 

affording learners increased autonomy may lead to enhanced, sustained motivation. 

For the experienced language teacher, it may be easy to discern differing types of 

motivation (extrinsic or intrinsic) among learners. An extrinsically motivated student may 

persistently query whether they will be able to pass or fail the course with little to no regard 

for their actual improvement in using the target language. An intrinsically motivated student, 

on the other hand, is more likely to seek opportunities to use the target language at every 

opportunity, revealing a personal interest or enjoyment in doing so. The language teacher 

needs to create and sustain a motivation-inspiring language-learning experience within which 

their learners can self-motivate and thrive. “Without sufficient motivation,” even those with 

the “most remarkable abilities cannot accomplish long-term goals” (Dörnyei, 2015, p. 72), 

and long-term goals are crucial to L2 learning. Investigating ways in which the use of 

resources considered interesting to learners may impact overall learning motivation could 

provide further evidence for a relationship between increased personal interest and enhanced 

motivation. 

Considering daily language-learning contexts on a global scale, one may ask whether the 

element of motivation is adequately ensconced within daily teaching practices. This query 

lends itself to further investigation of how this may be achieved. As Ryan and Deci (2000) 

note, contexts which support autonomy, competence and relatedness lend themselves to 

enhanced internalisation and integration, which is greatly relevant in environments where 

motivating others towards greater commitment, effort and high-quality performance is a 

desired outcome. With respect to ELT practices, there is a need for specific pedagogical 
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approaches that have the potential to satisfy the tenets of autonomy, competence and 

relatedness. 

McEown and Oga-Baldwin (2019) note that “an explicit goal of self-determination 

theory is to explain how and why sustainable motivation and action occurs” (p. 2). The more 

autonomous the motivation, the more self-sustaining it is, and the fewer material rewards or 

punishments are needed. In contrast, controlled motivation is less sustainable, increasingly 

dependent on outside input and support, and therefore of a lesser quality. With respect to 

language learning, “the goal is therefore to build more high-quality autonomous motivation 

so that students are willing to use the new language to interact and learn without requiring 

constant effort from the teacher” (McEown & Oga-Baldwin, 2019, p. 1). This notion will be 

revisited in Chapter 5, alongside a discussion of observed evidence of lifelong learning 

practices stemming from the AR reported on in this thesis. 

An additional consideration with respect to enhancing learner motivation is related to the 

concept of the future target language (L2) self. The L2 Motivational Self System (Dörnyei, 

2015) considers notions of the self in current and future states. Within this system, desired 

future selves “incite and direct purposeful behaviour” (Dörnyei, 2015, p. 87). The distinction 

between the ‘Ideal L2 Self’ (the learner’s desirable image of the L2 user they wish to 

become), the ‘Ought-to Self’ (the characteristics the learner feels they ought to possess in 

order to meet expectations) and the ‘L2 Learning Experience’ (the current experience of 

language learner) becomes relevant here, as does Ueki and Takeuchi’s (2013) suggestion that 

motivational factors can assist in bridging the gap between the current and the ideal L2 self. 

In the study reported in this thesis, using SPC in the L2 as learning prompts was found to 

enhance motivation due to learner identification with the characters, topics and themes 

portrayed in those sources. 

Ueki and Takeuchi (2013) carried out a study that aimed to validate an extended version 

of the L2 Motivational Self System by examining different learning contexts and their effects 

on L2 university students in Japan. A questionnaire was designed and administered to 302 

Japanese university students with the specific aim of investigating differences in learning 

contexts that either helped to promote a clear image of an ‘Ideal L2 self’ or made it more 
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difficult to do so. In examining the aforementioned contexts, Ueki and Takeuchi (2013) 

aimed to validate the claim that establishing a clearer ‘Ideal L2 self-image’ promotes L2 

motivation and perhaps by extension autonomous L2 learning behaviour. The results of the 

study supported the claim that learners who possess clearer ‘Ideal L2 self-images’ are more 

likely to have sufficient motivation to carry out the intended course of learning or action. 

This thesis contributes to this claim by suggesting that learners attain a clearer ‘Ideal L2 self-

image’ through student identification with characters portrayed in the SPC used as learning 

prompts. 

Considering aspects of the L2 Motivational Self System (Dörnyei, 2015), Figure 2 

shows how factors which are externally imposed – parental pressure, peer pressure, societal 

pressure – are linked to the ‘Ought-to self’ which contains the characteristics the learner feels 

they ‘ought’ to possess. These have a prohibitive influence on the learner as they constitute 

non-autonomous and by extension less self-determined forms of motivation. At the bottom 

level of the diagram, we see that the progression from Actual to Future self is strengthened 

by a vivid concept of the ‘Ideal L2 self’. 
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Figure 2 

Motivating Learning: Exploring the Effects of L2 Motivational Self System Based Instruction on Japanese 

University Students 

 

Note. Scientific Figure on ResearchGate. Available from 

https://www.researchgate.net/figure/Operationalisation-of-Doernyeis-L2-Motivational-Self-

System_fig1_324474663 [accessed 14 May 2019] 

 

Kormos and Csizér (2008) further develop constructs of Dörnyei’s ‘Ideal L2 self’, 

‘Ought-to self’ and ‘International posture’ (which relates to notions of a global interest in the 

L2) in their study of age-related differences in motivation for learning EFL. Observing the 

absence of adequate empirical data for adult or mature-age learners, their study focused on 

comparing how the motivational and attitudinal dispositions of secondary school pupils, 

university students and adult learners differed. Further details of this study will be given in 

Section 2.9.2. below. 

Additional research into age-related differences among second language learners and 

how these can be best addressed by future ELT practices is needed. Older learners such as 

those in higher education settings may respond more favourably to pedagogies allowing for 

greater levels of self-determination. More research is needed to explore this possibility 
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through the creation of learning environments that promote autonomy, competence and 

relatedness through the use of resources aligned to students’ interests as learning prompts. 

In her discussion of the history of L2 learning motivation research, Ushioda (2016) 

proposes a research agenda for future studies, noting the limitations existing in the current 

literature. One such suggestion concerns the investigation of critical incidents (Tripp, 2011) 

or events, which (among other less predetermined possibilities) include “the introduction of a 

new learning activity or teaching resource” (p. 571) and the consequent study of participant 

reactions during this time. 

Tripp (2011) describes a critical incident as an event that marks a significant turning 

point: 

There are thus two stages to the creation of a critical incident: first, some phenomenon is 

observed and noted, which produces a description of what happened. This could be 

called the production of an incident, which can then be explained (so we have ‘what’ 

and ‘why’). The critical incident is created by seeing the incident as an example of a 

category in a wider, usually social, context. (p. 25) 

As discussed below, the AR this thesis reports on was born from such a critical incident, 

which upon later reflection became the focal point for further examination: the use of a PS as 

a means of enhancing student understanding of idiomatic expressions. Teaching idiomatic 

expressions in isolation does not assist learners in recalling and reusing them, nor does it 

evoke much interest or enthusiasm. The initial intent of the task was therefore to help 

students ‘notice’ them in everyday language samples. To do so, a PS which contained three 

such expressions in the lyrics was selected. The following is an excerpt taken from my post-

class notes: 

At the start of the class, I mentioned that we would begin by listening to a PS. Upon 

hearing the title, the majority of students smiled and nodded to affirm that they knew the 

specific song. The first time I played the song, while projecting the accompanying video 

clip, I asked students to listen to the lyrics and try to jot down any phrases they picked 

up on. All students became engaged in the task with a number of them actually (quietly) 

singing along. The shift from being passive to being engaged meant that this task had 

already managed to achieve something that nonmusical tasks often can’t within the 

space of a few seconds. Some students used pencils as microphones although they kept 

their voices very low, as though slightly amused or embarrassed by their own 
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enthusiasm. The first phase of the task provided evidence of enjoyment. After listening to 

the song once, I invited students to call out – literally call out – words/phrases which I 

wrote randomly on the board. One of the idiomatic expressions I wanted to focus on was 

found. I added the additional two and asked students if they knew the meaning of each. 

There was uncertainty over 2/3. I then gave out the song lyrics and asked students to 

skim through in order to find the three expressions after which I invited students to 

attempt an explanation of each. After giving my input regarding the relevant meanings, 

the song was played once more so that students could appreciate the meanings of the 

now ‘noticed’ expressions within the flow of the song lyrics. Students were given a 

handout which asked them to consider additional daily settings where these expressions 

could appropriately be used. These were discussed and additional exercises were 

carried out. Student positive reactions, increased levels of engagement and abundance 

of facial expression (smiles specifically) led me to further investigate a more formal and 

systematic implementation of sources of popular culture into my teaching practices. As 

students were leaving the classroom, Costas, a first-year psychology student, looked at 

me with a smile and asked, “[C]an we do this again next lesson?” (LAN 100, Fall 

Semester, September 2019) 

With the utterance “Can we do this again next lesson?” the seed for the PAR study was 

planted. The description of this activity, which is perceived as a critical incident within my 

own teaching experience, concludes Part A of the literature review and initiates Part B. 

PART B – LITERATURE REVIEW: Motivation Research and Studies Using Sources of 

Popular Culture  

2.9 Research into Motivation and the use of Sources of Popular Culture in Second/Foreign 

Language Teaching 

Part B of this literature review presents specific studies on motivation and the use of 

SPC in L2 teaching. The studies on motivation are presented chronologically, while the 

studies relating to the use of SPC in L2 teaching are divided according to the age of the 

students involved in each study. The subdivisions are as follows: studies with younger 

learners; studies with older learners in secondary/high school; and studies with learners in 

higher education. The chapter concludes by identifying an emergent gap in the literature and 

discussing practitioner perspectives on investigating personal practice. It then outlines the 

areas the literature review has revealed are in need of further investigation and how this 

thesis aims to contribute to them. 
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2.9.1 Studies Investigating Motivation and Second/Foreign Language Teaching 

Baba Khouya (2018) conducted a study investigating the issue of demotivation among 

students studying EFL in Morocco. A questionnaire and writing test were used with 201 

baccalaureate students, with the main findings indicating that students harboured positive 

perceptions of themselves as English language learners and did not perceive English itself as 

a demotivating factor. Students also had positive attitudes towards their English language 

teachers. The main demotivators were crowded classrooms and classroom atmosphere. The 

findings indicated that “generally, learning environment was the main demotivating factor in 

English language learning” (p. 150). In light of such findings, more studies reporting on the 

effects of specific pedagogical strategies upon classroom atmosphere and student learning 

motivation are needed. 

In a different kind of investigation, Eno (2018) explored which of the four skills 

(listening, speaking, reading, writing) was considered most or least motivating among EFL 

learners in Somalia. Speaking was identified as the most motivating skill, followed by 

writing, reading and listening in that order. The findings also revealed a misconception 

among learners, who seem to believe that “acquisition of one skill is independent of the 

others” (p. 4). Offering students opportunities to see second language learning as an 

interrelated process in which all language skills are of importance might help to reduce such 

learner misconceptions. 

Factors affecting student demotivation were the subject of a study by Le and Tien 

(2019). Their study focused on factors leading to the demotivation of EFL students enrolled 

at Da Lat university in Vietnam and strategies that could be used to overcome these in the 

EFL classroom. Close-ended questionnaires and semi-structured interviews were carried out 

with 200 students. The findings revealed that “among teacher-related, classroom-related and 

student-related factors, student-related factors were perceived to have negative effects on 

students’ learning” (p. 887). More specifically, lack of confidence in using the language was 

found to be a demotivating factor. With respect to specific motivational strategies employed, 

students ranked most highly “the motivational strategies which relate to creating a pleasant 

atmosphere in the classroom” (p. 887), teacher enthusiasm and rapport, and strategies 
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enhancing learner autonomy. Throughout the literature review, these factors consistently 

emerged as significant in L2 settings. 

A study by Elashhab (2020) investigated how motivational strategies used by EFL 

teachers could increase their students’ motivation. The study involved interviews undertaken 

with five EFL instructors and questionnaires completed by 100 first-year female students that 

aimed to explore the attitudes of both groups towards motivation in the foreign language 

classroom. Results showed that the most used, and most highly ranked, strategies were the 

use of “resources that satisfy the students’ needs and interests, group work, active 

participation in class, and praises and rewards” (p. 124). These findings further support the 

need for practical investigation of specific strategies and their potential impact on student 

learning motivation. 

While undertaking a comparison between extrinsic factors affecting the motivation of L2 

learners at a public sector college, Quratul et al. (2020) found that the course content affected 

motivation more that the teachers’ competence, with 87.8% of participants reported finding 

exercise patterns in the textbook quite old and monotonous. This finding suggests that course 

materials have a considerable impact on student motivation, and supports further 

investigation into the effectiveness of alternative sources and materials for prompts in ELT. 

More research is needed in order to further investigate the effect of using resources aligned 

to students’ interests as learning prompts. 

Teimouri (2017) further explored anxiety, joy and shame within the L2 Motivational 

Self System. In this particular study, joy was used to refer to “positive emotions that 

language learners experience in the process of learning or using the target language either 

within the boundary of a specific instructional context or in authentic real-life situations” 

(p. 689). This interpretation of joy and its possible relevance in L2 environments will be 

extensively explored in Chapters Four and Five. 

In order to extend the insights provided by the existing literature, more research is 

needed into the efficacy of specific strategies intended to impact learning motivation. It is 

necessary to “develop situated understandings of the ways in which the relational practices of 
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the teacher or teachers in focus influence the manner in which students approach and work 

with classroom activities” (Henry, 2020, p. 6). Future research documenting the efficacy of 

specifically designed pedagogical practices and their subsequent impact on learning 

motivation is needed in the field of second/foreign language teaching. 

There are many ways to modify practice in order to affect change. As with any critical 

approach to change, using SPC in ELT practices is subject to an evaluation of its pedagogical 

merit and potential. As discussed in Section 2.5, issues relating to “teaching contexts that are 

constrained by the need to meet official curriculum requirements and preparation for high-

stakes tests” (Liu & Lin, 2017, p. 1) must also be mitigated. 

Following a review of studies on motivation and L2 language teaching and learning, as 

presented above, the literature review will now focus more specifically on studies involving 

the use of music, song and other SPC in L2 settings. The following sections have been 

arranged according to the age of the study participants so as to emphasise the more extensive 

studies available with younger language learners while revealing the relative scarcity of 

studies investigating the use of SPC with older language learners.  

2.9.2 Using Sources of Popular Culture – Studies With Younger Learners 

Many language teachers, irrespective of context, have experimented with the use of song 

in the classroom. In contrast with most of the studies cited in this section, however, the 

research reported in the following chapters of this thesis concerned itself with the use of PS, 

which is defined as any English language song in the form of its original release to the 

general public. In this sense, PS is considered a real-world, authentic resource. This 

definition will gain significance further on because it is associated with a learner’s ability to 

select and listen to songs of their personal choice. 

Within the specific context of teaching English as an L2, song use has predominantly 

been led by teacher instincts and intuitions, and fed by noticeably positive effects on learner 

motivation. In order to complement intuitive practice with empirical data, a number of 

studies investigating the use of music and song in language teaching have been conducted. 

Many have focused on the use of song to improve motivation with young learners. 
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In one such study, Sokolova and Donkova (2016) emphasise how extremely important it 

is to enhance students’ positive motivation for L2 learning from the very start of their 

language-learning endeavours. The research study reported in this thesis took a different 

perspective and focused on the use of PS as a way to motivate and re-motivate learners in 

higher education settings whose long-term language learning may have led to lowered 

motivation for continued L2 learning. 

In an overview of the literature concerning the use of music and song in the young 

learner classroom, Davis (2017) notes that empirical research remains scarce. His 

investigation into the available literature revealed that although many studies on the use of 

song in the classroom have been carried out, there is a lack of corresponding empirical 

research to further substantiate the largely intuition-led practices implemented by language 

teachers worldwide. Of the studies currently available in the literature, most focused on the 

use of music and song with younger learners. The predominant age groups studied have been 

those between 3-12 years of age. In addition, in the majority of studies cited below, 

particular language competencies such as grammatical structures or vocabulary were being 

targeted. The studies cited in this section have been organised according to target age groups, 

from youngest to oldest. 

Many of the studies cited used songs created or tailored for classroom use. It is fruitful 

here to make the distinction between materials created for didactic purposes and materials 

that are authentic (not created for classroom use). Galloway (1998) defines authentic as that 

which has been created by members of a language and culture group for members of the 

same language or culture group. Within the context of the studies cited, this translates into 

the difference between a song designed and created for teaching purposes (possessing a 

specific educational function) and a PS (authentic material possessing a real-world function.) 

Real-world resources such as TV series and films are also examples of authentic texts or 

materials, as they represent language artefacts or products of the L2. This aspect of 

authenticity is important in enabling the study of language in its everyday, non-didactic 

capacity. It exposes learners to more than just artificially designed language teaching 

material geared towards classroom use. These resources are also known as ‘non-specialised 



 

75 

 

      

materials’ (Sandsberry, 1979), a term to be used interchangeably with ‘authentic.’ The 

research carried out and presented in this thesis focuses on the use of authentic materials, 

specifically PS and popular cultural resources of the L2, and its impact on learning 

motivation. 

Fisher (2001) carried out a study on the effects of song and music on motivation levels 

for L1 Spanish-speaking kindergarten children learning English in the United States. The 

study showed that the use of song and music had a significant impact on motivation and 

language improvement. Students were pre-tested using the Yopp-Singer Test, the SOLOM 

test of English Proficiency and the Developmental Reading Assessment, with no significant 

differences found among the 80 participating students. Post-test results revealed that the 

students belonging to the classes where music was used outperformed those in the non-music 

using classes. Classroom observations were also carried out twice per month in one class 

where music was being used as part of the study and in another where it was not (Fisher, 

2001). The observations were unannounced, and lasted between 60-100 minutes each. 

Students in the classrooms where music and song were integrated were notably more excited 

and enthusiastic, while students in the classes where music was not part of the instruction 

were consistently more quiet and reserved. Fisher (2001) noted that this effect on behaviour 

extended beyond the classroom, in that students who took part in the music-integrated 

classrooms maintained a high level of excitement about school in general compared to 

students in the classrooms without music. These students were noted as being generally 

quieter and more reserved. 

Positive impacts on motivation were also noted in a study of pre-school native speakers 

of Chinese and Malay in Singapore, which showed that positive motivational effects 

extended to otherwise shy and reserved students (Gan & Chong, 1998). The study comprised 

three phases: Phase One, which emphasised the development of social greetings within a 

musical context; Phase Two, which emphasised auditory awareness via songs, rhymes and 

stories; and Phase Three, in which students acted out stories, rhymes and songs using 

musical and non-musical props. The authors reported that the learning environment this 

created led to a loss of inhibitions regarding the correct pronunciation of the students’ 
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English utterances, an increase in comfort in exceptionally shy children and improvements in 

students’ ability to remember complex instructions. Such findings are significant when 

viewed in terms of differing learner types. Based on the premise that song and music may 

positively impact varying learner types, further research is needed to examine how such 

practices may be incorporated in more structured ways. 

The studies referenced thus far have focused mainly on the use of music or specifically 

crafted songs with younger second language learners. The following sections consider 

studies undertaken with older students, specifically those in secondary and higher education 

settings. 

2.9.3 Using Sources of Popular Culture – Studies With Older Learners (Secondary/High 

School) 

Another type of methodology used by researchers has been the intervention study. An 

academic intervention is a strategy used to teach a new skill, build fluency in a skill or 

encourage a child to apply an existing skill to new situations or settings (Wright, 2010). This 

type of study involves intervening effectively upon a situation in order to secure desired 

outcomes. At the same time, the effectiveness of the intervention is documented. Intervention 

studies are often used to assess the effects of a particular tool or technique in a controlled 

setting. 

The use of song in L2 learning was the focus of an intervention study carried out with 

migrant children in Germany. In this study, which is included here as an example of an 

intervention, despite its focus on younger learners, researchers aimed to investigate the 

effects of song and singing upon children who had recently migrated to the country (Busse et 

al., 2018). The participants in the four-week study were students aged 6–11, who were 

exposed to specifically designed songs used to “support early literacy and grammar skills of 

primary school children” (Busse et al., 2018, p. 4). An initial cognitive skill test and 

language knowledge test were carried out. Following the intervention, the language 

knowledge test was administered again, along with a cued song recall test. After three to four 

weeks, the language knowledge test was administered for a third time, and the cued song 
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recall was retested. The findings showed that language proficiency increased significantly 

over time, and that learning was sustainable. Transfer skills were also tested, with the results 

showing that students were able to apply the correct rules to form the plurals of unknown 

words and to mark vowels appropriately, providing evidence that they were able to abstract 

rules and apply them to unknown words. These findings suggest a need for further 

investigation into the use of song as a pedagogical supplement even for learners with little 

prior knowledge. The authors called for further research into what they consider to be an 

under-researched area. 

Ludke (2016) carried out an intervention study that explored whether singing and arts 

activities can support foreign language learning in different settings. In Ludke’s (2016) 

study, comparisons were made between the effectiveness of singing and song-related 

activities and of visual art and drama activities (Ludke, 2016, p. 373). Two French classes at 

a Scottish secondary school were recruited, both undergoing an intervention program of six 

weeks’ duration. Results indicated a greater improvement in overall French test scores for 

the singing and song-related group. With respect to future research possibilities, the author 

considered the extent to which, in these settings, a deeper understanding of the meaning of 

the lyrics might be possible with more advanced learners. Building on these findings, this 

thesis presents similar findings related to the use of PS as prompts for higher-order tasks 

with students in higher education, an area which remains largely under-researched. 

The impact of song in reducing affective factors such as learner anxiety levels has also 

been the subject of investigation. Dolean (2016) investigated the effects of the use of song on 

anxiety levels of 106 eighth grade French language learners in Romania. First, quantitative 

research was conducted via questionnaires aimed at identifying students’ overall anxiety 

levels with respect to their foreign language learning. The results of the study showed that 

song had a significant impact, lowering anxiety levels in the classes where they were initially 

high. The authors noted that replication of the study on a broader scale remains necessary, as 

does the use of slower-paced songs, as their study used fast-paced songs for the purposes of 

the intervention. As shall be discussed in Chapter Four, the study undertaken for this thesis 



 

78 

 

      

produced similar results, with students in a higher education setting attesting to lowered 

stress and anxiety levels due to the use of SPC in classroom practices. 

The current literature on the use of song in early years education suggests a positive 

impact on learner interest, motivation and language gains. Most research in this area is 

qualitative in nature, with small groups of learners studied. As noted earlier, however, 

specially designed songs were used in these contexts, and there is little research currently 

available on the use of song in its original, real-world form. This thesis contributes further 

insights pertaining to research on the use of authentic popular cultural resources, with an 

emphasis on PS, which will be presented in Chapter Four. 

In investigating the impact of song on younger learners, and as discussed in this 

literature review thus far, it is often the case that the element of autonomy is absent. Young 

learners are not invited to engage in the song-oriented tasks of their own volition. In this type 

of task, they have no autonomy with respect to (a) using the songs in and of themselves, or 

(b) selecting which songs to use. The notion of autonomy, which was found to be one of the 

crucial psychological tenets necessary for enhanced learning (Ryan, 2017), will be revisited 

in relation to song use with older learners.  

Further investigation into the use of PS, which has the added benefit of being known and 

most importantly liked by the learner prior to their use in the classroom, could provide key 

data with respect to impact on learner motivation. Moreover, allowing learners to choose 

which song/s they would prefer to use satisfies the criterion of autonomy and moves towards 

an increasingly self-regulated approach to language teaching. For practitioners, it is of 

paramount importance to acknowledge that “pleasure for its own sake is an important part of 

language learning” (Nadera, 2015, p. 370). The AR study reported in this thesis therefore 

investigated the effects of using songs which were well-known and well-liked by learners, 

and the impact this had on overall motivation. 

In Lamb’s (2011) study of six students of French or German at a secondary school in 

England over a period of two years, the focus of investigation was to reveal how students 

could take control over their own learning. The school had developed a pedagogical 
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approach to language learning that was designed to develop learners’ motivation by allowing 

them to plan, monitor and evaluate their own learning by making choices about activities 

from a bank of varied resources (Lamb, 2011). Focus groups and group interviews were 

carried out, and a strong emphasis was placed on ensuring that students felt comfortable and 

at ease with the interviewer. In his discussion of the data collated, Lamb (2011) notes the 

following: that students had a lot to say about their experiences with language learning and 

possessed a strong learner identity, and that they desired control over their learning and 

demonstrated the ability to manage and regulate their learning. The students became 

frustrated by increasing teacher control (for the purposes of passing tests/examinations etc.), 

which compromised their learner identity. The author stated that particular students were 

considered ‘able’ to self-monitor and self-regulate, which is not, of course, the case for all 

learners. It is thus crucial that teachers train or assist learners if they are to become 

competent at taking control of their own learning. 

Cheung (2001) advocates the use of popular culture as a stimulus to motivate secondary 

students’ English learning in Hong Kong, noting that teaching practices which “rely on 

uninteresting textbooks that focus students’ attention on grammatical structures” are 

“unlikely to lead students to develop a genuine interest in learning English” (p. 55). Cheung 

(2001) supports the use of popular culture as a means of achieving effective teaching and 

learning, noting that if the use of these stimuli proves effective in motivating students, there 

will be “a number of implications for how we cater for [student] needs in our choice of 

teaching and learning materials” (p. 55). The effects of moving away from conventional 

language teaching materials and towards aligning teaching and learning materials to student 

interests is pivotal to the study reported on in this thesis. 

Legg (2009) reported the findings of an experimental study which examined the use of 

song as a teaching tool with 12- and 13-year-old English speakers learning French in 

England. For the purposes of Legg’s study, a song was created in order to target vocabulary 

acquisition, specifically of past tense words and phrases. Students were required to 

repeatedly listen to and sing along with the song, which they eventually learned thoroughly. 

The results indicated that the students in the music group were able to learn the words and 
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phrases of the song “more securely” (p. 7) than those in the non-music group, which 

corroborated the hypothesis that music and song have positive effects on enthusiasm, 

motivation and gains in second language learners. 

The shortage of research on the use of song specifically in L2 teaching is noted by 

Tegge (2018). As part of a broader study investigating song-based language teaching and its 

effect on lexical learning, Tegge (2017) carried out a survey investigating teacher attitudes 

on the use of song within the classroom through an online questionnaire administered to 398 

language teachers. The results showed that in cases where teachers implemented song use, 

these were driven by clear meaning- and language-focused goals which recognised the 

authenticity of the input source. 

Furthermore, Tegge (2017) refers to reinforcement as an additional advantage of using 

authentic versions of songs. The fact that learners were increasingly likely to encounter 

songs again beyond the classroom was an integral factor influencing the choice of song use 

in the classroom. Among the noted limitations of song use were the large time investment 

needed to prepare and implement song-based lessons, and the inability to find suitable songs 

for use. This thesis supports the theory that the possibility of re-encountering popular songs 

used in classroom practices beyond the classroom provides useful impromptu reinforcement. 

In contrast to the limitations Tegge (2017) noted pertaining to time constraints for material 

preparation, the results of the AR presented in detail in Chapter Four suggest that using PS 

for higher-order tasks and allowing students to select their own prompts has the potential to 

be extremely advantageous. 

The extent to which students harboured an interest in the use of PS in their educational 

experiences was the focus of a study by Ho (2014). The study sought to investigate the 

attitudes of secondary school students in Beijing, China with respect to the presence of pop 

songs both inside and outside of the school context. A vast majority of the students surveyed 

expressed a positive relationship with popular music, noting that it assisted in the reduction 

of anxiety. They also welcomed the use of PS in their educational experiences. Such findings 

attest to the popularity of SPC such as PS, films and TV series as preferred sources of 

entertainment among students in the study’s setting. The degree to which undergraduate 



 

81 

 

      

students voluntarily engage with SPC in the Cypriot context of this thesis’s study, where the 

AR was carried out, was investigated via the pilot survey implemented in Phase One, the 

results of which will be discussed in Chapter Four. 

In a study cited earlier in this chapter, Kormos and Csizér (2008) collected data from 

623 Hungarian students using questionnaires. The results indicated that the main factors 

affecting students’ L2 learning motivation were attitudes and notions of the ‘Ideal L2 

Self’(Dörnyei, 2015). Such results lend support to Dörnyei’s (2015) L2 Motivational Self 

System. However, models of motivated behaviour varied across the learner groups studied. 

Secondary school pupils demonstrated an interest in English-language cultural products, 

while motivation in older students was found to be interrelated with a sense of international 

posture. International posture relates to an “interest in foreign or international affairs, a 

willingness to go overseas to study or work, a readiness to interact with intercultural partners 

along with and a non-ethnocentric attitude toward different cultures” (Kormos & Csizér, 

2008, p. 57). It therefore appears that motivation for learning English is associated with a 

drive to identify not with one particular culture, but with a more global, international concept 

of an English language culture. In light of this, implementing SPC could provide a direct 

window into this international English language culture. 

Another study investigating motivational strategies used in the EFL classroom in 

Ecuador. Cirocki and Farrell (2017) used a mixed methods approach comprising a 

questionnaire and semi-structured interviews with 80 secondary school teachers and 350 

students. The results revealed six categories of motivational strategy in the teachers’ 

pedagogical practices, the most prominent of which was displaying appropriate teacher 

behaviours and the least common was promoting learner autonomy. Of the six categories 

employed by teachers, the three that students found most motivating were: creating a friendly 

classroom atmosphere and a cohesive learner group; selecting and presenting instructional 

activities; and displaying appropriate teacher behaviours. The study additionally found that 

“students wished to be exposed to more diverse motivational strategies, especially those from 

the promoting learner autonomy, encouraging positive self-evaluation and making learning 

stimulating and attractive categories” (Cirocki & Farrell, 2017, p. 250). As will be further 
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discussed in Chapters Four and Five, using SPC as learning prompts was similarly observed 

to have the potential to make learning stimulating and attractive. 

In a more recent study, Fathi et al. (2019) investigated the demotivating factors affecting 

Iranian EFL learners at English language institutes in Kermanshah, Iran. A qualitative 

analysis was carried out on data collected through semi-structured interviews and focus 

groups involving 15 male EFL learners. The study findings identified quality of instruction, 

teacher personality, anxiety, peer behaviour and the physical environment as demotivating 

factors. 

Moving on from the literature focused on younger learners, the following section 

provides a review of relevant studies carried out with students of higher education. These 

studies are of greater interest, as they involve cohorts similar to the participants recruited for 

the research study reported in this thesis. 

2.9.4 Using Sources of Popular Culture – Studies with Learners in Higher Education 

Overall, and as previously mentioned, studies focusing on the use of music, PS and SPC 

with students in higher education settings are not abundant. Also limited are studies focusing 

on particular aspects of L2 learning and how these may be impacted by the use of 

pedagogical strategies which make use of resources aligned to students’ interests. 

The use of song to positively impact writing fluency was the focus of a study carried out 

by Alisaari and Heikkola (2016). They examined the effect of different pedagogical methods 

on the written fluency of 67 learners of Finnish at a Finnish university. They examined three 

different teaching methods (singing, listening to songs and reciting songs) to unearth which 

of them had the most positive effect on writing fluency. It could be argued, however, that the 

three different methods need not necessarily be mutually exclusive, based on a more 

cumulative view of the myriad possibilities through which exposure to song may affect 

outcomes. 

In the study undertaken by Alisaari and Heikkola (2017), participants were pre-tested for 

general language ability. Following an intensive course comprising the three teaching 
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methods listed above, participants were given a post-test consisting of writing stories based 

on comic strips. Their results show that singing emerged as the method with the highest 

increase in written fluency, although they acknowledged that more research needs to be 

carried out in order to obtain more conclusive data. More specifically, the authors note that 

more research is needed into how spoken fluency, accuracy and complexity in both writing 

and speech may be influenced through the use of song in the L2 classroom. They also note 

that further research with a greater number of participants at a more controlled level of 

language proficiency is needed. 

Arévalo (2010) carried out an AR study with EFL learners at a university in Tunja. The 

study investigated student listening performance, and proposed the use of popular songs as 

authentic listening material to “foster listening skills” and enable students to “engage” in 

“discussion about cultural and social issues” (p. 122). A questionnaire, classroom 

observations and semi-structured interviews were used, with findings indicating that students 

felt “motivated when working with this kind of material” (p. 130). 

The use of song with adult learners is also examined by Mahmud (2017), who looks 

specifically at how PS can be used as a prompt for academic writing in university students. 

Mahmud’s research offers a novel approach to the use of PS in its real-world form as a 

pedagogical resource for older L2 learners.  

Mahmud (2017) collected data from 50 students in a course on Composition and 

Communication in English at East West University in Bangladesh. The writing samples of 

25 students who were asked to write a response to a written prompt were compared with the 

writing samples of another 25 students who were given an audio prompt (a song). The results 

indicated that the use of song as a prompt resulted in more “enriched” content in the writing 

samples of learners, with Mahmud noting that “the inclusion of songs as a prompt can bring 

positive outcomes in students’ academic write up,” (p. 200) in addition to promoting a 

positive and pleasant experience for the students. Mahmud (2017) also acknowledged the 

lack of relevant studies in the current literature by noting that very few attempts at using 

songs in teaching writing have been made so far. 
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Both Arévalo (2010) and Mahmud (2017) offer isolated examples of the use of PS in its 

real-world form, in contrast to the studies cited earlier in which songs were specifically 

designed for classroom use. These studies offer new avenues for research into how PS can be 

used with college and university-age learners who are at advanced language levels and are 

therefore in need of motivating stimuli capable of recapturing their interest in further 

improving their language competencies. Using these earlier studies as a springboard for 

further research, the AR study reported in this thesis specifically investigated the use of PS 

and other popular cultural resources as learning prompts with EFL learners in higher 

education. In the local context of Cyprus, the extended study of EFL (which often spans 8–

10 years prior to higher education) necessitated the investigation of strategies to re-engage 

older, advanced L2 learners of English. 

Bellver (2008) reported on her incorporation of music in the Literature classroom, where 

it was used as a “hook” to “lure” students “into reading” a work of “literature that they 

probably know nothing about” (p. 888), providing further evidence of the interrelatedness 

between music education and other areas of education. Her use of music differed in that it 

was used to ‘lure’ or pique the interest of students prior to their reading of the core texts in 

her literature course. She was able to exploit student interest in music by creating a bridge 

between their “emotional and spontaneous reaction to music” and the “reflective, analytical 

and interpretive process” needed in order to read literature critically (p. 889). In the 

Motivational Teaching Practice model (Dörnyei & Schmidt, 2001), the first phase requires 

creating the basic motivation conditions, which in this example was achieved through the use 

of music as ‘hook.’ However, the use of music or other SPC as a hook remains an area in 

need of further exploration.  

Bellver (2008) noted that even the disruption of normal or expected first-day 

experiences generated by her unexpected use of music was successful in capturing the 

attention of the students. In the remainder of the course, music specifically linked to the 

particular unit of study to be covered was offered as a precursor, with students asked to 

respond to particular questions that created the opening discussion of that unit. Specific 

questions related to the emotions and feelings evoked by the music were also noted as being 
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significant in eliciting feedback from students, and this data supports the need for further 

research into the effects of song on more advanced learners. As will be seen in Chapter Four, 

the AR findings of this thesis’s study similarly indicated that music evoked emotion which in 

turn was observed to positively impact learning motivation. 

In a corpus study of pop songs, Murphey (1992) analysed 50 pop songs in English taken 

from the September 12, 1987 edition of Music & Media's Hot 100 Chart. The following 

findings were noted as significant in supporting the validity of the use of PS in the teaching 

of English. Corpus analysis showed PS to have qualities of repetition and of being 

conversation-like, as well as having roughly half the speed of spoken discourse. Additional 

features noted were as follows: being simple, being highly affective and dialogic, possessing 

vague references (ghost discourse), and allowing listeners to use them in personally 

associative ways. Such features allow PS to be potentially rich materials both within and 

beyond the classroom (Murphey, 1992, p. 771). 

Also noted by Murphey (1992) is the ‘din’ related to the involuntary ‘rehearsal’ or 

repetition in one’s mind following contact with a foreign language, a process likened to 

Chomsky’s language acquisition device (LAD). The LAD was first proposed by Noam 

Chomsky in the 1960s, and referred to the existence of an innate or instinctual human 

capacity to acquire language if exposed to adequate language input. The association made by 

Murphey (1992) is that unconscious mental repetition (i.e., when we repeat or mentally sing 

song lyrics after having heard a song) may actually act to stimulate the ‘din’ mode, which 

would lead to the processing of more communicative speech.  

In a study by Salcedo (2010), the effect of text recall and involuntary mental rehearsal 

(din) was investigated with beginner level students of Spanish at college level. The research 

sought to discover whether there was an increase in text recall when text is learned through 

songs as opposed to written text as well as to investigate the rate of involuntary mental 

rehearsal following the former and latter scenarios. Results indicated that immediate recall of 

text was higher in the students who learned the text through song. Furthermore, students 

belonging to the classes using song also reported a higher instance of din occurrence “than 

those who heard only spoken text” (p. xii).  
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Listening to songs was found to be the autonomous activity participants engaged with 

most frequently in a study on motivation and autonomy among Ecuadorian college students 

(Bravo et al., 2017). The authors noted that since listening to songs was found to be the most 

frequent out-of-class activity, there existed evidence in support of the benefits to be derived 

from making it part of classroom experiences. More evidence attesting -o students’ out-of-

class activities in a variety of contexts is therefore needed so as to better inform future 

teaching pedagogies. For this reason, in Phase One of the study reported in this thesis, a pilot 

survey was conducted with the aim of documenting the extent to which local undergraduate 

students in Cyprus engage with English-language SPC during their free time. 

Bravo et al. (2017) noted that one limitation of their study was students being unable to 

carry out short- and long-term autonomous projects, thus illustrating the additional need for 

lifelong language-learning strategies. These results provide further justification for pursuing 

research focused on exploiting the activities learners autonomously engage with beyond the 

classroom. Incorporating these into a new TESOL pedagogies presents boundless and 

exciting possibilities, as it is evident that “student motivation is a major issue that any 

attempt to promote learner autonomy in the tertiary context should address” (Chan et al., 

2002, p. 11).  

The need to cater to learner motivation and autonomy has manifested as SALL centres, 

which many higher education institutions offer their language learners. These centres allow 

students to self-direct their language learning to varying degrees through their ability to 

access a number of online language-learning resources outside of and in addition to their 

classroom contact time. 

Razieyeh (2012) carried out research on Iranian students studying ESP in order to 

investigate their perceptions of and behaviours related to autonomous self-access learning. 

Autonomy was here studied in terms of students’ level of responsibility and decision-making 

abilities in different areas of language learning, including their choice of activities and 

materials in and out of class, course objectives, and self-evaluation of their own learning 

processes (Razieyeh, 2012). The study participants comprised 133 students majoring in Law 

at two universities in Iran. The methodological approach consisted of administering a 
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questionnaire eliciting responses to questions relating to ESP students’ perceptions of their 

own responsibility with respect to language learning at their university and their decision-

making abilities with respect to language learning at their university, as well as whether these 

perceptions were related to various aspects of language learning at university level. 

The results of this study indicated that the Iranian ESP students had the ability to decide 

some aspects of their language-learning process, and that they did accept responsibility in 

some areas of language learning directly linked with their ability. Razieyeh (2012) noted, 

however, that students needed more freedom to express their ability, with specific reference 

to “choosing objectives and activities in the language learning process” (p. 262), noting that 

autonomy and self-learning were relatively new concepts in the Iranian context. Context and 

the educational system were therefore identified as “important variable[s] which can 

facilitate or hinder the development of autonomous behaviour among students” (p. 262). 

Razieyeh (2012) suggests that further research is needed with students of other disciplines, 

and that more varied data in addition to questionnaire responses needs to be collected. 

Teacher perceptions are also in need of further investigation. 

Social and policy considerations will undoubtedly affect ways in which new approaches 

to ELT are received in differing cultures. Teacher and student attitudes play key roles in this 

process. Razieyeh (2012) referred to a need for SALL centres in the context of Iran’s tertiary 

education sector so that students could be given the opportunity to exercise control over their 

own learning. While there would be little dispute as to the need for and value of SALL 

centres, the concept of autonomy needs also to translate to areas within L2 course syllabi so 

that students are given more flexibility and range within the daily requirements of their 

courses of study. Razieyeh (2012) noted that although the educational system in Iran is 

undergoing rapid changes, the “attitudes and perspectives” of students and teachers “do not 

change overnight” (p. 256). 

In a study of university students in Hong Kong that aimed at integrating a SALL 

component into an English for Academic Purposes course, Gardner and Yung (2017) 

examined the types of motivation of second-year undergraduates with respect to their SALL 

preferences, and how these could be contextualised in the context of the L2 Motivational Self 
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System (Dörnyei, 2015). Their findings suggested that students were mostly motivated by 

regarding English as a tool, which would indicate a “combination of Ideal L2 selves and 

ought-to L2 selves” (Gardner & Yung, 2017, p. 167). Additionally, negative motivators such 

as considering “how bad their English was” (p. 167) also support the notion that the ‘Ought-

to self’ (Dörnyei, 2015) was a factor inhibiting student learning motivation. 

An earlier study on autonomy in older learners was carried out by Chan et al. (2002). 

Their investigation into the attitudes of university students at the University of Hong Kong 

also revealed that students did not have an in-depth understanding of their own 

responsibilities and abilities with respect to taking control of their language-learning 

pursuits. The researchers administered a questionnaire to 508 students taking English courses 

at the university in order to investigate their attitudes with respect to factors such as 

confidence, motivation and overall ability to operate autonomously. 

More specifically, Chan et al. (2002) aimed to investigate students’ views of their 

responsibilities and decision-making abilities when learning English. The results of the study 

indicated that most of the students who fit the criterion of being motivated were mostly 

motivated by extrinsic factors such as the need to pass their courses, while many were found 

to harbour less positive attitudes towards assuming responsibility for their own learning 

(Chan et al., 2002). As part of the study, participants were asked to complete a questionnaire 

that included questions aimed at eliciting the types of activities they engaged with outside of 

the classroom. Watching English-language movies and listening to English-language songs 

were rated highest, scoring over 80%, which again lends support to the idea of creating 

teaching strategies incorporating them. A similar investigation was carried out in Phase One 

of the AR presented in this thesis, through the design and implementation of a pilot survey, 

the results of which will be presented in Chapter Four. 

In a more recent study, Cumming and Matsumoto (2018) explored differences in the 

perceptions of Japanese high school and university learners of English, with specific 

reference to the degree to which their English teachers affected their motivation. A 

questionnaire was administered to 125 high school and 255 university students, with results 

revealing that “university students view their teachers as influencing their own motivation 
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more strongly than do high school students” (p. 217). Further research is needed into the 

interrelatedness between instructor influence and learner motivation in higher education 

settings. 

As became evident through the literature review, while there has been substantial 

research into generic factors affecting student learning motivation in EFL settings, there is 

limited empirical data on the application of specific pedagogical strategies and possible 

outcomes. This thesis aims to contribute to the literature by reporting on the results of a PAR 

study investigating the implementation of pedagogical strategies using PS and SPC aligned 

to students’ interests as learning prompts, and the consequent impact on their learning 

motivation in higher education. 

2.9.5 Identifying the Gap 

The literature review presented in this chapter illuminates the need for motivational 

pedagogical strategies within L2 teaching and learning environments. Most of the existing 

research focusing on younger learners has involved the use of songs specifically designed for 

classroom use. Research investigating older, more advanced learners remains limited, as 

does research on the use of SPC in their real-world, non-specialised contemporary form. 

Existing research suggests that English language PS are rated highly as a form of self-chosen 

entertainment by secondary and higher education students. This was further investigated with 

two local cohorts in the AR study reported on in this thesis via the administration of a pilot 

survey in Phase One and a repeat of the survey with a different local cohort early in Phase 

Two. 

The relationship between higher education EFL students and their autonomous 

engagement with SPC, and how incorporating these into teaching pedagogies may impact 

learner motivation, remains an under-investigated area which the research undertaken for this 

thesis aims to contribute to. 

Bridging the gap between the area identified as in need of research and the theoretical 

underpinnings needed to create a framework for investigation necessitates a return to the 

psychological considerations discussed earlier in this literature review. Current learning 
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theories provide insights as to the conditions necessary for optimal learning, and thus need to 

be considered in emergent teaching pedagogies. Taking into consideration the basic tenets of 

SDT (Ryan & Deci, 2000) and the L2 Motivational Self System (Dörnyei, 2015), this thesis 

reports on a PAR study examining the impact of SPC aligned to learners’ interests on the 

learning motivation of EFL students in higher education. 

Cook and Artino (2016) call for research which “builds and extends motivation theory 

for education” (p. 1012). Figure 3 reflects the PR’s visualisation of how her own research 

was framed within SDT and the Ideal L2 Self System. 
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Figure 3 reflects preventative versus promotive learning conditions as conceptualised 

through an understanding of SDT. Traditional approaches to ELT, which are more prescribed 

and less self-determined with respect to student autonomy, are likely to be primarily 

extrinsically motivated, leading to external or introjected regulation of expected behaviours. 

It is at this point that the L2 Motivational Self System may be seen to overlap with STD. In 

situations where external and/or introjected regulation governs behaviour, it is most likely to 

be the case that the ‘Ought-to self’ is in play. The learner’s vision of their future L2 self is 

thus associated with attributes that are either externally imposed or self-imposed based on the 

expectations of their parents, social context and culture. Conversely, and in settings where 

promotive conditions dominate, ELT practices become more autonomous so as to promote 

the process of making non-intrinsically motivated behaviours more intrinsically self-

determined as students move towards identified and integrated regulation. This may 

contribute to strengthening the learner’s vision of their future L2 self, placing it closer to the 

notion of the ‘L2 ideal self’ driven by the future state of the learner as a competent speaker 

of the L2. 

Figure 2 shows how the pilot survey outcomes, which focused on investigating 

undergraduate behaviours that are intrinsically motivated, could be incorporated into ELT 

practices in order to explore the third aspect of the L2 Motivation Self System (motives 

related to the immediate learning environment). The intent was therefore to align practices 

with students’ own interests in order to observe possible impacts on motivation. 

By investigating new language teaching pedagogies that will encourage learners to 

incorporate their leisure-time resources into the classroom, this thesis explores the extent to 

which the inclusion of SPC as learning prompts may impact learning motivation. Figure 3 

shows how the autonomous selection of input source (in this case SPC) may satisfy the 

motivational regulators of interest, enjoyment and inherent satisfaction and potentially 

constitute the learning behaviour as increasingly self-determined along the continuum (Ryan 

& Deci, 2000). Simultaneously, the incorporation of self-selected or self-endorsed input 

situates the L2 learning experience at the lower level of the L2 Motivational Self System, 

which strengthens the ‘L2 Ideal self’ (Dörnyei, 2015) by eliminating the preventative 
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elements of parental, peer and societal pressure. Figure 3 proposes combining the two 

theories to create a lens through which to investigate the impact of SPC on the learning 

motivation of higher education EFL students, therefore providing a theoretical basis for the 

research carried out. 

Students are known to prefer their “comfort zone” (Gardner & Yung, 2017, p. 170). 

Further investigation is needed in order to clearly identify which factors constitute the 

comfort zone of today’s EFL student in higher education settings. Could it be that when SPC 

are incorporated into the L2 classroom, students will feel more comfortable and at ease 

there? An initial investigation through the administration of an online survey was carried out 

to elicit students’ preferred sources of autonomously motivated leisure-time entertainment, 

and whether these could actually be exploited in current and future ELT practices. 

Facilitating learning environments where students feel comfortable through the use of 

prompts and sources that they themselves are comfortable using may have the potential to 

lessen learner anxiety. Using sources from the target culture may also help create necessary 

bridges for greater participation in mobility programs. 

The increase in Youth Mobility programs which encourage young learners to travel 

abroad and come face-to-face with other cultures and languages (Lulle & King, 2019), 

coupled with the ongoing need for educational approaches to incorporate twenty-first century 

skills, lend themselves to the investigation of new approaches to ELT. Finding ways to 

incorporate cultural aspects of the target language culture into the L2 classroom could 

enhance elements of cross-cultural awareness. This thesis also proposes that PS and SPC 

more generally, as cultural artefacts of the target language (English), may contain a multitude 

of cultural elements. Moreover, such resources exist in the real-world as authentic samples of 

language as it is used in daily life. It is this element of authenticity that is often lacking in 

textbooks and related materials designed for pedagogical use. 
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Godwin-Jones (2017) reports on how corpora have provided invaluable insights into 

authenticity and real language. He notes the following: 

Another result of findings from collections of authentic language has been to 

demonstrate how unnatural the spoken language represented in textbooks tends to be. 

Dialogues typically present polite speakers using standard grammar, engaged in regular 

turn-taking to carry out successfully a transaction of some kind. In real life, exchanges 

often do not build logically, nor do they have clearly articulated goals. Instead, it is not 

unusual for a conversation to contain random, off-topic utterances, frequent meaningless 

back-channeling (e.g., Yes, I see), a lot of repetition, and frequent overlapping talk. 

(Godwin-Jones, 2017, pp. 10–11) 

In contrast, Godwin-Jones (2017) notes, the language of some course books represents a ‘can 

do’ society, in which interaction is generally smooth and problem-free, the speakers 

cooperate with each other politely, the conversation is neat, tidy, and predictable, utterances 

are almost as complete as sentences, no-one interrupts anyone else or speaks at the same time 

as anyone else, and the questions and answers are sequenced rather in the manner of a quiz 

show or courtroom interrogation (Carter, 1998, p. 47). As a result, and when faced with real-

world use of the target language, learners often feel inadequately prepared. 

In order to address such inconsistencies between textbook and real-work language use, 

new directions in language teaching need to consider language input in its capacity to 

represent authentic, real-world language. Suggesting the use of non-specialised target 

language input sources such as SPC as a supplement to materials created for classroom 

purposes (textbooks and created learning materials) may satisfy this need while 

simultaneously impacting learning motivation. 

Central to the investigation is the idea that real language is never static. As it is a 

dynamic and ever-changing means of communication, approaches to language teaching need 

to embrace these aspects of authenticity, innovation and flux. From a sociocultural 

perspective, the focus is on assisting the language learner in comprehending real language 

input and producing real language output. 

Paradoxically, in the vast majority of ELT settings, the use of such real-world texts 

remains limited. Textbooks, dialogues, recordings and other materials which have been 
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designed with a didactic intent and which are undeniably valuable for a variety of functions 

are used and often preferred because they are readily available to both teacher and learner. 

This thesis, however, suggests that if language teachers and learners are in the business of 

authentic language- and meaning-making, perhaps it is time to re-evaluate, or at least 

broaden the scope of, our selection of input: 

Learners, like teachers, might find the messy nature of real language in use to be 

destabilizing at first, preferring the teacher to have all the answers. But it would seem 

disingenuous to coddle learners with simplified language, disempowering them and 

leaving them unprepared for the realities of the authentic language we are presumably 

preparing them for. (Boulton, 2009, cited by Godwin-Jones, p. 10) 

In the context of ELT, real-world texts in the target language are abundant. More 

significantly, and as this study has hypothesised and further investigated, L2 learners all over 

the world incorporate these into their lives daily on a voluntary basis. PS, films, TV series 

and literature exist as real-world artefacts of language. These sources provide rich and 

abundant non-specialised texts in the target language with which second language learners 

often choose to engage of their own volition in their own free time. By investigating the 

degree and extent to which they do so, compelling evidence may emerge in favour of 

incorporating them into teaching practices. Additionally, favourable learning conditions that 

support learner autonomy and self-determined practices may positively impact learning 

motivation by affording learners the opportunity to autonomously incorporate materials that 

they enjoy listening to, watching, or reading, and exploit these as windows through which to 

express themselves in the L2. 

Integrative motivation refers to an identification with either the immediate L2 

community or, in its absence, with values associated with it (Gardner, 2001). Kormos and 

Csizér (2008) refer to changing notions of integrativeness which encapsulate changes to the 

perception of the English language as one that is no longer narrowly identified with one or 

two particular cultures but has morphed into a more global concept. 

Seen in this context, real-world L2 texts and materials are representative of artefacts of 

the global L2 culture with which EFL learners choose voluntarily to engage. Finding ways to 

utilise these in the creation of new teaching pedagogies that encapsulate the basic tenets of 
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autonomy, competence and relatedness may therefore prove both motivational and effective. 

With particular reference to the use of PS, the familiarity of the chosen songs and the 

likelihood of learners re-encountering them beyond the classroom cater to elements of both 

reinforcement and relatedness, as the songs we choose to listen to are usually those to which 

we can relate on a multitude of levels. 

Recalling the study carried out by Bravo et al. (2017), in which listening to pop songs 

and watching English-language movies were rated first among students’ preferred out-of-

class activities, there is evidence that this pool of resources warrants further investigation. 

Perhaps these choices reflect a more intrinsic motivation to identify with a perceived 

“cosmopolitan community of international speakers” (Kormos & Csizér, 2008, p. 332). One 

of the axes of Kormos and Csizér’s (2008) study, as previously discussed, examined the 

‘cultural interest’ of university students in L2 cultural products (defined as films, TV 

programs, magazines and pop culture). The results of the study indicated that the ‘Ideal L2 

self’ showed the highest mean for university students, with the important added finding that 

the ‘Ideal L2 self’ is more closely related to international posture than to attitudes of native 

speakers. Additionally, “models of motivated behaviour show considerable variation across 

age groups” (Kormos & Csizér, 2008, p. 346). 

These findings have far reaching implications, as they suggest that a ‘one menu for all’ 

approach is not inclusive enough to cater to all ELT contexts, especially with respect to 

older, more advanced language learners. There is evidence in support of a more flexible 

approach, as theories of L2 learning motivation should ultimately consider not only the 

setting but also the age of learners. The notion of learner types, as previously discussed, is 

also highly relevant here. While many language teachers are faced with overcoming the 

challenge of mixed-ability classes, in which the linguistic competence of the students in the 

classroom is not homogenous, they are simultaneously faced with the often-overlooked 

challenge of reaching students with varying learning styles. Investigating the impact of 

bringing a wide variety of L2 popular entertainment media sources into the classroom 

simultaneously embraces and accommodates this variety of learner types. 
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In the case of EFL learners in higher education, little research has been carried out into 

ways of re-motivating and re-engaging them to further study the language, especially in 

cases such as the local context of this study, where students have already studied a language 

for a number of years. Mahmud (2017) notes the relevance of incorporating students’ 

interests and hobbies into the classroom. In Mahmud’s (2017) study, as examined earlier, PS 

was used as a prompt for writing production with university students. Additional research 

focusing on advanced learners is needed to investigate how PS and other forms of popular 

entertainment media can be utilised as prompts for the improvement of specific skills such as 

spoken and written fluency in the L2, both of which were investigated as research questions 

in the AR study in this thesis. 

It is important to acknowledge that song lyrics may not always be considered useful 

reading tools (Tracey, 2000). Such restrictive interpretations may be reflective of a number 

of issues. Teacher inhibitions regarding the use of PS may be related to insecurities as to how 

best to incorporate it in ways that are pedagogically sound. Confidence in long-practiced 

traditional approaches and outcomes may also lead to a lack of trust in new practices, as can 

viable concerns about increased teacher workloads. New practices ultimately need to strike a 

balance between pedagogical viability and efficiency. At the opposite end of the spectrum, 

such views are countered by those who acknowledge song lyrics as a form of intensified 

language (Kenney, 2009), in which every word has been carefully weighed and measured for 

its effect. Above all, new practices must be fit for purpose. 

Recalling the earlier definition of PS as a real-world source of language input, the 

question at hand is not so much related to proving the worth or quality of song lyrics as a 

teaching tool, but of understanding that songs, along with a variety of other SPC, represent 

real-world artefacts of the L2 in everyday use. “Song lyrics are a viable and rich source of 

quality language, by their carefully-composed nature” (Wassink, 2011, p. 12), and more 

importantly, listening to PS in the L2 (English) appears to be a strong draw for learners, thus 

enhancing the rationale to further investigate this autonomous inclination in the development 

of future teaching pedagogies. 
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There exists a plethora of thematic expression, idiomatic phraseology, cultural diversity 

and unheard voices in SPC. With respect to students in higher education who are enrolled in 

Academic English Language courses of a higher, more advanced level, these offer a 

multitude of opportunities for higher-order tasks and activities. This in turn opens doors to 

essential critical thinking skills and cross-cultural elements, which will be explored in the 

discussion of results in Chapter Five. 

Although there will always be practical and institutional constraints restricting the range 

of language-learning approaches teachers have at their disposal, further research is needed to 

validate the promotion of teaching strategies that allow for learner self-regulation in addition 

to the enhancement of informal language learning. Put quite simply, it is often the case that 

“student creativity is inhibited by certain common classroom conditions and tasks” (Dörnyei, 

2015, p. 173). Using original real-world materials as a springboard of opportunity allows 

learners to autonomously select the English language input of their choice, turning their 

everyday portal for entertainment into a dual-purpose activity. 

The lyrics of a favourite song become a text to be engaged with and written about, or a 

favourite TV series becomes a rich and complex source of topics with which to relate and 

discuss, all the while reducing anxiety and enhancing the student’s willingness to 

communicate in the L2. Staring at a lengthy reading text assigned by a teacher fails to fulfil 

the axiom of autonomous choice, while selecting a song from one’s personal playlist surely 

does. Many students have a tendency to “avoid entering L2 communication situations even 

though they possess a high level of communicative competence” (Dörnyei, 2015, p. 180), but 

perhaps a portion of this avoidance stems from lack of inspiration. Particularly in higher 

education, students may be demotivated and uninterested in engaging with an L2 that they 

may have already been studying for a number of years. Re-engaging older, more advanced 

learners and re-motivating them thus becomes an additional challenge. Walk into any 

university classroom, however, and project a YouTube clip featuring a PS, and all eyes will 

light up, attention will be focused, and smiles will appear. The lesson already possesses 

ingredients for success. 
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As cited by Murray et al., (2011) in Identity, motivation and autonomy in language 

learning, Chik and Breidbach (2008) undertook an exchange project with Hong Kong 

undergraduate and German postgraduate students within the scope of a language-learning 

histories exchange project. This study is of particular interest in that it explored the ways in 

which learners “capitalized on popular cultural resources to enhance and maintain motivation 

and also created personal spaces for English language identity construction” (Murray et al., 

2011, p. 145) beyond the classroom context. In it, popular culture was investigated in its 

capacity to provide an “overarching link” in the “cultivation of identity, motivation and 

autonomy” (Murray et al, 2011, p. 145). 

Through student testimonials, Chik and Breidbach (2011) noted that learner passions for 

English language products, whether these be TV series, films, video games or PS, became 

both unconscious and conscious vehicles through which lifelong L2 learning was fostered. It 

became evident that learners “are consuming English language popular culture,” not 

necessarily passively, but as their way of “supplementing traditional classroom teaching and 

learning” (p. 146). 

Ellington and Benders (2012) cited the major learning styles as being: the visual learner 

who learns and gains knowledge through visual tools; the auditory learner who learns by 

hearing; and the kinaesthetic learner who learns through touch and physical activity. As 

current trends in TESOL continue to evolve, the study of differing learner types and how 

best to develop strategies which are increasingly inclusive is an important consideration for 

future research. 

Respecting the extremely personal and individual way in which learners learn and 

recalling the three general learning styles cited above, there is an ongoing need to allow 

different learner styles to flourish within our L2 classrooms. This is all the more relevant in 

higher education, as older students have the capacity to both recognise and verbalise their 

own learning styles and preferences. Moving towards a more “diverse classroom” not only 

“in terms of views and perspectives, but also in terms of race, ethnicity, nationality, sex, 

gender, age, disability, experience, background, or any other factor or personal characteristic 

that defines the makeup of the students and helps shape those views and perspectives,” 
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(Hoffman et al., 2018 p. 5) and embracing diversity in pedagogical approaches may prove 

beneficial. Similarly, Wassink (2011) notes that songs have the benefit of engaging a wide 

variety of students, including “difficult to engage students, reluctant readers, English as a 

Second Language (ESL) learners, gifted and talented students, and those students who are 

strong in musical intelligence” (p. 12). 

Shen (2009) cites Gardner’s (1993) theory of Multiple Intelligences in her discussion of 

the benefits of using English language songs in English ELT, in that it allows for variety that 

mimics the variety of ways in which different learners learn. These differences in learning 

styles, Shen notes, mean it is “inappropriate to explore only one type of intelligence in EFL 

learning” (Shen, 2009, p. 89), making future research in this area important. 

How much space and freedom is there for these individual preferences to be voiced and 

heard in the language classroom today? In the student testimonials documented by Chik and 

Breidbach (2008), certain participants were found to “transform” into different people when 

engaged in giving feedback on their particular choice of TV series, film or video game. Is 

this not a desirable goal for the language teacher? To tap into the learner’s most passionate 

self, especially when this self is ignited by real-world English language input which the 

learners themselves autonomously choose to engage with outside of the classroom? This 

proposal also satisfies notions of agency, whereby learners feel that they are the agents of 

their own actions (Murray et al., 2011, p. 251). Weinstein et al. (2011, as cited in Dörnyei, 

2015, p. 163) note that “self-regulation is both the glue and the engine that helps students 

manage their strategic learning on both a global and real-time level.” Further research is 

needed in order to explore new ways of opening up the classroom space for tasks, activities 

and practices that not only allow for but also actively encourage the incorporation of these 

out-of-class passions. 

If we could go as far as to liken the language learner in our classrooms to an attendee at 

a luncheon, we could argue that currently, we are offering our students a staple diet, 

comprising necessary ingredients to sustain their language-learning endeavours. In 

incorporating different types of motivational popular entertainment media into and beyond 

our classroom learning experiences, we would be moving away from the staple diet with 
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which they have long been familiar and may even have lost their appetite for, and towards 

offering a buffet, a smorgasbord of motivating materials for them to autonomously choose 

from. What could be more engaging, dynamic and rich in content than a daily buffet of 

teaching pedagogies from which learners are able to choose in order to support and pursue 

their own language learning? Better yet why not allow them to become chefs themselves, and 

tailor their own menus based on their personal needs and passions? 

There is evidence in support of the interplay between, autonomy, motivation and 

learning a second language. The role of everyday SPC in the daily lives of learners in higher 

education and its impact on learning motivation has emerged as an under-investigated area in 

need of exploration. 

The chapter next provides a discussion of practitioner perspective on the importance of 

formally investigating professional practice. Written from the personal perspective of a 

language teaching practitioner in a higher education setting, it serves to create a bridge 

between the insights afforded by the literature review above and the description of the 

research methodology followed in the research study which is presented in Chapter Three. 

2.9.6 The Practitioner Perspective 

After identifying the problem of student demotivation within my own local setting, I 

considered ways in which to investigate my own teaching practices. Using the critical 

incident described earlier, I carried out an in-depth review of the related literature, which led 

me to the under-investigated area of using PS and SPC with learners of English in higher 

education. The literature review indicates that although research has been carried out into 

music, song and language learning, there is little available on the impact of using SPC with 

older learners. Additionally, to the best of my knowledge, there was no available data 

relating to higher education students’ relationship to SPC. This led to the design of a pilot 

survey investigating student interactions with SPC during their free time.  

Dörnyei and Schmidt (2001) argue that the foreign language teacher is the person who 

needs to engage students through the use of suitable materials. Similarly, a study by Erdil-

Moody (2016) in which the foreign language teacher emerged as the most important factor 
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impacting learner motivation highlighted the importance of teacher enquiry, making it 

critical that “L2 instructors develop motivational teaching practice” and “motivational 

strategies consistently and systematically in their classes” (Erdil-Moody, 2016, p. 280). As 

will be discussed in Chapter Four, the implementation of non-conventional strategies through 

the AR study proved highly motivating. 

In discussing future directions in English language teaching (ELT), Copland and Garton 

(2014) state that there are simply not enough contact hours in most schools’ curriculums to 

provide students with a strong foundation in the English language. The use of technology, 

both in and out of the classroom, is noted as one means of exposure to the language. At the 

same time, Copland and Garton (2014, p. 228) acknowledge that “children access English 

outside the classroom through a variety of media”. The extent of this interaction is addressed 

in the AR study reported on in the following chapters, which confirms the original 

hypothesis. 

The “ideal teacher should be capable of providing a classroom atmosphere conducive to 

motivating, encouraging” and “lessening the anxiety” (Shen, 2009, p. 90) of students. The 

hypothesis driving the suggestion to incorporate more extensively and systematically SPC 

into teaching approaches is that doing so will increase student focus, interest and levels of 

alertness. Bringing this element of interest and motivation to advanced learners becomes all 

the more intriguing because for students in these age groups, learning a second language, 

particularly English, may have already occupied a number of years of their lives. In many 

such cases, learners may harbour attitudes of having had enough of learning a second 

language, leading to demotivation and lack of interest in college language courses. The 

ability to re-motivate and re-engage such learners is of paramount importance. If SPC can 

become a means of re-engaging the advanced learner in higher education, we may be 

successful in paving new pathways to renewed, dynamic teaching pedagogies in ELT. 

In addition to investigating the impact of such cultural prompts on the learning 

motivation of EFL learners in higher education, the study also investigated aspects of 

intercultural learning and communication. Intercultural competence is the ability to develop 

targeted knowledge, skills and attitudes that lead to visible behaviour and communication 
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that are both effective and appropriate in intercultural interactions (Deardorff, 2006). The 

autonomous selection of real-world input sources of the target language was therefore also 

intended to “provid[e] a rich context for recognizing and celebrating cultural diversity” 

(Trinick, 2012, p. 25). They proved to be rich and engaging input sources for the participants 

in the AR study (see Chapter Four). 

The AR study into facilitating new approaches to ELT within and beyond the classroom 

was underpinned by my own experiences with teaching EFL to students in higher education. 

Over 17 years of teaching experience has afforded me the realisation that student learning 

motivation is both fluid and malleable. Learning experiences and teaching strategies need to 

be tailored towards and aligned with specific contexts. The observation of a marked decrease 

in the learning motivation of my own students prompted an interest in further investigating 

pedagogical changes that could positively impact on levels of learning motivation. 

Investigating changes to personal practice with the intent of impacting student 

motivation is supported by the results of a study carried out by Guilloteaux and Dörnyei 

(2008). Their study found that a “teacher’s motivational practice has a highly significant 

positive correlation with the learners’ motivated behavior” which indicates that “the 

teachers’ motivational teaching practice is directly related to how the students approach 

classroom learning” (p. 70). They note the need for future research investigating “which 

aspects of motivational teaching practice are freely transferable across learning situations,” 

as well as “the teachability of motivational strategies in general” (p. 74). One of this thesis’s 

contributions to the field relates to the development of lifelong learning skills, which will be 

further discussed in Chapter Five. 

2.9.7 Identified Areas in Need of Further Research 

As a result of the literature review, areas in need of further research were identified. 

These are listed below, along with the ways in which the AR study reported in this thesis 

aims to contribute to them. 

 



 

104 

 

      

The research study undertaken: 

 recognises prior research into methodologies that facilitate and support learning 

(Mouza & Lavigne, 2013) and contributes to the field by investigating the use of SPC 

as prompts in an ELT setting. 

 appreciates the importance of learner attitudes and feelings towards the immediate 

learning situation, the teacher and the course (Cirocki & Farrell, 2017; Dörnyei & 

Csizér, 2016) and reports on learner feelings and emotions towards the specific 

pedagogical strategies employed throughout the study. 

 understands the importance of the satisfaction of psychological needs (autonomy, 

competence, relatedness) as defined by SDT (Dörnyei, 2015; Ryan & Deci, 2000) and 

reports on ways in which these may function within a foreign language-learning 

environment. 

 acknowledges the importance of the context in which L2 learning takes place and its 

effect on motivation (Dörnyei, 1994; Guilloteaux & Dörnyei, 2008; Henry, 2020) and 

provides data on aspects of the learning situation that impacted motivation in this 

study. 

 understands the lack of studies conducted in the contexts in which learning takes place 

(Boo et al., 2015) and addresses this lack by reporting on the impact of specific 

pedagogical strategies on learner motivation and engagement in real time. 

 recognises the need for more data exploring the association between positive 

emotion/joy and enhanced learner engagement (Kang & Williamson, 2014; Komlosi-

Ferdinand, 2020; Teimouri, 2017) and provides student-reported feedback related to 

the positive impact of using SPC on learner emotions. 

 recognises the limited research available in the area of TESOL with students and 

teachers in higher education (Le & Tien, 2019) and reports on an AR focused on this 

cohort. 

 appreciates the significance of student-reported dissatisfaction with traditional teaching 

materials (Cheung, 2001; Quratul et al., 2020) and presents learner feedback on the use 

of non-conventional resources aligned with student interests in an EFL context. 
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 considers the lack of research into the use of PS in ELT settings in higher education 

(Arévalo, 2010; Mahmud, 2017) and contributes to the field by reporting on the results 

of an AR study that used PS and SPC in such a setting. 

 This chapter has examined both the literature relating to research on motivation and L2 

learning and studies investigating the use of music, song and SPC in L2 learning settings. 

The extensive literature review revealed a significant gap with respect to the use of SPC as 

learning prompts, through which it was possible to investigate student learning motivation in 

higher education settings. More specifically, research on the use of these resources with older 

learners who may have already experienced a number of years of language learning remains 

limited. Practitioner perspectives were offered relating to the need for further research 

exploring tangible approaches to improve teaching practices. The chapter concluded by 

listing the areas identified from the literature review as being in need of further study 

alongside the ways in which the AR reported in this thesis contributes to the literature in 

those areas. The specific research questions that were investigated, along with the 

methodology adopted to do so, are presented in Chapter Three. 
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CHAPTER 3: METHODOLOGY AND DESIGN 

This chapter presents the process followed in the selection and design of the 

methodological approach used in the AR study. It begins with a brief restatement of the 

context, which is followed by an explanation of the main and sub-questions the study sought 

to investigate. An overview of the methodologies considered is given, followed by the 

rationale behind the selection of an AR design. The chapter continues with a description of 

the five phases of the AR study and a timeline of actions taken throughout the study, and 

provides information pertaining to ethical considerations, participant recruitment procedures, 

data collection methods and instruments used. The process of data analysis is described, and 

the chapter concludes with an explanation of the framework used to validate the 

trustworthiness of the study and its findings. 

3.1 Context 

The research study was carried out at the Language Centre of the University of Cyprus 

during the Fall 2020 semester. As a consequence of the island being a former British colony, 

the English language is the most widely used foreign/second language in Cyprus. Due to a 

combination of factors, including most incoming undergraduate students having undertaken 

an extended number of years of English language instruction and institutional decisions that 

led to rapid and intense changes to course syllabuses (as described in Section 1.2), student 

learning motivation appeared to be waning. Some additional contributing factors included an 

increasingly textbook-oriented and writing-intensive approach to courses, which resulted in 

differences of opinion among colleagues and produced an impasse with respect to how to 

counter the effects of these changes upon student motivation. 

Students at the university of Cyprus are required to take different foreign language 

classes as part of their degree programs depending on which departments they study in. Most 

students need to complete two levels of any one language, while some are required to take 

three levels of any one language. For some students, taking EFL is a requirement, while 

others are free to select a language of their choice. With respect to the English section, 

student registration numbers in the Fall semester are subject to yearly university intake 
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numbers, while registration numbers in the Spring semester are influenced by student 

enrolments in second level courses due to either departmental requirements or their own 

interest in further studying the language. Table 4 gives student registration numbers (used 

with the permission of the Language Centre) for the years 2015–2021. 

Table 4 

English Language Course Registration Numbers (2015–2021)  

Year Fall  Spring  

2015 915  

2016 994 805 

2017 1087 972 

2018 963 972 

2019 997 813 

2020 997 912 

2021  1030 

 

Following a change in the leadership of the Language Centre in the Spring of 2020, the 

English language courses were once again revised to allow for more teacher autonomy and 

flexibility with respect to meeting course objectives. To date, there has been no official study 

of factors influencing Fall and Spring semester student enrolment figures for English 

language courses. 

The AR study was undertaken alongside the newly revised syllabuses taught in the Fall 

2020 semester. The revised syllabuses incorporated balanced learning objectives 

incorporating reading, writing, listening and speaking, and allowed for a less textbook-

oriented approach. During this time, instructors were given increased responsibility and 

freedom with respect to teaching and learning materials used. Following Language Centre 

approval, in the role of PR I was given the opportunity to formally investigate the use of PS 

and SPC as learning prompts in pedagogical practices which I had previously observed as 

having the potential to motivate students. 
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Although originally intended to be conducted in a face-to-face context, the study was 

modified and undertaken in an online teaching environment due to the COVID-19 pandemic, 

which necessitated a rapid transfer of courses to an online mode. The specific research 

questions and the choice of methodology and study design are explained in the sections 

below. 

3.2 Research Questions 

The overarching research question driving this AR study is provided below.  

Can the use of SPC aligned to students’ interests as learning prompts impact the learning 

motivation of undergraduate EFL students enrolled in General Advanced English language 

classes in higher education? 

Informed by Ryan’s (2017) SDT and Dörnyei’s (2015) L2 Motivational Self System, 

this study explored the impact of offering opportunities for advanced EFL learners in higher 

education to use SPC in the L2 as prompts in their L2 learning experiences on their learning 

motivation. 

3.2.1 Sub-questions 

The study also investigated the following questions: 

1. Which types of learning motivation appear to be driving EFL learners in higher 

education in the local context? 

2. What is the frequency and extent to which undergraduate students in the local context 

engage with SPC of the L2 during their leisure time? 

3. Can the use of SPC as prompts impact student motivation to engage in pedagogical 

tasks designed to enhance writing, reading, listening, and speaking in the target 

language, English? 

4.  Can the use of SPC as prompts impact assessment/testing procedures? 
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3.3. Methodology and Research Design 

 This section describes the process of identifying possible methodological approaches and 

considering their appropriateness for the specific aims of the study. It then provides the 

rationale behind the selection of a PAR design. 

3.3.1 Selecting a Methodological Approach 

 In order to select a methodological approach best suited to the aims of the research, five 

options – quasi-experimental design, case study, emergent design, mixed method and AR 

approaches – were considered. 

Quasi-experimental approaches share characteristics of true experiments in that they 

investigate the impact of an independent variable (Frey, 2018). Of the three design types, 

non-equivalent group design (which makes use of an experimental versus control group), 

time series design (in which multiple observations on an outcome are measured over time) 

and regression discontinuity design or RDD (in which a cut-off score is used to target an 

intervention to those who need it: Frey, 2018), each was considered in terms of its suitability 

for the specific aim of the proposed research. Non-equivalent group design was considered 

ethically undesirable for this study because in education settings, using a control group is 

problematic in terms of ensuring validity and reliability, and treating the experimental group 

to new and potentially beneficial approaches while denying them to the control group 

presupposes that the latter group is being consciously compromised (Saul & Launius, 2010). 

A time series design was also considered unsuited to the aims of the study, as its aim is the 

repeated measurement of a given behaviour at equally spaced intervals. For the purposes of 

the current study, more fluidity was needed in that no one specific behaviour was being 

examined in isolation. In fact, the aim was to investigate any and all possible indicators of 

impact upon motivation, in any form this may have occurred. An RDD design would not 

assist in measuring impact on overall learner motivation due to its inherent quality of 

focusing on a narrow group of participants. 

Case studies focus on a particular instance of educational experience and strive to gain 

insights through a full documentation of that experience (Freebody, 2003). Although they are 
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commonly used in educational settings, case studies involve researchers and educators 

reflecting upon particular instances of educational practice through the in-depth investigation 

of an exchange, a lesson, a school, or an entire district. The focus is on documenting the 

story of a particular experience as it unfolds, as opposed to emphasising predetermined 

procedures for data collection (Freebody, 2003). There is an emphasis on documenting 

multiple stories about the particular experience. The proposed study, in contrast, aimed to 

promote ongoing, active participant input into the pedagogical strategies being investigated, 

and thus required a methodological design which would allow more fluidity in process than 

could be afforded by a case study design. 

Emergent design is a more fluid approach in that data collection and analysis procedures 

are not pre-planned or determined, but allowed to evolve throughout the research process. 

The research questions and goals themselves may change according to emergent information 

and the insights gained throughout the study. It is a more cyclical design that stands in 

contrast to linear methodological approaches, and design decisions are thus ongoing and 

fluid (Given, 2008). Emergent design was not considered applicable for the study being 

undertaken here because the overarching question or aim of the study was predetermined in 

the sense that a particular variable, SPC, was being studied for its potential impact on 

learning motivation. 

While it often incorporates elements of emergent design as well as a mixed methods 

approach, AR is a more deliberate, solution-oriented investigation which involves a cyclical 

process of problem identification, systematic data collection, reflection, analysis and re-

action (Freebody, 2003). It is a systematic, empirically based endeavour to improve practice 

(Tripp, 2005), or, as described by Kemmis (2009), “a practice-changing practice” (p. 1). 

Although it sits within the broader category of qualitative research, in which the 

investigator collects and analyses data, puts together the findings and draws inferences which 

will potentially lead to the creation of new knowledge (Given, 2008), AR is not qualitative in 

the traditional sense, in that it is not limited to unearthing information through the study of 

data-rich cases. It is concerned more directly with investigating and reflecting upon how 
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applied changes can effect change (Tomal, 2010). In this sense, AR is actually generating the 

emergent data that it intends to observe and reflect upon. 

The history of AR traces back to John Dewey (1933) and his view of the classroom as a 

democratic space in which educators should concern themselves with reflection and 

improvement (cited in Tomal, 2010). The work of Lewin (1946) and Collier (1945) (cited in 

Tomal, 2010) furthered this theory by combining notions of action and research in an attempt 

to deal with social, political and economic injustices found in schools and other public 

institutions. Lewin’s (1946) work led to the inclusion of schools “as a key venue for action 

research” (Newton & Burgess, 2008, p. 19). While AR spread within the business world 

during the 1980s, its use in educational environments has flourished in recent decades 

(Tomal, 2010). 

AR is a systematic, disciplined inquiry which focuses on addressing a specific, 

identifiable research question (Brighton & Moon, 2007). It has the identification of a 

problem as its starting point, and strives to plan and implement a strategic form of action as a 

proposed solution to the problem while simultaneously recording, reflecting on and 

potentially making changes and adaptations to it. This takes place in a cyclical process of 

enquiry known as the Model of Action Research (Given, 2008). Figure 4 provides an image 

of the seminal AR cycle, which is still pertinent today and to which adaptations (see Figure 

5) have been made for various AR purposes. 
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Figure 4. 

Model of Action Research (Given, 2008) 

 

Inherent to AR is the desire to bring about “improvement within the context of the 

study” (Tomal, 2010, p. 10). Kemmis (2014) and Edwards-Groves et al. (2016) recognise the 

site of AR as being theoretically significant. In terms of education, AR projects need to put 

in motion “processes of local, site-based education development” (Edwards-Groves et al., 

2016, p. 328) in order for change to occur. Although it is found in the category of qualitative 

research methods, AR is often referred to as practitioner- or school-based because it is both 

specific in purpose and as much a process as it is a method (Tomal, 2010). 

Educational Action Research (EAR) involves the application of AR practices to the 

context of education, meaning that the majority of educational action researchers are also 

teaching practitioners (Rauch et al., 2019). With respect to its appropriateness in higher 

education, Carr and Kemmis (1986) argue in favour of the teacher as researcher based on the 

fundamental characteristics of the profession: commitment to the wellbeing of students; 

commitment to acting in the best interests of their students; and commitment to adopting 

methods and procedures grounded in theoretical knowledge and research. In an AR study 

carried out by Uztosun et al. (2014), interviews, questionnaires and observations were used 
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to investigate and improve the effectiveness of speaking classes offered by an ELT 

department at a university in Turkey. The study reported in this thesis likewise made use of 

data sources such as diary entries, focus groups, online surveys and practitioner field notes 

and observations in order to investigate the problem of decreased student motivation and the 

impact of using SPC as an independent variable capable of producing change. 

Edwards-Groves et al. (2018) carried out a study investigating existing perceptions of 

EAR with a specific focus on teachers’ actions and talk, and how these can be used as a 

means of transforming student learning within today’s global conditions. The results showed 

that specific practices and conditions prove conducive to the “transformation of teachers’ 

understandings of practice” (p. 438) due to the ‘doing’ nature of active enquiry. 

Since the aim of the proposed study was to learn by doing, after considering the various 

methodological approaches available, an AR design was identified as suitable for the specific 

aims of the intended research and adopted. More specifically, a PAR design (Kemmis, 2014) 

was employed in order to investigate whether and how educational practices might be 

improved. In this type of AR, the aim is for practitioners to better understand their own 

practices and the conditions in which they practice (Kemmis, 2014). 

Although its roots are in AR, PAR was also influenced by organisations such as the 

Tavistock Institute of Human Relations in London and the Brazilian educator and 

Philosopher Paulo Freire, who emphasised critical reflection as a means of creating personal 

and social change (Rowe, 2020). PAR focuses on life in society (participatory), experience 

(action) and the search for knowledge (research) (McTaggart, 1994). Its focus is on specific 

or local contexts in which a grounded approach is taken, and in which participants have as 

their overall aim the pursuit of truth and tangible change to local issues (Macdonald, 2012). 

PAR is unique in that it allows stakeholders, who in the case of this study were the PR 

and her students, to become active participants in the research and developmental processes 

(Lindhult, 2019). In contrast to more traditional research approaches, PAR allows the 

inquirer to be “on the ‘inside’ of an issue or experience,” thus maximising the “angle of 

vision likely to afford understanding of the nuances and complexity of the problem being 
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studied” (Galletta & Torre, 2019, p. 9). For the purposes of this study, the process of 

meaning-making was a collaborative one. 

Furthermore, in education research, a PAR approach pivots around the “wisdom and 

experience of students and educators,” who become “architects of research rather than 

objects of study” (Galletta & Torre, 2019, p. 1). Galletta and Torre (2019) additionally 

support the notion that “participatory inquiry and collective action research serves as a 

counter-current in schools, where democratic inquiry and meaning-making contradicts the 

top-down knowledge transmission practices bounded by prescribed curriculum and high-

stakes standardized assessments” (p. 1). This thesis investigates how collaboration between 

students and teachers may lead to the disruption of common practice by inverting the 

processes through which decisions regarding pedagogical practice, materials selection, and 

assessment procedures occur. 

Rowe (2020) outlines the usefulness of a PAR approach by arguing that it can be used to 

“inform and enrich design practice, research and particularly education” (p. 51). Likewise, 

this thesis presents the findings of a PAR study that drew upon participant feedback in the 

form of surveys, focus groups, diaries, field notes and observation to collect data and assist 

in triangulating and enabling “a more holistic understanding of the research undertaken” 

(Rowe, 2020, p. 57). In this way, all stakeholders were involved in the process of meaning-

making. 

3.3.2 Practitioner Research, Self-study and Personal Knowledge 

While AR, as defined by Lewin (1948), involves research in which practitioners and an 

outside researcher worked together in order to investigate educational issues (Campbell, 

2013), practitioner research is research conducted by practitioners in their own classrooms, 

and usually occurs within the scope of AR or exploratory practice. It is driven by teachers’ 

questions with respect to their own practices as well as student learning (Gao, 2019). In this 

type of practice, which is also referred to as self-study, it is assumed that through 

investigation and evaluative reflection, new insights and positive change may be generated 

(Pilkington, 2009). With respect to the stakeholders involved, Lindhult (2019) argues that in 
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both participatory and action research, stakeholder status is elevated beyond that of being 

study objects. Instead, this type of research marks a shift in scope wherein the subjects of the 

research are simultaneously participants in it. With respect to the researcher, or in this case 

the PR, a praxis orientation translates to the inquirer no longer “standing outside the 

problematic situation like a spectator” (Lindhult, 2019, p. 10). This thesis reports the 

findings of a study which adopted this approach, and in which stakeholders assumed the dual 

roles of investigator and investigated. 

The distance between the ongoing process of practice, reflection and innovation inherent 

to good teaching practice and the process of creating and disseminating actionable 

knowledge inherent to good research can be bridged by practitioner AR. For the practitioner 

concerned with the pursuit of pedagogies which are fit for purpose, the need to 

systematically reflect on practice leads to numerous cycles of change that combine intuition, 

practice and evaluation. This process mirrors the process of AR, which consists of fluid and 

overlapping cycles of investigation, action planning, piloting of new practices, reflection and 

evaluation of outcomes. The main difference between the two practices is that AR aims to 

combine the collection and analysis of data on a path towards generation of knowledge at 

each stage (Given, 2008). 

Practitioner action research bridges the divide by providing the practitioner with the 

opportunity to become a PR. Thus “data collection becomes systemized, reflection is built 

into practice, findings are analyzed, and discoveries are disseminated” (Campbell, 2013, 

p. 2). Fook (2011, as cited in Higgs, 2011, p. 56) argues in favour of an approach to critical 

reflection that involves “an overall process of learning from experience” with the specific 

aim of “improving professional practice”. It is when practical wisdom merges with practical 

action that practitioners truly become praxis-oriented (Edwards-Groves et al., 2018), an 

approach that is further investigated and presented in this thesis. 

With respect to AR, McDonnell and McNiff (2016) present three types of knowledge: 

‘Know-that,’ which refers to factual knowledge; ‘Know-how,’ which refers to skills and 

competencies; and ‘Personal knowledge,’ which refers to the accumulated insights of a 
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practitioner, or “the wisdom of practice” (p. 25). Each of these contributed to the various 

stages and phases of the AR study reported on in this thesis. 

A research-as-action approach embraces the concept of ‘Personal knowledge’ and 

allows the practitioner to become the investigator while simultaneously accommodating 

tenets of collaboration and the co-construction of knowledge. This collaboration can be 

practitioner-learner, as was the case in this study, or practitioner-practitioner (Kemmis, 

2009), with the knowledge gained later being shared and disseminated. The role of the PR, 

while laden with ethical considerations such as the power relations between practitioner and 

participant, is also privileged in that it offers immediate observation of changes to the mood, 

feel and pulse of learning as it happens. 

Figure 5 represents the continuous and repetitive action cycles, which involve a 

systematic process of acting, observing, reflecting, adjusting, planning and acting once again 

(Denzin & Lincoln, 2000), alongside more recent adaptations of the model (Kemmis & 

McTaggart, 2000; Kemmis, McTaggart & Retallick, 2004; Mertler, 2009). 
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Figure 5 

Development of Action Research Cycles Model 

 
(Kemmis & McTaggart, 2000)   (Kemmis, McTaggart & Retallick, 2004) 

 

 

  
(Mertler, 2009) 
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The PAR undertaken here involved a deliberate and planned series of actions, in this 

case pedagogical tasks, which made use of a particular variable (SPC as learning prompts) to 

investigate impact on learner motivation. The repetitive cycles of planning, action, and 

reflection that followed each pedagogical task made the suitability of an AR design for the 

study evident, and the decision to adopt a PAR design was strengthened by the overarching 

need to provide qualitative data reflecting student responses to specific practices and their 

potential impact on learning motivation.  

In their discussion of professional learning through an AR thesis, Zuber-Skerritt and 

Fletcher (2015) refer to this type of AR as a particular phenomenological paradigm which 

assumes that knowledge can be created on the basis of “personal and professional experience 

and critical reflection on this experience” (p. 235). The authors note that an AR thesis is 

required to “contribute to knowledge in both theory and practice” (p. 230). This thesis 

therefore aimed to investigate ways of improving practice at a local level through the 

investigation of the selected phenomenon within a transparent theoretical framework. 

Because of this, the study outcomes carry implications for both theory and practice that can 

be further disseminated. These will be presented and discussed in Chapter Five. 

As noted in Chapter Two, studies investigating student learning motivation have been 

largely quantitative, making use of broad-scale questionnaires to gather data on student 

motivation. Research providing observational data gathered in contexts where learning takes 

place remain rare (Boo et al., 2015). This creates an ongoing need for more research carried 

out through a small lens (Ushioda, 2016), which can be provided through specific classroom 

practices and insights.  

Gibbs et al. (2017) refer to AR which focuses on student engagement to note that while 

“the effectiveness of teaching and learning strategies to improve student engagement in 

higher education” is often interpreted as “a one-way process” in which the academics are 

focused on engaging students, it can be fruitful to reconsider it as a “two-way process” 

(p. 10). They go on to state that the use of AR to assess strategies where students are engaged 

is crucial in the development of an “improved learning environment” (Gibbs et al., 2017, 
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p. 10). Consolidating the importance of stakeholder input, the AR reported on in this thesis 

was meticulously concerned with involving and engaging student participants. 

Burns (2019) notes that as a socio-constructivist approach, AR “in which teachers are 

seen as agentive actors within their own social contexts” (Burns, 2019, p. 991) has become 

more prevalent in the field of ELT over the last two decades, although it remains the case 

that published research activity by teachers is still extremely limited (p. 1002). Burns (2019) 

further argues that under the right conditions, AR is an appropriate approach for bringing 

about beneficial outcomes for learners, teachers and education more generally (p. 1003), 

further illuminating the importance of this kind of research.  

In the spirit of investigating possible changes to practice, it was determined that a PAR 

approach was best suited to the current investigation, as it sought to address a particular 

problem (decreased student learning motivation) through a series of actions, in the form of 

pedagogical tasks that used SPC as learning prompts. Although predetermined with respect 

to the fact that SPC were to be used as prompts, the frequency and variety of pedagogical 

practices to be designed were subject to the emergent themes, trends and insights afforded by 

the systematic data collected. The PAR study is described in detail in the following section. 

3.4 The Action Research  

The AR study described below was prompted by the initial problem of decreased 

learning motivation in undergraduate EFL learners in the local context of Cyprus. The 

research was undertaken in five phases. It is noted that extensive protocols were followed in 

order to mitigate any imbalance of power, these including anonymisation of data collected, 

use of pseudonyms for diary entries as well as the use of a third person to facilitate 

participant focus groups. Each of these are discussed in further detail in section 3.5.3. Figure 

6 provides a visual representation of how those five phases aligned with the Action Research 

Cycle Model (Kemmis & McTaggart, 2000).  
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Figure 6 

Action Research Study Phases 2020-2021  

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

3.4.1 Phase One – Investigating the Current Situation and Planning for Change  

Phase One of the research involved the identification of the problem through PR knowledge 

and experience based on changes in student behaviour and engagement. Identifying the 

problem of decreased student learning motivation led to an extensive literature review, which 

allowed for the development of an in-depth understanding of current learning theories, 

motivation theory and research studies previously carried out in areas of L2 learning. The 

literature review led to the selection of a PAR design for this study.  

Phases 2-
4 Action 
Research 
(Sep–Dec 

2020) 

Phase 5 
Reporting 
of 
Findings 
(Jan–Dec 
2021) 

 Data sources: Diary entries/focus groups/online surveys/field notes 

Phase 
1 Pilot 
Survey 
(March 
2020) 

Introducing change: 
Initial strategies using 

SPC 
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In order to gather important insights relating to local undergraduate students’ past L2 

learning experiences and leisure-time habits, which were then unavailable to the best of the 

researcher’s knowledge, a pilot survey was designed and implemented. The particular 

approach taken was one of development (Green 1989), in that insights from Phase One were 

used to inform consecutive phases (Schoonenboom & Johnson, 2017). The timing of the 

phases was sequential in that the data generated in Phase One preceded and informed later 

phases.  

3.4.2 Phase One – Pilot Survey  

The pilot survey was initiated due to two observations in need of scientific investigation. 

The first, as presented in Chapter One, concerned decreased student learning motivation and 

a noticeable drop in the level of their enthusiasm for and engagement with continued English 

language learning in the local context. As previously mentioned, a number of factors such as 

an extended period of learning EFL and recently revised syllabuses that became textbook-

oriented and writing-intensive may have contributed to this drop in motivation. In the 

absence of any official and publicly available data, however, these connections remained 

anecdotal. The second observed factor in need of exploration related to noticeable student 

interest in English-language PS and SPC. More information was needed in order to ascertain 

whether the intentional use of the latter had the potential to affect the former.  

In the absence of sufficient empirical data, an online pilot survey was designed to enable 

the researcher to gain further insights related to the above observations. The survey consisted 

of quantitative questions to gather demographic insights relating to the participants’ age and 

gender, and qualitative questions about learner thoughts, feelings and past language-learning 

experiences.  

The aim of the pilot survey was not to generate broad-scale quantitative data. These 

questions were included to gather information which had previously been unavailable and 

was considered important for subsequent phases of the study. The predominant impetus 

behind the survey design was to gain qualitative insights that could inform and assist in the 

planning of the later phases of the PAR. Open-ended questions were designed to elicit 
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qualitative data, as these make no presumptions about the types of answers participants might 

provide and are therefore more likely to generate unbiased data (Given, 2008).  

Since to the best of the researcher’s knowledge no existing questionnaire focusing on the 

same questions was available for replication, the survey was designed with the specific aims 

of the subsequent AR in mind. It was designed to provide previously unavailable stakeholder 

insights which would be used to inform the subsequent PAR (Kemmis, 2014). Survey 

findings allowed the PR to better understand her own practices within the local context while 

also conceptualising pedagogical innovations that would be implemented through the later 

research phases.  

In the absence of data or a replicable survey within the scope of enquiry, it became 

necessary to devise a survey which would generate data to inform the AR. With specific 

reference to the AR process, Tripp (2005) notes that when “one does not have a good 

measure or adequate baseline data,” then “one seeks to make judgements on the best 

evidence that one can produce” (p. 4). 

To inform the development of the survey, information from prior studies such as Tegge 

(2015), which used a questionnaire to investigate song-based language teaching and its effect 

on lexical learning, the Academic Motivation Scale (Vallerand, Pelletier, Blais, Briere, 

Senecal & Vallieres, 1992) and the Language Learning Orientation Scale (Noels, Pelletier, 

Clement & Vallerand, 2000) were used along with a review of the literature and 

consideration of SDT (Ryan and Deci, 2000). 

Face and content validity of survey items were determined through a review by four 

experts with over 50 years of combined experience in teacher training, two of whom had 

developed, administered and contributed towards multiple published national and 

international surveys. Expert review ensured that the key topic considerations were 

represented, questions were assessed for readability and the survey format was suitable for 

higher education students. A group of undergraduate students sharing characteristics of the 

target cohort was asked to pilot the survey and provide feedback relating to ease of 

understanding and the overall time needed for completion. The survey was then administered 
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to two different cohorts of undergraduate students in Phase One and early Phase Two of the 

study, which will discussed in greater detail further below. 

Both the survey and the following AR were aligned with SDT, which stipulates the need 

for three basic tenets to be met in the pursuit of enhancing intrinsic (internal) motivation, 

namely competence (a basic need to feel we have mastered or accomplished a goal), 

autonomy (a need to self-regulate and self-endorse ones’ experiences and actions), and 

relatedness (a desire to feel socially connected) (Ryan, 2017). When the aforementioned 

tenets are satisfied, subjects are better able to thrive and flourish. SDT considers how non-

intrinsically (extrinsically) motivated behaviours can become increasingly self-determined, 

as well as how certain social settings can impact on learning outcomes. This framework 

provided a lens through which changes to teaching practice were initially conceptualised and 

implemented in this AR study. 

The survey questions served to elicit data on: 

a) learner motivation relating to further study of the English language and 

b) learner relationships to SPC. 

Specific questions were constructed using a Likert scale design in order to elicit a range 

of agreement with given statements. Table 5 shows the alignment of specific questions to the 

three core tenets of SDT underlying the overall survey design (see Appendix A for a full 

copy).  
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Table 5 

Alignment of Survey Questions With Basic Tenets of Self-Determination Theory 

Tenet Survey Question 

Autonomy How often do you engage with the following activities (listening to English-

language PS, watching English-language TV series/film) in your leisure/free 

time? 

 How much time per week do you engage with the following activities (listening 

to English-language PS, watching English-language TV series/film in your 

leisure time)? 

 Would you like to be given the opportunity to choose which materials to use for 

your English Language classes? 

Relatedness Complete the following table so it best expresses your views.* 

Competence/Autonomy 

Relatedness 

Describe one English language learning experience you have had which stands 

out as enjoyable and effective. 

Note. *The table comprised statements relating to motivation levels and feelings of identification with 

themes/characters/topics experienced when engaging with English-language PS or TV series/film. 

 

Table 6 gives an indicative sample of additional questions from the pilot survey and 

their theoretical alignment (see Appendix A). 

 

Table 6 

Sample Questions From Online Survey 

Question Focus Theoretical Alignment 

Which of the following statements 

best describe your feelings 

towards taking more English 

language courses in the future? 

Investigation of learner motivation with 

respect to further English language 

learning. 

Identification of intrinsic vs 

extrinsic motivation (Ryan, 2017). 

Identification of conceptualised 

notions of ‘ought to’ vs ‘ideal’ 

future selves (Dörnyei, 2015). 

Briefly describe one English 

language learning experience 

which stands out as enjoyable and 

effective. 

Investigation of enjoyment in L2 

learning. 

Identification of existing tenets of 

competence, autonomy & 

relatedness (Ryan, 2017). 

As a learner, how responsible do 

you feel for your own language 

learning? 

Ownership in learning process.  Identification of conceptualised 

notions of ‘ought to’ vs ‘ideal’ 

future selves (Dörnyei, 2015). 

How do you feel about language 

learning through the use of digital 

technology? 

Investigation of learner attitudes 

towards learning via technology. 

Identification of existing tenets of 

competence, autonomy & 

relatedness (Ryan, 2017). 
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The survey was previewed and completed by a set of volunteer male and female students 

who shared the general characteristics of the target cohort (undergraduate, native Cypriot 

Greek students) who were studying English as an EFL but were not part of the study, for face 

validity. This was done to ensure that the instructions made sense and were not ambiguous 

(Norton, 2009) and that the data collected corresponded to the area of investigation. Students 

were asked to provide written feedback in either Greek or English considering aspects such 

as overall time needed to complete the survey, ease of understanding questions and general 

formatting. They were also asked to note any additional problems they may have 

encountered. 

After ethics approval was granted by the Human Research Ethics Committee (HREC) 

(Protocol number: H20046), the online survey was administered via SurveyMonkey (SPAN 

CSU) to a random sample of first-year undergraduate students whose first language was not 

English. Although the AR in Phases Two to Four was carried out with students in the local 

context (Cyprus), the survey was administered to both an Australian and a Cypriot cohort 

during Phase One to identify common or dissimilar trends which might or might not emerge 

as context-specific. The prevalence or non-prevalence of SPC as leisure-time activities in 

each cohort could provide insights relating to context-specific or more generalised trends. 

Insights generated from the pilot survey in Phase One of the research were used to 

inform the AR carried out in Phases Two to Four. No modifications were considered 

necessary, so the survey was readministered in the same form with a new cohort of students 

at the beginning of Phase Two (Tomal, 2010). This was done to ensure the validity of any 

emergent trends and further validate relevant outcomes and findings. 

3.5 Phases Two to Four – Action Research 

Following Phase One of the research, ethics approval for the AR cycles was sought and 

granted by the HREC (Protocol Number: H20139) and Language Centre of the University of 

Cyprus. The AR was carried out during the 13-week Fall 2020 semester (September – 

December). 
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Phases Two through Four of the study consisted of the 13-week AR study. Phase Two, 

Introducing Change, took place in weeks 1–4 (cycles of planning, action, reflection); Phase 

Three, Developing Further Changes based on Early Participant Feedback, in weeks 5–8 

(cycles of planning, action, reflection); and Phase Four, Reflection and Further Change, in 

weeks 9–13 (cycles of planning, action, reflection). Due to the COVID-19 pandemic, all 

courses for the Fall 2020 semester were delivered online. Microsoft Teams was used for all 

class management needs and the Zoom video conferencing tool was used for every class 

session. 

Prior to recruitment, all students registered in the three LAN 100 General Advanced 

English courses to be taught by the PR were given access to the online survey. The survey 

link was sent upon registration but prior to the recruitment of students for the AR, to ensure 

that the views expressed and captured were representative of the attitudes of incoming 

undergraduate students before they had any involvement in or knowledge of the study to be 

carried out. Recruitment procedures began once regular classes commenced. These are 

outlined below. 

3.5.1. Recruitment Procedures 

All students registered in the three LAN 100 General Advanced English courses taught 

by the PR were invited to participate in the study. No further recruitment or selection criteria 

were used in order to ensure equity and inclusion of all students. Participation was entirely 

voluntary, and it was made clear to students that participation/non-participation would have 

zero impact on course grades. 

Participant involvement was carried out on a co-option (Tripp, 2005) basis in which 

students were encouraged to participate based only on their own interest and initiative. A 

student information statement detailing the aims and scope of the study as well as the types 

of data source to be used was sent to all students in standard Modern Greek and English (see 

Appendix B for English version). All protocols and procedures adhered to the Australian 

National Statement on Ethical Conduct in Human Research (2007) – updated 2018 (Protocol 

Number: H20139). Students were given a week to consider participation and encouraged to 
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seek any additional information or clarification needed. A total of 30 students provided 

consent by completing and signing the student consent form (see Appendix C) and were 

recruited for the study. Participants were acknowledged as “engaged learners” (Gibbs et.al., 

2016) involved in a dynamic of shared knowledge building (Kemmis, 2009). 

A total of 63 students were registered in the three classes from which students were 

invited to participate. Students were a mixture of Economics and Psychology majors, of 

whom 48 were female and 15 were male. Of these, 30 students signed up for participation in 

the AR: 26 females and 4 males. 

The recruitment of 30 participants was considered a satisfactory number for the aims of 

the study. In this type of PAR: 

The aim is not to survey large samples of populations or ‘subjects’ to predict future 

trends or to generalize about past and present. Rather, the aim is to work in-depth with a 

relatively small group of people as ‘participants’ in the research because they are 

knowledgeable, interested, motivated and open to participate in solving their own 

problems and improving their own situation. (Zuber-Skerritt & Fletcher, 2015, p. 236) 

As previously noted, due to the COVID-19 pandemic, all courses were converted from 

face-to-face to online, which meant that for the vast majority of incoming students, the 

experience of online learning was entirely new. This was evident through student initial 

anxiety, as many were struggling to cope with all of their university courses being delivered 

exclusively online. This may have affected student participation numbers. 

Extensive protocols such as the use of pseudonyms for student diary entries, the use of a 

third person to carry out recorded student focus groups and the anonymous completion of 

online surveys were implemented so as to protect the participating students’ anonymity and 

minimise the impact of existing power relations. These will be further explained in later 

sections of this chapter. 

3.5.2 Data Sources and Instruments 

Due to the COVID-19 pandemic, all classes were conducted online. Following ethics 

approval, all data sources were also administered and collected online. Burns (2009) divides 

data sources into observation and non-observation types. The data sources selected for the 
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study included a combination of these: 1) online survey data (1 initial + 3 mini-surveys 

throughout the semester); 2) weekly online reflective diary entries (PENZU); 3) focus groups 

(three over the course of the semester); and 4) PR diary and field notes of in- and out-of-class 

observations. As the research focused on the creation of knowledge through personal and 

professional experience and the critical reflection of these, it was considered “more 

appropriate to use mainly qualitative, rather than quantitative research methods” (Zuber-

Skerritt & Fletcher, 2015, p. 236). In an AR study investigating the use of song to improve 

listening, Arévalo (2010) similarly used a questionnaire, classroom observations and semi-

structured interviews (p. 128). 

The data sources were arranged to correspond to the various phases of research 

conducted in order to allow reflective feedback that was aligned to the cycles of pedagogical 

tasks implemented. Diary entries, field notes and observations were ongoing throughout 

Phases Two to Four. Focus Group 1 and Follow Up Survey 1 were administered at the 

completion of Phase Two (AR weeks 1–4), Focus Group 2 and Follow Up Survey 2 were 

administered at the completion of Phase Three (AR weeks 5–8) and Focus Group 3 and 

Follow Up Survey 3 were administered at the completion of Phase Four (AR weeks 9–13). 

In order to respect the privacy, confidentiality and cultural sensitivities of the 

participants, a number of protocols were followed. To ensure ease of response, participants 

were free to choose between using standard Modern Greek and English for reflective diary 

entries and online surveys, as well as during focus group discussions. Vaughn (2019) used a 

similar protocol consisting of student surveys, interviews, assessment data, reflective teacher 

notes and recorded discussion sessions in their AR study exploring student attitudes towards 

writing instruction. In their discussion on conducting AR in the foreign language classroom, 

Chamot et.al (1998) list key data collection methods including teacher observations, surveys 

and interviews, noting that instruments of data collection often need to be tailored for 

specific areas of AR enquiry. The data sources selected for this research are included in in 

the list provided by Chamot et.al (1998) and are also among the 13 different kinds of data 

sources suitable for AR as suggested by Johnson (2012). In selecting the data sources, added 
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protocols were applied to lessen the impact of the inherently unbalanced power relations 

between teacher and students. These are further explained in Section 3.5.3. 

3.5.2.1 Online Surveys 

As discussed above, an initial pilot survey was used prior to the commencement of the 

AR phases. It was administered to an undergraduate cohort of students with similar 

characteristics (age, year of study, enrolment in EFL classes, Cypriot Greek as first 

language) to the students who later participated in the AR study. After completing the pilot 

survey, this cohort was no longer involved in the study. 

At the start of the Fall 2020 semester, but prior to the commencement of classes, all 

students registered for the three LAN 100 General Advanced English classes to be taught by 

the PR were invited to complete the same pilot survey that had been administered to the first 

cohort. This was done to ensure that student responses would reflect those of incoming 

undergraduate students with no prior knowledge of the AR study that was to be carried out. 

Following the commencement of classes, students were informed of the AR study and 

recruitment began. During the AR phases, participants were asked to complete three follow-

up surveys, which were administered through SurveyMonkey, an online survey software that 

allows for the creation and administering of professional online surveys. These surveys were 

designed to collect qualitative feedback regarding participant experiences related to the use 

of SPC as prompts throughout the semester and any impact on student learning motivation 

that occurred as a result. The surveys consisted of a series of open-ended questions (see 

Appendix D) and were administered 3–4 weeks apart (see Section 3.7).   

In Survey One, participants were asked to record any emotions they had experienced 

throughout the first four weeks of class and to specifically mention any ‘enjoyable’ or ‘not 

enjoyable’ tasks they had been asked to undertake. They were also asked to write down how 

they were feeling with respect to the upcoming weeks of their English course. 

In Survey Two, participants were asked to explain how they felt about the two listening 

tasks they were asked to complete using real-world resources (PS and an episode from a TV 
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series). They were asked to record their feelings upon finding out about these tasks, during 

them and after completing them. Participants were then asked to provide feedback related to 

their end-of-term oral presentation which required that they use a self-selected prompt. The 

survey ended with a series of questions relating to how the use of SPC might or might not be 

impacting their interest/motivation. 

Survey Three asked students to reflect upon their feelings about their English class 

throughout the semester and explain why they believed they felt the way they did. It also 

asked them to reflect on the use of SPC overall with respect to any impact on their interest, 

engagement and motivation. Participants were requested to note what, if anything, they 

would repeat in their upcoming semester of English, and a final question asked them to 

freely note anything they wished to communicate. 

The aim of the surveys was to elicit participant responses with respect to any emotions 

they were experiencing, as well as to invite feedback relating to which of the pedagogical 

practices employed they experienced as ‘enjoyable’ or ‘not enjoyable’. Every attempt was 

made to keep questions balanced so as not to influence or lead students in any way. All 

online surveys were completed anonymously, and the data collected were therefore non-

identifiable. Throughout the semester, memos were used to capture and record emergent 

themes and concepts in a process of open coding (Saldaña, 2011). 

3.5.2.2 Weekly Diary Entries 

Following recruitment, participating students were asked to set up an online PENZU 

journal (see Appendix E), and to use a pseudonym when doing so, so that all subsequent 

entries could be shared with the PR anonymously. The purpose of the entries was for 

students to reflect upon their English language classes and document their feelings, thoughts 

and anxieties and any views they considered to be relevant. Students were prompted to note 

any difficulties or dislikes they were experiencing with respect to class practices, and to 

record anything they felt could assist the PR in understanding the potential impact of the new 

teaching and learning strategies using SPC which were implemented throughout the semester 

and their actual impact on their own classroom experiences and motivation. 
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3.5.2.3 Focus Groups 

A total of three focus groups were carried out throughout the 13-week AR (see Section 

3.7). Focus group invitations were sent out via email and posted on the class site via 

Microsoft Teams. While the anticipated number of participants was 6–8, a number of factors 

such as participant trepidation, COVID-19 protocols and scheduling difficulties caused by 

students being from a variety of course disciplines resulted in the creation of “mini-focus 

groups consisting of three to four participants” (Chiu, 2003, p. 171) who were enthusiastic 

about participating. Aziz (2015) notes that the use of smaller or mini-focus groups is 

“becoming increasingly popular because smaller groups are easier to recruit and host and the 

setting is more comfortable for participants” (p. 2). In this study, where none of the 

participants had previously participated in AR, the smaller focus group sizes were 

instrumental in fostering a relaxed atmosphere. 

Focus groups were facilitated by a third person, a senior member of the teaching staff at 

the Language Centre who is also a certified examiner for the British Council. Focus Group 

One comprised three students and was carried out in person in a lecture room on campus. 

Focus Groups Two and Three comprised two and three students respectively and were 

carried out online due to changes in protocols in response to the COVID-19 pandemic. The 

aim of the focus groups was to “capitalize on the discussion generated among participants” 

(Allen, 2017, p. 2). 

During each focus group, the facilitator read out each question in Greek and English (see 

Appendix F) and students were prompted to respond. The role of the facilitator was to set a 

friendly and informal tone and assist participants in feeling welcome and relaxed. Gentle 

probing was used to elicit full answers while also ensuring that all participants had the 

chance to participate (Klagge, 2018). Each of the focus group questions served to elicit 

feelings/emotions and attitudes relating to course experiences, specific tasks using SPC and 

impact on overall learning motivation, and were designed to overlap with the questions asked 

in the surveys and thus enable data triangulation. Focus Group 1 was conducted in a face-to-

face setting (following social distancing rules and guidelines owing to the COVID-19 

pandemic). Focus Groups 2 and 3 were conducted online due to further COVID-19 
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restrictions. Each focus group was recorded and later transcribed by an independent 

translating service. The transcripts, which used identifiers to protect student anonymity, were 

made available to the PR immediately after transcription for the purpose of ongoing data 

reflection and analysis, while the audio files were sent to the PR after the AR phases were 

completed. This ensured that the PR was not able to identify students by their voices. 

Each of the three follow-up surveys and focus groups was timed to coincide with the 

various pedagogical tasks administered throughout the semester. This assisted in capturing 

feelings/emotions and impact on learning motivation as close to the implemented tasks as 

possible. The weekly diary entries offered a consistent flow of qualitative data which tracked 

changes in described experiences, anticipation and anxieties against the points of the 

pedagogical tasks used. 

3.5.2.4 Practitioner Field Notes and Observations 

The PR kept a detailed diary of self-memos and notes throughout the AR. These 

consisted of after-class diary entries and weekly overviews and reflections. Self-memos were 

kept to enable tracking of significant observations. These had two main purposes: to 

facilitate the overall management of the study and to keep a detailed set of reflective notes 

concerning relevant in- and out-of-class occurrences. 

The process of memo-writing was initially unstructured in that whatever came to mind 

upon reflecting on data or any particular incident was noted freely. Upon rereading, memos 

were titled and categorised in order to “determine” their “place in the data corpus” (Saldaña, 

2011, p. 44). These memos included but were not confined to issues of attendance, frequency 

of camera use by students, student engagement, nuances related to changes in class 

participation and mood, student physical movements and facial expressions (when and where 

applicable) and overall classroom atmosphere. Self-memos were also instrumental in 

reflecting on the phases of the study, the methodology followed, and the phenomenon being 

investigated. They were used as a reflective tool and became part of the data collection and 

analysis process for triangulation purposes. 
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3.5.2.5 Data Management and Storage 

Data generated by this research have been stored in digital format (.rtf) to preserve long-

term readability, along with accompanying files explaining data sources and collection 

procedures. All data are currently stored in a password-protected folder on a personal drive 

and anonymisation of data has been ensured. Other materials that formed part of the project, 

such as handwritten fieldwork notes, are also stored (Given, 2008) in a locked cabinet. 

3.5.3 Ethical Considerations 

All protocols and procedures applied to the AR undertaken adhered to the Australian 

National Statement on Ethical Conduct in Human Research (2007) – updated 2018. Ethics 

approval was granted in two phases by the HREC, Charles Sturt University. The first phase 

concerned the pilot survey administered in Phase One and repeated in early Phase Two 

(Protocol Number: H20046) and the second concerned the 13-week PAR, Phases Two to 

Five (Protocol Number: H20139). Ethics approval was also given by the Language Centre of 

the University of Cyprus, where the research was undertaken. 

Participant Information Statements, consent forms, focus group information sheets and 

invitations, as well as PENZU online diary information handouts, were provided in Greek 

and English following ethics approval. Renegotiation of consent was also undertaken 

(Meyer, 1993, as cited by Normand et al., 2003). 

Gelling and Munn-Giddings (2011) list seven requirements for evaluating the ethics of a 

research project: value (ensuring that AR is carried out where there is a viable likelihood of 

improving wellbeing or gaining new knowledge); scientific validity (rigorous scientific 

methods must be demonstrated – planning/acting/reporting on research); fair participant 

selection (ensuring all voices are heard equally); favourable risk-benefit ratio (minimisation 

of risks, maximisation of benefits); independent review (should this be deemed necessary); 

and informed consent (providing potential participants with the necessary information 

concerning the purpose of the research, their own involvement and any potential risks or 

benefits). Each of these was taken into consideration. 



 

134 

 

      

Blake (2007) acknowledges that the non-traditional relationship between researcher and 

participant inherent to PAR lacks the objectivity emphasised in traditional research 

approaches. Kemmis (2014) speaks of dependent relationships which exist between students 

and teachers, where the dependent party may feel obligated or compelled to consent to 

participating in the proposed study in order to avoid any feared “penalty” or “repercussion” 

(p. 162). One way of alleviating such constraints is to truly allow participants to feel that 

they are free of any consequence irrespective of their participation and that their consent to 

participation, if given, will be interpreted as that of an active co-researcher rather than a 

passive participant.                

In cases where participants in the AR setting, in this case, the higher education language 

class, opted not to participate in the study, it was clearly stated that although their 

requirement to fulfil course work and set tasks as outlined in the course syllabus remained 

mandatory, no data generated by them would be stored, used or published for the purposes of 

the study (Kemmis, 2014). 

Additional considerations concern the often blurred or overlapping roles of the PR and 

participants, which call for systematic ethical considerations. It is also critical that 

participants are made aware of their right to withdraw their participation at any given time, 

with fixed protocols in place regarding the use of data generated up until the time of their 

withdrawal. None of the 30 participating students opted to discontinue participation at any 

stage of the PAR. Participant confidentiality, safety and wellbeing, and right to access 

research findings were ensured. In contrast to traditional qualitative research, action 

researchers are not “outsiders peering in from the shadows” but “insiders responsible to the 

students whose learning we document” (Zeni, 1998, p10). 

During the PAR phases of the study, and in order to protect the anonymity of the 

participants, students were invited to use pseudonyms for their online diary entries as well as 

for the purposes of field notes kept by the PR. Students were also forwarded relevant contact 

information for the university’s Mental Health Clinic services, and were encouraged to reach 

out in the unlikely event that their involvement in the AR study was causing any distress. To 

the best of the PR’s knowledge, no such instances were reported. 
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3.6 Action Research Timeline and Cycles of Action 

All actions pertaining to Phases Two to Four took place over the 13-week span of the 

Fall 2020 academic semester. Table 7 presents a course timeline indicating all major data 

collection occurrences, as well as each of the pedagogical tasks administered throughout 

Phase Two (weeks 1–4), Phase Three (weeks 5–8) and Phase Four (weeks 9–13) of the AR. 

As indicated above, cycles of planning, administering and reflecting on various pedagogical 

tasks were undertaken throughout this 13-week period. Each of these tasks made use of SPC 

as prompts and was designed to investigate possible impacts on student learning motivation. 

The cyclical process followed for each of the tasks began with planning the task, taking 

into account course objectives and data from ongoing participant feedback, then proceeded 

with action (implementation of each task at regular intervals throughout the phases of the 

study), reflection (review and reflection of incoming participant feedback alongside PR field 

notes and observations) and re-planning (planning for the next pedagogical task). Data 

sources were used throughout in order to track and measure both efficacy, in terms of 

assisting students with better grasping course objectives, and impact with respect to learning 

motivation. Impact with respect to online learning was also investigated. 
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Table 7 

Action Research Timeline (September 2020 – December 2020) 

 

07-11 September - Phase 2Week 1
Online survey given to registered students

Research study information statement given to all students (English 
& Greek)

Weekly Diary Entries

21-25 September - Phase 2Week 3
Use of PC - YouTube as writing prompt

Explanation of Listening Task 1 - Using PS as prompt

Preparatory task using PS

Invitation to participate in Focus Group 1/Weekly Diary Entries

05 - 09 October - Phase 3Week 5
Use of SPC - YouTube to reinforce syllabus content

(in-class group writing activity)

Focus Group 1 undertaken/ Weekly Diary Entries

Explanation of Listening Task 2 using SPC - PS

14-18 September - Phase 2Week 2
Participant recruitment /Consent forms /Online diaries set up with participants

Introduction to the use of SPC - PS

Weekly Diary Entries

28 Sep - 02 October - Phase 2Week 4
End of semester Oral Presentation task using PC sources - Guidelines given

Listening Task 1

Online Survey 1 released

Weekly Diary Entries

12- 16 October - Phase 3Week 6
Use of SPC - PS to reinforce course syllabus

Weekly Diary Entries 

19 - 23 October - Phase 3Week 7
Listening Task 2 - Using SPC - TV series as prompt

Invitation to participate in Focus Group 2/ Weekly Diary Entries

Explanation of student led task using SPC - for Week 11

02 - 06 November - Phase 4Week 9
Focus Group 2 undertaken 

Weekly Diary Entries

16 - 20 November - Phase 4Week 11
Student led task using SPC of their choice

Invitation to participate in Focus Group 3

Weekly Diary Entries

26 - 30 October - Phase 3Week 8
Use of SPC - YouTube to reinforce syllabus (in class group activity)

Online Survey 2 released

Weekly Diary Entries 

09 - 13 November - Phase 4Week 10
In-class preparation for student led task using PC

Weekly Diary Entries

23 Nov - 04 December - Phase 4Week 12 & 13
Student end of term Oral Presentations - use of SPC of their choice

Focus Group 3 undertaken / Online Survey 3 released/Weekly Diary Entries 

Use of SPC - PS to end semester
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Each of the tasks adopted a pedagogical approach in which specific learning objectives 

were facilitated through the use of SPC as prompts. At the same time, tasks and practices 

were aligned with the Motivational Teaching Practice model (Dörnyei & Schmidt, 2001). 

Figure 7 

Motivational Teaching Practice and Data Sources Used (Dornyei & Schmidt, 2001) 

 

 

 

 

In addition to aligning pedagogical tasks with the Motivational Teaching Practice model 

(Figure 7), task design also aimed to satisfy the three psychological tenets at the heart of 

Phase One – Online 

survey to inform 

action research. 

Phase Two (Action 

Research) – 

Implementation of 

strategies using popular 

song, TV series, film.  

Phase Three – Ongoing 

data collection, diary 

entries, focus groups, 

online surveys, field notes 

& observations. 

Development of further 

strategies based on 

feedback. 

Phase Four – Ongoing 

data collection, diary 

entries, focus groups, 

online surveys, field 

notes & observations. 

Development of further 

strategies based on 

feedback. 

 

Phase Five – Analysing 

results, disseminating 

findings.  
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SDT (Ryan & Deci, 2000). As shown in Figure 3, the methodological framework used 

investigated the extent to which the core tenets of SDT could be satisfied by incorporating 

SPC aligned to students’ interests as prompts. This approach aimed to create pedagogical 

tasks situated within the area where all three tenets meet, as shown in Figure 8. 

Figure 8 

Psychological Needs in Self-Determination Theory (Ryan & Deci 2000) 

 

 

Throughout the recurring process of task design and data collection, the process of 

synchronising pedagogical objectives via the use of SPC as prompts remained ongoing. 

Continuous stakeholder feedback and early findings were used to inform the design of the 

SMILLE model to be discussed in detail in Chapter Five. 

Course tasks were designed to meet the course level (B2) on the CEFR (Nagai et al., 

2020). Task types varied in their didactic purpose, with an overall emphasis on reinforcing 

communicative aspects of language use. Where appropriate, tasks were designed to either 

supplement or replace conventional pedagogical approaches involving the use of course 

textbooks or other didactic materials with the use of real-world authentic (and therefore non-

didactic) resources. Making this change to practice meant that impact on learning motivation 

could be investigated. 

Competence

RelatednessAutonomy

Implemented Tasks using 

SPC 
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Table 8 provides a summary of the tasks designed and implemented throughout the AR 

phases. Corresponding lesson plans and respective materials aligned with the proposed 

SMILLE model are referenced in Appendix G. All attached course outlines, corresponding 

tasks and materials are the original work of the PR and author of this thesis. 

As can be seen in Table 8, and more extensively in Appendix G, a variety of tasks were 

designed to reinforce course objectives such as enhancing comprehension of authentic L2 

input, expanding vocabulary and expressions from context, identifying tone, understanding, 

reading and writing about identified topics and themes, making cross-cultural associations 

and making inferences, as well as written and oral mediation. 

Table 8 

Pedagogical Tasks Using SPC 

Task Learning 

Objectives 
SPC Used Task Type 

Task 1 

Active listening/Listening 

Comprehension 

Scanning for idiomatic 

expressions 

Identifying themes 

Spoken interaction/ 

Discussing themes 

 

 

Popular song  

Someone you Loved (Lewis 

Capaldi) 

 

Higher/lower order 

Locating and understand expressions 

Cross-cultural associations 

Critical thinking – themes and cultural aspects 

Task 2 

Vocabulary in context 

Identifying themes & Main 

ideas  

Spoken 

Interaction/Discussing 

themes  

Making inferences 

 

 

Popular Song  

Englishman in NY (Sting) 

 

Higher/lower order  

Vocabulary building 

Making inferences 

Cross-cultural connections 

Task 3 

Understanding writing 

Narration 

Structure & cohesive 

Devices 

 

Inspirational clip 

A lifesaving act of Kindness 

Understanding mood & tone  

 

Higher/lower order 

Writing skills (narration) 

Cross-cultural considerations 

 https://youtu.be/P5JzGHAiLcY 

 

 

Task 4 – Preparatory 

Oral presentation 

Public speaking skills 

 

Student choice  

PS/Film/T. V series/ Book 

 

Higher/lower order 

Formulating & supporting a thesis statement 

Comprehending themes  

Presentation skills 
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Understanding & 

exploring contemporary 

themes 

Formulating a thesis 

Using additional sources 

 

 

Task 5 

Comprehending song 

lyrics 

Identifying main ideas & 

purpose  

Paraphrasing 

Paragraph writing 

 

 

Popular song 

These Days (Rudimental) 

 

 

Higher/lower order 

Writing paraphrases 

Writing paragraph responses 

Identifying topics & themes 

Understanding mood & tone 

Task 6 – Preparatory 

Oral presentation 

Public speaking skills 

Understanding & 

exploring contemporary 

themes 

Formulating a thesis 

Using additional sources 

 

 

Student choice 

PS/Film/T. V series/ Book 

 

Higher/lower order  

Formulating & supporting a thesis statement  

Comprehending themes 

Presentation skills 

Task 7 

Comprehending song 

lyrics 

Identifying main ideas & 

purpose  

Paraphrasing 

Paragraph writing 

 

 

Popular song  

Thumbs 

(Sabrina Carpenter) 

 

Higher/lower order 

Writing paraphrases 

Writing paragraph responses 

Identifying topics & themes 

Understanding mood & tone 

Task 8 

Comprehension skills 

Vocabulary building  

Identification of main 

ideas & themes 

Identifying persuasion 

 

 

Popular song 

Say you won’t let go 

(James Arthur) 

 

Higher/lower order  

Reinforcing skills – main ideas/topics/themes 

Paraphrasing 

Identifying persuasion 

Cross-cultural associations 

Task 9 

Identifying tone 

Making inferences from 

Context clues 

Identifying themes 

Response writing 

 

 

TV series  

Friends 

 

Higher/lower order  

Writing a cohesive response paragraph  

Understanding tone 

Making inferences 

Comprehending native speaker interlocuters 

Task 10 

Comparison & Contrast 

writing 

Deciphering meaning 

From audiovisual stimuli 

 

Inspirational clips 

*Dog – Man’s best friend 

*Mum – Best job  

 

Higher/lower order 

Making inferences from non-verbal stimuli 

Writing comparison/contrast texts 

*https://www.youtube.com/watch?v=fHU0QPF1G3Y&list=WL 

* https://www.youtube.com/watch?v=FLeFfJ1XuEk&list=WL&index=2 
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Task 11 

Course revision 

Vocabulary/expressions/ 

Topics/themes/main ideas 

Purpose/inferences/tone 

 

 

Student choice  

PS/TV series/film book 

 

Higher/lower order  

Using self-selected prompts to present 

understanding of coursework 

Task 12 

Oral Presentation 

Designing & delivering a 

presentation 

Appraising and using 

Suitable sources 

 

 

Student choice 

PS/TV series/film book 

 

Higher/lower order 

Delivering a clear, systematically developed 

presentation 

Addressing an audience 

Task 13 

Revision & course 

conclusion 

 

Popular song 

Have it All 

Jason Mraz 

 

Higher/lower order 

Understanding course lyrics 

Making inferences 

Response writing 

 

 

A crucial component of the PAR was that it did not rely solely on the observations of the 

PR, but gathered firsthand qualitative data on the impact of the motivational strategies 

applied from the participants themselves. It was considered critical that “students play a key 

role in improving teaching practice” and contribute to the “resulting learning” (Gibbs et al., 

2017, p. 10). Of equal importance was investigating the efficacy of the teaching strategies 

within the context of an online learning environment. 

Each task was designed to reinforce coursework and impact motivation by using SPC as 

prompts. Throughout the PAR, student feedback received via the various data sources 

(weekly diary entries/surveys/focus groups & PR observations) was evaluated in real time so 

as to best align upcoming tasks with student input. As documented in the data to be 

discussed in Chapter Four, the use of PS was extremely well received, and seemed to 

generate a strong emotive impact on students. This led to the design of further tasks using 

PS. Figure 9 provides a visual representation of the cyclical process of planning, action and 

reflection.               
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Figure 9 

Snapshot of Action Research Cycles  

 

 

The continuous process of data collection enabled the PR to effectively cross-reference 

visual observations related to the implemented tasks with qualitative feedback provided by 

the participants. This greatly assisted in the design of further tasks aligned to student 

interests. As evidenced by student physical responses (smiling, engagement, enthusiasm) and 

participants’ written feedback, tasks using PS were experienced as extremely uplifting, and 

PS was therefore the SPC most frequently chosen in the design of the pedagogical tasks. 

3.7 Data Analysis 

Throughout the phases of the AR, data were reflected upon in a fluid ongoing process 

which assisted in the emergence of new ideas for task design. These were revisited and 

further analysed following the completion of the study. This section presents the process 

through which the collected data were analysed. It describes the procedure of data reduction 

New 
Pedagogical 

Strategy 

Data 
Collection

Further 
Pedagogical

Strategy

Action  

Initial use of PS to pique student 
interest and gauge student reactions. 

Reflection  

Data Collection: diary 
entries/surveys/focus groups/field 
notes. 

Planning Further Action  

Design of new task based on reflection 
of data. 
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via coding and categorisation as well as the emergence of significant trends that led to the 

articulation of knowledge claims. 

A descriptive statistical analysis using IBM SPSS Statistics for Windows (Version 26) 

was conducted on the quantitative questions of the pilot and repeat surveys. All other 

qualitative data were collated and analysed in order to gain insights and detect common 

phenomena, patterns and themes that assisted in generating new concepts and generalisations 

within the topic area (Schreiber, 2012). Data were collected, coded and analysed via NVIVO 

(2020 version) software package (QSR International). The process of immersion and 

familiarisation with the data was initially undertaken through systematic reading, 

highlighting and annotating (Grbich, 2013). 

Initial codes were created and later reduced through systematic reflection of the data. 

During the first cycle of coding, concept coding was used due to its appropriateness for 

studies focused on theory and theory development, as was emotion coding to best capture 

participant experiences (Saldaña, 2011). Both emergent and a priori codes aligned to SDT 

and the research questions being investigated were used. A line-by-line coding approach was 

initially adopted, after which open coding was also used for broader-scale coding. The 

coding process continued until saturation (Saldaña, 2011) of the data was achieved: i.e., no 

new properties or dimensions were seen in the data. A sample of first-phase analysis of diary 

entry data is provided in Appendix H. In the second cycle of coding, theoretical coding was 

used. Codes were categorised and emergent themes were identified before assertions/truth 

claims were formulated. 

Using the NVivo codebook, initial codes and code descriptions were created (see Table 

9). 
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Table 9 

NVivo Codebook 

Code Description 

Appreciation of New 

Teaching Strategies 

Feelings acknowledging that the strategies used were different to those 

previously experienced in past language learning. 

Sub-codes  

Group work collaboration Feelings associated with the experience of groupwork and peer collaboration. 

Negative Emotions Anxiety 

Boredom 

Feelings associated with disappointment stress, negativity, anxiety or the 

reduction of stress. 

New Teaching Strategies and 

Speaking Production 

Feelings related to new strategies and their effect on speaking production. 

New Teaching Strategies and 

Written Production 

Feelings related to new strategies and their effect on written production. 

New Teaching Strategies and 

understanding coursework 

material 

 

Feelings related to new strategies and their effect on understanding course 

material better. 

Self-Determination Theory  

Sub-codes  

Autonomy  Feelings related to appreciation of autonomy in class tasks and environment. 

Competence Feelings associated with the ability to conquer a task. 

Relatedness Feelings of closeness/support/identification with the content of the input 

prompts. 

 

Teaching environment & 

classroom atmosphere  

 

Sub-codes  

Online Learning Feelings related to new strategies and their effects within an online 

environment. 

Positive Emotions: Joy, 

Anticipation Motivation 

Feelings related to new strategies and the creation of positive emotions like 

excitement, happiness anticipation and joy. 

Teacher references  References to the teacher and feelings, emotions associated with these.  

     

New Teaching Strategies and 

Testing Procedures 

 

Sub-codes  

Testing and emotions Feelings associated with testing procedures and types. 

Recollection of Traditional Past 

Strategies 

   

References to past L2 learning experiences and practices.      
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Popular Cultural Resources: 

PS, Series, Film, Clips 

  

Sub-codes  

References to PS, Series, Film 

Clip   

Any references made to the use of popular song, tv series, film and media as 

learning prompts.  

   

Popular Cultural Resources 

and Unexpected Findings 

 

Lifelong learning strategies and 

transferability 

Feelings associated with transferability of skills beyond the classroom due to 

the strategies used in class. 

  

  

 

Figure 10 (below) shows initial coding files and source coding using NVivo. 

Figure 10 

NVivo Initial List of Nodes 

 

Folders were created in NVivo for each of the data sources. All data source files were 

imported into the relevant NVivo folders and then coded to the various nodes as applicable. 

Memos and notes were used to keep track of emergent themes and connections between data. 
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Figure 11 provides an example of the mark-up process for part of the transcript of Focus 

Group 1. The coding stripes to the right of the window show the different codes assigned to 

relevant parts of the transcript. 

Figure 11 

NVivo Coded Source Example – Focus Group 1 

 

Data identifiers were used to identify participants and data sources. Each source was given a 

unique identifier to protect participant identities. The four main data source types were given 

the following identifiers: 

 PSp1 = Pilot Survey participant 1 

 DEW1p1 = Diary Entry Week 1 participant 1  

 FG1f/mp = Focus Group 1 female/male participant 

 FUS1p1 = Follow Up Survey 1p1 

 PRFN = Practitioner-researcher field notes 

A variety of NVivo functions were used to make connections between data sources and 

to look at the data overall. Word and text queries were employed to ascertain the frequency 
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of particular text occurrences, and to observe associations between feelings and events found 

in the data. Word clouds, tree diagrams and matrices provided visual representations of 

patterns and associations. 

To present data in a way that accurately reflected the story of the AR study undertaken, a 

combination of figures and excerpts from the qualitative participant responses were used. 

Word clouds and tree diagrams were instrumental in presenting the frequency of occurrences 

in the data overall: words, concepts and terms mentioned most frequently appear in larger 

font or text size in the word cloud, while those mentioned less frequently appear in smaller 

font. Care was taken to use word clouds only for words with singular meanings (i.e., ‘song’, 

‘like’, ‘enjoy’) where there was minimal possibility of misinterpretation. Word clouds 

therefore allowed for a visual representation of “patterns of keywords and phrases in the 

text” (Sellars et al., 2018, p. 51) that conveyed possible connections between them. To 

complement each visual, present a holistic view of the analysed data and capture context, 

nuances and the emergence of complex themes, extensive participant excerpts and quotes 

were also used (Saldaña, 2011). 

3.7.1 Emergent Themes and Truth Claims 

During the process of coding and recoding, some codes were “subsumed by others” 

while others were “dropped altogether” (Saldaña, 2011). Once final coding was complete, 

and the PR was confident that the remaining codes provided a comprehensive reflection of 

the data gathered, the codes-to-theory model for qualitative inquiry (Saldaña, 2011) was 

applied to gain a better representation of codes, categories, themes and final assertions (see 

Figure 22). 

Following a grounded theory analysis, theoretical codes were identified and used as “an 

umbrella that covers and accounts for all other codes and categories formulated thus far” 

(Saldaña, 2011, p. 250). The process led to the formulation of five truth claims that would 

contribute to theory and practice in the area. Also stemming from the findings of the AR 

study was the creation of the SMILLE model for the broader-scale incorporation of SPC in 
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ELT practices. These truth claims, and the SMILLE, model will be presented in detail in 

Chapter Four. 

3.7.2 Research Rigour 

Ensuring scientific validity in naturalistic forms of inquiry such as AR is crucially 

important. As far back as the work of Husserl (1931), the notion of bracketing – distancing 

oneself from one’s biases – was conceptualised as a means of more objectively 

understanding the phenomenon under investigation. Lincoln and Guba (1985), who valued 

humans as vehicles for naturalistic enquiry, also concerned themselves with notions of 

researcher credibility. 

Newton and Burgess (2008) distinguish between three different approaches to 

Educational Action Research (EAR): 1) a knowledge-generating mode; 2) a practical 

(improvement of practice) mode; and 3) an emancipatory mode. They argue that each of the 

three approaches has a different goal and is therefore subject to a different set of 

requirements to test validity. These requirements are dependent on the nature of the truth 

claims the research will make. 

Reason and Bradbury-Huang (2007) consider aspects of quality and validity in AR. 

They identify five key aspects: 1) ensuring the quality of participation and relationship in 

AR; 2) reflecting on the value of the practical outcomes of work; 3) drawing on and 

integrating diverse ways of knowing and using different methodologies appropriately and 

creatively in the context of AR; 4) evaluating work against its purpose of creating a better 

life and world for the researcher and others; and 5) achieving systematic change over time 

(i.e., the enduring consequence of work) by integrating the three manifestations of work for  

the self (first-person research practice), partners (second-person research practice) and 

people in the wider context (third-person research practice).             

Building further on issues of credibility in qualitative research (Lincoln & Guba, 1985), 

Cypress (2017) proposes the use of the term ‘rigour’ as opposed to ‘trustworthiness,’ and 

argues for the reconceptualisation of aspects of ‘reliability’ and ‘validity.’ The research 

reported in this thesis on ensured ‘rigour’ via processes built into the research design 
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(Cypress, 2017), as it is through the “strength of the research design and the appropriateness 

of the method to answer the questions” (Morse et al., 2002, as cited in Cypress, 2017, p. 254) 

that rigour is best achieved. 

Additional measures were embedded into the research design process to ensure 

reliability and demonstrate the replicability of the study. This was achieved by using the RE-

AIM framework and by ensuring the visibility of the research practices, analysis and 

conclusions (Lindhult, 2019). With respect to ‘validity,’ additional measures, which will be 

outlined below, were taken to ensure the accuracy and truthfulness of the findings reported. 

The study followed criteria of reliability and validity, as outlined by Cypress (2017), as a 

means of ensuring the quality of its findings. Credibility was established through prolonged 

engagement and persistent observation sustained over the 13-week Fall 2020 semester. 

Triangulation was achieved by cross-checking data from a variety of sources (diary entries, 

online surveys, focus groups, PR field notes and observations). Transferability was ensured 

by providing detailed descriptions of the instruments and tasks used throughout the ongoing 

phases, cycles and tasks. 

Furthermore, data was coded in cycles that involved returning to texts until data 

saturation was achieved. As previously noted, focus groups were facilitated by a third person 

(volunteer colleague) in order to protect the anonymity of the student participants, and the 

audiotapes were transcribed by a professional translator/transcriber. The PR was given 

access only to the written transcriptions, with audiotapes provided at the end of the semester, 

to further protect the anonymity of the student participants. Dependability was sought via 

random data samples being cross-checked by a third person (volunteer colleague) to 

eliminate any possible PR biases and to cross-check the emergent themes identified. 

Practitioner field notes and observations were recorded and continuously reflected upon to 

maintain confirmability. 

A number of additional protocols were followed as per ethics approval to ensure that all 

data sources (weekly diary entries, focus groups, online surveys, practitioner field notes) 

remained entirely anonymous. Care was taken to ensure that all survey/focus group questions 
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were balanced and designed to elicit responses without leading those responses in any way 

(see Appendices A, D & F). 

These practices, protocols and measures, aimed at meticulously recording the various 

stages of the research design, were followed to maximise the credibility and generalisability 

of the research findings and to ensure research rigour. 

3.8 Phase Five – RE-AIM Alignment, Dissemination of Findings & Contribution to 

Knowledge 

The RE-AIM model (Glasgow et al., 1999) was used as a framework for the translation 

of data findings into possible future recommendations for TESOL practitioners. The goal of 

the framework was to translate and inform educator practices, as well as to ensure the 

validity and transferability of the research and consecutive findings. Table 10 presents the 

adapted RE-AIM model for the AR undertaken. 

  



 

151 

 

      

Table 10 

RE-AIM Model and Action Research Alignment  

RE-AIM element Means of Evaluation Data 

Reach  

Who will benefit? 
 

Online surveys  

Action research phases  

 

Survey findings  

Action research data 

 

Efficacy  

How do we know if the changes 

are effective 

 

Impact on student learning 

motivation 

Student perceptions of impact 

PR perceptions of impact 

Impact on written/spoken 

production 

Impact on testing procedures 

 

 

Survey data 

Online diary entries 

PR field notes 

Focus groups 

Adoption 

How easy/challenging is it for 

the suggested changes to be 

adopted? 

 
Individual level 

Institutional level 

 
Survey data 

Diary entries 

Student focus groups 

Input from colleagues 

 

Implementation 

Facilitators/barriers affecting 

Implementation. 

 

Instructor level 
Workload considerations 

Institutional level 

Compatibility with Organisational 

directives 

 

 
SMILLE model (proposed) 

Institutional feedback 

Challenges 

Level of disruption 

Maintenance  

How can sustained use of the 

changes be ensured? 

 
Have long-lasting effects been 

observed? 

What is the future potential impact? 

 

 

Can the suggested changes be 

incorporated into the daily lives of 

the participants? 
 

 

Educational researchers also need to engage in a process of meta-inquiry (Newton & 

Burgess, 2008) to ensure scientific validity. Following the completion of the PAR, data 

analysis was finalised and the findings, outcomes and truth claims of the study were formally 

articulated. 

In order to better ensure the incorporation of research findings into a broader body of 

knowledge as well as to convey a willingness to seek and accept peer scrutiny, the PR 

presented at the TESOL Convention, Rome (November 2019) during the early phases of 

research. A second presentation was given at the online NSW Arts & Social Sciences 
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Conference (2020), Australia. More recently, a summary of the study and its key findings 

was presented by the PR at the Improving University Teaching (IUT) 2021 Virtual 

Conference (July 2021). 

In addition to conference presentations, early findings from the AR were reported on in a 

journal article published to the Action Learning and Action Research Journal 27(2), 11–48. 

With respect to future recommendations, the SMILLE model will be further developed 

and presented for possible broad-scale use by other practitioners. The PR is also in the 

process of developing an L2 learning tool, the Jukebox, for possible real-world application. 

This will be further discussed in Chapter Five. 

3.9 Summary of Methodology 

This chapter presented the theoretical framework and methodologies considered prior to 

the adoption of a PAR design approach. It detailed the process by which the research was 

conceptualised and carried out over five phases, as well as explaining the administrative 

aspects, data sources and instruments and materials used. A detailed timeline was provided 

along with a description of the corresponding pedagogical tasks and actions carried out 

during each phase of research. It described how the data sources were systematically coded 

and categorised and the emergence of themes and truth claims, plus the use of the RE-AIM 

model as a translation model of study findings. The chapter concluded by presenting ways in 

which research rigour was ensured and outlining the dissemination of findings in Phase Five 

of the research. 

Chapter Four will present the results and key findings of the study. It is organised 

according to the five phases of the study, beginning with the results of the pilot survey 

(Phase One) and repeat survey (early Phase Two). It then provides a detailed account of the 

results of the data gathered throughout the 13-week PAR (Phases Two to Four) as presented 

through the various data sources, PR field notes and observations. 
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CHAPTER 4: RESULTS 

Following the methodology detailed in Chapter Three, the data collection phase was 

carried out and completed in December 2020. This chapter presents the results leading to key 

findings as these emerged from the data, beginning with the results of the pilot and repeat 

surveys carried out in Phase One and early Phase Two of the study, followed by the results 

from the AR, Phases Two to Four. These have been organised to demonstrate how the 

overarching research question on the use of PS and SPC as learning prompts and their 

possible impact on the learning motivation of higher education students, as well as the sub-

questions, have been answered. The key findings are presented thematically to illustrate how 

these led to the formulation of truth claims and assertions relevant to the literature. The 

results of the study are presented separately in the current chapter so as to set out clearly the 

results obtained throughout each phase of the study. Chapter Five discusses the implications 

of the results and how these contribute to the literature and the process of knowledge 

building. Results will be presented in alignment with the theoretical model of SDT (Ryan & 

Deci, 2000), which served as the core theoretical framework for the study, so as to best 

reflect how they contribute to the existing literature. 

4.1 Phase One – Results from Pilot and Repeat Online Survey 

The initial approach for the pilot survey (see Appendix A) was to administer it to two 

cohorts of non-native English-speaking students registered in English language courses in 

higher education. The survey was piloted in order to gather initial, and then unavailable, 

insights necessary to the PR in order to inform the planning stages of the AR. The survey 

was made available via a third person to students in Australia (Charles Sturt University) and 

Cyprus (The University of Cyprus). Due to the low number of respondents (2) from the 

Australian cohort, this cohort will not be reported on in the thesis. 

With respect to the Cypriot cohort, the pilot run of the survey was administered using 

SurveyMonkey, an online survey software that allows for the creation and administering of 

professional online surveys. The survey was made available to a random sample of non-

native English undergraduate students from varying disciplines who were registered in 
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English language courses at the Language Centre of the University of Cyprus. During the 

first phase of the research, 83 students completed the survey. It should be noted that the pilot 

survey was administered during a period of mandatory lockdown due to the COVID-19 

pandemic (March–April 2020), which may have positively impacted the number of students 

who chose to complete it.     

The survey was repeated one semester later (September 2021), garnering an additional 

25 student responses. The majority of participants, 91%, were aged between 18–20, with 

22% identifying as male and 78% identifying as female. The combined results of the 108 

responses are presented below. As stated in Chapter 3, it is noted that the aim of the pilot 

survey was not to generate broad-scale quantitative data. The survey sought to gather 

information which had previously been unavailable and was considered important for 

subsequent phases of the study. The results from the quantitative data are therefore included 

for illustration of these findings. 

4.1.1 Key Quantitative Results from Pilot and Repeat Online Surveys 

A descriptive statistical analysis using IBM SPSS Statistics for Windows (Version 26) 

was conducted. The results indicated that incoming undergraduate students were driven to 

continue learning English by extrinsic rather than intrinsic motivators, with the top three 

motivators being: 1) English is needed for future professional opportunities (M=4.40, SD 

.87); 2) English is needed for academic studies (M= 4.34, SD=.91); and 3) English is needed 

for communication while travelling abroad (M=4.31, SD=.94). With respect to engagement 

with popular entertainment media platforms during free time, 65% of students reported 

listening to English-language popular songs and watching English-language TV series and 

film for 11 hours or more per week. A total of 83% stated that they identified with the 

topics/themes of English-language popular songs. When asked to consider their feelings 

while engaged in these activities, 84% of participants reported feeling ‘engaged and 

motivated’ while listening to English-language popular song, 77% ‘engaged and motivated’ 

while watching English-language TV programs/series and 87% ‘engaged and motivated’ 

while watching English-language film. With respect to identification with the themes and 

characters portrayed in these media, 83% reported identification with the themes and 



 

155 

 

      

characters in PS and 73% reported identification with themes and characters in film. When 

asked if they would like to be given the opportunity to choose which materials to use for 

their English language classes, 94% responded ‘yes,’ with a combined 80% choosing either 

PS, TV series or film as their first choice. By looking at the SPCs most highly consumed by 

the cohort surveyed, the PR was able to better align the selection of resources to be used in 

the AR to students’ own interests. 

The pie chart below (Figure 12) offers a visual representation of student responses when 

asked to identify how they felt when listening to English-language PS. 

Figure 12 

Survey Responses Relating to Emotions Evoked While Listening to English-language Popular Songs 

 

 

 

 

 

With just over 84% stating that they felt engaged/motivated, there was strong data to 

suggest that for the majority of students, the use of PS as a learning prompt could potentially 

When I listen to English Language Popular Songs... 

I feel engaged/motivated 

(84.34%) 

I feel bored/uninterested 

(1.20%) 

I don’t feel any particular way 

(12.05%) 

Not applicable (2.41 %) 
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have a positive impact on student learning motivation. This led to the design of pedagogical 

tasks using PS as prompts in the following AR phases. Regarding the remaining 16%, who 

responded ‘I feel bored/uninterested/I don’t feel any particular way/Not applicable,’ evidence 

of negative or uninterested student feedback was looked for and presented as part of the 

results presented later in this chapter. 

With respect to responses concerning student interest in self-selecting materials for use 

in their English language learning, Figure 13 reflects the strong positive response of the 

survey participants. 

Figure 13 

Survey Responses Relating to Preference to Select Teaching Materials for English Classes 

 

 

 

The results shown in Figure 13 provided key insights that were instrumental in planning 

for the subsequent AR phases of the study. Consistent efforts were taken to ensure that 

participants of the study were free to express their feedback, whether positive or negative, so 

that all voices would be heard, despite early indications that a large number of students might 

be open to the use of PS in their English language classes. 

Would you like to be given the opportunity to choose which materials to use in your English 

classes? 

Yes 

(93.98%) 

No (6.02 %) 



 

157 

 

      

4.1.2 Key Qualitative Results from Pilot and Repeat Pilot Surveys 

Analysis of the qualitative responses generated by the survey revealed that when asked 

to describe past enjoyable English language learning experiences, responses were unanimous 

in their reference to non-traditional approaches. All quotes in this section (in italics) were 

submitted anonymously. 

One student described the experience of analysing song lyrics in a past English language 

class. This activity allowed him to recognise that he had previously been listening to English 

language songs “with deafness.” The student noted that he “had been listening to songs” and 

“was often able to fully recite the lyrics” without actually stopping to consider “the meaning 

of them.” (PSp8) The idea of paying attention to what is read, heard or seen became a crucial 

finding of the later AR phases of the study. 

When asked to describe one past English language learning experience which stood out 

to them as enjoyable and effective, student responses focused on non-traditional teaching 

approaches that deviated from standard use of textbooks and written materials. A total of 

78% of responses to this question made reference to various multimodal approaches in which 

different modes (textual, aural, linguistic, spatial and visual) were used (Kress, 2003). 
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Figure 14 

Survey Responses and Emergent Themes Aligned With SDT (Ryan & Deci, 2000) 

 

In order to best identify emerging patterns in the qualitative responses yielded by the 

survey, responses were grouped and aligned according to the theoretical components of SDT 

(Ryan & Deci, 2000). Figure 14 (above) provides a sample of qualitative responses generated 

from the pilot survey, which are presented in alignment with the theoretical components of 

SDT. Survey responses related to past enjoyable experiences with L2 learning are grouped 

according to the SDT components competence, autonomy and relatedness, and presented 

below. 

Competence 

When referring to pleasurable past language-learning experiences, a number of 

responses indicate that feeling ‘able’ assisted in the creation of positive experiences. “In the 

third year of lyceum,” noted one pilot survey respondent, “the teacher used short videos to 

help us understand the coursework better. This really managed to help us expand our 

vocabulary also.” (PSp18) Another response describes watching a film using subtitles. The 

achievement 

volition 

“performed well” 
“managed” 
“able to” 

“song we knew” 
“film we had seen” 
“working with others” 

closeness/familiarity 

“we selected” 
“our choice” 
“what we wanted” 
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participant recalls liking the film and “performing well” on the task. Another survey 

respondent recalled the use of various audiovisual aids which “helped with both our listening 

and comprehension skills.” (PSp21) In another response, a student recalled an experience 

they had as a young learner of English in which students were asked to stage a Christmas 

performance:    

Those who played a musical instrument or sang were able to do so and then we 

presented a mini theatrical show to the older class of students. It was a fun experience 

and beneficial for us as we had the opportunity to speak in English in front of an 

audience, so we had to study hard and be fluent in order to feel ‘smart’ in front of the 

older students who were the ‘experts.’ (PSp33)  

Feeling a sense of achievement was also important to another student, who described a 

“one week stay in another European country while I was at high school.” The student noted 

that throughout the entire week, all participants had to “communicate only in English (the 

only language we could all understand)” and recalled that “by the end of the week, I felt 

impressively confident about speaking in English.” The student then added that “student 

group trips to foreign countries may actually be very useful for learning and gaining 

confidence” (PSp26) in the target language. 

Autonomy 

Allowing students to direct their own learning emerged as a positive factor in the 

recollections of the students who answered the survey. One participant recalled that “one 

pleasurable experience in an English class I had was when the teacher allowed us to choose 

our own topic for a presentation we had to do.” (PSp31) Another student described an 

enjoyable past experience as one in which students were taken outside and asked by the 

teacher to “write our own poem.” The student noted that this was the “most creative and 

different task” (PSp26) they had experienced in an English class so far. 

Evidence of a lack of autonomy in past language-learning experiences emerged in the 

following participant response, in which the student recalled that “I’ve never experienced 

something particularly pleasurable during a past English class. I believe that an effective 

approach would be to use alternative methods to get students to participate in the class as 
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opposed to the traditional ones where the students just follow the teacher.” (PSp24) Insights 

such as these indicated the possible efficacy of incorporating a degree of student autonomy 

in future practices.  

Relatedness 

As was later reinforced by the results of the PAR, relatedness emerged as a crucial 

component in enhancing learner motivation and engagement. The importance of being part 

of a group and working together is evident in the following response:  

At the English language institute I attended, we were asked to work in groups to develop 

and direct an advertisement. This task aimed to help us use the English language to 

convince the audience of the advertisement. Further to this aim however, we had such a 

great time working together as a group, building relations and focusing on researching 

our advertisement as well as working on the technical part of actually making the 

advertisement. This was an unforgettable experience. (PSp10) 

A different student also recalled a group task being memorable and enjoyable, stating that 

“one enjoyable past experience was when we were asked to work in a group to research, 

create and later deliver an oral presentation.” (PSp12) 

Notions of relatedness, which will be discussed further on in this chapter, were not 

confined to feeling like part of a group or social network as per the definition used in SDT, 

but expanded to include feeling connected to the resources of the target language being 

studied. Evidence of this aspect of relatedness was initially found in the pilot and repeat 

surveys. In one participant response, the student recalled that “at one of the private institutes 

I attended, one teacher would put on songs we knew, and we would discuss which words we 

knew and learn those we didn’t know. This helped me so much to relieve stress as I was 

really anxious about English classes before.” (PSp8) This sense of relatedness was also 

evident in another participant response in which the student recalled a time when “the 

teacher used an episode of a popular series and asked us questions about it. This was the 

most enjoyable way of help us with our comprehension as opposed to reading something 

from a book.” (PSp21) Feeling close to or familiar with sources used as prompts was 

reported on as favourable by many participants.  
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4.2 Phase One – Summary of Survey Results 

The results of the pilot and repeat surveys (see Appendix A) provided insights relating to 

two of the sub-questions being investigated. Firstly, the results indicated that undergraduate 

students are motivated to continue learning EFL predominantly by extrinsic factors. This 

suggests that finding ways of making extrinsically motivated behaviours, such as L2 

learning, increasingly self-determined could positively impact overall learning motivation. 

Secondly, with respect to the question of student relationships to English-language SPC, 

the undergraduate student cohort surveyed reported high levels of exposure to and 

engagement with such SPC. A large percentage of the undergraduate students surveyed 

(65%), reported engaging with these for over 11 hours per week, while most reported that 

they identified with the topics, themes and characters they portrayed. This insight was later 

reinforced by the qualitative responses of participants in the subsequent PAR phases. 

Feelings of interest and motivation accompanied student experiences with SPC, and a 

significant majority of surveyed students responded positively to their potential use in future 

English language classes. Past pleasurable language-learning experiences were shown to be 

largely dominated by non-traditional approaches to second language teaching, in which 

students were given opportunities to engage in multimodal approaches involving the use of 

video clips, film, TV series and PS. With respect to the overall research question investigated 

in this thesis, the early findings supported the potential for using sources of popular culture 

to positively impact student learning motivation. 

The next part of this chapter will present the results of AR Phases Two to Four. It will 

first restate the main research questions before reporting on key findings. The results have 

been organised in alignment with the core tenets of SDT in order to illustrate how the study 

findings relate to the theoretical framework used in carrying out the research. 

Despite some repetition, extensive excerpts and quotes from the qualitative data are 

included in order to allow the data to tell its story, as well as to effectively capture context, 

nuances and the emergence of complex themes (Saldaña, 2011). To visually complement 

these quotes, word clouds and tree diagrams are used to illustrate the frequency of 
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occurrences in the data overall. Within the word clouds, words mentioned most frequently 

appear in a larger font or text size, while those mentioned less frequently appear in smaller 

font. Care was taken to use word clouds for words with singular meanings only, (e.g., ‘song’, 

‘like’, ‘enjoy’), where there is little possibility of misinterpretation. Word clouds therefore 

allowed for a visual representation of “patterns of keywords and phrases in the text” (Sellars 

et al., 2018, p. 51). These were rigorously accompanied by qualitative feedback for the cross-

referencing of emergent themes in the data.  

4.3 Phases Two to Four – Results from Action Research Phases 

This thesis reports on research investigating the phenomenon of student learning 

motivation and the possible impact of using PS and SPC as prompts in L2 learning settings 

in higher education. With respect to the local Cypriot cohort surveyed, sub-questions relating 

to the types of motivators driving undergraduate students as well as the extent of engagement 

with SPC were answered by the findings of the pilot and repeat surveys. In addition to 

investigating the impact of using SPC as learning prompts on overall learning motivation, the 

study also aimed to investigate their possible impact on engagement in writing and speaking 

tasks and assessment/testing procedures alongside their impact in online ELT settings. 

4.3.1 Phase Two (Weeks 1-4) – Introducing Change and Reporting on Initial Interest – 

Reflection and Planning for More Action 

During the first task (see Task 1, Appendix G), a PS was used to reinforce course 

learning objectives and gauge student responses to the use of PS in class. During this task, 

the PS ‘Someone You Loved’ by Lewis Capaldi was used to assist students in practising 

active listening, recognising and understanding the use of idiomatic expressions in context, 

and identifying and discussing themes and messages in song lyrics. The significance of this 

early task within the PAR phases was that it allowed for a first reflection on the impact of 

using PS. Immediately following the task, students were asked to complete a short, 

anonymous feedback survey. A descriptive statistical analysis using IBM SPSS Statistics for 

Windows (Version 26) was then conducted, the results of which are presented in Table 11. 
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Table 11 

Results of Task 1 – Using Popular Song as Learning Prompt 

Statistics 

 

While 

engaged 

in the task 

I felt no 

emotion. 

While 

engaged 

in the 

task I felt 

bored. 

While 

engaged in 

the task I 

was often 

distracted. 

While 

engaged in 

the task I 

felt 

interested. 

While 

engaged in 

the task I 

felt 

motivated. 

I physically 

smiled 

while 

engaged in 

the task. 

I would 

like to 

engage 

in 

similar 

tasks in 

the 

future. 

I felt I was 

able to 

successfully 

complete this 

task. 

The task 

motivated 

me to speak 

during the 

lesson. 

The task 

motivated 

me to write 

during the 

lesson. 

The task 

helped me to 

understand 

part of the 

coursework 

better. 

N Valid 42 42 42 42 42 42 42 42 42 42 42 

Missing 0 0 0 0 0 0 0 0 0 0 0 

Mean 1.71 1.50 1.67 4.07 3.64 3.45 4.21 4.02 3.33 4.14 4.33 

Std. 

Deviation 

1.111 .890 .902 .947 .983 1.329 .976 1.047 1.337 .977 .846 

 

Students were asked to respond according to the scale below: 

 1 star = not true at all 

 2 stars = slightly true 

 3 stars = moderately true 

 4 stars = very true 

 5 stars = absolutely true 
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The results showed that 90.5% of students did not feel bored during this task, with a 

combined 95.2% indicating that the task generated interest. An excerpt from the PR’s field 

notes taken immediately after the lesson is provided below: 

The first task was extremely well met by students. The minute I introduced the task and 

mentioned the title of the song we would be using there were smiles and nods by multiple 

students. Certain students moved forward, from a reclined to a more upright position. It 

is noted that in future research, it would be valuable, ethics permitting, to record lessons 

so that physical responses can be later analysed more carefully. Being that we were in 

an online setting, changes in facial expression were notable. Students looked to be 

entertained by the idea that a song was coming. One student who did not have his 

camera on prior to the task, actually turned his camera on. I reflected upon this as a 

definite signal of increased interest. As I shared my screen and played the song (video 

clip showing), students were following along, moving their heads to the beat, some were 

mouthing the words – or singing- out loud. (I was unable to tell as microphones were 

muted while the song was playing). As we moved through the various post song tasks, 

one student noted the following: “It felt like the second time we listened to the song, 

after doing the tasks and discussing the expressions, it was slower!” The instant 

feedback survey results indicate that my impression of the task being well met was 

accurate. I am very interested in the smiles the task generated. I believe joy, smiles and 

language learning need to go hand in hand. (PRFN-ARWeek 2) 

 

The significance of joy and generally positive emotion with respect to impact on 

learning motivation and learner engagement will be discussed further in Section 4.6 of this 

chapter. 

4.3.2 Phases Three to Four (Weeks 5-13) – Developing Further Changes Based on Early 

Participant Feedback – Reflection and Planning Further Change 

In order to triangulate data relating to the impact of using PS and other SPC as learning 

prompts, early focus group transcripts, diary entry and follow-up survey data were reflected 

upon. As stated in Chapter Three, participants were invited to provide written feedback in 

their first language, Cypriot Greek, or English. The data received was therefore a mixture of 

Greek and English text. All data sources were meticulously translated into English prior to 

coding and theming, and revealed strong, recurring evidence of a positive response to the 

early use of PS as a learning prompt. 
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An early diary entry captures the enthusiasm generated by the use of PS in classroom 

practices: 

It is week 3 here at university and honestly, time flies – literally. I can say that during 

my English class I am actually enjoying myself and the class is very creative since our 

teacher finds interesting and modern methods of teaching to make the lesson more 

enjoyable. For example, during the lesson she uses songs which we are actually familiar 

with and we go through the song lyrics for their meaning. In this way, when we hear the 

song again we actually understand in depth what it means and that is so interesting in 

my opinion. I would really like this method of teaching to continue because it catches my 

interest quite a lot! (DEW3p25) 

This excerpt illuminates the positive energy and excitement generated by the early 

pedagogical tasks employed.  

 Similarly, excerpts from the transcript of Focus Group 1 reveal a positive initial response 

to the use of PS as prompt. 

– I believe it’s one of the most interesting classes I’ve taken so far. I’m excited. I like the 

way the course is done and the things we learn. (FG1fp) 

– I’m excited because we’re doing different things than we used to in English class. The 

activities are more fun. (FG1mp) 

– I agree. In general, the course is quite interesting, the fact that we’re using various 

ways such as listening to a song etc. It’s quite interesting and I believe it will become 

even more interesting in the future. (FG1fp) 

The obvious element of excitement and anticipation which permeates the participant 

discussion once again demonstrates the efficacy of the strategies employed. 

Throughout Phases Two, Three and Four, the impact and efficacy of each pedagogical 

task were reflected on. A complete timeline and list of tasks implemented over the 13-week 

semester are presented in Tables 7 and 8 (above), and relevant instruments, tasks descriptions 

and materials are included in Appendix G. Responses to the first follow-up survey, 

administered in week 4 of the AR (see Appendix D), generated similar positive feedback: 

The lesson is something really different from what I was used to. Our teacher uses some 

really interesting methods and ways that keep me motivated during the lesson. Also, the 

use of songs, tv series etc is a very useful method in my opinion. (FUS1p3) 
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The lessons these past four weeks have been really entertaining considering that we use 

several methods of learning a foreign language apart from just reading a textbook. 

Despite the fact that the lessons are hosted online, they still remain pretty interesting to 

the students having as a result for them to understand each lesson to the fullest and 

remain concentrated during the courses. The videos and music clips have been really 

helpful. (FUS1p14) 

Reflecting on the first four weeks of our course I can only think of positive things to 

report. Firstly, I would like to say that the way the lesson is organised with physical 

material (the course pack of notes) and at the same time is structured online in Teams is 

great because we have access to plenty of information and material to help us. 

Regarding the ways the lesson is organised, I like the fact that we don't only work with 

the traditional way - reading texts and doing exercises off the notes pack- but we also 

use clips, songs and episodes, teaching ways that make the lesson more fun and 

engaging. (FUS1p15) 

As the PAR progressed, pedagogical tasks were designed, implemented and reflected upon in 

repetitive cycles of planning, action and reflection shaped by the extensive qualitative data 

generated by the study. 

All data were coded using NVivo 12, a qualitative data analysis computer software 

package produced by QSR International for the purpose of assisting in the organisation and 

analysis of qualitative data. 

In the next section of this chapter, the results of the study are presented organised based 

on the core components of SDT, which was used as the theoretical lens in conducting the 

research. Three a priori themes – autonomy, competence and relatedness – were identified in 

the coded data. Various NVivo visuals have been used to present the coded data effectively. 

It was important to accurately document and present all participant voices, so while instances 

of negative feedback were consistently few over the 13-week duration of the study, these are 

presented in Section 4.8 of this chapter. 

4.4 Results and Self-Determination Theory 

Throughout the 13-week semester, the PAR phases of the study generated extensive 

qualitative data from the 30 participating students. These consisted of weekly diary entries, 

three follow-up surveys, three focus groups and PR field notes. All data sources were 

uploaded into NVivo 12 Pro and coded. Deductive thematic analysis using the basic 
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psychological tenets of SDT (Ryan & Deci, 2000) was used as a guiding theoretical 

framework in order to ascertain the prevalence and possible relevance of the pedagogical 

tasks in light of these basic psychological needs, following the similar approach used by 

Keenan et al. (2021) in a qualitative study investigating health care professional and patient 

acceptability of palliative care provision through the lens of SDT. The significance of 

Keenan et al.’s (2021) findings in relation to the findings of the research presented in this 

thesis will be further examined in Chapter Five. 

Using the principles of SDT, three a priori themes (autonomy, competence and 

relatedness) were identified in the coded data. The results are presented below. Discussion 

and implications of the results will be presented in Chapter Five. 

4.4.1 Autonomy 

Encouraging student autonomy in the selection of prompts for use in L2 learning 

emerged as an integral factor during the AR phases. In cases where students were given the 

option to self-select materials, tasks were viewed as motivating and interesting. A word 

cloud of the 500 most frequent occurrences of all data coded to this theme is presented in 

Figure 15. 
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Figure 15 

NVivo Word Cloud of Most Frequent Occurrences Coded Under Autonomy 

  

The use of an NVivo word cloud allows for a visual representation of the words that 

appear most frequently in the coded responses of the study participants. Students used the 

words which feature in the larger fonts in Figure 15 (‘choose,’ ‘presentation,’ ‘topic,’ ‘really’ 

and ‘interesting’) repeatedly, showing the impact they had on students throughout the 

semester. The significance of the recurrence of these words in the coded data will be further 

discussed in Chapter Five. 

The opportunity to choose topics and materials to work with for specific tasks was 

consistently documented as favourable, motivating and interesting across all data sources. 

One student referred to the semester oral presentation (see Tasks 4 & 6, Appendix G) as 

being one of the most enjoyable tasks in that “it has given everyone the chance to present 

and talk about a topic that is of interest to them” (FUS3p9). The same student noted that “It 

was a fun experience that gave everyone the chance to be heard and participate, while also 

informing others about a contemporary topic.” Allowing students to select and draw upon 

sources of interest to them was positively received throughout the study.  
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The issue of autonomy also prevailed in Focus Groups 2 and 3. Referring to the ability 

to choose their own topics (subject to PR approval), one focus group participant noted the 

following: 

It’s something relevant … I mean, each one can choose what they want depending on 

their interests and views. It’s not something predetermined, that will be imposed by 

someone else, and you might not even like it. You are free to choose, and I believe you 

can perform better if it’s open. You’ll draw better conclusions rather than if you were 

asked to watch a specific series or hear a specific song and build your paper around 

that. The result might not be as good. (FG2fp) 

Another student noted that “the oral presentation gave us the opportunity to speak about 

a topic we are concerned about and we think is important” (FG3fp). 

An overall need for freedom of expression and autonomy of choice permeated many of 

the student responses, as is shown in the diary entry of one participant below: 

Imagine knowing you have a class that allows you to express your opinion, speak your 

truth and at the same time allows you to develop your speaking and listening abilities. 

Not only that but we learn to paraphrase and say things in a more interesting and 

creative way and all this just by listening to songs and watching clips! (DEW6p11) 

Autonomy emerged as an important theme and was reported on by participants as a 

motivating factor within set tasks. Another participant expressed this view by stating the 

following: 

I also really enjoyed the fact that we were able to choose our group topic on our own. 

With these methods, the lesson departs from the traditional boredom and drudgery 

which students felt in the past and it becomes interesting. (FUS1p9) 

4.4.2 Competence 

The ability to master set tasks and feel competent in performing class activities also 

featured extensively across data sources. A word cloud of the 500 most frequent occurrences 

of all data coded to the theme of competence is presented in Figure 16. 
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Figure 16 

NVivo Word Cloud of Most Frequent Occurrences Coded Under Competence 

 

As seen in the word cloud, words such as ‘learning,’ ‘really,’ ‘well,’ ‘enjoyable’ and 

‘interesting’ dominated the most frequent responses. The relevance of these words with 

respect to evidence of impact on student motivation will be further discussed and interpreted 

in Chapter Five. 

Feelings of enjoyment and a sense of competence were recorded in many participant 

responses. In the first graded audiovisual task using PS as prompt (see Task 5, Appendix G), 

students were asked to listen to the popular song ‘These Days’ by Rudimental. Students were 

given the song lyrics and the song was played twice. Students were then asked to respond to 

a range of questions relating to course learning objectives such as overall comprehension, 

making inferences and identification of tone and themes, as well to produce a final writing 

task using paragraph writing conventions covered in class. In response to this task, a week 4 

diary entry reads as below: 
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During our English class we had our first listening test and I feel I went really well! I 

liked the fact that our teacher chose a song which was well known and familiar to us and 

she adapted the test using this song as the base. (DEW4p17) 

Another participant described the same graded task as follows: 

Firstly, we listened to a song that was very relatable to us since many of us already 

knew the song. Personally, I believe the choice of the song was very wise due to the fact 

that this particular song had many hidden meanings that the students needed to 

understand in order to be able to solve the test. Moreover, the song was interesting and 

made the students stay focused on it and its lyrics. The test was a good way to start the 

exam season since it was not very hard and very enjoyable to do it. (DEW4p3) 

With respect to the use of non-conventional approaches to graded tasks, the need to 

familiarise students with such task types prior to using them for assessment purposes is of 

fundamental importance. In the following diary entry, this level of preparedness is evident: 

“It was really easy to understand the questions on the test because we had practiced during 

our classes so much. As soon as I finished the test, I was confident that I did really good” 

(DEW9p11). 

Referring to the end-of-term oral presentation in which students were invited to select 

their own starting prompts, develop a working title, research the topic and present to the class 

(see Tasks 4 & 6, Appendix G), there is again evidence of the importance of competence as a 

desired element driving L2 learning: 

While I was presenting, I had a lot of anxiety but as I went on, it reduced, and I 

managed to present as I had planned and imagined it. It was a wonderful experience 

and I enjoyed it a lot! (DEW13p21) 

Providing consistent opportunities for practice and confidence-building was also 

acknowledged as a means through which to enhance student feelings of competence. A week 

11 diary entry records the experience of the practice group presentation (see Task 11, 

Appendix G) in the following words: 

For this week in our English lesson we had to do a very fun task in small groups about a 

song. We had to analyse the song based on things we learned throughout the lessons 

from the beginning of the year until where we are now. We had to present our work to 

the class and that was also a way to practice for our bigger task, the end of semester 
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oral presentation. It is a way to make our presentation better since we will already know 

what it is like and how it feels. (DEW11p3) 

An additional reference to preparedness as enhancing feelings of competence is noted in the 

following diary entry: “When I finished the test, I felt very good because I think I did it well. 

Afterwards, I felt that I studied adequately for the test because I did a lot of practice” 

(DEW9p13). 

 Achieving a balance between enhancing competence and challenging students in order to 

help them improve is captured in the following student survey response: “It was a very 

interesting lesson and, in my opinion, it was challenging without being too difficult so I 

really liked that” (FUS3p11). This highlights the need to maintain a balance between 

enhancing competence and thus confidence while at the same time providing students with 

the impetus to be challenged.  

Summing up their experience of the semester, the following participant highlighted the 

relationship between, enjoyment, interest and feelings of self-achievement which, as noted in 

the response, are attributed to both personal effort and the new approaches to ELT applied 

throughout the AR: 

I feel really good but also so proud of myself for being able to focus more on my English 

than ever before. This semester I really like the way the lesson was carried out as well 

as the different learning techniques which were used throughout the entire semester. I 

believe my success was partly due to my own effort but at the same time it’s also because 

my teacher kept looking for new ways of teaching English online. (FUS3p18) 

4.4.3 Relatedness 

In terms of SDT, relatedness refers to the desire to feel socially connected (Ryan, 2017). 

In the data generated throughout the study, the notion of relatedness emerged as an extremely 

important factor in L2 learning settings. Due to the diversity with which this theme emerged 

in the data, three dimensions of relatedness will be discussed: relatedness as experienced 

between participants and their peers (group work); relatedness as experienced between 

participants and their teacher; and relatedness as experienced through student engagement 

with the various SPC used throughout the study. 
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4.4.3.1 Relatedness Between Students 

Despite group work taking place in an online setting (Zoom breakout rooms), the 

collected data revealed that it allowed students to feel a sense of camaraderie and peer 

support. Feelings of belonging to a network or socially connected group, in this case a class 

group, emerged as consistently important throughout the 13-week semester. In a week 3 

diary entry, the participant described the experience by stating that “it is really interesting to 

work with other people even though sometimes it might be a little more difficult” 

(DEW3p17). The student continued by saying that they are “really open to hearing” other 

opinions and “it is really interesting to work with others as you meet new people and they 

might help you if you are struggling with something new in the lesson, for example, if you did 

not understand something.” The need to feel part of a group thus emerges in the data. 

In a week 4 entry, a participant referred to the task done on that particular day, 

describing the experience as being “really interesting as we were separated into groups to 

work together with our fellow students. We were given the opportunity to exchange ideas and 

to learn with the help of others. It makes the task easier, quicker and more productive” 

(DEW4p19). A different participant noted that they “want to say that (they) like the way the 

English lesson takes place. Today, the teacher divided us into groups and let us listen to a 

song and we talked to each other about this song. This is helpful because we met new 

people!” (DEW4p23). Once again, student collaboration and group work is highlighted 

favourably by student participants.  

In a week 6 diary entry, the importance of group work in online settings emerged as 

important in allowing students to feel part of a group or network of learners. The student 

explained that “the English lesson is interesting and every time I have fun doing it because 

our teacher divides us into groups where we can meet our classmates since we can’t go to 

the class physically to meet them. In this way, we also learn how to work in groups and learn 

how to use our classmates’ ideas for the best purpose” (DEW6p23). A similar feeling was 

expressed in a week 7 diary entry in which the student described the task they found most 

interesting during that week of classes (see Task 10, Appendix G).:   
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This week the thing that I found most interesting was when we had to watch two videos 

on comparison and contrast, and we had to get into groups and comment on them. Those 

types of exercises are helpful since we get the chance to speak with other students but 

also it’s a way of learning new words and different ways of thinking. (DEW7p12)  

Referring to a different group task in which students were asked to work in groups, 

select a prompt and use it to create and deliver a presentation as practice for their final 

graded oral presentation, (see Task 11, Appendix G), one participant stated that they “really 

enjoyed this week because we worked with our classmates to create a presentation. This is 

something new that we don’t do in every lesson. I truly like it because we can come closer to 

our classmates and make new friends” (DEW11p23). 

4.4.3.2 Relatedness Between Student and Teacher 

Feeling socially connected was not confined to peer relationships. The data showed that 

connecting with the teacher was also found to be extremely important. Students reported 

positive emotions towards teacher assistance as well as a general acknowledgement of efforts 

made by the teacher to enhance the quality of their language-learning experiences. Figure 17 

gives a visual representation of teacher references as found across the data sources. 
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Figure 17 

Relatedness and Teacher References 

 

 

 

 

 

 

 

 

   

 

   

 

 

 

 

 

 

 

4.4.3.3 Relatedness and Sources of Popular Culture 

As indicated by the results of the pilot and repeat survey, undergraduate students in the 

local cohort engaged extensively with SPC during their free time. This relationship was seen 

as motivating and positive. Participants reported strong feelings of identification with the 

themes and characters of the English-language SPC they engaged with of their own free will. 

These results were reinforced by the qualitative data generated throughout the AR phases. It 

became clear that the closer students felt to the content and subject matter of the SPC used as 

 
Relatedness 

& teacher 
references 

Diary Entries 
• I really enjoyed the lesson with Mrs. XXX. 

• The lesson was interesting, and the teacher helped us to understand. 

• The teacher tries to make the lesson interesting in many different ways. 

• All tasks help me to be more interested than other online classes because of Mrs. XXX 

who is helpful and finds nice ways to make our lessons interactive and fun. 

• I am enjoying the English classes as they are interesting and creative since the teacher 

finds nice and new methods of making the lessons enjoyable. 

• Moreover, the teacher of the class is very joyful and connects with the students in a way 

that makes us feel free. 

• I felt happy that the teacher appreciated our efforts. 

 

Focus Groups 

• I like what we are doing with Mrs. XXX and I hope these methods 

can be used more extensively in future. 
• She helps us to understand things really well. 
• This has been a very pleasant course and I would like to thank our 

teacher for this. 
• Our teacher was always in a good mood and she wasn’t upset that 

the lessons were online. 

Follow Up Surveys 

• This class didn’t present any problems thanks to the teacher. 

• Our teacher was really friendly so we could reach out to her. 

• This class was different, and the teacher made it so interactive. 

• The teacher showed interest in her class and her students.  
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prompts, the greater the impact on their overall motivation for the set task. Figure 18 presents 

a word cloud of the 500 most frequent occurrences found under the theme of relatedness. 

Figure 18 

NVivo Word Cloud of Most Frequent Occurrences Coded Under Relatedness 

 

The positive emotion and sentiments triggered by the various SPC used is evident in the 

frequency of words such as ‘songs,’ ‘interesting,’ ‘like,’ ‘love task,’ ‘series’ and ‘film.’ 

These words in particular are crucial with respect to their use in the context of how using 

SPC was able to impact overall learning motivation in addition to behaving as catalysts for 

the rousing of positive emotions, as is discussed in Chapter 5.  

In a week 5 diary entry, one participant specifically refers to the apparent relationship 

between the use of songs known to students and the elevated interest this generates: “Using 

songs really helps me to participate more in class because it is something more familiar to 

me, because I listen to songs every day” (DEW6p17). The student stated that they “really like 

the fact that [they] were provided with a really nice and familiar clip as everyone knows the 

series Friends” (DEW6p17). 



 

177 

 

      

In a second, graded audiovisual task, students were asked to watch a specific episode of 

the series FRIENDS (see Task 9, Appendix G). In the first part of the test, emphasis was 

placed on student comprehension of the target language in everyday use, with multiple-

choice questions focusing on the main topics, themes and messages communicated 

throughout the episode. The second part of the test asked the students to use the episode as a 

prompt to answer three short-answer response questions. Although this was a task that most 

students had never experienced before, their feedback was extremely positive, and the task 

overall was very well received. 

A week 7 diary entry reads as follows: 

This week in our English lesson we had a listening test. We had to watch an episode of 

the series FRIENDS. It was so cool. Firstly, the way of the listening test was so 

interesting and innovative. Moreover, I like the characters of the episode because they 

look so real and funny. During the episode I felt so impatient to see what will happen 

next... I like the subject of the series because it is about friends and family and the strong 

bond between them. Furthermore, the way in which we did the listening test and do the 

lessons is so amazing and I recommend continuing that way. (DEW7p25) 

 In response to a different student-led task which involved students selecting and 

working with a prompt of their choice, one student noted the following:  

“I enjoyed watching the other groups present their task and I found it really interesting to 

see what other people in my English class like, what songs they listen to and which series 

they love watching” (DEW11p20).                

The importance of students relating to the resources used as learning prompts also 

emerged in the focus group discussions. One participant described the experience of using 

PS as “something very beautiful because songs are something closer [more familiar] to us. 

In this way we can be more active in class” (FG1fp). In the same focus group discussion, 

another participant added that “especially in recent years, with technology, a film, a series or 

a song are much closer to us. We use them much more than a text or a book. After so many 

years with texts and books, this is much more interesting” (FG1fp). Participant feedback 

suggested therefore the efficacy of incorporating sources of interest to the students 

themselves as learning prompts in classroom practices.  
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The interest generated by using SPC was also documented in Focus Groups 2 and 3. “It 

was the first time I was asked to do this type of presentation” noted one participant. “I was 

glad to hear it because, honestly, I enjoy songs and series and films. It’s something close to 

us, our age (teenagers). I’ve already started preparing my presentation and it feels good, I’m 

at a good point. It’s something pleasant.” (FG2fp) 

Once again, and as shown by the quote above, familiarity with sources used was reported on 

favourably by participants. Participant responses made a direct association between the use 

of sources from their daily lives within their language learning practices as something 

pleasant and favourable.  

Through student identification with the themes and topics depicted through SPC, an 

overall positive impact on learning motivation was evident in the data. This emerged in 

numerous participant responses found in follow-up survey 3 (see Appendix D), which was 

administered towards the end of the 13-week semester. At this stage of the AR study, 

participants were able to reflect back on the semester overall. One response revealed that 

using popular song and other entertainment media such as film/tv series in my English 

class this semester made each lesson more interesting and relaxing. I think that it 

impacted my overall interest in studying English as a foreign language because I was 

more interested about the subject. (FUS3p5) 

In the above response, the student recalls the use of these prompts as both enjoyable and 

instrumental in lessening anxiety, a notion that will be revisited and discussed further in 

Chapter Five. 

Increased anticipation for upcoming classes is noted in the following response, in which 

the participant referred to: 

the use of popular songs and other entertainment media such as film/tv series in this 

class this semester as being the most interesting part of this class and I always looked 

forward to it. Working with such means and using pop culture as a way of learning is, in 

my opinion, the greatest way to make a student interested in the lesson. It has definitely 

impacted my overall interest in studying English as a foreign language and it also 

motivated me to become more engaged in such activities and in learning a new language 

too. (FUS3p8) 
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Evident in the participant feedback above is the apparent association between the type of 

source being used as a learning prompt, and increased levels of interest, enthusiasm and 

engagement. 

Another student noted that if they “could repeat anything” they “did in this semester in 

(their) next semester of English it would be the tasks with the songs and the series because 

these were something very near to us which increased our interest to join in more during the 

class” (FUS3p13). The student also mentioned that “the group activities are something that I 

would repeat in my next semester of English if I could because that collaboration with other 

students makes us more social and also that is very helpful for our knowledge.” The 

importance of increased motivation becoming the impetus for action or engagement will be 

discussed further in Chapter Five. 

Further evidence of a sense of relatedness or closeness to the prompts used throughout 

the semester was provided by another participant, who described “feeling excited” upon 

discovering “that we would do such activities” using SPC “because they are an entertaining 

and refreshing way of learning” (FUS3p8). This student then noted “being very enthusiastic 

when it was announced to us that we would complete a listening task based off a ‘Friends’ 

episode because it is my favourite TV show and I’ve watched it countless times.” 

The extensive data generated with respect to the satisfaction of the three core themes of 

SDT and the relevant implications will be discussed further in Chapter Five. 

4.4.3.4 Student Preference for Using Sources of Popular Culture 

Further evidence of a student preference for the use of SPC was found in the way 

students chose to work with them for their end-of-term oral presentation task (see Tasks 4 & 

6, Appendix G). Students were asked to select a prompt of their preference as a starting point 

for this task. They were asked to choose from any one of the following: a PS, a TV 

series/documentary, a video game, a film, a book or an article. All choices were sent to the 

PR for approval. Students then had to use this starting prompt to identify a theme/topic 

explored in the source they had chosen. After identifying a theme, they then had to develop a 

working presentation title to be further explored via additional written sources. 
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Of the 30 students participating in the AR study, 100% chose either a PS, a film or a TV 

series/documentary as a starting prompt. Of all the registered students in the PR’s three LAN 

100 classes (63 registered students), only 2 used an article as a starting prompt. 

Table 12 provides a sample of student-selected initial prompts along with the respective 

student-devised presentation titles. The way in which students interacted with their chosen 

starting prompts necessitated the skill of mediation, in that they were firstly required to 

carefully engage with the prompt and decipher the main topics and themes presented, and 

then decide on which they would like to further explore before formulating a working title. 

This type of activity promoted a much more active and critical process of interacting with 

authentic target language materials, and had the added advantage of offering students 

autonomy and motivation through the selection of their starting prompt.       
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Table 12 

Oral Presentation Prompts and Student-Generated Titles  

Prompt (SPC) Presentation Title 

Popular Song 

 
‘Invisible’ (Hunter Hayes) 

‘The future is in our hands’ (The Wolves) 

‘Count on Me’ (Bruno Mars) 

‘Imagine’ (John Lennon) 

‘Pray’ (Justin Bieber) 

‘Warrior’ (Demi Lovato) 

‘Demons’ (Imagine Dragon) 

‘When I’m Gone’ (Eminem)  

‘One More Light’ (Linkin Park) 

‘How much a dollar really cost’ (Kendrick Lamar) 

‘Life Goes On’ (BTS) 

 

 

 

Bullying: A modern day scourge 

The Future of the World is in our Hands 

The Psychology of Friendship 

A Little Bit of Peace Please 

The Plight of the Poor 

Overcoming Bullying 

Overcoming Social Fears 

The Strength of Family Bonds 

The Effects of Depression 

The Meaning of Money 

The Benefits of a Positive Outlook 

Film 

 
‘Save the Last Dance’ (2001) 

‘The Pursuit of Happiness’ (2006) 

‘The Fault in our Stars’ (2014) 

‘Freedom Writers’ (2007) 

‘The Social Dilemma’ (2020) 

‘42’ (2013) 

‘Down to Earth’ (2021) 

‘Requiem for a Dream’ (2000) 

‘The 11th Hour’ (2016) 

 

 
 
Racism in Today’s World 

What it Takes to be Happy 

The Healing Power of Love 

Racism and the Education System 

The Dangers of the Online World 

Racism in Sports 

What’s Next for our Planet? 

The Mental Health Issue 

No More Excuses for our Planet 

TV Series 

 
‘Anne with an E’ (2017)  

‘13 Reasons Why’ (2017) 

‘Atypical’ (2017) 

‘FRIENDS’ (1994) 

 
 
Stereotyping of Women 

Mental Health Issue [sic] in Teens 

Living on the Spectrum 

Selfless Deeds 

 

 

The diversity of SPC used, and the ways in which students engaged with them in order 

to formulate their presentation topics and carry out further research, proved rewarding for the 

students as they felt motivated to investigate the topics they were able to identify in the 

prompts of their choice. This proved a powerful tool for getting students started on their oral 

presentation tasks, and once again attests to students’ preference for the use of SPC in their 

English language learning experiences. 
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4.5 Comparison of Emergent Themes Between Focus Groups 

In order to cross-reference the themes identified within the data generated, focus groups 

met after each of the follow-up surveys for purposes of data triangulation. Comparison 

diagrams were also made between Focus Group 1 and Focus Group 2/ Focus Group 2 and 

Focus Group 3 to capture common recurring themes. NVivo comparison charts were created 

to provide visual representations of overlapping themes within the data. These are presented 

in Figures 18 and 19 respectively. 
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Figure 19 

Comparison of Overlapping Themes Occurring Between Focus Group 1 and Focus Group 2 
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Figure 20 

Comparison of Overlapping Themes Occurring Between Focus Group 2 and Focus Group 3 

 

 

As can be seen, there is extensive overlap between the emergent themes that dominated 

the three focus group discussions, which additionally align with those evident in the 

additional data sources (diary entries, follow-up surveys, PR field notes and observations). 

The systematic recurrence of and relationship between participant responses relating to the 

use of SPC and the emergence of specific themes across all data sources will be further 

analysed and discussed in Chapter Five. 
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4.6 Motivation, Joy and Sources of Popular Culture 

Evidence supporting the association between positive emotional responses, or in other 

words ‘joy,’ and positive impacts on learning motivation was found in the data collected. 

Coding for positive emotion and joy in connection with references to the various SPC used 

as prompts enabled the identification of a strong correlation between the two. A total of 461 

references were coded to the node of ‘Positive emotion, joy & anticipation.’ A word cloud 

generated by the NVivo software (see Figure 20) allows for an immediate appreciation of the 

correlation between the use of PS and positive emotion. 

Figure 21 

NVivo Word Cloud of Most Frequent Occurrences Coded Under Positive Emotion & Joy 

 

The recurrence of words like ‘enjoyable,’ ‘lesson’, ‘song’ and ‘learn English’ suggest 

that the use of PS was effective in triggering positive emotion. An association between the 

use of SPC, their impact on the immediate learning experience and the strengthening of the 

Ideal L2 self within the framework of the Motivational Self System (Dörnyei & Schmidt, 

2001) will be further analysed as part of the discussion of results in Chapter Five. 
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The data generated across all data sources provides strong evidence in support of using 

SPC as learning prompts to positively impact student learning motivation. In order to better 

visualise this impact, all references to these sources were coded under a separate node using 

NVivo. A word cloud was generated in order to identify which of the SPC used throughout 

the semester emerged as most frequently occurring. This visualisation is provided in Figure 

21. 

Figure 22 

NVivo Word Cloud of Most Frequent Occurrences Coded Under SPC 

 

References to ‘songs’ stand out clearly, as these were extensively referred to across all 

data sources. The dominant words surrounding ‘song’ are also indicative of positive 

responses to their use in ELT practices. Words such as ‘really,’ ‘listening,’ ‘use,’ ‘learning,’ 

‘interesting,’ ‘enjoyable’ and ‘like’ tell the story of a very well received change to traditional 

practice. An indicative sample of participant quotes that further validate this assertion, taken 

from a variety of diary entries, focus groups and follow-up survey responses, is provided in 

Table 13. 
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Table 13 

Emotions Triggered by Using SPC as Prompts in ELT 

Quote Emotion(s) 

“Thinking of the rest of our English classes this semester fills me with 

positive emotions because during our classes I don’t feel bored, tired or 

any other negative feeling. I actually feel calm because stress is avoided 

and everything is explained by the teacher.” (FUS1p16) 

 

interest/enjoyment/calm 

΅Well, to be honest, when we use songs or clips I find the lesson more 

listening exciting than just working on a text. I feel interested in our 

upcoming test because I love the Friends series and it is a new way to 

work that I have never tried before.” (DEW4p17) 

 

excitement/interest/anticipation 

“I personally like the course as the time passes pleasantly. We are 

applying new teaching methods, with songs our instructor uses. We’ve had 

tests with a song and a popular series. It didn’t feel like an exam as we 

enjoyed it.” (FG2fp) 

 

enjoyment/pleasure 

“I have really enjoyed the opportunities we are given to work in online 

groups with our classmates. Also, I really enjoy the fact that this lesson is 

not at all boring or uninteresting and this is because of the methods used, 

small videos, songs, clips. These give an enjoyable and attractive feel to 

our English classes.” (FUS2p5) 

 

enjoyment/interest 

 

“I really like the fact that we were provided with a really nice familiar clip 

as everyone knows the series Friends. I loved the episode, and I was 

anxious about the questions and how it will go because it was the first time 

I had an examination with a clip in my life. I am interested in this way of 

examinations as they are way more fun and familiar for people of our age 

as we are always watching a movie or listening to a song. I like our 

lessons as they are really nice with new things to learn. I now listen to a 

song and I am trying to find the meaning and what the song is trying to say 

to us. It is really helpful to understand more about a song/ film/clip.” 

(DEW7p17) 

 

anxiety/interest/ enjoyment 

“considering that I love both music and movies, that combination’ is a 

really good way to keep you concentrated throughout the lesson.” 

(DEW10p16) 

 

interest/enjoyment 

“Using songs in our classes is something that keeps many students 

Interested and in my opinion is something that should not stop.”  

(DEW10p3) 

 

interest/enjoyment 

“I would love to use popular songs, TV shows or films in my future 

English language learning experiences because I believe that it is the most 

fun way of learning and generally the most entertaining way of being 

taught a foreign language.” (DEW11p10) 

 

interest/enjoyment 

anticipation 
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The significance of SPC triggering emotions of enjoyment (joy), interest and anticipation and 

the impact of these emotions on learning motivation will be discussed and analysed in 

Chapter Five. 

4.7 Results Relating to Research Sub-questions and Emergent Themes 

The AR study also sought to investigate the possible impact of using SPC as prompts for 

speaking/writing production, testing procedures and the teaching of English in online 

settings. 

4.7.1 Impact of Using Sources of Popular Culture on Speaking/Writing 

The use of PS, clips, TV series and film generated a great deal of interest and 

enthusiasm, as documented across the diary entries, student focus groups and follow-up 

surveys. With specific reference to speaking and writing production, participants responded 

positively to the use of SPC as prompts. 

With respect to speaking, one participant stated that using SPC made “tasks motivating,” 

as they “give us the opportunity to talk more in English and be more familiar with the 

language” (DEW5p17). Another participant noted that “using songs helps me to participate 

more in class” (DEW4p13). Multiple references to the use of these sources and their ability 

to prompt a higher level of participation indicated that the prompts themselves were able to 

elevate student levels of engagement during class time. A week 15 diary entry reads as 

follows: 

There is a difference in the way I engage in class with the use of popular songs and clips 

that is very positive for me because I join in the lesson more than other activities we did 

without any of these. (DEW6p13) 

In the above quote, it appears that it is the use of SPC which has both motivated but also 

provided the impetus for the student to increasingly engage in class tasks. In the following 

week, the same student reinforces this by stating: “I feel very happy with my performance in 

class, and the most important thing is that I join in as much as possible in class” (DEW7p13). 
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During Focus Group 3’s discussion, one participant noted that his own participation as a 

student had been directly affected by the use of SPC. This is extremely important, as it 

suggests that using such sources as prompts has the potential to positively impact student 

engagement: 

It is what I said before, at the beginning, that it stirs your interest. For instance, I myself 

didn’t participate in other courses, I was quiet in class. But this course has motivated me 

to ask and answer questions. You could practice your English more, without feeling that 

you were practicing your English because you had to or because someone made you. 

(FG3mp) 

This student response attests to the effectiveness of using SPC as a means of engaging 

different learner types. It communicates not only feelings of motivation that led to previously 

unexhibited engagement, but also a sense of courage afforded to the student by the tasks 

used. 

Another student stated that “using popular songs and other entertainment media got me 

more interested in the whole English lesson. It pushed me to talk more in class (on teams), 

ask questions, answer questions. Therefore, it helped me to practice my English skills more” 

(FUS3p3). Yet another wrote: 

Because we use songs, videos and clips from films, we become more interested; if in the 

past someone was not as willing to speak in class, to participate in the course, 

paradoxically this semester, thanks to the songs, series and clips, they did. They 

participated. (FG3mp) 

As both quotes indicate, the use of PCR provides both motivation but also increased drive to 

engage. 

A similarly positive impact was noted with respect to using SPC as writing prompts. 

One particular task generated a great deal of positive feedback. In this task, two inspirational 

YouTube clips were used. Each told a story without words, using only a visual story with 

musical accompaniment. Working in groups, students were tasked with firstly watching the 

two clips (within their individual breakout rooms, using the share screen function in Zoom). 

A handout was given (see Task 10, Appendix G), and students were asked to choose one of 

the two prompts to write a comparison/contrast text based on the writing conventions taught 
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in previous classes. The PR rotated between the different breakout rooms and offered 

assistance and guidance. One of the student-generated texts is found below (unedited). 

 

There are a number of similarities and differences between human relationships and 

human and pet relationships. Three of these are love, loyalty and help. 

In both relationships helping each other is very important. Although it’s important, 

sometimes help is manifested differently. For example, in human and pet relationships 

the pet might comfort their owner when feeling down, therefore improving their mood. 

In human relationships, humans can help one another with tasks they need help with, 

something usually pets can’t do. 

Second, loyalty is one of the most important factors in every relationship. People, 

nowadays, find it difficult to show their trust to others as they are not loyal to them. 

However, a pet is their best friend they can share everything with them and they will 

always be by their side showing them love. A human might never show so much loyalty 

to someone because most of the times they just want their own good without thinking 

about the others. 

Love is a difficult feeling and is manifested in many ways. The love between people is 

very different from that between people and pets. More specifically pets are very 

important for people because for the first time develop a relationship of enormous love 

and that don't end never until death while love between people is not always true and 

sometimes may hurt. In addition, love exists and can be made stronger by the will of 

both. 

In conclusion, both kinds of relationships have differences and similarities, but they play 

major roles in our lives. 

 

The use of the clips as prompts increased students’ levels of interest and impacted their 

overall motivation to complete the writing task. One participant noted that the task they 

found most enjoyable during that particular week of class was the one in which “we had to 

watch two clips and write as a group a text using the comparison/contrast method” 

(DEW8p18). Another participant described the task in the following way: 

I enjoyed this one exercise with the comparison, where we watched two film clips and 

then we had to work as groups to write an essay, to compare two topics. It was so great 

and helpful because you are learning to work with others and meet new students, so you 

are getting closer with other people, especially for students that are a bit shy it’s a good 
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one. Also, it’s very helpful because we can see things in different ways and appreciate 

some things we may not before, like my mother and how important she is in my life. 

(DEW8p5) 

4.7.2 Sources of Popular Culture and Testing Procedures 

Although it was a very new experience for most participants, using SPC in graded tasks 

(see Tasks 4, 5, 6 & 9, Appendix G) generated a great deal of positive feedback. In the 

lessons preceding the first such task, there was evidence to suggest that students were 

looking forward to the use of these sources in assessment procedures. “Before the first test,” 

noted one student, “I felt confident and also enjoyed preparing but also taking the test” 

(FUS2p3). Another participant described the experience by saying they were “ecstatic as this 

[assessed task using SPC] was presented as something a lot more creative in the learning 

process. Sometimes listening tests feel alien and hard for students while this particular 

approach made the task a lot more enjoyable” (FUS2p7). 

Initial anxiety relating to the newness of such procedures soon gave way to feelings of 

competence, enthusiasm and joy. These are documented in the PR’s field notes recorded 

immediately after one such graded task: 

As students joined the class today, I was actively looking for pretest nervousness or 

anxiety. On the contrary, students clicked into the class session and immediately 

commented on the episode of ‘Friends’ they had been asked to watch. ‘It was so funny’, 

one student commented. Students were eager to talk about the episode they had watched 

and I allowed them to do so for a few minutes before starting. The atmosphere was a lot 

more relaxed in comparison to the usual pretest tension which normally exists on test 

day. At the completion of the task, one student stayed on to tell me that he really enjoyed 

the test and that it didn’t actually feel like a test. He felt that he had performed well and 

he added that he would like to repeat the experience. I replied that time allowing, we 

would. He then replied by saying, “let’s have extra lessons Mrs.!” That was a first! A 

very pleasant reaction which left us both smiling. (PRFN-ARWeek 7) 

Positive feedback related to the particular task using PS was also provided by the 

participants in Focus Group 1. One participant expressed feeling “more focused precisely 

because it was interesting” (FG1fp). Another participant in the same focus group stated that 

they were “waiting to see the next test, which will involve an episode from a series,” going 

on to state the belief that it would be “as interesting as” using a PS (FG1fp). 
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In the diary entries preceding the second graded task using the episode from FRIENDS, 

one student recorded feeling “really interested about our listening test because I love the 

Friends series and it is a new way to work that I have never tried before.” (DEW5p19) 

Another diary entry again showed positive anticipation of upcoming tasks: “The next 

listening task sounds very nice and also very different, and I look forward to that.” 

(DEW5p13) Further along in the semester, another student noted that “it is nice to know that 

our listening tests are SO different than any other English test we have ever had” 

(DEW7p11). 

Toward the end of the semester, students were able to better reflect on the various 

pedagogical tasks that had used SPC as prompts. “Each time we had a test,” stated one 

participant, “I actually enjoyed it! For example, it was revolutionary for me that we did two 

tests using a song and a series. I really liked that!” (FUS3p11). Another student summarised 

their experience by stating, “I personally enjoyed the assignments with songs because I was 

familiar with the songs; these are the songs I like to hear” (FG3fp). With respect to the end-

of-semester graded oral presentation, another participant noted that they “thoroughly enjoyed 

the oral presentation because we had to choose our own topic to investigate,” which made it 

“interesting to explore and present to the class” (FG3fp). Once again, the element of 

autonomy as a precursor to positive feedback is prominent.        

4.7.3 Sources of Popular Culture and Online English Language Teaching 

The COVID-19 pandemic brought with it a host of challenges to daily life around the 

globe. Transferring face-to-face classes online was a challenge faced by many academic 

institutions. In Cyprus, the undergraduate students involved in the study were thrust into an 

online learning environment without any prior experience with online learning. The 

following excerpt, taken from the PR’s field notes after week 1 of the semester, reflects the 

initial anxiety and unease of the students. 

In my week 1 discussions with the students it become evident that most incoming 

undergraduate students were concerned and stressed about having to take all of their 

classes online. I too am worried about how this major upheaval will affect our classes as 

well as student participation in the AR study. Most students noted that they were finding 

it hard to stay focused during their online classes. It became even clearer to me that the 
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need to motivate and sustain student interest was paramount under these new 

conditions. One student noted that they felt the online environment is highly impersonal 

and that the students and teacher are disconnected physically. Other students were 

worried about being able to access reliable internet connection and well as a host of 

other technical issues they needed to deal with immediately. (PRFN-ARWeek 1) 

With that as a starting point, it became of interest to document how these early feelings 

of uncertainty and concern would develop and whether the study would have any impact on 

them. The reality of online classes was initially more stressful for some than for others. For 

example, one student noted: 

although some tasks may have been stressful and online lessons have their technical 

difficulties, overall, the lessons have been fun, especially when we would watch parts of 

series, listen to songs and watch clips. I think that this lesson has taught me a lot 

because I have improved my vocabulary. (FUS3p19) 

In this particular student feedback, evidence of lessening anxiety and increased enthusiasm 

based on continued familiarity with the new tasks may be seen.  

For others, the transition to online classes further exacerbated pre-existing anxieties 

about certain aspects of classwork. One participant stated that they ordinarily “find it difficult 

to work in groups even with physical presence so online is even harder” (DEW2p2). Another 

student concluded that they “would prefer the lesson to be done with physical presence” 

(DEW4p7). 

Differences in learner types and styles will always be a factor in classroom practices, as 

there is no one approach to suit all. For some students, the transition to online learning was 

welcome as it seemed to lessen the impact of anxiety with respect to engaging in speaking 

tasks. In one diary entry, a participant recorded being able to “participate more than in class 

because I do not have the stress of how to speak and if I make a mistake, the fact that I don’t 

have people around me is very good for me because I can join in more in lessons and give 

answers” (DEW4p13). 

Throughout the study, students were provided with multiple opportunities to engage 

with SPC as learning prompts both in and out of the online classroom. Many instances within 

the data showed that their use was able to increase student engagement and enjoyment while 
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simultaneously mitigating the lack of physical proximity between students and between 

students and their teacher. One participant noted that “all the tasks help me to be way more 

interested than other online classes because of Mrs. XXX. She is very helpful and finds really 

nice ways to make our lessons more interactive and interesting” (DEW5p17).  

Another participant noted that “even though the lessons are online, and this may not help 

all the students, the teacher makes that problem nonexistent since her way of learning is not 

letting this minor inconvenience get in our way” (DEW3p3). And another stated that “These 

activities help me to get interested more in online class because it is something interesting 

and without those activities the lesson will be very boring” (DEW4p13). 

During the Focus Group 3 discussion, one participant reflected on the semester by 

saying that “despite the fact that it [the class] took place online, with the use of shared 

screen it felt that we were really, physically there. So, it didn’t make much difference. It was 

as enjoyable as it would have been in class.” (FG3fp) 

Many references were made to how using SPC assisted students in overcoming the 

challenges of being online. One participant noted: 

the lesson was really interesting and through the use of many different materials, 

sources and topics, the teacher made us want to be more active and engaged in class. 

This online class was great. We all had our cameras on which really helped to keep us 

focused. (FUS2p6) 

As stated by the student, there appears a direct association between the types of sources and 

materials used, and increased focus.  

4.8 Sources of Popular Culture and Effects on Learner Anxiety 

Throughout the process of coding and reflecting on the data, the effectiveness of using 

SPC in reducing learner anxiety was observed. It was therefore important to look at all 

instances of anxiety or negative emotion and what these may have been attributed to, as well 

as at the overall impact of using SPC on learner anxiety and stress. 



 

195 

 

      

4.8.1 Evidence of Negative Emotion and Stress Within the Data 

In the early stages of the semester, some students expressed anxiety with respect to 

having to take all of their classes online. This seemed to impact the decision of some students 

with respect to signing up to participate in the study. An excerpt from the PR’s field notes 

reads as follows: 

Some students seem to feel the need to apologise or explain why they didn’t feel they 

were able to sign up to participate in the study. Despite my repeated assurances that 

absolutely no explanations were necessary, certain students expressed their stress and 

anxiety at having to navigate the new experience of online learning for the first time in 

their lives. They felt therefore, that they weren’t able to take on anything further. Other 

students also asked about how SPC would be used. I explained that they would be used 

as learning prompts and assured them that we would be doing practice so that they 

could familiarize with the process. One particular student was under the impression that 

we would be singing. I assured the student that no singing would be required. (PRFN-

AR week 1)  

It became clear that the sudden transition to online learning created varying degrees of 

concern among students, with different students finding different ways to cope with the 

situation: 

Personally, I feel that face to face learning is the best as students are able to engage 

more directly with each other and their teachers. Some internet connection problems as 

well as general restriction which don’t occur with physical presence remain, like 

interpersonal interactions but I can now say that I’ve adapted to this style of learning 

since of course there’s no other choice at the moment. (FUS2p8) 

Instances of stress or anxiety in the data collected such as that noted above were 

meticulously documented to better present participant experiences in their entirety.   

4.8.1.1 Anxiety and Summative Assessment of Speaking Skills 

The majority of references to feelings of anxiety or stress were associated with the 

delivery of the end-of-semester oral presentation. “I am really anxious about presenting and 

talking in English for five minutes non-stop for the first time” (DEW3p17), noted one 

participant, while another described the delivery of the presentation in the following way: 
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While I was presenting, I had a lot of anxiety but as I went on, it reduced, and I 

managed to present as I had planned and imagined it. It was a wonderful experience 

and I enjoyed it a lot! (DEW13p21) 

There were recurring instances of anxiety with respect to delivering the assessed end-of-

semester oral presentation. “So far,” noted one student, “I am really enjoying the classes, 

however, I’m a bit stressed about the oral presentation coming” (DEW5p16). A follow-up 

survey response revealed a similar focus, with the student noting that “the oral presentation 

really stresses me out as I must present in front of others and I don't feel entirely comfortable 

speaking in English. It actually makes me feel awkward and uncomfortable” (FUS3p4). 

Another participant noted that they found this task interesting but stressful due to “presenting 

to the class online” (FUS2p5). In an additional response, the same student acknowledged 

being “quite stressed about the oral presentation as it’s the first time I will be doing one and 

I am anxious about how it will go” (FUS2p5). Yet another student noted that “to be honest, 

oral presentations can be stressful,” as was the fear of facing “any technical problems with 

using technology which is essential” (FUS2p8) for online classes. 

4.8.1.2 Anxiety and Pedagogical Tasks Using Sources of Popular Culture 

Some participants documented additional evidence of stress due to their early 

unfamiliarity with the new approaches to be used throughout the semester. One participant 

described being “not so familiar with some new things we are learning now” and noted that 

“I’ve never worked with this new stuff” (DEW5p17). When referring to the lead-up to the 

first graded task using SPC, one participant noted that they were “anxious about the 

questions and how it will go because it was the first time in my life that I had an examination 

with a clip” (DEW4p17). “When preparing for the test,” noted another student, “I was really 

nervous because it was something new for me and I wasn’t sure about it” (DEW5p11). 

A mixture of nervousness and interest with respect to the new strategies used was 

documented in yet another participant response, with the student noting that they “feel nice 

but sometimes not so familiar with some new things we are learning now” since they have 

“never worked with this new stuff” (DEW6p17). With respect to graded tasks using SPC, one 

student noted that while “preparing for the test,” they felt “really nervous because it was 
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something new for me and I wasn’t sure about it” (DEW9p2). A sense of initial trepidation 

about unfamiliar practices is warranted both for both teachers and students, as the elements 

of predictability and familiarity inherent to conventional practices provide security, but are 

also often precursors to boredom. 

As students became more familiar with using SPC as learning prompts, anxiety relating 

to the newness of the strategies used was replaced by positive feedback. “At first I felt 

stressed because I don’t feel that I am good at foreign languages,” stated one participant 

before going on to add that “as the semester progressed and after seeing the new and 

interesting methodologies used as well as the audiovisual materials, I felt much better” 

(FUS3p4). 

4.8.2 Source of Popular Culture and the Lowering of Anxiety 

In order to fully explore the self-reported impact of using SPC on participant emotions 

and feelings, all occurrences of stress and anxiety as found in the qualitative responses were 

presented in a word tree generated using NVivo. Generated by using the word ‘stress’ and all 

its possible synonyms as the search terms across the coded data samples, the word tree in 

Figure 21 captures the context within which these words were used. 
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Figure 23 

NVivo Word Tree for ‘Stress’ 

 

This word tree allows for an analysis of the use of the word ‘stress’ in context, which is 

extremely important in accurately interpreting the data. As can be seen from the words and 

phrases preceding and following the word ‘stress,’ participants were predominantly 

describing a ‘stress-free’ experience. This is supported by results presented in Section 4.6 

showing that the use of SPC was predominantly associated with feelings of joy, interest, 
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enthusiasm and motivation. The use of these sources as prompts appeared to make students 

feel more comfortable and had a mitigating effect on the anxiety and stress they experienced 

in their immediate language-learning experience. This is reflected in the following excerpt 

from the PR’s week 9 field notes: 

I am very happy with the way the AR has evolved. Student physical responses continue 

to spike whenever a PS or clip is used in class. Students become more engaged and 

animated, this is shown in physical movements like readjusting their position, moving 

forward, smiling and leaning in (towards camera). These observations are corroborated 

by the online surveys as well as the focus group transcripts. Students are really enjoying 

working with SPC and it shows in their responses as well as their in-class engagement. 

Anxiety and stress are lessened, and students are more willing to engage whenever these 

prompts are used. Tasks seem to become pleasurable. (PRFN-AR Week 9) 

4.9 Sources of Popular Culture and Lifelong Learning Strategies  

An unpredicted result that emerged during the process of data analysis was that the new 

pedagogies using SPC appeared to be assisting students in the development of lifelong, 

transferable skills. While student engagement with English-language SPC was extensive 

prior to the study, as found by the pilot and repeat survey, the ways in which they engaged 

with these appeared to change throughout the semester. The data indicated that the strategies 

applied within the context of the 13-week semester also became useful to participants outside 

of their English classes, revealing that students had developed transferrable skills which were 

already being used beyond the classroom. There was evidence to suggest that participants 

were engaging with SPC in a deeper, more meaningful way in pursuit of a deeper 

understanding of their topics, themes and messages. These results and their implications will 

be further discussed in Chapter Five. 

The development of lifelong learning strategies enabling students to continue their 

language-learning endeavours beyond the scope of the immediate classroom context can 

promote long-term learning and prolong learner contact with the target language. Wang and 

Luo (2019) note the necessity for students to acquire “qualities for self-development, with 

which they self-regulate their learning, adapt themselves to different situations, and 

undertake lifelong learning with healthy mind and body” (p. 115). Rather than being passive 

consumers of SPC, it appeared that students participating in the AR study were developing 
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strategies that enabled them to engage with these more critically and actively. Table 14 

presents a sample of the participant responses suggesting the development of lifelong skills. 
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Table 14 

Sources of Popular Culture and the Development of Lifelong Skills 

Quote Lifelong Skill 

“Lately, I think I have started to become more aware of what a song is 

trying to say with its lyrics.” (FG1)       

      

reflection/critical thinking/ 

curiosity   

“Furthermore, activities where we use a song are motivating me a lot 

because now I listen to the song and I understand exactly what it says. 

This is perfect for me because I can learn more words.” (DEW5p13) 

 

curiosity 

“Now I’m more critically aware while watching and listening and now, 

when I listen to a song or watch a movie, I understand the storyline while 

in the past I didn’t understand. That helped me to improve my English.” 

(DEW5p13) 

 

critical thinking/reflection 

“I think that the fact that we’re going to use these media for the 

presentation will help us understand that through a series or a song you 

can draw conclusions or grasp the messages that the creators intended to 

send.” (FG2mp) 

 

reflection/critical thinking/ 

curiosity 

“It feels really good to listen to a song you knew before, but now being 

able to analyse it and better grasp its meaning. I personally liked it 

because I understood the meaning of the song as well as of Friends, 

because I used to watch the series. I better understood some things 

through the questions we were given. I liked it, it’s exciting.” (FG2fp) 

 

reflection/critical thinking/ 

curiosity 

“The song we used for the listening test I actually heard again by chance 

on the radio, maybe 2-3 times after the test. When I heard it again after the 

listening test, I actually understood what it said.” (FG2mp) 

 

reflection 

“Definitely when I listen to a song now, I might actually find the lyrics as 

well to better grasp it and realise its message instead of just listening to 

it.” (FG2fp) 

 

curiosity/adaptability 

“Basically, I listen to music a lot. With Greek songs I read the lyrics too. 

With English songs, not so much. But, after the listening task, and after 

using some songs during the course, I do it more often than before.” 

(FG2mp)  

 

adaptability/reflection 

“I now listen to a song and I am trying to find more meaning and what the 

song is trying to say to us. It is really helpful to understand more about a 

song/film/clip.” (DEW7p17) 

 

reflection/critical thinking 

“Now, with other songs, we pay more attention to the lyrics so as to find 

their deeper meaning; and this is one of the aspects with which this course 

has helped us.” (FG3fp) 

 

reflection/critical thinking 
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Students recognising that the skills they had acquired in class could be transferred to 

out-of-class experiences was an unforeseen yet extremely desirable result of the study. This 

is captured in the PR’s week 11 field notes: 

From what I am reading within student diary entries, surveys and focus groups, there is 

evidence to support the fact that students are developing a set of transferable skills as 

the semester progresses. Their engagement with SPC has now deepened in that they are 

no longer passive recipients but are actually consciously and actively seeking meaning 

in what they hear and watch. I am thrilled by this as not only are the SPC motivating 

students with respect to the immediate needs and requirements of their English language 

course, but they are also now becoming a vehicle through which lifelong learning can 

take place. I am currently considering how useful it would be to develop some sort of 

software or application that could be used to input student preferred playlists/songs and 

generate language tasks and activities based on the song lyrics. This would be 

something like a ‘Jukebox’ for L2 learning. I am taking notes on this and plan to develop 

the idea further. (PRFN – AR Week 11) 

The idea of proposing such an application emerged as a direct result of the research 

findings generated by the study, and will be further discussed in the context of actionable 

knowledge in Chapter Five. 

4.9.1 Visual Representation of Coding Process and Truth Claims 

The coding and theming process undertaken for the purposes of data analysis, which 

used the streamlined codes-to-theory model for qualitative inquiry (Saldaña, 2011), is 

presented in Figure 22. Three levels of coding and analysis are depicted, beginning with the 

creation of codes to which all relevant data were assigned. This is at the upper level of the 

diagram. At the second level, the various emergent categories can be seen, as well as how 

each of the codes was assigned to these. At the third level, the emergent themes are 

presented, as is their relationship to the overall concepts and assertions made according to 

study findings.  
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Figure 24 

A Streamlined Codes-to-Theory Model for Qualitative Inquiry (Saldaña, 2011) 

 
 
 
 
  Codes 
Autonomy SPC   Appreciation of new strategies/      Negative emotions    Positive emotions      Teacher References Writing/Speaking    Group 
Relatedness References Recollection of traditional                 Stress/Anxiety      Joy/Anticipation   Testing      Work 
Competence   strategies                 Online 
   
                    
 
                                      
 
SPC & SDT   Non-Traditional     SPC & Emotion      SPC & Learning Experience  
   Approaches (SPC)             
   Vs Traditional               
   Approaches             Categories 
                            
    
  
         SPC evoke positive emotional response (joy). 
                   SPC are relatable & may strengthen Ideal L2 self. Themes      
         SPC have the potential to reduce anxiety/stress.       
                
                  
                
 
      SPC have the potential to evoke positive emotional responses (joy).   
      Positive emotional responses (joy) positively impact(s) learning motivation.  Concepts/ 
      SPC positively impact motivation for writing and speaking fluency.  Assertions 
      SPC are well received when used in testing procedures.  
      SPC have the potential to make non-intrinsic behaviours more self-determined.  
  

Data Sources 
Diary Entries/Surveys/Focus 

Groups/Field Notes 
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Detecting relationships and patterns within the data led to the identification of 

specific themes, which in turn allowed for assertions to be made, as seen above in Figure 

22. These truth claims and their relevance to the overall questions investigated by the 

study are: 

 Truth Claim 1: SPC have the potential to evoke emotional responses (joy). 

 Truth Claim 2: SPC have the potential to rouse positive emotional responses (joy) 

and positively impact learning motivation and learner engagement. 

These were perhaps the two most illuminating of all of the study results, in that 

they suggested it was not the SPC per se, but the positive emotional responses 

they evoked in participants, which had a powerful impact on overall learning 

motivation. This, by extension, would suggest that any learning prompt capable 

of evoking a positive emotional response (sense of joy) could in turn positively 

impact learning motivation. 

 Truth Claim 3: SPC were seen to positively impact motivation for writing and 

speaking production. 

Once again due to their rousing a positive/joyful emotional response, the use of 

SPC as prompts had the potential to encourage and motivate students to become 

more enthusiastically engaged in speaking and writing tasks. 

 Truth Claim 4: SPC are well received when used in testing procedures. 

Non-traditional practices using SPC as prompts in testing procedures were 

enthusiastically received both pre- and post-task. 

 Truth Claim 5: SPC have the potential to make non-intrinsically motivated 

behaviours more self-determined. 

Tasks utilising SPC appear to be situated in a space where the three basic tenets 

of SDT theory (competence/autonomy/relevance) can be satisfied. This 

positively impacts learners’ motivation to undertake them by making non-

intrinsically motivated behaviours increasingly self-determined. 

 Truth Claim 6: Using SPC as prompts has the potential to promote lifelong learning 

skills for use beyond the immediate learning experience. 
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4.9.2 Phase Five – The RE-AIM Framework and its Application to the Study 

As part of Phase Five of the study, the RE-AIM framework was applied (Section 

3.7.1, Table 6) in order to evaluate the efficacy of the results of the AR and ensure its 

replicability in other settings. 

4.9.2.1 Reach 

Of the 63 students registered in the three classes participating in the PAR, 30 

consenting undergraduate students were recruited. The study was evaluated via various 

data sources such as online surveys, weekly diary entries, focus groups and PR field notes 

and observations. On a local level, the study findings have the capacity to impact local 

teaching practices. The study findings and outcomes also have the potential to impact 

ELT practices more broadly, and more specifically in contexts where English-language 

SPC are well received. The positive impact on learning motivation as documented in the 

study data has the potential to be discipline-shaping by promoting increasingly non-

traditional approaches to ELT. 

4.9.2.2 Efficacy 

As was observed through the study’s findings, using PS and SPC such as film and 

TV series as learning prompts in ELT practices was extremely well received by the 

students themselves, while also having a positive impact on overall student learning 

motivation.  

To best evaluate the efficacy of the pedagogical tasks employed (see Table 8), as 

well as to assist in the triangulation of data, data collection via the various data sources 

was planned to capture participant feelings and reflections relating to the various tasks 

implemented and their possible impact. In addition to weekly diary entries, follow up 

surveys were administered in weeks 4, 8 and 12, and focus groups were carried out in 

weeks 5, 9 and 13.  

The data generated by the various data sources used in the study has provided 

evidence to support the potential of using alternative and non-traditional sources as 

prompts to positively impact learning motivation and student engagement. These sources 
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were also seen to be effective in encouraging learners to engage in speaking and writing 

tasks, while appearing to lessen anxiety.  

In addition to participant reported increases in engagement and motivation, a range 

of positive emotions with respect to the efficacy of the pedagogical tasks were recorded. 

As reported by the study participants, emotions such as ‘interest,’ ‘enjoyment,’ ‘calm,’ 

‘excitement,’ ‘anticipation’ and ‘pleasure’ were triggered by the use of SPC as prompts in 

ELT practices (see Table 13).  

Signs of the development of lifelong strategies assisting students in re-engaging with 

SPC on a deeper level were also found across the various data sources. Further attesting 

to the efficacy of the pedagogical tasks employed, Table 14 presents examples of 

participant feedback indicating student transferral of developed skills beyond the 

classroom. The data indicated that the tasks carried out throughout the semester appeared 

to impact the nature of student engagement with SPC beyond the classroom which 

became more critical, reflective and active.  

Efficacy was also observed in that the use of prompts aligned with students’ interests 

may have helped mitigate the lack of physical proximity in online settings by 

encouraging a sense of unity through the use of sources of common interest to the 

participants. Participants made continued references to the tasks and strategies employed 

as being “motivating,” “interesting” and “new,” while new approaches to testing and 

assessment which utilised SPC were referred to as “amazing,” “so much fun,” and 

something “completely new.”  

Throughout the duration of the 13-week AR study, data sources consistently revealed 

favourable feedback from participants with respect to the efficacy of the pedagogical 

tasks employed. Participants consistently attested to enjoying the use of SPC which were 

found to be interesting, motivating and engaging. In Task 12 (see Appendix G) where 

students were given the choice of self-selecting either a written source or a source of 

popular culture as a starting prompt for the creation of their end of term oral presentation, 

100% of the AR participants opted to use a source of popular culture. In a week 6 field 

note the PR described the “level of enthusiasm” noted among students who were “eager 

and excited” by the concept of using SPC as prompts for their oral presentations. 



 

207 

 

      

Codes and sub-codes found across all data sources (weekly diary entries, focus 

groups, online surveys and PR field notes and observations) were cross-referenced to 

better evaluate the efficacy of the pedagogical practices employed throughout the study 

(see Table 9). Focus groups were also compared to identify recurring themes such as 

notions of ‘relatedness,’ ‘positive emotions,’ (joy, anticipation, motivation), ‘appreciation 

of new teaching strategies,’ ‘recollection of past teaching strategies, ‘lifelong learning 

strategies,’ ‘PS, series, films and clips,’ ‘testing and emotions,’ and ‘teacher references” 

(see Figures 19 & 20).  

The PR’s field notes and observations were instrumental in tracking and 

documenting the continued efficacy of the pedagogical strategies employed throughout 

the 13-week AR. The increase in “smiles” and apparent “joy” as seen through the 

students’ behaviour and engagement alongside their self-reported positive feelings 

towards the course overall, were also instrumental in supporting the overall efficacy of 

the tasks.  

4.9.2.3 Adoption 

On an institutional level, the study received support from the local Language Centre 

of the University of Cyprus where the research was carried out. Support was also given 

by institutional staff, one of whom volunteered to moderate the three focus groups in 

addition to trialling the SMILLE model (to be presented in Chapter Five) with her own 

students. 

On a practitioner level, adoption of the proposed strategies was desirable and 

sustainable due to the ongoing positive student-generated feedback across all data 

sources. The suggested changes were both time- and cost-efficient in that SPC are widely 

and readily accessible for use in the local context. The ongoing reflection and feedback 

generated by the various data sources led to the creation of the SMILLE model (see 

Figure 25) designed to offer a model through which other practitioners may adopt similar 

task design approaches within their own practices. Based on the SMILLE model, a 

variety of SPC such as PS, film and TV series were used in the design and 

implementation of various pedagogical tasks over the 13-week semester, including 
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listening, speaking and writing tasks where the sources were both instructor- and student-

selected.  

On a learner level, the practices were enthusiastically adopted, as extensively 

documented in the data generated by the study. The surveys, focus groups, diary entries 

and field notes documented the adoption and implementation of the strategies employed. 

During the latter stages of the AR study, participant feedback reflected the “enjoyment” 

experienced throughout the semester alongside explicit interest “in doing similar tasks 

using SPC” in “future English classes.”  

Participants were particularly enthusiastic about adopting the practice of using SPC 

as prompts to generate working titles for their semester oral presentations. This resulted 

in a plethora of student selected contemporary topics such ‘The Future of the World,’ 

‘The Psychology of Friendship,’ ‘The Plight of the Poor,’ ‘Overcoming Bullying,’ 

‘Overcoming Social Fears,’ ‘Family Bonds,’ ‘The Dangers of the Online World’ and 

‘Racism in Sports’ (See Table 12). Throughout each of the study phases, the adoption of 

proposed tasks was energetically and eagerly undertaken.   

 

4.9.2.4 Implementation 

Due to the aforementioned time- and cost-efficiency of the proposed strategies, there 

were no significant barriers impeding implementation. On an institutional level, 

permission to undertake the AR study was granted by the Acting Director of the 

University of Cyprus and the implementation of the proposed strategies was encouraged 

and welcomed.  

On a practitioner level, two colleagues volunteered to make the online pilot survey 

available to their own students during early Phase One of the study. One of the two 

colleagues also volunteered to facilitate the three focus groups as well as to trial the 

SMILLE model for the design of a task used with her own students.  

On the part of the practitioner-researcher (PR), interest in trying new practices was 

required, along with a period of initial familiarisation (learning curve) with the various 

ways in which to effectively and efficiently incorporate PS and other SPC into local ELT 
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practices. Throughout the 13-week study, a variety of sources were used in the design of 

various pedagogical tasks of differing didactic intent.  

For the actual implementation of the various pedagogical tasks, in some cases, these 

were administered via the share screen function in Zoom, while in other cases specific 

links were uploaded into the Microsoft Teams platform used for the administration of all 

online classes during the Fall 2020 semester.  

To allow for variety as well as to overcome occasional individual student problems 

related to internet speeds, breakout rooms were used so that smaller groups of students 

could access and work on particular sources together. Microsoft Forms was also used to 

administer questions and receive online responses from students. Other tasks required 

students to work outside of regular class time. This enabled them to access sources such 

as TV series and film via their televisions or other devices. For group work, and owing to 

the social distancing mandates imposed due to the COVID-19 pandemic, students were 

able to meet and collaborate via either the meeting function on Microsoft Teams or Zoom 

meetings. 

The implementation of pedagogical tasks occurred at regular intervals throughout the 

semester alongside ongoing data collection. This allowed for repetitive cycles of task 

implementation, participant feedback, PR reflection and the design of consecutive tasks 

based on these. A variety of PCR were used in the various tasks implemented throughout 

the AR study (see Table 8).  PR field notes made consistent references to the ways in 

which students “positively responded” to the incorporation of SPC with a particular 

preference for the inclusion of popular songs.  

To enhance the implementation of the various pedagogical strategies using SPC, the 

PR used the repetitive cycles of planning, task design, reflection and participant feedback 

in the design of the SMILLE model (see Figure 25). The SMILLE model was developed 

to maximise the use of sources aligned to students’ interests so as to better satisfy the 

psychological components of competence, relatedness and autonomy (Ryan & Deci, 

2000). As seen in Figure 25, the SMILLE model provides a guide to the implementation 

of pedagogical tasks using SPC. Driven by the theoretical underpinnings of Self-

Determination Theory (Ryan & Deci, 2000), the SMILLE model allows for both 

practitioner and student led tasks which may be used either in class or at home.  
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In terms of the implementation of similar pedagogical tasks both locally and 

internationally, the SMILLE model is proposed as a means by which other practitioners 

may easily and efficiently use SPC in their own classroom practices. At an institutional 

level, the proposed strategies require no more than a degree of open-mindedness and 

academic freedom that would allow practitioners to freely experiment with the efficacy of 

using SPC in their own practices. They are suggested as a means of reinforcing course 

learning objectives and enhancing student learning through motivational practices, and 

are therefore in no way disruptive to institutional directives.  

At a student level, the findings and outcomes of the study itself provide strong 

evidence in support of student interest in adopting and implementing the proposed 

strategies. 

4.9.2.5 Maintenance 

At the level of the student participants, there was evidence to suggest that the 

strategies employed throughout the AR study impacted the ways in which they interacted 

with SPC both in classroom practices but also in their daily lives. As noted earlier, the 

data reflected evidence of the development of lifelong skills and practices. Table 14 

shows that participants self-reported “listening more closely to song lyrics” in order to 

“understand their meaning.” Furthermore, participants revealed that they were starting to 

“notice better” the “topics, themes and messages” which films and TV series “aimed to 

communicate.” Such instances carry positive implications with respect to the 

maintenance of the acquired strategies beyond the scope of the immediate AR study.  

To strengthen maintenance of the investigated tasks and strategies, the development 

of the SMILLE model provides a guide as to the design and implementation of 

pedagogical tasks using PCR by others. The model is adaptable to cater to varying 

language levels and teaching settings. A sample task template (see Table 16) also assists 

in the maintenance of the investigated tasks by offering an easily replicable example of 

how to incorporate various SPC in future classroom practices.  

 As seen in the results presented in this chapter, the pedagogical strategies designed 

and implemented throughout the study (September – December 2020) were seen as 

desirable by participating students. For this reason, they were maintained, and in the two 
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academic semesters following the study (January – May and September – December 

2021) the PR continued to use the SMILLE model for designing pedagogical tasks. End-

of-semester course evaluations indicate that students are motivated by the use of PS and 

SPC as these serve as a springboard to the attainment of course learning objectives. 

Following the return to face-to-face teaching (September 2021), as the world 

attempts to recover from the worst of the COVID-19 pandemic, most practitioners and 

students have encountered a ‘new normal.’ The tentative post-COVID return to physical 

classes in the local Cypriot context, despite the virus continuing to pose a threat, presents 

new challenges. Mandatory mask wearing, in-class social distancing that prevents 

physical proximity and hence group work, and the difficulty of promoting discussion 

(due to the masks) have created a renewed need to find strategies to overcome challenges 

and sustain motivation. During the Spring and Fall 2021 semesters, the PR has therefore 

sustained the use of the SMILLE model and the tasks designed and implemented during 

the Fall 2020 semester as a way of motivating and engaging students. Once again, student 

responses have been extremely positive, and this indicates the long-term sustainability 

and maintenance of the tasks in future practices. 

Sharing ideas and tasks with colleagues has also been successful in further 

maintaining the pedagogical tasks designed and used for the study. As a means of 

exploring the SMILLE model and its adoption by other practitioners, the PR asked a 

colleague to use the model to prepare and implement one of her own tasks. The colleague 

followed the model for the design of a task using PS and noted the following with respect 

to the process and outcome: 

In my particular case, my students needed extra work with making inferences. I 

created two tasks, one using a PS and the other using an excerpt from a popular film. 

In both cases I created tasks similar in format to those which will be used on the 

class test so as to maximise student familiarity with these. The reactions in class for 

both tasks were very positive. Students were very enthusiastic and humming along to 

the song and become animated throughout the duration of the lesson. The film 

excerpt was also a welcome change to the use of a written text, students once again 

showing interest and enthusiasm for the task. With respect to the time needed to 

prepare each task, I found it took less time than would be needed to prepare a 

similar task using a written text as prompt, mainly on account of the brevity of the 

song and the duration of the film excerpt used. I would definitely repeat this process, 

especially on account of the enthusiasm generated in class. (Eleni, September 2021) 
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As can be seen, applying the SMILLE model to practice need not be cumbersome or 

time-consuming, with positive student feedback mirroring that of the student participants 

of the AR study. 

More recently (December 2021 – January 2022), members of the English Section of 

the Language Centre have been called upon to create a certification exam for local 

students enrolled in English language courses. The suggestion of incorporating PS as a 

prompt for written and spoken mediation tasks in the certificate exam has been well 

received by colleagues and will thus be used in the upcoming certification exam. As this 

shows, the use of non-conventional SPC continues to be more formally implemented and 

maintained in the local context. 

 

4.10 Chapter Summary 

This chapter has presented the main results and findings emerging from the PAR. It 

first reported on Phase One of the study, which involved the design and implementation 

of the early pilot and repeat survey and their results, and how these were used to inform 

the subsequent AR phases of the study. The results of the PAR Phases Two to Four were 

then presented, organised according to the overarching research question as investigated 

through the lens of SDT, looking at each of its core tenets (autonomy, competence and 

relatedness) individually. Results pertaining to the research sub-questions were then 

presented, as were the emergent themes of joy and emotion, anxiety and stress, SPC and 

online ELT, as well as the development of transferable skills as indicated by the 

qualitative data collected. A visual representation of the coding process followed during 

the data analysis phase was then presented, and the main assertions and truth claims to be 

made in this thesis were articulated. The chapter concluded by showing how the RE-AIM 

framework was applied to the outcomes of the study. The implications of the study 

findings and outcomes will be extensively discussed and analysed in Chapter Five, with 

respect to both how these contribute to the literature and the process of knowledge 

building, and how the study results have led to research findings that have the potential to 

impact theory, practice and policy. 
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CHAPTER 5: DISCUSSION 

This AR study investigated the potential impact of using SPC aligned to students’ 

interests as learning prompts on learning motivation. Study participants comprised 30 

undergraduate EFL students enrolled in General Advanced English language classes at 

the Language Centre, The University of Cyprus. Results indicated that tasks using SPC as 

prompts produced an overall positive impact on student learning motivation that was 

largely related to an increase in the satisfaction of the students’ psychological needs of 

competence, autonomy and relatedness, which constitute the core tenets of SDT (Ryan, 

2017). 

The first phase survey results, which indicated an extensive and positive relationship 

between local Cypriot students and English-language SPC, were reinforced by the results 

of the PAR Phases Two to Four, in which multiple tasks using a variety of SPC were 

used and positively received. The study also investigated the possible impact on learner 

motivation of using SPC as prompts for writing/speaking in the L2, as well as in 

assessment/testing procedures. Results consistently indicated a positive impact on student 

learning motivation, and enhanced student interest in and engagement with set tasks. Data 

analysis of surveys, diary entries, focus groups, and field notes and observations revealed 

that these classroom practices and set tasks were consistently able to satisfy learner needs 

of competence, autonomy and relatedness (Ryan, 2017), which appeared to enhance 

learner interest, motivation and engagement in L2 practices. 

Chapter Four presented the results of the study, which began with Phase One in 

which the pilot survey was administered. The pilot survey aimed to access previously 

unavailable information about the earlier language-learning experiences of the local 

undergraduate Cypriot cohort. In addition, it investigated students’ relationship with SPC 

in the target language, English. The results indicated that students enjoyed language-

learning tasks that made use of non-conventional and multimodal approaches while also 

revealing an extensive and positive relationship with SPC in the L2. 

Phases Two to Four comprised the main research study, and began with a repeat of 

the pilot survey that was administered to the students enrolled in the PR’s classes for the 

Fall 2020 semester. The survey was completed prior to recruitment for the main AR 
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phases of the study. Findings of the repeat pilot survey were consistent with those of the 

initial pilot survey (administered to a different cohort in Phase One of the research), 

indicating that local Cypriot students showed a preference for non-conventional teaching 

methods in addition to enjoying a positive relationship with English-language SPC. 

The main PAR research study (Phases Two through Four) involved a series of cycles 

in which consecutive pedagogical tasks using SPC as prompts were specifically designed 

to align with course learning objectives. Ongoing reflection was achieved through a 

variety of data sources such as surveys, weekly diary entries, focus groups, field notes 

and observations, which were used to inform the ongoing cycles of pedagogical tasks 

using SPC. The main findings of the PAR phases reinforced those of the pilot and repeat 

pilot survey in that they confirmed that students showed great interest in and enthusiasm 

for tasks using SPC. 

The main findings of Phases Two to Four showed evidence of: 

 enhanced student interest and engagement in set tasks using SPC 

 arousal of positive emotion (particularly joy) related to tasks using SPC, which 

appeared to increase due to student identification with and sense of relatedness to 

the given resources 

 enhanced willingness to speak and write in the L2 

 decreased feelings of boredom, anxiety and stress 

 increased enthusiasm for the use of SPC in assessed tasks 

 increased self-determination with regard to extrinsic behaviours (class tasks) 

 apparent development of lifelong learning strategies through the use of SPC in set 

tasks 

This chapter demonstrates how the findings of the study have the potential to impact 

theory, practice and policy by reflecting on its main outcomes and their significance with 

respect to both the theoretical framework used and the existing literature in the field. 

Extensive references are made to the work of Mercer and Dörnyei (2020), whose work on 

engaging language learners in contemporary classrooms was a great influence on this 

thesis. The chapter begins by presenting the study’s main findings with respect to the 

literature in order to illustrate how it has interacted with and built upon current 
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knowledge in the field of learning motivation and L2 learning in higher education 

settings. 

The SMILLE model, which was informed by the outcomes of the study, will then be 

presented along with its potential practical application across teaching settings. The 

SMILLE model suggests an approach in which SPC can be used in the design of 

pedagogical tasks in ways that promote the satisfaction of the psychological needs of 

competence, relatedness and autonomy as per SDT (Ryan, 2017), thereby positively 

impacting learning motivation. It also considers adaptability for language level, 

accessibility of SPC used and teacher time constraints. The overall implications of the 

study findings and how these may impact areas of theory, practice and policy follow, 

with the chapter concluding by presenting the various limitations encountered. 

5.1 Discussion of Survey Findings 

As discussed in Chapter Four, the pilot survey (Phase One) and repeat pilot survey 

(early Phase Two) provided insights into the attitudes and experiences of undergraduate 

students in the local setting of Cyprus. Liu and Lin (2017) propose that “more classroom-

based and narrative based research” into the experiences and desires of EFL students 

“from various sexual, ethnic, and socioeconomic backgrounds” (p. 1) is needed, 

supporting the notion that student preferences with respect to their L2 experiences remain 

under-investigated. The Phase One and early Phase Two surveys served to elicit and 

formally document relevant insights into EFL students’ experiences and desires. 

The survey findings from the early phases of the research study indicated that 

undergraduate students in the local setting of Cyprus were largely motivated by extrinsic 

factors such as needing English for further studies or future career opportunities. Such 

factors appeared to be driving local students to continue to learn the English language, a 

finding which highlights the need for new pedagogies that enhance the self-determined 

practices more conducive to learner engagement. As seen in the results of the subsequent 

PAR phases of the study, increased motivation and enhanced enjoyment and learner 

engagement were consistently reported in response to the study using SPC as learning 

prompts. In other words, these prompts were observed to be instrumental in the process 

of making extrinsically motivated behaviours more internalised. 
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An additional finding self-reported by the undergraduate students in the local setting 

was enjoyment of and a preference for engaging with English-language SPC in their 

leisure time. Of the survey responses, 65% stated they engaged with PS, film and TV 

series for over 11 hours per week, with almost 80% stating they would like PS, film and 

TV series to be used in their English language learning classroom practices. 

Evidence of the relationship between English language learners and English-

language SPC was also found in an earlier study by Chik and Breidbach (2011). An 

online exchange between English majors from Hong Kong and pre-service English 

language teachers from Berlin investigated English language experiences, and the results 

indicated that the Hong Kong participants, who “did not enjoy the luxury of travelling to 

English-speaking countries” and “had very limited access to English-speaking 

communities in Hong Kong”, were motivated by their interactions with “English 

language pop songs, TV series, and films” (Chik & Breidbach, 2011, p. 558). These 

interactions “fuelled the desire to go beyond reading the Chinese subtitles or reading the 

lyrics sheets” (Chik & Breidbach, 2011, p. 558). This thesis provides additional support 

for this point through similar findings, in which students made continual reference to 

their preference for the use of PS, TV series and film in their English language classes. 

Following one of the pedagogical tasks used in the PAR, one student noted that they 

really “liked the fact that the teacher chose a song which was well known and familiar to 

us and she adapted the task using this song as the base” (DEW4p21). In this task (Task 

5, Appendix G), students were asked to use the lyrics of the song ‘These Days’ by 

Rudimental to answer a number of questions designed to examine their overall 

comprehension of the lyrics and main ideas conveyed. When selecting this song, the PR 

considered factors such as the song’s prominence on the radio (to ensure familiarity), the 

relevance of topics and themes within the lyrics with respect to the age group of the 

specific student cohort (to ensure relatability), and the presence of vocabulary items, 

phrases and expressions in need of interpretation. Such findings further confirm that the 

use of SPC may be instrumental in arousing student interest, enthusiasm and enjoyment 

while simultaneously ensuring pedagogical merit.  

Cheung (2001) also attests to a positive relationship between students and English-

language SPC, noting that “music, songs, computer games and movies are highly popular 
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with students in Hong Kong” (p. 56). Building on Cheung’s finding, this thesis 

contributes to the literature by first recognising such out-of-class practices as intrinsically 

motivated behaviours, and second, providing evidence to support the notion that 

incorporating them into ELT practices has the potential to positively impact overall 

learning motivation. Findings such as increased student interest and engagement, as well 

as student self-reported feelings of joy and enthusiasm for further similar tasks, support 

those of earlier studies such as Cheung’s (2001) and provide further support for investing 

in student relationships with English-language SPC by using them in pedagogical 

practices.    

The combined Phase One pilot survey and early Phase Two repeat pilot survey 

results also indicated that student learning motivation is positively impacted by varied, 

multimodal approaches to L2 learning that depart from the traditional dependence on 

textbooks and written materials and make use of resources such as clips, films, TV series 

and PS. The qualitative responses in which participants were asked to describe a past, 

joyful L2 learning experience were unanimous in their reference to non-traditional 

approaches. The use of songs, clips, films and other audiovisual stimuli featured 

extensively in participant responses. 

These findings reinforce those of Cirocki and Farrell (2017), who found that the most 

desirable teaching strategy according to students was to “base classroom instruction on 

interesting texts” (p. 260). This thesis further supports this earlier finding by showing 

that, as found in the data, students’ concepts of ‘interesting texts’ translates to texts, 

resources or materials aligned with their own interests. In the local Cypriot context, these 

were SPC of the L2. Al Zadjali et al. (2016) agree that “teachers need to carefully 

consider approaches that are in accordance with their learners’ needs, interests and age” 

(p. 366), a claim reinforced by this study’s findings. 

In a study investigating demotivational factors in Indonesian EFL classrooms, 

Husniyah (2019) found that “a total of 62% of students agreed that they lost their 

motivation when the topics in their course books are not interesting” (p. 52). As shown in 

Chapter Four, interest in and familiarity with the materials used in classroom practices 

featured extensively in the qualitative responses of the participants in the study. This 

further supports the claim that using the SPC that foreign language students engage with 
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during their free time in class may positively impact overall learning motivation. The 

numerous ways in which the study participants were found to identify with and relate to 

these sources will be elaborated on below within the framework of SDT and its relevance 

to the contribution of knowledge in the investigated area. 

As found in the results of the Phase One pilot survey and the early Phase Two repeat 

survey, the investigation of student interests and passions emerged as instrumental in 

indicating which resources had the capacity to motivate them. By identifying engagement 

with various SPC as a common leisure-time activity of the local undergraduate cohort, 

the PR was able to incorporate these resources into ELT practices throughout the later 

PAR phases. 

This thesis reinforces the claim that “teachers’ use of motivational strategies must 

suit the classroom atmosphere and the students’ needs and mentality” (Elashhab, 2020, 

p. 139) Vakilifard et al. (2020) similarly assert teachers need to take into consideration 

the fact that “students’ needs, the topic which is to be taught, the materials and equipment 

which are suitable for this topic and many other factors can play a major role in making 

learners motivated and energetic to learn much more effectively” (p. 11). Adding to this 

assertion, Lamb (2020) argues that more research is needed into the “interaction between 

motivational teaching strategies and learner motivation,” which can be achieved through 

the adoption of a range of methodological approaches (p. 19). Investigating student 

interests and preferences for engaging with SPC in the L2 through the pilot surveys 

proved to be of great importance to the outcomes of the study, as the use of these 

resources in the later PAR led to the development of specific pedagogical strategies that 

were observed to have a positive impact on participant motivation and engagement. 

Discussing ways of connecting the language-learning classroom to life beyond the 

classroom by using artefacts in the target language, Mercer and Dörnyei (2020) raise the 

possibility of learners resenting a “teacher’s perceived intrusion into a space that they 

could consider private and personal” (p. 15). However, the findings of the PAR provide 

evidence to the contrary, in that students reacted to the use of SPC that they were already 

engaging with during their private time with enthusiasm and eagerness. 

 



 

219 

 

      

5.2 Action Research Findings and Self-Determination Theory 

The results of the study as presented in Chapter Four show that the satisfaction of the 

core SDT tenets of competence, relevance and autonomy featured extensively in 

participant diary entries, focus group discussions and survey responses. As hypothesised 

in Chapter Three, the use of SPC as learning prompts in ELT practices was observed to 

satisfy student need for these motivational regulators. It was further hypothesised that this 

had the potential to shift L2 learning behaviours from being extrinsically motivated 

towards being increasingly self-determined, thus positively impacting overall learning 

motivation and willingness to engage. Based on the results and outcomes as presented in 

Chapter Four, there is evidence to support the claim that the use of SPC in L2 learning 

practices and settings has a positive impact on overall learning motivation and 

engagement. 

A study by Bakker and van Woerkom (2017) investigated ways in which workers 

could create optimal conditions for their working experiences. The authors referred to 

‘flow at work’ as being a “short-term peak experience that is characterised by absorption, 

work enjoyment, and intrinsic work motivation,” which is “positively related to various 

indicators of job performance” (p. 47). They used the lens of SDT to argue that all human 

beings “have the basic needs for autonomy, competence, and relatedness,” alongside an 

“inherent tendency towards proactivity and growth” (p. 47), and based on the results of 

their research, proposed that workers can use a set of self-determination strategies in 

order to both fulfil their basic needs and facilitate their work experiences. These 

strategies are listed as: self-leadership, job crafting, designing work to be playful, and 

using strengths. These findings bear similarities with the outcomes of this PAR study, 

which also found that L2 learners, driven by the inherent impulse to satisfy their needs of 

autonomy, competence and relatedness, may benefit from the incorporation of SPC as 

learning prompts. 

This thesis similarly supports the notion that in- and out-of-class practices using SPC 

are able to satisfy the core psychological tenets of SDT, which in turn has a positive 

impact on overall learning motivation and creates a type of ‘flow in learning’ similar to 

the ‘flow at work’ described by Bakker and van Woerkom (2017). As a direct outcome of 

this, a teaching framework has been developed to assist other practitioners in promoting 
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this ‘flow of learning’ by using SPC as learning prompts. This SMILLE framework will 

be further discussed in Section 5.2.1 below. 

Keenan et al. (2021) carried out a study on patient acceptance of telehealth in 

palliative care through the lens of SDT in order to investigate whether the use of 

telehealth practices could satisfy the basic needs of autonomy, relatedness and 

competence. Using semi-structured interviews, they found that psychological needs 

satisfaction plays an important role with respect to patient acceptance of telehealth and 

patient motivation to adopt technologically driven health services. Similarly, this thesis 

reinforces the necessity of basic needs satisfaction in enhancing learner acceptance of and 

motivation towards engaging in class tasks. The use of SPC in learning prompts was 

observed to be a means of satisfying the needs of autonomy, relatedness and competence, 

which led to increased interest, joy and engagement. 

Both Bakker and van Woerkom (2017) and Keenan et al. (2021) used SDT as a 

theoretical framework through which to investigate a specific variable and its respective 

impact on a group of subjects in a non-educational context. However, SDT has been of 

relatively limited use in educational contexts. This thesis therefore offers a new approach 

to bridging theory and practice by using SDT as a lens through which to study the 

phenomenon of learning motivation, and the possible impact upon it of using SPC in ELT 

practices. The choice of a PAR approach, which is a predominantly qualitative research 

methodology, allowed for an in-depth investigation into the phenomenon of using SPC to 

positively impact student learning motivation that resulted in positive outcomes and 

actionable knowledge. The findings of the study have led to the design of a model to 

enhance and sustain motivation in language-learning environments, which is discussed in 

detail below. 

5.2.1 Autonomy, Competence and Relatedness and the Proposed Sustained Motivation in 

Language Learning Environments (SMILLE) Model 

The results presented in Chapter Four provide evidence in support of using SPC to 

positively impact the learning motivation of undergraduate EFL students in higher 

education settings. The data suggested that using such sources as learning prompts 

contributed to the satisfaction of the students’ psychological needs of autonomy, 

competence and relatedness. This appeared to assist in transitioning non-intrinsically 
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motivated behaviours (L2 learning tasks) into increasingly self-determined behaviours, 

which in turn positively impacted overall learning motivation and engagement. 

In their discussion of the facilitative learner mindset, Mercer and Dörnyei (2020) 

argue that a learner’s willingness to engage in the language-learning opportunities 

available “depends not only on the nature of those possibilities” (for example, whether 

they find them interesting or useful) but also on other factors. These may be either 

internal personal characteristics, or related to social relationships with others (Mercer 

and Dörnyei, 2020, p. 29). To better facilitate a positive learner mindset, Mercer and 

Dörnyei (2020) emphasise the importance of the learner’s psychological state, their 

relationship to the teacher and their relationship with their peers (p. 29). As seen in 

Chapter Four, the results of the PAR provide evidence that the use of SPC aligned to 

students’ interests as learning prompts resulted in positive feedback in each of these 

domains. 

With respect to the learner’s psychological state, results indicated the joy, 

anticipation, interest and enthusiasm generated by tasks using SPC were instrumental in 

the creation of a facilitative learner mindset. With respect to the importance of a student 

relationship to the teacher, the findings provided evidence that designing tasks involving 

SPC helped to facilitate a positive student-teacher connection. Students acknowledged 

and appreciated the teacher’s role and effort in the implementation of such tasks, which in 

turn reinforced student-teacher rapport. Regarding student relationships with their peers 

and despite the study being undertaken in an online context due to the COVID-19 

pandemic, participants reported feelings of closeness, group spirit and peer interaction 

thanks to the inclusion of group tasks (conducted in Zoom breakout rooms) and 

presentations. 

This thesis additionally supports the existence of a relationship between learner 

feelings of competence and the creation of a facilitative mindset, as seen in the qualitative 

feedback of participants presented in detail in Chapter Four. In the response of one 

participant, competence, pride and confidence appear to coincide in the description of 

their English classes during the semester: 
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I feel really good but also so proud of myself for being able to focus more on my 

English than ever before. This semester I really like the way the lesson was carried 

out as well as the different learning techniques which used throughout the entire 

semester. I believe my success was partly due to my own effort but at the same time 

it’s also because my teacher kept looking for new ways of teaching English online. 

(FUS3p18) 

Mercer and Dörnyei (2020) argue that a “sense of competence and more generally 

self- image is defining for engagement,” since in order for learners “to be willing to 

engage,” they must first “feel they can cope with whatever tasks they face, that they can 

affect the outcomes and that they can successfully achieve goals” (p. 30). Based on the 

findings of the AR study, this thesis also supports the argument that feelings of 

competence positively impact confidence and student willingness to partake in set tasks. 

Evidence of the creation of a facilitative mindset can also be seen in the response of 

another participant 4 weeks into the semester: 

I felt that the environment was not stressful at all. Our teacher always gave detailed 

explanations about every new thing that we were coming across throughout these 4 

weeks, and I felt like I was able to follow through with everything pretty easily. 

(FUS1p18) 

In this example, the relationship between competence and confidence is further 

illustrated, once again supporting the importance of establishing a language-learning 

environment that allows students to feel they are capable of meeting task objectives. 

Of equal importance in supporting a facilitative mindset, according to Mercer and 

Dörnyei (2020), is the need for autonomy related to the learner’s “sense that they are in 

charge” or capable of affecting their own learning and therefore “hold a sense of 

responsibility for its outcomes” (p. 30). In a week 13 diary entry, one participant notes 

the following: 

I really liked the fact that I was able to find new sources and try to do my best. The 

fact that I was able to choose my topic on my own was nice because I was able to 

choose something I can actually talk about. This made me more interested in my 

presentation and motivated to complete it. (DEW13p8) 

This quote indicates an association between autonomy, competence and engagement. 

With reference to the specific tasks using SPC employed throughout the semester (see 

Appendix G), another student stated, “I think it affected my engagement in tasks and 
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materials this semester because the methods used for the course made me feel more 

confident to speak and take part in the class” (FUS2p11). 

Throughout the AR Phases Two through Four, which spanned the 13-week Fall 2020 

semester, relatedness also featured extensively in participant feedback. It worked on three 

levels: with respect to learners and their peers; with respect to learners and their teacher; 

and with respect to the materials used as learning prompts. 

In terms of both SDT and the facilitative mindset, this thesis supports the importance 

of satisfying learner needs for competence, autonomy and relatedness in creating 

motivational conditions that lead to enhanced learner engagement in L2 settings. 

The above findings led to the creation of a model to assist other practitioners in 

applying SPC as learning prompts in their own teaching settings. Similar to the concept 

of a ‘flow at work’ model (Bakker & van Woerkom, 2017), the SMILLE model proposes 

a ‘flow in learning’ template in which SPC are used as learning prompts in order to 

promote autonomy, competence and relatedness in L2 learning practices. 

Of fundamental importance throughout Phases Two, Three and Four was the level of 

relatability participants experienced with respect to the SPC used. This was first 

discerned in Focus Group 1 and continued as a running theme across all data sources 

throughout the 13-week study. During the first focus group discussion, participants 

discussed the use of PS, film and TV series during class tasks. One participant noted the 

following: 

… I believe that the teacher makes the course interesting also because she has 

chosen songs and a series that are closer to us, therefore more interesting. I have 

talked to other students that are doing something similar and their film is not as 

interesting as the one that Mrs. XXX has brought us. So that too plays a significant 

part, what the instructor will choose so that it may be closer to the students and more 

interesting to them. (FG1fp) 

In this particular excerpt, the student acknowledges the efforts made to incorporate SPC 

which are of interest to the students.  

As initially hypothesised, using SPC in the development of “teaching materials that 

are interesting for the learners” (Dörnyei & Schmidt, 2001, p. 62) was observed to 

positively impact student learning motivation. It is not, however, simply a matter of using 
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such sources but of using sources with which students can relate. This can be easily 

achieved both directly, through discussion with students themselves, or indirectly, by 

giving students a small survey designed to gauge their current interests in particular 

popular songs, series and film. Dincer et al. (2019) note that “the more that teachers’ 

actions and classroom dynamics can support learners’ need for autonomy, competence, 

and relatedness, the more that learners actively involve themselves in their learning 

activities” (p. 2). This thesis presents further evidence that allowing students to select 

their own sources as prompts satisfies their needs for both autonomy, in terms of choice, 

and relatedness in terms of their connection to the chosen sources. 

Informed by the results of the AR, the SMILLE model was designed to maximise the 

use of sources aligned to students’ interests in order to better satisfy the psychological 

needs of competence, relatedness and autonomy while also considering adaptability to 

language level, suitability across language-learning settings, accessibility to proposed 

SPC and teacher time constraints. Table 15 presents the main findings of the study that 

were used to inform and develop the SMILLE model. 

Table 15 

Action Research Findings and the Development of the SMILLE Model 

Findings Relationship to SMILLE Model 

  

Local students extensively engage with 

English SPC. 

 

Use of teacher/student-selected SPC for learning tasks.   

Engagement with SPC was observed to 

trigger joy (positive emotion). 

Use of SPC enhances and sustains positive emotion/ motivation – 

name of model emphasises joy as communicated via physically 

smiling. 

Students identify with characters 

topics/themes depicted in SPC. 

Use of SPC for cross-cultural tasks 

Relatedness among students with common interest in SPC/ 

relatedness between students and SPC. 

Students preferred the use of non-

conventional materials (i.e., textbooks 

– pedagogical Materials). 

 

Use of real-world (non-conventional) authentic resources. 

Local students desire more autonomy 

in their language-learning experiences. 

 

Allows for individually or group selected SPC for task fulfilment 

which increases learner autonomy. 

Use of SPC was observed to increase 

learner interest/motivation & 

engagement in speaking/writing tasks.  

 

Tasks can be adapted to target a variety of language competencies 

for overall increased task engagement. 

The use of SPC was observed to 

decrease anxiety/boredom and enhance 

Tasks can be used in and out of class as well as for assessment 

purposes to sustain interest and reduce anxiety. 
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interest in both graded/non-graded 

tasks.  

  

Emergence of lifelong learning 

strategies resulting from the use of 

SPC in classroom practices. 

Development of learning strategies through the use of SPC in tasks 

which satisfy competence/autonomy and relatedness and enhance 

learner interest/motivation and engagement. 

 

The SMILLE model presented in Figure 23 provides a bridge between research 

findings, theory and practice by proposing a model grounded in the proven relevance of 

SDT (Ryan & Deci, 2000) and the importance of the Motivational Teaching Practice 

model (Dörnyei & Schmidt, 2001). The model allows for a flexible approach to using 

SPC in L2 learning settings. 

As implied by the acronym chosen, the SMILLE model strives to emphasise the 

importance of joy and physical smiling in L2 learning. Figure 23 shows how the model 

can be used for the design of pre- or post-course objective tasks, to instigate initial 

interest in the former case or to reinforce learning in the latter. Both individual and group 

tasks can be designed, and the SPC may be instructor- or student-selected. This ensures 

elements of relatedness through working as part of an interconnected group of peers, and 

autonomy through the opportunity to select resources of the students’ own liking. The 

complexity of tasks can also be gradually increased depending on course language level 

and students’ initial familiarity with the use of SPC. This will allow for increased student 

confidence and the satisfaction of the tenet of competence. 

  



 

226 

 

      

Figure 25 

The Sustained Motivation in Language Learning Environments (SMILLE) Model 

Sustained Motivation in Language Learning Environments 

SMILLE Model 
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The model also allows for the design of tasks with a language focus, a higher-

order/critical thinking target or a combination of both, with a number of sources such as 

PS, TV series, film and YouTube clips offered as possible SPC (see Table 23). As per the 

findings of the study, student identification with and preference for the use of these L2 

real-world resources allows for increasingly intrinsic-like motivation within the current 

learning experience. The model accommodates both in-class tasks and at-home ones 

designed for reinforcement. As observed throughout the phases of the PAR, the use of the 

SMILLE model for task design led to changes in the way students engaged with SPC in 

their own personal out-of-class practices, suggesting the development of lifelong learning 

strategies with the potential to sustain long-term L2 learning. 

While the proposed SMILLE model aims to assist practitioners in designing tasks 

that incorporate SPC for use in their own practices, it also considers factors such as 

teacher time needed for task and material design, as well as familiarity with and 

accessibility of the SPC to be used. Without doubt, SPC of the L2, in this case English, 

are widely available and easily accessible to both practitioners and students. In fact, and 

as discussed above, students in the study context attested to accessing these extensively 

during their free time. Accessing these sources does not therefore pose a limitation within 

the context of the SMILLE model. 

The degree to which familiarity with the proposed sources is necessary is also 

factored into the design of the SMILLE framework. Figure 24 offers a template which 

may be readily applied to a variety of SPC. An easy way for practitioners to gauge their 

students’ interests in these sources is to administer a simple survey. Mercer and Dörnyei 

(2020) argue that “finding out what interests a learner and connecting that is the key to 

opening up engagement” (p. 103), and in the case of this PAR, the findings of the pilot 

phase survey were instrumental in doing just that. 

A further consideration is the resource of time, which for most L2 practitioners is 

already lacking due to factors such as workloads, class sizes, preparation and grading 

requirements. The SMILLE model aims to limit teacher preparation time by streamlining 

a functional approach that “facilitates teachers’ motivational thinking” (Guilloteaux & 

Dörnyei, 2008, p. 74), can be easily applied to a wide variety of sources, and minimises 

the teacher time needed for materials design. 
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The use of SPC in the L2 that are aligned to students’ interests is a means through 

which learner motivation and engagement may be enhanced. Mercer (2019) notes that 

with respect to materials design, “this implies considering aspects such as cognitive load, 

cognitive complexity, challenge, authenticity, curiosity, interest, attention, novelty, 

variety, purpose and meaningfulness” (p. 656). Mercer and Dörnyei (2020) stress the 

importance of designing tasks for the learners we have in front of us by considering what 

they like to learn, what current abilities they possess and what they like to do. With 

respect to the findings of the Phase One pilot survey and the early Phase Two repeat pilot 

survey, 65% of students of the local Cypriot cohort reported listening to English-

language PS and watching English-language TV series and film for over 11 hours per 

week. Informed by these findings, the tasks used throughout the PAR Phases Two to Four 

(see Appendix G) utilised a variety of these student-preferred resources. 

Looking at how a framework for enhancing motivation in L2 acquisition could be 

applied to an EFL learning context, Gillies (2011) proposed an extended framework 

based on the work of Dörnyei, (1994, 1998), Williams and Burden (1997) and Tremblay 

and Gardner (1995), (as cited in Gillies, 2011). The aim of the extended framework was 

to show that the relationship between learner attitudes and predispositions and the 

learning situation is a “dynamic and bidirectional one” (p. 257). In addition to the 

categories of learner orientations, which includes integrative orientation, instrumental 

orientation, self-confidence, self-determination and mastery/performance goal 

orientation, and the learning situation (macro and micro environments, course, teacher 

and group dynamics), Gillies (2011) includes the category of motivational conditions to 

“represent the critical moment where motivation is created or dissipated” (p. 257). This 

category comprises interest, relevance, expectancy, satisfaction, affiliative motive and 

empowerment, which in turn feeds into the category of motivational behaviour, made up 

of attention, motivational intensity and persistence. The framework suggests that “the 

process of interaction between the learner and the learning situation, and the subsequent 

development of motivational behaviour and achievement, is an ongoing process, which 

fuels itself, in that achievement itself has a motivating effect on the learner” (p. 258). 

Gillies (2011) suggests that the teacher is able to interact with all of a learner’s 

orientations by trying “to activate them” (p. 256) in order to produce motivational energy, 
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although it remains undetermined as to how this may be achieved. Gillies (2011) supports 

the need for further empirical research investigating practical approaches that provide 

learners with more intrinsic sources of motivation where interest, satisfaction and 

motivational behaviours can be enhanced. As reported, the use of SPC as learning 

prompts in this PAR appeared to lead to the development of a motivational energy that 

was found to be consistent throughout the 13-week period of the study. 

The SMILLE model suggests an approach which is adaptable and efficient in that it 

can be applied to a variety of SPC for use both in and/or out of the classroom. Figure 24 

provides a snapshot of the cyclical process through which the SMILLE model may be 

applied to meet course requirements. 

Figure 26 

Snapshot of SMILLE Model in Practice (Phases Two to Four, Action Research) 

 

SPC used as HOOK to engage 
learners.

Bridge between SPC and 
Course Learning Objective 

Use of SPC to prompt 
action/engagement e.g. 

writing/speaking.
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academic resources related 

to initial SPC

(academic texts with 
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course level

Student-led use of SPC to

sustain motivation & 
engagement for further tasks
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A variety of tasks may be created based on the particular course level and syllabus 

requirements that need to be met. A basic template for the practical application of the 

SMILLE model is provided in Table 16 below. 

Table 16 

SMILLE Model Sample Template 

Task Reinforcement of key course skills & concepts 

Learning objective: To demonstrate application of effective comprehension 

strategies. 

Selection of prompt: Group selected PS/scene from film/series (autonomy/relatedness) 

Task guidelines: What is going on in the particular song or scene?  

Who is involved? 

Why is this happening? 

What are the themes/topics/messages conveyed?  

What inferences can be made from the context clues? 

Why have you chosen this SPC? 

What do you like/dislike about it? 

How do you relate to it? 

What are the cultural similarities/differences you see between your 

own cultural setting and the cultural setting depicted? 

 

Language focus: Find and explain any vocabulary items or expressions used in 

your SPC or excerpt that the class may not be familiar with and 

explain these to the class. 

 

 

Using the questions above as a template, EFL teachers can use a wide variety of 

SPC, such as popular songs, film and TV series as prompts for student feedback. Through 

this task, students will be able to self-evaluate their understanding of core concepts such 

as identifying themes, main ideas and messages in real-world materials while at the same 

time being in control of which resources they choose to engage with. 

Throughout the AR phases of this study, task types varied in their didactic purpose 

and were designed to reinforce communicative aspects of language use. They were also 

designed to assist students in detecting main ideas and topics, and making inferences, all 

of which aligned to the course learning objectives. Tasks used songs as opposed to 

written texts as an alternative means of developing comprehension skills and identifying 

themes and topics. Song lyrics were also instrumental for spoken and written mediation 

tasks, in which students were involved in the application of strategies needed to process, 

explain or simplify input (Nagai et al., 2020, p. 43). 
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Additional tasks focused on phrases and expressions used in the context of song 

lyrics and their broader applicability, as well as the use of self-selected SPC as prompts 

for the development of oral presentations. Cross-cultural connections were also enhanced 

via the use of these prompts. The findings of the AR study corroborate the results of an 

earlier study by Arévalo (2010) in which PS was used to enhance listening 

comprehension and culture in a higher education EFL setting. Arévalo (2010) found that 

the use of PS in the target language assisted in mediating “between learners’ cultures and 

others” and could “help learners acquire their own capacity for mediation” (p. 126). 

Arévalo (2010) argues, significantly, that this may be achieved through increasingly 

engaging practices that motivate students “to attend lessons and pay attention in class” 

(p. 130): this was also found in the current study despite it being administered online. 

Cirocki and Farrell (2017) also investigated the motivational strategies used in an 

EFL classroom in Ecuador. As reported by survey participants in their study, the top three 

least frequently used motivational strategies employed by teachers were: allowing 

students choices in deciding how and when they would be assessed; creating 

opportunities for students to assess themselves; and allowing students to choose 

classroom activities. This thesis reinforces the importance of autonomy, which featured 

extensively as a motivational requirement in the data analysed. As consistently seen in 

the weekly diary entries, online surveys, focus groups, PR field notes and observations 

collected, participants in the PAR reacted positively to all opportunities where autonomy 

featured highly. One participant noted that they “really liked the fact that (they) did 

something new,” in that this was “a group presentation” where it was “really interesting 

trying to find our source” (DEW11p8). “I had fun!” noted another participant. “I met with 

two other students (online), and we had a great time expressing our ideas about which 

topic and source we would use” (DEW11p13). Student freedom and choice thus emerged 

as factors contributing to positive feedback. 

Mercer and Dörnyei (2020) agree that “a key factor in promoting learners’ sense of 

agency is enabling them to have choice and to express their opinions where possible” 

(p. 46). The SMILLE model has therefore been developed to allow for student autonomy, 

through the selection of SPC to be used as prompts, student competency in self-evaluating 
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key concepts mastered, and student relatedness in identifying with the topics, characters 

and themes of the chosen SPC while working in a collaborative, low-anxiety setting. 

Referring back to the notion of motivational energy (Gillies, 2011), which may be 

understood as the necessary action taken once motivation is evoked, a parallel can be 

drawn between motivational energy and what is understood by engagement. Motivation 

does not necessarily mandate action, and by extension, providing a motivational 

language-learning environment does not necessarily mean that learners will engage with 

or act upon this motivation. Mercer and Dörnyei (2020) note that the concept of 

engagement “has been largely absent from the literature of L2 learning and teaching” 

(p. 5), which has instead been largely dominated by research on motivation.          

Mercer and Dörnyei (2020) stress that providing a “facilitative learning environment 

for students” may not be enough, as we also “need to ensure that the students’ positive 

disposition is realised in action” (p. 6). In a week 6 diary entry, one participant refers to 

the use of SPC as prompts by saying: 

I find these tasks motivating, they give us the opportunity to talk more English and be 

more familiar with the language. Using songs really helps me to participate in class 

because is something more familiar to me, as I listen to songs every day. (DEW6p17) 

Here the transition from motivation to action, or actual engagement, is evidently a result 

of the use of SPC as prompts. There is evidence of motivational energy. 

In discussing the “key motivational antecedents for engagement,” Mercer (2019, 

p. 643) draws upon SDT and the importance of certain needs being met for people to 

engage and participate in learning opportunities, noting that: 

… a learner needs to believe they can successfully manage the learning that is of 

value to them, that they have some choice and influence over what they do and how 

they do it, and that this can all be done within a supportive, low-anxiety community 

of peers and teacher. (Mercer, 2019, p. 644) 

With respect to the discussion of the AR’s study’s results, the interelatedness between 

student choice, confidence and competence is reinforced. 

The development of the SMILLE model incorporates the core tenets of SDT due to 

their importance in impacting learning motivation, as per the findings of the PAR. The 
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model offers a practical means through which these basic tenets may be satisfied within 

ELT practices by incorporating SPC of the L2. By positively impacting motivation 

through the use of sources aligned to students’ interests, the framework allows for the 

particular pedagogical tasks assigned to transform this motivation into action or 

engagement. 

Evidence of student engagement was found across the data sources used in the PAR 

study reported on. One participant explained that “the listening tasks were very enjoyable. 

I like the fact that we do exercises based on songs. The group activities are also 

productive, and they give us the opportunity to discuss and cooperate with our 

teammates” (FUS1p5). Another participant described their experience by saying: 

I have really enjoyed the opportunities we are given to work in online groups with 

our classmates. Also, I really enjoy the fact that this lesson is not at all boring or 

uninteresting and this is because of the methods used, small videos, songs and clips. 

(FUS1p6) 

Evidence of motivation turning into action is also present in the comments of another 

participant, who noted, “I really enjoy the way this lesson is being taught. The student has 

the opportunity to interact and to participate actively in each class. Also, the exercises 

are made enjoyable with the help of the songs” (FUS1p30). This thesis therefore supports 

taking a more holistic approach to the “factors contributing to successful language 

learning,” and particularly learner engagement, which seems to be affected by “cognition, 

motivation and affect” (Mercer & Dörnyei, 2020, p. 7). The results and main findings of 

the PAR study support that motivational teaching practices using SPC as learning 

prompts have the potential to enhance motivation and engagement. 

Mercer and Dörnyei (2020) emphasise the need for learner tasks which can enhance 

engagement in contemporary classrooms through the development of a five-factor 

CLARA (Challenging, Learner-centred, Active, Real-world relevant and Autonomy-rich) 

plan. Based on the findings of this thesis, including increased learning motivation, 

evidence of interest in and enthusiasm for upcoming tasks, increased engagement in class 

tasks (speaking and writing) and the emergence of lifelong strategies, it may be argued 

that the use of SPC is instrumental in designing tasks and or projects for students which 

“allow them to follow their own interests and passions to varying degrees” (Mercer and 



 

234 

 

      

Dörnyei, 2020, p. 152). This thesis therefore contributes to the literature by providing 

evidence in support of the impact of specific motivational strategies. 

Reason and Bradbury-Huang (2007) note that one key consideration in ensuring 

quality AR is the PR’s reflection on the practical outcomes of the work. This thesis 

reports on the results of a PAR study that has led to the development of a theory-driven 

practical framework for the use of SPC in L2 learning settings. Reason and Bradbury-

Huang (2007) also refer to the achievement of systemic and systematic change over time. 

This thesis supports change through actionable knowledge which bridges theory and 

practice and has the potential to influence policy through the conscious inclusion of SPC 

as prompts in future ELT practices both locally and abroad. It therefore makes an original 

contribution to knowledge by proposing new directions in ELT through the adoption of 

real-world resources aligned to students’ interests as learning prompts. 

Having established a positive correlation between the use of resources aligned to 

students’ interests and increased motivation, the next section will explore the relevance of 

emotion as a contributing factor. 

5.2.2 Emotion, Joy and Non-Conventional Approaches to ELT 

In addition to providing evidence that using SPC as learning prompts can lead to 

enhanced learner motivation and engagement, this thesis asserts that they can also 

positively impact student learning motivation by evoking positive emotion. 

“Emotions are at the heart of the foreign language-learning process. Without 

emotion, boredom would reign and very little learning would take place” (Dewaele, 2015, 

p. 13). Building on this assertion, this thesis presents evidence that the use of SPC as 

learning prompts in ELT practices arouses positive emotion, and particularly joy, which 

in turn positively impacts learning motivation. 

Mercer and Dörnyei (2020) posit that “task design can captivate learners emotionally 

on three levels,” through physical appeal, activity appeal and content appeal (p. 106). 

Evidence of such emotion consistently emanated from the qualitative responses provided 

by the study participants of the present research. Very early on in the PAR, in the week 3 

diary entries, one student noted that they “like this lesson so much” as it is “so 

interesting” (DEW3p15), while another stated that “when we use songs and clips,” the 
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lesson became “more exciting” (DEW3p17). The tasks using SPC helped to keep another 

participant “way more interested than other online classes” (DEW3p19). There were no 

negative or noncommittal responses regarding the use of SPC, indicating a general appeal 

for the study participants. 

The study findings strengthen the argument that emotions that are “are experienced 

in the moment” (Dewaele, 2015, p. 13) can lead to heightened engagement, interest and 

the experience of joy. Dörnyei (2015) acknowledges that emotions have been largely 

neglected in the field of second language acquisition, with Dewaele (2015) noting the 

following: 

One of the main problems of foreign language (FL) teaching is that the emotional 

component is too often ignored, resulting in relatively emotion-free (and therefore 

often boring) classroom sessions. It is undoubtedly easier for curriculum designers 

and teachers to focus on rigid learning activities that require little emotional 

investment and therefore little potential for unpredictability, outbursts, surprise, risk-

taking, embarrassment, anxiety … and enjoyment. (p. 14) 

The findings of this thesis reinforce Dewaele’s claim. They indicate that the emotional 

responses triggered by using SPC aligned to student interests created a spike in interest, 

joy, engagement and motivation, and resulted in participants describing the learning 

experience as being interesting and motivating as opposed to boring. “I haven’t yet felt 

bored in any class,” (DEW3p22) noted one participant in their week 3 diary entry. 

Promoting surprises is argued to pique student interest and engagement by disrupting 

“expectations” and generating “an emotional response” (Mercer & Dörnyei, 2020, 

p. 115). Indeed, as it dared to attempt the unconventional, the study’s impact on student 

motivation became tangible in their own testimonies in weekly diary entries, focus 

groups and surveys. The appreciation of new practices and approaches to ELT is evident 

in numerous participant responses, with one student stating that “personally, these 

activities help me to understand the coursework better because it’s the first time I 

experience this way of learning the lesson and it’s something new for me” (DEW4p25). 

Clearly, student surprise can turn into enthusiasm given the right context. 

In the first follow-up survey, which was administered at the end of week 4, numerous 

participant responses indicated feelings of surprise, anticipation and excitement. One 

participant admitted to being “very excited to see what our teacher has in mind,” while 
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going on to state, “I am sure that the rest of the semester will be really interesting” 

(FUS1p3). Another participant expressed similar anticipation, noting that they “can’t wait 

to see what our teacher has in store for our next lessons” (FUS1p4), while yet another 

documented their early experience by saying that they “hope the rest of the semester will 

be as good as it has been so far. I anticipate learning more things and new techniques 

and more topics in English. I am happy and eager to see what will follow” (FUS1p6). 

These quotes provide evidence in favour of the adoption of new strategies in ELT that 

aim to arouse positive emotions. It is further suggested that rousing positive emotion is 

linked to the enhancement of student learning motivation and willingness to engage in L2 

learning activities. 

As a qualitative research method, PAR allowed the PR to gain insights into the pulse 

of the classroom experience through the words of the student participants themselves. 

The impact of the new strategies applied was noted in a diary entry as early as week 3. 

The student described the experience by stating: 

generally, these new ways of learning, especially the use of popular songs keep me 

interested and motivated in class and they are also some of the most interesting 

lessons I have done over the last years in English lessons. I hope that this will 

continue, and I will become better. (DEW3p29)   

These findings provide additional evidence in support of the creation of a facilitative 

mindset (Mercer & Dörnyei, 2020) through the use of pedagogical strategies employing 

SPC. 

The non-conventional approaches investigated by this PAR study extended to the use 

of SPC in testing procedures. Once again, its findings support that new directions in ELT 

practices which break from tradition warrant further investigation. Following an assessed 

task which made use of an episode from a popular series (see Task 9, Appendix G), a 

participant expressed both anxiety with respect to experiencing something so unfamiliar 

to them and the excitement that followed. They began by noting that they “loved the 

episode,” but felt “anxious about the questions and how it will go because it was the first 

time I had an examination with a clip in my life” (DEW5p17). They then stated that the 

idea of this type of assessed task was “interesting and way more fun and familiar to 

people of our age as we are always watching a movie or listening to a song.” 

(DEW5p17)  
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In response to a different task incorporating a PS (see Task 5, Appendix G), another 

participant noted that “it’s nice to know that our listening tests are so different to any 

other English test we have ever had” (DEW7p11). It is evident from the relevant 

literature and the absence of non-conventional approaches to assessment that issues 

relating to using SPC in teaching contexts “that are constrained by the need to meet 

official curriculum requirements and preparation for high-stakes tests remain under-

investigated” (Liu & Lin, 2017, p. 1) and are in need of further research. These findings 

contribute to the literature and the process of knowledge-making by providing real-time 

evidence of student reactions to the use of non-conventional approaches and practices. 

Referring to a movement away from conventional practices, Mokhtar (2016) argues 

that “we must first rethink the limitations and effects of conventional pedagogy and 

propose a possible solution in language learning” (p. 23). This thesis builds on this 

suggestion through the non-traditional pedagogies applied. These were well received by 

the study participants, who expressed their desire to continue to experience similar 

practices in future. One participant communicated their enthusiastic reception of new 

approaches by stating:  

I would love to use popular songs, TV shows or film in my future English language 

learning experiences because I believe that this is the most fun way of learning and 

generally the most entertaining way of being taught a foreign language. 

(DEW10p10) 

This self-reported embracing of the new learning strategies employed supports further 

exploration of the use of SPC in ELT strategies. 

In a study investigating demotivational factors in an Indonesian EFL classroom, 

Husniyah (2019) identified five that were key: a) the nature of the target language 

(difficulties with the complexity of the L2); b) lesson-specific factors (too much emphasis 

on grammar); c) learning materials (the use of a course book); d) teacher-related factors 

(teacher explained too fast); and e) learning environment (limited exposure to English). In 

their discussion of learning materials as demotivators, the authors noted that a total of 

62% of students agreed that they “lost motivation when the topics in their course books 

are not interesting” (p. 52). The present thesis reinforces this finding in that the choice of 

learning materials emerged as pivotal with respect to learner interest, engagement, joy 

motivation and subsequent engagement.  
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An additional finding is linked to aspects of ‘relatedness,’ closeness, familiarity and 

identification with the characters, topics and themes of the SPC used, and the motivating 

effect these were seen to have on the study participants. The relevance of relatedness 

emerged during the first focus group discussion, where one participant noted that the use 

of SPC made class “more interesting and of course it makes us want to discuss it because 

it’s closer to us than a text: a film, a TV series or a song is now part of our daily life” 

(FG1fp). Positive impact and the arousal of emotions by these prompts was well 

documented in diary entries, focus groups and surveys throughout the 13-week PAR 

phases. In the third focus group discussion, for example, one participant noted that 

basically, the series and the listening task have motivated me to acquire a different 

view of the course, a more pleasant one: I’m not thinking ‘Oh no, I have English 

today,’ I am more positive about it because I know I’ll do something different, more 

interesting; it’s not just grammar or things from the book. (FG3fp) 

The motivational capacity of L2 authentic materials as learning prompts is reinforced by 

the outcomes of the study. 

Waring (2019) discusses the importance of authentic language use within the context 

of conversation analysis in ELT. Conversation analysis looks at what needs to be taught 

in order to develop learners’ interactional competence. The author notes a discrepancy 

between what is taught in ELT textbooks and what occurs in real-life spoken interactions. 

There appears to be a consistent “gap between how people supposedly communicate as 

captured in ELT materials and how they actually communicate” in real life that becomes 

“detrimental to ensuring that the right learning objectives are being presented in the ELT 

classroom” (Waring, 2019, p. 1055). The findings of this thesis support the notion that 

using SPC portraying the target language in its real-world function may be instrumental 

in bridging this gap, particularly because of how well received they were when used as 

learning prompts throughout the study. 

A number of factors need to be considered with respect to the appropriateness of 

using a course textbook as a core learning resource. These may include policy constraints, 

teacher preferences, course syllabuses, content and level, student age and the content of a 

given textbook itself. On the one hand, the use of a course textbook may be considered 

culturally inappropriate or even boring in certain contexts (McGrath, 2006), while on the 

other, course textbooks may serve as a “useful form of structure and guidance” (Mercer 
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& Dörnyei, 2020, p. 134). Teachers must therefore learn to navigate the use of their 

course textbooks “in ways that are engaging and suited to the specific group of learners” 

(Mercer & Dörnyei, 2020, p. 135). In the case of older, more advanced learners, based on 

the findings and outcomes presented, it may be argued that getting to know the interests 

of learners is of paramount importance. As shown above, the use of alternative, non-

conventional resources as learning prompts was enthusiastically received by participants 

in this study. Recalling the results of the initial survey, undergraduate students of the 

local Cypriot cohort strongly supported a departure from the use of conventional 

textbooks. 

In another qualitative study by Fathi et al. (2019), an investigation into the 

demotivating factors in English language learning among Iranian EFL students was 

carried out. The participants were 15 male EFL learners studying at English language 

institutes in Kermanshah, Iran. A series of semi-structured interviews and focus group 

discussions were carried out and data were analysed through content analysis and 

grounded theory procedure. Of particular interest was identifying these students’ 

demotivating factors in English language learning and investigating which of these were 

most important from the students’ perspectives. The results of the study identified five 

main factors contributing factors to student demotivation: methods of instruction, teacher 

personality, peer characteristics, anxiety and physical environment. With respect to 

method of instruction, students noted that they lost hope and became “discharged of 

energy when their teacher cannot keep them satisfied with their learning” (p. 6). Similar 

findings were observed in the current study in that student responses confirmed the 

importance of tasks that were engaging and motivating. 

Building further on the work of Fathi et al. (2019), the PAR study presents additional 

evidence of the importance of method of instruction and teacher personality. One study 

participant described the class as “really interesting” because “the teacher actually 

showed interest for her class and the lessons went by in such an enjoyable way!” 

(FUS3p7) In another survey response, a student reflected on the semester by stating that 

“I feel lovely emotions regarding my Fall 2020 English course. During my English 

classes I felt really good as we did a number of new things like listening to songs, 

watching clips which was so interesting” (FUS3p16). With respect to teacher input, the 
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same student noted that they felt the teacher “played a really important role regarding my 

interest in English this semester. I like the English language, but this semester made me 

love it further” (FUS3p16). These findings reinforce the importance of instructional 

method and student-teacher rapport. 

Just as the findings of Fathi et al. (2019) reinforce the importance of materials and 

task design, the findings of this AR study provide student data showing that using 

resources aligned with students’ interests produces a positive impact on motivation, joy 

and engagement. With respect to teacher personality, Fathi et al. (2019) found that this 

was a “source of motivation,” as in cases where teachers “cannot establish a rapport,” 

students “may lose their motivation” (p. 6). Similarly, in the AR study, a positive 

relationship was found between teacher behaviour and personality and learner motivation, 

with many student responses describing teacher personality, behaviour and effort towards 

providing students with interesting learning opportunities as a major source of 

motivation.    

In their discussion of anxiety as a demotivating factor, Fathi et al. (2019) noted that 

“the feeling of anxiety” gave students “a feeling of insecurity and tension or an 

unpleasant experience,” adding also that “nervousness and tension in class” were seen as 

“threatening” (p. 7) factor. The AR study findings strengthen this claim, in that students 

found security in tasks which enhanced ‘competency,’ which in turn led to increased 

overall confidence in using the L2. 

Feelings of competency and confidence were seemingly strengthened by using SPC 

in ELT practices. In one follow-up survey response, a student noted that their “feelings 

regarding” the semester’s English course “are the best” (FUS3p13). The student 

continued by stating that “the emotions” they felt “due to the activities that we did were 

motivating,” as they did “a lot of different activities and we learned a lot of useful things 

that no one else has taught us.” Over the “past few years,” noted the student, “my 

feelings for English were negative because every year we did the same things without 

something interesting. This semester I started to actually get better in English” 

(FUS3p13). The data support the existence of a binding thread weaving together the 

factors of getting and maintaining student interest, rousing interest, providing enhanced 
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opportunities for autonomy and competence, and ultimately positively impacting overall 

learning motivation and engagement. 

The use of SPC as learning prompts was additionally found to lessen anxiety, arouse 

feelings of joy and mitigate feelings of stress and anxiousness. Decreased anxiety was 

noted in a number of participant responses, with one student stating that their “feelings 

regarding this semester’s English class were great and very comfortable due to the 

methods with which it was taught. There was no pressure or stress, and the lessons were 

never tiring or boring” (FUS3p7). Another participant noted that “taking a test can often 

cause stress to a lot of students. However, with the use of real-world sources, taking a 

test became much more fun and it is a unique and creative way to examine students” 

(FUS3p8). The data suggest that there is much room for improvement relating to 

enhancing the efficacy of assessment procedures via non-conventional approaches.  

Based on the findings of the AR study, the utility of non-conventional approaches to 

ELT that exploit real-world resources aligned with students’ interests as learning prompts 

is further substantiated. Getting learners emotionally invested appears to positively 

impact learning motivation and subsequently heighten engagement. 

This chapter has thus far presented the potential of SPC to fulfil the core tenets of 

SDT in L2 practices. It has also emphasised the importance of using sources aligned to 

students’ interests, and presented evidence regarding the potential of utilising SPC to 

rouse emotion and enhance learner motivation and subsequently engagement. Next, it 

will discuss the significance of learner identity and the role of these sources in relation to 

it. 

5.3 The L2 Motivational Self System, Sources of Popular Culture as Prompts, and 

Identity Formation 

As previously established, the participants in the local Cypriot context exhibited a 

high degree of identification with the topics, themes and characters portrayed in SPC in 

English. To this effect, the use of these sources as learning prompts in ELT practices 

proved both rewarding and effective in impacting learning motivation and engagement. 

According to the L2 Motivational Self System (Dörnyei, 2015), differing L2 future states 

are seen as having an impact on a learner’s L2 motivation, and the findings indicated that 
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the level of identification local students experienced with respect to the L2 sources used 

afforded them a reinforced image of their future L2 selves which positively contributed to 

increased learning motivation. 

5.3.1 The L2 Motivational Self System and Sources of Popular Culture as Prompts 

Teimouri (2017) carried out a study investigating the emotional states of anxiety, joy, 

and shame within the L2 Motivational Self System (Dörnyei & Schmidt, 2001) as a 

means of further extending “the realm of emotion research in SLA” (Teimouri, 2017, 

p. 682). Within the context of the L2 Motivational Self System, there are three 

distinctions made: the ‘Ideal L2 self’ (the learner’s personal desires, aspirations, and 

ideals concerning language learning), which is connected to intrinsic types of motivation; 

the ‘Ought-to L2 self’ (the expectations others have of them with respect to their L2 

competence), connected to extrinsic types of motivation; and the immediate language-

learning experience (the effect of the immediate environment on the learner’s attitude 

towards learning the L2). Papi and Teimouri (2012) argue that the language-learning 

experience plays an influential role in learners’ motivated behaviours. This is supported 

by the findings of the AR study, which found that incorporating SPC as learning prompts 

in ways that appeared to satisfy the basic tenets of SDT (autonomy, relatedness and 

competence) was able to positively impact student learning motivation by triggering an 

emotional response. This builds on the idea that investigating the emotional reactions of 

students can lead to a better understanding of the differences between engaged and 

unengaged learners (MacIntyre, 2002). 

Teimouri (2017) investigated L2 learners’ emotional experiences in relation to their 

L2 future selves. A total of 524 EFL learners from five public junior and senior high 

schools in Iran participated by completing a questionnaire, with a distinction being made 

between the ‘Ought-to L2 self/other’ (purely externally imposed behaviours) and the 

‘Ought-to L2 self/own’ (externally imposed behaviours which have been internalised). 

Teimouri (2017) argues that the ‘Ought-to L2 self/own’, the ‘Ought-to L2 self/other’ and 

the ‘Ideal L2 self’ form a “motivational continuum representing the process of 

internalisation of learners’ L2 selves” (p. 700). This thesis supports the existence of such 

a continuum, in which originally non-intrinsically motivated behaviours can become 

increasingly self-determined (internalised). One of the research questions investigated by 
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Teimouri (2017) focused on how language learners’ emotional states related to their L2 

future selves. The results of the study indicated that L2 anxiety was associated with 

students’ ‘Ought-to L2 selves,’ while “L2 joy was found to be robustly associated with 

students’ ideal L2 self” (p. 702). 

This thesis builds upon Teimouri’s (2017) work by providing evidence to suggest 

that using SPC in ELT practices is able to trigger positive emotions and hence ‘joy,’ 

which in turn positively affects overall learning motivation within the immediate learning 

environment. Henry (2020) notes that positive emotions are understood as having distinct 

effects on behaviour and cognition, as well as expanding the individual’s field of 

attention. Positive emotions also “generate tendencies that favor creativity” (Henry, 2020, 

p. 8). This thesis provides evidence to support the importance of joy in L2 learning 

contexts and suggests SPC as a variable that can promote L2 learning motivation. 

5.3.2 Identity Formation and Sources of Popular Culture as Prompts 

As previously discussed, the results of the PAR study provided evidence in support 

of student identification with the themes, topics and characters conveyed through the 

variety of SPC prompts used. Participants frequently mentioned feeling a ‘closeness’ with 

the SPC used, describing it as being directly linked to feelings of increased interest, joy, 

motivation and engagement throughout the PAR phases. One participant noted that “the 

experiences” they “found enjoyable and more interesting were the exercises with the 

songs. It was amazing and something different from what I was used to doing in English 

lessons every year. This method is something nearer to our interests and beliefs and can 

make us more attracted to the lesson by catching our interest” (FUS1p19). Another 

participant noted that the use of a PS “was a great opportunity for me to enrich my 

vocabulary by learning new phrases and idioms,” while the subsequent use of an episode 

from a popular series made them feel “elated because it was based on [their] favourite 

TV series” (FUS2p10). The student concluded by reporting that “all in all,” using “pop 

culture whether that includes songs or TV series is an amazing way of teaching and 

learning” (FUS2p10). These findings reinforce the work of Chik and Breidbach (2011), 

who similarly found that the participants in their study “used popular cultural texts to 

construct their identities as learners, users, and consumers of the English language” 
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(p. 558). In the PAR study, this resonated throughout the participant diary entries, focus 

groups and survey responses. 

As the AR was carried out during the COVID-19 pandemic, where quarantine 

measures made stay-at-home orders mandatory, student engagement with SPC of the L2 

increased further because they spent extended periods at home. Incorporating L2 

resources that served as examples of daily real-world spoken English into ELT practices 

assisted them in “connecting the word with the world” and “extending the educational 

space to the social, cultural and political dynamics of language use” (Kumaravadivelu, 

2006, p. 70). Throughout the various phases of the study, as shall be further elaborated 

later in this chapter, participant engagement with these sources appeared to change. They 

self-reflected upon this change by noting that they had become more aware and more 

critically engaged with the SPC they chose to watch or listen to during their free time. 

It is important to note here that the use of SPC as prompts did not have as its focus 

the assimilation of students with the target language culture those sources depicted. On 

the contrary, the focus was to assist students in broadening their understanding of 

language in context while at the same time critically engaging with aspects of culture 

presented through these resources with respect to those of their own cultural reality. The 

focus was thus on helping students “develop the competence to talk about their own 

culture and cultural identity” (Akbari, 2008, p. 279) while critically engaging with SPC 

of the L2. 

In one of the tasks (see Task 11, Appendix G), students were asked to work in 

groups, select a source (either a PS or a scene from a TV series or film) and present it to 

the class. Students needed to discuss the thematic content of the PS or scene in addition 

to any inferences that could be made, and to identify any possible cultural similarities or 

differences they could make with respect to their understanding of the source and their 

own cultural setting. In this task, students were given feedback to assist them in their 

upcoming graded oral presentation, and completion of the initial task contributed to their 

class participation grade. The importance of providing students with low-stakes tasks in 

which they could practise using a wider variety of sources while receiving feedback is 

emphasised here, as this allows all students to familiarise themselves with newer 

pedagogical strategies. 
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Liu and Lin (2017) note that “an important research focus in popular culture and 

TESOL examines the construction of English-language learners’ identities, whether in 

traditional, print-based media, or in new media environments powered by emerging 

technologies” (p. 7). The findings reported suggest that SPC in the L2 also serve as a 

vehicle through which English language learners’ identities and future L2 selves are 

constructed. Participants’ many positive descriptions of the use of SPC in classroom 

practices supports the claim that “by subscribing to popular music,” students claim “an 

identity with other listeners, and with performers and writers who share the same views 

about who they are or might be, and what the world is and might be” (Cheung, 2001, 

p. 56). This once again suggests that incorporating SPC into ELT practices is both 

motivating and capable of reinforcing learner images of future L2 selves. 

Although Liu and Lin (2017) highlight the importance of paying attention to the 

selection of sources used in order to “avoid marginalisation of learners” (p. 9), the 

findings of the AR study suggest that allowing students, particularly students in higher 

education settings, to select SPC is not only beneficial in terms of satisfying the tenet of 

autonomy and enhancing engagement and motivation, but also increases the inclusivity 

and diversity of the sources used in any given setting. Accessing the sources themselves 

proved problem-free for the students, as no issues relating to finding or using sources 

were noted. 

5.4 Teacher Impact on Student Learning Motivation 

As seen in the literature, there is strong evidence to support the argument that 

teachers’ use of motivational strategies can positively impact L2 learners’ motivation. In 

a study investigating this relationship, Guilloteaux and Dörnyei (2008) found “significant 

positive correlations” between teacher practices and impact on motivation, thereby 

“providing powerful evidence that the teacher’s motivational practice does matter” 

(p. 72). The findings reported in this thesis build upon previous findings through the 

multiple student references to teacher practices and behaviour. Participants reported that 

these positively influenced their overall enthusiasm about, interest in and motivation for 

continued L2 learning. One diary entry, for example, stated that “the teacher of the class 

is very joyful and connects with the students in a way that makes them feel free, not 

stopping them from expressing their feelings and their inner thoughts” (DEW3p3). This 
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excerpt lends further support to the notion that a positive relationship between teacher 

practices and personality impacts on student motivation. 

One of the questions investigated by Cumming and Matsumoto (2018) related to 

student perceptions of how much they felt their motivation to learn English was 

influenced by their teacher’s personality, behaviour and teaching. Students in high school 

and university settings in Japan were asked to complete a questionnaire, with a total of 

380 responses collected. The study found that in comparison to high school students, 

university students credited their teachers with having a higher influence on their 

motivation. This thesis reinforces these findings, as participants similarly described the 

enthusiasm and approachability of the teacher, along with teacher practices, as having an 

impact on their overall interest, enthusiasm and engagement in the lesson. 

While creating motivational learning environments is extremely important in L2 

settings, it is also necessary to investigate whether impact on student learning motivation 

is confined to the immediate classroom experience, or whether there exists a capacity for 

deeper, longer-term impact. The desirability of promoting internalised goals that foster 

autonomous learning, and evidence of this occurring during the AR study, are discussed 

in the following section. 

5.5 Motivational Strategies, Internalised Goals and the Emergence of Lifelong Learning 

Strategies 

Although most practitioners would support practices that promote and enhance 

student learning motivation, a more ambitious aim is to assist students in creating lifelong 

learning practices that will be useful to them for long-term L2 learning. Fostering 

practices that manipulate learners’ classroom behaviour through extrinsic motivators can 

result in immediate motivational impact but may not have a sustained impact on long-

term motivation. Such practices would therefore not foster the kind of intrinsic motives 

and internalised goals necessary to sustain motivation for long enough to achieve 

proficiency in a foreign language (Henry, 2020; Ushioda, 2011). 

The PAR provided evidence to support the theory that using SPC in ELT practices 

can lead to the emergence of long-term practices beyond the scope of the immediate 

language-learning environment. This was documented through multiple student 
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testimonies indicating that they voluntarily applied the practices they experienced in class 

beyond the classroom setting for the purposes of better engaging with the L2. In a week 5 

diary entry, for example, a student attested to now being “more critically aware while 

watching and listening (to PS/film/series).” (DEW5p13) Another stated that they “started 

to become more aware of what a song is trying to say with its lyrics” (FG1fp). A third 

expressed the view that using “these media for the presentation” would help students 

“understand that through a series or a song you can draw conclusions or grasp the 

messages that the creators intended to send” (FG2mp). In the same focus group 

discussion, another participant stated that “when I listen to a song now, I might actually 

find the lyrics as well to better grasp and realise its message instead of just listening to 

it” (FG2fp). These findings imply that incorporating SPC in ELT practices can create 

internalised goals which positively impact further L2 learning through the development 

of lifelong learning strategies. 

One aspect of learner engagement relates to a learner’s ability to “actively practice 

and use the language over an extended period of time” (Mercer, 2019, p. 647). ELT 

practices that foster and encourage long-term engagement beyond the scope of the 

immediate language-learning experience can strengthen the bond between the learner and 

the L2. In the AR study, this was observed in a new level of participant engagement with 

SPC. Findings indicated that rather than being passive consumers of these real-world 

sources, students were developing strategies that enabled them to engage with these 

resources more critically and actively. This became evident through multiple examples in 

which participants explained their changing engagement with SPC. The development of 

the skill of noticing was discussed extensively among the participants of Focus Group 3, 

an excerpt of which is provided below: 

– Now we have a better understanding of the lyrics because we paid attention in 

class and we get the meaning of the song; we don’t just listen. It has motivated us to 

do the same with other songs. (FG3fp) 

– This is what I was going to say; that now with other songs we pay more attention to 

the lyrics so as to find their deeper meaning; and this is one of the aspects with 

which this course has helped us. (FG3fp) 

– Exactly! I would look at the lyrics when listening to a song in the past but know I 

probe deeper into the meaning of the lyrics. (FG3fp) 
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These findings suggest that participants were able to autonomously engage with SPC 

in the L2 in a deeper, more meaningful way in pursuit of a better understanding of the 

topics, themes and messages they conveyed. Wang and Luo (2019) note that in 

considering the autonomous nature of learners, “a student needs to possess qualities for 

self-development, with which they self-regulate their learning” and eventually “undertake 

lifelong learning” (p. 115). Blaschke (2021) also supports a self-determined approach to 

teaching and learning, in which learners are given more agency that “can support them in 

developing lifelong learning skills” (p. 1641). In the case of this AR study, evidence of 

this was observed. 

As discussed in Chapter Three, McEown and Oga-Baldwin (2019) discuss the 

relevance of SDT in explaining “how and why sustainable motivation and action occurs” 

(p. 1), noting that autonomous motivation is self-sustaining and independent of external 

rewards and punishments. The evidence of emerging lifelong learning strategies observed 

in this PAR suggests that using SPC as learning prompts led to increasingly autonomous 

motivation, in that students showed a willingness to engage with the L2 (through real-

world resources) “without requiring constant effort from the teacher” (p. 1). These 

findings undertaken suggest that future research is needed to further examine the positive 

relationship between SPC and learners of English as an L2. 

This thesis has reinforced previous findings relating to factors that contribute to 

student demotivation by investigating the impact of specific practices using SPC as 

learning prompts. In addition to building upon the current literature, these findings have 

the potential to impact future ELT practices by providing new and specific directions 

relating to the use of authentic L2 materials in both in- and out-of-class tasks and 

assessment procedures, and in assisting in the development of lifelong learning strategies. 

5.6 Reflecting on Participatory Action Research in the Local Context 

The PAR was instrumental in introducing and exploring a “response to a perceived 

issue, puzzle, dilemma, or question” that individuals “in the immediate social context 

wish[ed] to understand, improve, change, or mediate in some way in order to create a 

more positive educational outcome” (Burns, 2019, p. 991). In the local context of 

undergraduate EFL students studying English, the perceived problem was that of 

decreased student learning motivation, and the variable of using SPC as learning prompts 



 

249 

 

      

was found to be a significant factor in addressing the problem to achieve a more positive 

educational outcome. 

In the narrow context of the local setting, there are a number of ways in which the 

experience of cyclical planning, acting and reflecting resulted in knowledge-making and 

learning. When “thinking critically about and conceptualizing what worked,” (Zuber-

Skerritt, 2018, p. 516), the experience of sharing the design and implementation of 

pedagogical innovations with a group of participating students afforded invaluable 

stakeholder insights. The collection of ongoing feedback in real time allowed for an 

overall understanding of the pulse of the immediate language-learning environment, 

opening a window to student experiences which would otherwise have been lost. An 

understanding of the immediate and long-term impact of the practices used on the 

participants allowed for connections to be made between the use of SPC, the arousal of 

emotion, the enhancement of learning motivation that spurred engagement and the 

emergence of lifelong learning strategies. From the perspective of the PR, the need for 

systematic student feedback on class practices will remain an ongoing endeavour, for it is 

only by opening this door to feedback – both constructive and critical – that we can truly 

aim to improve our practices. 

With respect to what did not work, or perhaps what can be done better (Zuber-

Skerritt, 2018), investigating ways in which partial ungrading (i.e., moving away from 

summative and towards formative feedback) can be achieved within the local setting 

emerged as important. Throughout the PAR, participants self-reported on enjoying new 

approaches to assessment that departed from the conventional. While complete ungrading 

remains problematic due to institutional directives, student perceptions of conventional 

assessment as being less conducive to L2 learning and improvement and increasingly 

anxiety-provoking resonated in the feedback gathered. In reflecting further on the study 

outcomes and student preference for increased autonomy, it is suggested that fostering 

increasingly self-directed methods of evaluation would prove fruitful. 

In reflecting overall on what was intended and how it actually turned out (Kemmis, 

2014), it is noted that the PAR was able to investigate the impact of using SPC as 

learning prompts on the learning motivation of undergraduate EFL students, and to 

observe its impact on writing, speaking and assessment procedures. The study findings 
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have allowed the PR to reflect on her own practices and appreciate the importance of 

affording students the space to assume more control over the resources used as learning 

prompts. The need to move out of one’s comfort zone, as delineated by conventional 

practices that are tried and tested and therefore the safer road travelled, and towards 

increasingly unconventional approaches was made clear by participant feedback showing 

a consistent preference for the latter. As it was undertaken in an online environment, the 

study was also able to document the positive impact of using SPC on sustaining student 

engagement despite the lack of physical proximity normally afforded by face-to-face 

contexts. 

While the study focused on changes to the PR’s personal practice, it is important that 

these be communicated, shared and experienced by fellow practitioners both locally and 

abroad in order to further investigate their applicability beyond the boundaries of the 

PR’s immediate context. Institutional decisions and constraints may also impact the 

efficacy and ease with which changes to practice may take place. In the local setting of 

Cyprus, the practices implemented were welcomed, heralding the embracing of academic 

freedom as a defendable privilege in higher education settings. On a broader scale, this 

thesis has identified a number of implications for future practices, each of which is 

discussed in the following section. 

5.7 Implications 

As previously discussed, the effectiveness of using SPC in ELT practices is 

supported by the findings of this PAR. Two additional findings also contribute to what is 

currently known about student learning motivation. The first relates to the importance of 

using resources that trigger emotion, as SPC were found to be able to do, and the second 

relates to the degree to which students feel they are able to relate to the resources used. 

These new insights suggest that students need to be given choices with respect to learning 

prompts and materials in order to better facilitate their own L2 learning. To return to a 

metaphor used earlier, a ‘one menu for all’ approach will not suffice. 

Overall, the study findings suggest that more diversity is needed with respect to the 

design of future ELT pedagogies that are less conventional, less restrictive and more 

inclusive of student interests and motivational needs. Models such as the SMILLE model, 

which was developed based on the findings of this study, allow for the use of SPC in L2 
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settings as a means of enhancing learner engagement and motivation. The SMILLE 

model additionally proposes increasingly engaging ways of carrying out assessment. The 

generalisability of the SMILLE model ensures its transferability across teaching contexts 

and its suitability for a wide variety of course syllabuses and levels. 

The findings reported above also support the notion that students are receptive 

towards L2 strategies that depart from the textbook-centred and allow more room for self-

direction, and imply that further investigation of pedagogies that facilitate lifelong 

learning practices should be prioritised, as these are instrumental in ensuring 

transferability of skills and long-term learning gains. On a more generalised level, this 

thesis encourages the use of SPC in ELT practices due to their observed ability to satisfy 

the tenets of SDT, their ability to rouse emotion and their capacity to assist students in the 

development of lifelong learning strategies. 

Owing to the interest generated specifically through the use of PS as learning 

prompts, the findings suggest probable learner interest in the continued exploitation of 

these for future in- and out-of-class practices. These findings serve as a springboard for 

future research into ways in which the positive relationship between PS and English 

language learning can be further developed. 

A number of implications emerged from the PAR study with respect to the role of the 

teacher in providing conditions that facilitate engaged L2 learning in higher education 

settings. The study findings weave together theory and practice by offering new 

approaches to future ELT practices that acknowledge the power of rousing positive 

emotions and the benefit of empowering learners as partners in their own learning 

processes while at the same time facilitating active and engaged participation (Mercer & 

Dörnyei, 2020, p. 162). 

Beyond the role of the teacher in creating a motivational classroom is the role of the 

learner, who needs to actively respond to the learning opportunities created. Further to 

both the teacher and the learner is the institutional setting and the directives that govern 

L2 policy within a given context. The next section discusses the possible impact of this 

study’s findings on this area of study, and ways in which PAR in higher education may 

continue to contribute to it. 
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5.8 Participatory Action Research and Impact on Policy 

In the local context of Cyprus, higher education reform adheres to compliance with 

the Bologna Process, which is an initiative undertaken by 29 EU Member States in 1999. 

Its main objectives are to enhance the mobility and employability of European higher 

education graduates in order to increase the competitiveness of European higher 

education on a global scale (MOEC, 2021). According to the National report regarding 

the Bologna Process implementation 2009–2012: Cyprus (European Higher Education 

Area [EHEA], 2012), lifelong learning skills are defined as any learning activity 

undertaken with the intent to improve knowledge, skills and competencies within a 

personal and/or employment context (p. 20). The National strategy for lifelong learning 

2007–2013 was created to provide a framework within which stakeholders seek to 

promote lifelong learning in Cyprus (European Higher Education Area [EHEA], 2012, 

p. 21). 

With respect to primary and high school education, the pedagogical model followed 

in Cyprus is still largely traditional, in that it largely follows a transmission model 

approach in which the teacher is considered the possessor of knowledge that needs to be 

transferred to the student. This approach refers to educational practices that are “teacher-

centred, non-interactive and prescribed” (Ozola, 2012, p. 425). Such learning 

environments lack flexibility and follow a static design that does not lend itself to 

adaptation. 

In what remains a highly centralised educational system in Cyprus, there has been a 

recent push towards “major educational reform across all levels of mandatory education” 

(Philippou et al., 2014, p. 611), with a focus on curriculum change. In the latter stages of 

secondary education, the Eniaio Lykeio (Lyceum) has become increasingly student-

centred, with opportunities opening up for new pedagogical approaches and the 

development of lifelong learning skills. The didactic process encourages critical thinking, 

creativity and imagination, observation, cooperation and problem-solving, and aims to 

better prepare students to become future global citizens (Eurydice, 2019). 

With reference to L2 learning, as stated by the Eurydice report: Teaching languages 

at school in Europe, 2017 (Eurydice, 2017), there is a continued emphasis on the 

provision of foreign languages in the curriculum, Content and Language Integrated 
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Learning (CLIL), benchmarking levels of attainment for first and second foreign 

languages, foreign language teacher profiles and qualifications, transnational mobility of 

foreign language teachers, and language support for newly arrived migrant students 

(Eurydice, 2017, p. 252). However, while directives are uniform, implementation is not 

necessarily so across all member states. The implementation of CLIL, in particular, this 

remains limited in Europe, with Cyprus having introduced this approach in only one 

grade in primary school (Eurydice, 2017, p. 257). 

As part of an educational policy reform initiative by the MOEC in 2004, priority was 

given to the cultivation of skills and abilities needed for the development of young 

citizens. Teachers were allowed to participate in decision-making procedures and were 

“recognised as professional pedagogues” (Philippou et al., 2014, p. 612). Further reforms 

of school curriculums in 2008 marked a move away from subject-focused education and 

towards student-centred teaching and learning practices, with a focus on students’ 

development of interdisciplinary knowledge, notions of democratic citizenship and 

twenty-first century competencies, and a shift away from the single-textbook policy 

previously in place (Philippou et al., 2014). 

Considering this context, it is understandable that students entering higher education 

exhibited great enthusiasm towards teaching and learning models that were increasingly 

student-centred. The PAR participants communicated great zeal towards the implemented 

practices, which emphasised more student-centred approaches to learning. Elements of 

this approach, such as acknowledging students and teacher as co-learners, emphasising 

student-to-student interaction, focusing on meaning and making links between curriculum 

objectives and real life, were enthusiastically received. In addition, learning in an anxiety-

reduced and motivation-enhanced atmosphere (Jacobs & Renandya, 2019) where SPC 

were used as prompts was celebrated, as documented in the qualitative data generated by 

the study. 

Educational policy reform has as its intent the betterment of practices to maximise 

gains for learners. Providing empirical evidence of the efficacy of specific changes to 

practice is paramount in assessing policy changes and their long-term sustainability. PAR 

lends itself to the investigation of changes to practice and their impact on teaching, 

learning, curriculum/syllabus implementation and assessment, as well as on aspects of 
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institutional management or administration (Burns, 2019). In this type of research, 

“language teachers may also generate important knowledge about practice by undertaking 

efforts to inquire into their own practices” (Gao, 2019, p. 986). As reported, the PAR 

study focused on the impact made by changes to practice on student engagement, with an 

explicit “desire to focus on the student experience” (Gibbs et al., 2017, p. 10). This 

approach was adopted to best capture the nuances and pulse of an EFL class in action, 

literally. 

As a relatively novel practice in the local setting, the use of a PAR approach with 

undergraduate students provided insights as to the interests and learning methods that 

those students found engaging. Rose and Galloway (2019) acknowledge that “teachers 

have to contend with pull factors such as the need to prepare their students for real-world 

English use, and with push factors such as teaching to tests, working within set curricula 

and juggling different stakeholder expectations, including their own” (p. 78). The PAR 

study allowed the PR to investigate pedagogical practices alongside local students in an 

effort to improve practice and explore variables that could lead to a positive impact on 

learning motivation. 

Alongside the overarching aim of investigating student learning motivation, attention 

to research rigour was of utmost importance to the PAR. To this effect, as discussed in 

Chapter Three, extensive measures and protocols were built into the research design. 

These are discussed below. 

5.8.1 Rigour in the Participatory Action Research Study 

Research rigour was ensured through specific measures and protocols built into the 

study design (Cypress, 2017). It began with a thick description of the research undertaken 

in the following ways: prolonged engagement (13-week PAR), followed by a thorough 

description of the methodology followed, detailed presentation of various phases of 

research and action cycles, the inclusion of specific pedagogical tasks, instruments and 

materials utilised, and use of varied data sources (diary entries, surveys, focus groups, PR 

field notes and observations) for triangulation purposes. Additional measures such as 

ensuring the anonymity of the student participants, using a third person for focus group 

facilitation and sample cross-checking of data analysis, and hiring a professional 

translator/transcriber for focus group data all served to enhance the credibility, 
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transferability, dependability, confirmability (Cypress, 2017) and replicability of this 

study and its findings. Replicability was achieved by documenting the processes 

undertaken and knowledge created to a degree that will allow others to “understand and 

integrate it into their own inquiry” (Lindhult, 2019, p. 14). 

Referring to aspects of scientific excellence in PAR, Lindhult (2019) argues that AR 

and PAR provide “particular opportunities for validation compared to other approaches to 

inquiry” (p. 14). Drawing on the work of Dewey (1939), Lindhult (2019) refers 

specifically to aspects of practical validation as inherent to AR and PAR, as these types 

of research involve “trying out ideas, approaches, theories and hypotheses, and solution 

proposals in practice, and seeing how they ‘work’ and create, or do not create, expected 

or novel effects” (p. 15). Such was the mode of inquiry adopted in the PAR to investigate 

the impact of using prompts aligned to students’ interests, specifically SPC, on student 

learning motivation. 

As a fluid and evolving research approach, however, PAR is subject to challenges 

that emerge as the research unfolds. Throughout the 13-week PAR, certain limitations 

were observed and noted. These are discussed below. 

5.9 Limitations 

Certain of the limitations discussed in the following section are expected in evolving 

real-word settings that provide the real-time environments in which PAR takes place. 

Cypress (2017) acknowledges that in naturalistic inquiries, to a certain extent, “planning 

and implementation are simultaneous, and the research design can change or be 

emergent” (p. 154). In this PAR, for example, weekly diary entries proved less popular 

than other data sources, as shall be discussed further below. 

AR remains a relatively underused research methodology in the local setting of 

Cyprus. There is a small pool of literature pertaining to the undertaking of local studies, 

with particular reference to including students as participants. Charalampous and 

Papademetriou (2019) carried out a study on the role of collaborative AR in promoting 

inclusive education within a mainstream school in Cyprus. They noted that they 

encountered “an initial reluctance amongst teachers” (p. 61) with respect to receiving 

initial training, which was overcome by trust-building and patience. In the PAR study 
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reported in this thesis, there was an initial reluctance on the part of the students, who, and 

as previously noted, were faced with the unprecedented reality of having to take all of 

their first-semester courses online amid the COVID-19 pandemic. This may have 

influenced the overall number of participants, with some students opting not to take part 

because they were already feeling too overwhelmed by the pressures of the pandemic. 

As a data collection tool, surveys allow researchers to gather much-needed insight 

that is pertinent to various stages of research. The use of a pilot survey in this study was 

necessary in order to collect information regarding local student engagement with SPC in 

the L2. As to the best of the PR’s knowledge, no similar prior survey was available for 

replication, the pilot survey was designed with the study’s specific research questions in 

mind, and the results of the pilot survey administered in Phase One and repeated in early 

Phase Two were used to inform the later PAR phases. 

Regarding the data sources used throughout the study, students were informed via an 

information sheet in both standard Modern Greek and English of each of the data sources 

to be used, and the subsequent requirements for participant feedback. Although there 

were no initial comments with respect to the data source types, some participants later 

noted that they preferred not to use the weekly online diaries. While anonymity was 

ensured via the use of pseudonyms, the idea of keeping a weekly diary appeared to be 

new and foreign to them. It is noted that in the local setting, diary-keeping is not 

customary. 

Due to practical considerations such as the unexpected transition of all classes to an 

online mode at the start of the semester, the process of informing students of the study 

and inviting participants for recruitment, and the need to allow students one week to read 

the relevant information handouts, most diary entries began after the second week of 

classes. Some students indicated that they were not familiar with keeping a diary, while 

others noted that due to the new experience of taking all of their courses online, they 

often felt pressed for time. 

To accommodate this emergent issue, students were given the option of combining 

their entries if they wanted to. Some participants therefore skipped a week or combined 

weeks in their entries. When asked which data source they preferred, many stated that the 

online surveys were much more convenient. In order to ensure maximum qualitative 
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feedback throughout the research phases, a series of additional online feedback links was 

therefore created so that those who wished to could provide further feedback that way. A 

great deal of invaluable data was generated through these and was included in the various 

data coding cycles. 

A further limitation around the use of diary entries as a data source emerged with 

respect to the fact that the entries were submitted under a pseudonym. This was necessary 

for ethics approval, and was factored into the early research design to ensure that student-

teacher power relations were appropriately alleviated. However, it proved a limitation 

because participants could not be asked to individually verify whether the PR’s 

interpretation of data was accurate and correct. Group discussions were therefore carried 

out to ascertain that the PR had appropriately identified the main themes and 

relationships in the data. Conversely, the anonymity of the diary entries allowed 

participants to express their views, thoughts and reflections freely, without any fear of 

being singled out. 

As PAR is a fluid and often unpredictable research method, it requires adapting to 

participant feedback in real time. Cypress (2017) supports the need for adaptability in 

naturalistic enquiry, noting that “as the design unfolds” and its elements “are put into 

place,” the “inquirer has minimal control and should be flexible” (p. 254). Upon 

reflection, it may be beneficial to carry out an early, pre-research discussion with 

participants and negotiate the use of the data sources most preferred by the participants 

wherever these are considered appropriate in terms of the investigated phenomenon. 

Although various aspects of an AR study must be planned and organised in advance 

for practical reasons such as obtaining ethics approval, the need to involve participants as 

much as possible must still be considered. Schiller et al. (2021) carried out a PAR study 

with second-year social sciences students at a South African university, investigating the 

possible contributions of PAR to their scholarship of teaching and learning. In 

investigating the need to develop students’ lifelong learning, the authors noted that this 

was an area identified by them rather than by the students, and acknowledged making the 

“mistake of not fully giving credence to the students as co-researchers within the 

participatory research process” (p. 308). Likewise, in this PAR study the problem of 

lowered student learning motivation that it investigated was initially identified by the PR. 
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A further consideration was the under-representation of male participants. In the 

three classes from which students were invited to participate in the AR there was a total 

of 63 registered students. The students were a mixture of Economics and Psychology 

majors, with a total of 48 females and 15 males. Of the 63 registered students, 30 students 

signed up for participation in the AR: 26 females and 4 males, and while Focus Group 1 

comprised only female participants, Focus Groups 2 and 3 included male participants. As 

there are consistently more female than male students enrolled in specific departments in 

the local context, this mix of students was anticipated.  

As the study was undertaken in an online environment without the legal clearances 

needed to record all lessons, the PR did not have access to recordings of classes which 

would have assisted in further observing student behaviour, physical responses, facial 

expressions and other visual cues along with overall classroom atmosphere. Another 

limitation was the fact that not all students turned their cameras on during all lessons, 

once again restricting the PR’s ability to make comprehensive observations at all times. 

Equally noteworthy, however, were the times when students who had their cameras off 

turned them on at key moments, such as when a PS was actively being used in a task or 

when the PR announced that a PS would be used in the next class task. Such instances 

were noted and reflected upon in the PR’s field notes. Even in cases where students kept 

their cameras on consistently, the PR was restricted in how much she was able to see of 

their physical responses. Facial expressions and smiles were therefore noted as the 

biggest cues visible throughout the study. 

As classes were delivered online (something which was relatively new and sudden 

for both participants and the PR), challenges arose surrounding technological issues, 

albeit infrequently. This led to an additional element of necessary preparedness for the 

PR, in that tasks designed to involve online resources such as video clips or songs were 

sometimes interrupted by connectivity issues. A helpful solution was to have links readily 

available so that students could be divided into breakout rooms and watch/listen to SPC 

in smaller groups. 

An additional observation was the consistently high level of student attendance 

observed over the course of the 13-week AR study. While there may be multiple reasons 

for this, such as student interest in the class, student interest in performing well in the 
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class and student interest in the new approaches implemented throughout the AR, it must 

once again be noted that the research took place during a mandatory ‘lockdown’ period 

during the COVID-19 pandemic. While this meant that students were confined to their 

homes might therefore be more likely to join their online classes, it of course did not 

necessitate that students join class sessions, and nor does it account for the interest, 

engagement and overall enthusiasm recorded in their qualitative responses. A repeat of 

the study in a face-to-face context is recommended to enable a comparison of attendance 

levels with all other factors being equal. 

Finally, it is noted that in the local setting of Cyprus, as seen through the initial pilot 

and repeat survey, undergraduate students engage extensively with English-language SPC 

during their leisure time. This made the use of such sources a popular and welcome 

change to practice, as was systematically reported in the data generated by the study. 

These findings suggest that in other settings where students are similarly prone to 

engaging with these real-world L2 resources, similarly positive results may eventuate 

from a repeat of the study. However, cross-comparisons to examine generalisability are 

needed in future research. It would also be interesting to investigate whether the same 

SPC would have a similar effect in contexts where students do not frequently engage with 

them outside of class time. 

5.10 Chapter Summary 

This chapter has discussed the main findings of the PAR and their impact in the areas 

of theory, practice and policy. On a theoretical level, the findings reinforce the necessity 

of psychological needs satisfaction and the SDT tenets of autonomy, relatedness and 

competence in non-intrinsically motivated behaviours. With respect to practice, they 

support the need for non-conventional teaching pedagogies making use of SPC aligned to 

students’ interests in the L2, which are shown to have the potential to increase learner 

interest, arouse positive emotion and enhance students’ active engagement in L2 

practices. The positive outcomes presented suggest that changes to policy allowing the 

use of non-conventional materials as prompts for in-class practices as well as in 

assessment procedures may prove beneficial for future ELT practices. 
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The ways in which the study findings interact with and contribute to the current 

literature through the lens of SDT have been discussed, and the SMILLE model for 

generating sustained motivation in language-learning environments proposed. The model, 

which was developed based on the study findings, is adaptable and broadly applicable for 

use within a variety of ELT settings. Its efficacy was tested through the design of 

consecutive pedagogical tasks implemented throughout the 13-week PAR. The model 

was also used by a colleague to design of in-class tasks using SPC as prompts, and the PR 

in her next semester of teaching. Further use by other practitioners in other settings is 

needed in order to measure its efficacy and adaptability. 

The chapter concluded by examining PAR as a reflective process in the local context 

and exploring the major implications and limitations stemming from the study. 

  



 

261 

 

      

CHAPTER 6: CONCLUSIONS 

6.1 General Conclusions 

The PAR presented in this thesis investigated the use of SPC as learning prompts and 

their impact on the learning motivation of EFL students in a higher education setting. 

6.1.1 Conclusions from the Literature 

The extensive literature review confirmed that the English language remains in wide 

demand on a global level. In the ever-evolving field of language teaching theories, 

communicative and constructivist approaches continue to dominate. In the current 

landscape, and with specific reference to ELT, there is room for further investigation of 

which pedagogical approaches are best suited to learners in the multifarious settings 

where English language teaching takes place. More specifically, there is a relative lack of 

research focusing on aspects of engagement, interest, motivation and emotion with older 

learners and the use of L2 authentic popular song and other sources of popular culture. 

There remains ongoing interest in and research into differing types of motivation, 

and how these impact on L2 learning processes, with much of the literature emphasising 

the necessity of creating motivating classroom environments that offer rich and 

stimulating pedagogical practices, along with the role of the teacher in facilitating a 

motivational environment and a newer appreciation of the relevance of learner 

engagement. As addressed in the literature, motivation must also lead to engagement for 

maximum gains. 

The relevance of SDT (Ryan & Deci, 2000) and the importance of psychological 

needs satisfaction dominates much of the literature, and is relevant to discussions of how 

to sustain intrinsically motivated behaviours. SDT was the theoretical lens through which 

the PAR study reported in this thesis was undertaken. Considering the three core SDT 

tenets of autonomy, competence and relatedness and their importance to facilitating 

optimal learning conditions, the study explored ways in which SPC aligned to students’ 

interests can be incorporated into specific pedagogical tasks. Multiple data sources were 

used to gather data concerning the impact of those pedagogical tasks on student learning 

motivation. 
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Also emerging from the literature review was the importance of the L2 Motivational 

Self System (Dörnyei, 2015), which considers students’ present and future L2 selves and 

their impact on L2 learning processes. In this framework, the immediate language 

learning experience is seen as instrumental in helping bridge the gap between the two 

selves. The PAR study undertaken here considered how aspects of the L2 Motivational 

Self System (‘Ought-to’ versus ‘Ideal’ L2 self) may be linked to learner motivation and 

whether the facilitation of motivating classroom practices may impact upon this. 

Following a robust review of the literature on motivation and L2 learning, a further 

review was conducted focusing on how music, song and other sources of popular culture 

have been explored within the current area of study. This revealed that while there is 

extensive research investigating the impact of music and song on younger learners, there 

is limited corresponding research focusing on older learners. Moreover, existing studies 

have predominantly focused on the use of songs specifically designed for the classroom, 

with little research available on the use of PS in its real-world form. Very few studies 

were found in which PS was used with older learners. 

Also rare in the existing literature were studies looking at ways in which emotion 

(and particularly joy) can contribute to positively enhancing student learning motivation. 

As a result of the literature review, it became evident that more empirical evidence is 

needed with respect to the possible impact of music and song, particularly real 

world/authentic song, on student learning motivation, and how emotions may factor into 

such processes in L2 learning environments. Furthermore, higher education L2 settings 

remained an under-researched area. The PAR study presented in this thesis therefore 

focused on the impact of using PS and SPC as learning prompts on the motivation of EFL 

learners in a higher education setting. 

6.1.2 Conclusions from Pilot and Repeat Pilot Surveys 

In the first part of the study, a pilot survey was administered to two separate cohorts 

of local undergraduate students (Phase One and early Phase Two). This enabled the PR to 

gain insights into previously unavailable information on the students’ past L2 learning 

experiences, the types of motivators driving their continued English language learning, 

and their engagement with SPC in English during their leisure time. 
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Survey responses indicated that undergraduate students in the local setting enjoyed 

extensive autonomously driven engagement with SPC (PS, films and TV series) in 

English. Engaging with these resources was described as both enjoyable and 

motivational. Survey data revealed that students identified strongly with the characters, 

themes and topics portrayed through various SPC and welcomed the possible use of such 

sources as resources in their future English language studies. 

Survey data also revealed that students associated past pleasurable L2 learning 

experiences with instances where non-conventional and increasingly multimodal 

pedagogical approaches were used. Evident from the survey data was a significant 

dissatisfaction with traditional approaches that made use of conventional learning 

resources such as textbooks. 

The surveys made it clear that undergraduate students in the local setting sought 

more involvement in decisions relating to the choice of materials used in their L2 

learning classes, and appeared open to and interested in pedagogical approaches that 

moved away from conventional practices. 

6.1.3 Conclusions from Participatory Action Research 

The use of SPC as learning prompts throughout the 13-week PAR study led to a 

number of findings on their impact on student learning motivation. Analysis of the data 

collected from various sources (weekly diary entries, online surveys, student focus 

groups and PR field notes and observations) led to a number of conclusions. 

First, the design of specific pedagogical tasks incorporating SPC such as PS, films, 

TV series and clips for undergraduate EFL students in the local setting of Cyprus was 

seen to have a positive impact on learning motivation. Students displayed enhanced 

interest and engagement in class tasks including speaking and writing in the target 

language. Increased emotional responses, particularly those of joy and enjoyment, were 

also noted in response to the use of SPC with which students were able to identify. 

Sustained feedback also indicated that despite classes being online due to the COVID-19 

pandemic, the general classroom atmosphere and use of various SPC helped to alleviate 

feelings of stress and seemed to increase feelings of interest and relaxation. Participants 

reflected that the use of prompts aligned to students’ interests, along with frequent group 
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work via Zoom breakout rooms had a mitigating effect on feelings of isolation caused by 

the lack of physical proximity due to the online teaching mode. Participants appeared to 

welcome the use of SPC for graded/assessed tasks and expressed interest in further 

similar tasks.  

Secondly, evidence from the data sources was found to support the notion that using 

SPC as prompts assisted in meeting the psychological needs of autonomy, competence 

and relatedness for students by lowering anxiety, boosting confidence, increasing interest 

and promoting engagement. This in turn suggests that the prompts used in ELT practices 

have the potential to positively impact student learning motivation and to make 

extrinsically motivated behaviours increasingly self-determined. Such findings carry 

pedagogical implications in that they further support the incorporation of SPC more 

widely into L2 classrooms. 

Thirdly, the findings of the PAR study indicated the possible development of lifelong 

learning strategies among participants. This was observed through an apparently 

changing and increasingly active, rather than passive, engagement with SPC beyond the 

specific classroom practices in which they were used. Participants self-reported an 

increased interest in paying attention to the language, lyrics, topics and themes of the 

SPC they engaged with during out-of-class time. 

As discussed, this study has made a number of important contributions to the field of 

language learning motivation and ELT. These include evidence suggesting that students 

in higher education welcome both the use of SPC as learning prompts as well as the 

opportunity to self-select these. Moreover, the use of SPC appear to have a positive 

overall impact on learning motivation and engagement whilst having the potential to 

lower anxiety and boost learner confidence. Of further significance is the finding that 

certain prompts, in this case SPC, seem to produce a positive emotional response which 

appears in turn to positively impact motivation. This link between emotion and 

motivation remains under researched, making the findings of the current study of 

increased interest and significance.  
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6.1.4 Changes to Professional Practice 

Through the process of self-reflection, the study proved enlightening from both a 

researcher and practitioner perspective. The initial goal of the study was to take “an 

active and thoughtful approach” (Kemmis, 2014, p. 18) to changing my own practices in 

order to better serve the students I am entrusted with teaching, and to specifically target 

the problem of decreased student learning motivation. Using a PAR approach enabled the 

students, as stakeholders, to participate in the research and development processes 

(Lindhult, 2019, p. 6). As a result of the study, a number of perceived changes to my 

personal practice emerged. 

Despite a lifelong commitment to improving professional practice, the AR study 

further confirmed to me the importance of ongoing practitioner reflection. Whether this 

takes the form of further formal research or systematic reflection on daily practice, the 

ability to critically reflect on one’s own practices is a necessary precursor to positive 

change and improvement. 

Integral to the process of seeking and instigating change is the need for the 

practitioner to elicit and acknowledge the interests of their students. Noticing the 

popularity of English-language PS among my own students in Cyprus became the starting 

point for my AR study, which in turn became a catalyst for change and improvement. 

Allowing increased student input into the choice of materials to be used as prompts can 

lead to future practices being better aligned with student learning styles and interests. 

As a result of the study and the implications identified from it, I will continue to seek 

to incorporate new and increasingly non-conventional ways of teaching and assessing 

into my professional practice. In addition, new avenues are needed to assist students in 

establishing more control over their own learning. 

Finally, the PAR has illuminated the benefits of moving away from one’s own 

comfort zone and the security of long-established practices, and towards newer, more 

diverse practices that make use of sources closely aligned to student interests. 

6.2 Future Recommendations 

The findings of the PAR as reported in this thesis have led to a number of 

recommendations for future research. These are as follows: 
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 More PAR studies are needed focusing on students in higher education settings, as 

these may further assist in bridging theory and practice and contribute to future 

directions in ELT by “enhancing student engagement through reflective practice, 

active participation and empowerment” (Gibbs et al., 2017, p. 11). 

 While the focus of this PAR study was individual, it is recommended that future 

repeat studies be collaborative or multi-classroom (Burns, 2019). 

 Repeat studies in which the ratio of female to male students is more equal are also 

recommended so as to ascertain any possible variation in outcomes based on gender 

differences. 

 Repeat studies are also needed in order to provide further evidence of the impact of 

using SPC on student learning motivation in ELT practices. 

 Further evidence is needed into the impact of non-conventional, pedagogically 

grounded assessment practices that make use of SPC. 

 Future research is recommended to investigate the relationship between enhanced 

learning motivation and engagement and enhanced L2 performance. 

 Further investigation is needed into ways in which future ELT resources and 

practices that evoke emotion may be beneficial in enhancing student learning 

motivation, to support the existence of a relationship between emotion and 

motivation. 

 Ways in which ELT practices can help students develop lifelong learning strategies 

need to be further considered in order to provide learners with tools to assist them 

in continued learning beyond the scope of the immediate classroom setting. 

 Repeat studies using SPC as learning prompts in ELT practices in higher education 

within a face-to-face teaching environment are recommended in order to better 

investigate their impact on learning motivation and detect possible similarities 

and/or differences in study outcomes. 

 The use of motivational teaching models such as the proposed SMILLE model and 

their adaptability need to be further studied in order to provide concrete approaches 

to classroom practices that are capable of promoting and sustaining learner interest 

and engagement in L2 learning settings. 

 Further investigation is also needed into ways in which the apparent motivational 

impact of the use of PS specifically can be utilised in future ELT practices. 
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The findings of this study will be used to inform the development of the language 

learning software *Jukebox for English Language Learning, which is currently being 

investigated by the PR for the purpose of future research. 

6.3 Thesis Summary 

This thesis has informed areas of theory, practice and policy relating to changes in 

teaching practices and their effects on student learning motivation. The pilot and repeat 

pilot survey aimed to provide a better understanding of higher education students’ past 

experiences in terms of L2 learning and to unearth the extent of their engagement with 

SPC in the target language, English. As a crucial first step, these surveys allowed the PR 

to gain insights into local learner interests and preferences, as well as the types of 

motivators driving their future English language learning endeavours. These insights led 

to further investigation of the impact of using SPC as learning prompts through the lens 

of SDT, which supports the relevance of satisfying the psychological needs of autonomy, 

competence and relatedness to produce enhanced learning. With respect to L2 learning 

environments, the study findings suggest that using SPC in ELT practices has the 

potential to positively impact learner motivation and engagement. As these real-world 

resources were found to evoke emotional responses and positively impact learning 

motivation, it is suggested that future ELT policies embrace their use. 

To address the problem of decreased student learning motivation, this thesis 

investigated possible changes to teaching pedagogies through a PAR study involving 

consecutive cycles of planning, action and reflection. These practices were seen as having 

the potential to rouse positive emotions such as joy as well as positively impacting 

learner interest in, motivation towards and engagement with set tasks. In addition, the 

study observed student enthusiasm for graded tasks using SPC and the potential 

development of lifelong learning strategies. Data sources revealed a consistently positive 

overall impact on learning motivation which was sustained throughout the duration of the 

13-week semester. Participants also indicated a desire for the continued use of SPC in 

their future ELT classes. 

In order to evaluate the transferability of using SPC in ELT practices and feasibility 

of doing so beyond the scope of the immediate study, the RE-AIM framework (Reach, 

Effectiveness, Adoption, Implementation and Maintenance) was applied. Within the 
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context of the PR’s own practices, adapting and implementing the proposed SMILLE 

model to reinforce course learning objectives was found to be cost- and time-efficient, 

and was thus repeated in the next academic semester. The adaptability of the SMILLE 

model, which makes use of SPC as learning prompts, means that it may be adopted in a 

variety of ELT settings without expense or need for major syllabus changes. The noted 

positive impact on student learning motivation indicated by the study findings disrupts 

conventional ELT practices and assessment procedures by offering a wide array of 

alternative real-world sources as learning prompts in contrast to those traditionally used. 

These sources, which are broadly accessible and low-cost, are additionally beneficial in 

that they lend themselves to increasingly self-determined learning approaches that afford 

the L2 learner more freedom and autonomy. 

Optimising L2 learning experiences so that they are motivating and engaging will 

better allow us to cater to the ever-changing needs and interests of our learners. As one 

student noted, 

If I could repeat anything we did this semester, next semester, I would simply say 

‘everything.’ Without a doubt I would choose to study English again using the 

teaching and learning methods used this semester. Specifically, I would repeat the 

use of songs, clips and series, all of which gave a different spark and essence to the 

lesson. (FUS3p18) 

As seen in the quote above, of utmost importance is that we encourage learners to “see 

language learning as a skill that anyone can improve” (Mercer, 2019, p. 654) by 

providing them with the motivational tools they need to do so. 

This thesis further supports that “even in formal, compulsory language learning 

situations,” teachers, by “employing the principles and practices of self-determination 

theory” that support students’ needs for autonomy, competence and relatedness, may 

achieve “more positive effects on motivation, wellbeing and language achievement” 

(McEown & Oga-Baldwin, 2019, p. 9). Dörnyei and Muir (2019) propose that the 

motivational character of the L2 teaching classroom is predominantly shaped by the 

teacher’s motivational teaching practice, and is therefore “within our explicit control” 

(p. 726). As this thesis demonstrates, providing learners with a smorgasbord of 

motivational strategies that utilise materials and sources of interest to them enhances their 
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motivation, which in turn stimulates and sustains their active and prolonged engagement 

in L2 practices. 
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APPENDICES  

Appendix A – Pilot and Repeat Survey (used in Phase One and repeated in early Phase 

Two)  
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Appendix B – Student Information Statement (Early Phase Two) 

 

 
Charles Sturt University 

Faculty of Arts and Education 

 

Participant Information  

 

Exploring the impact of popular song and entertainment media on the learning motivation 

of higher education English as a foreign language (EFL) students. 

 

Chief Investigator: Helen Stavrou HDR student (Doctor of Philosophy - Education)  

Supervisor Names: Dr. Jennifer Munday, Associate Professor  

                                   Dr. Brendon Hyndman, Senior Lecturer 

Invitation 

You are invited to participate in a research study on the impact of popular song and 

entertainment media on the learning motivation students studying English as a foreign 

language (EFL) in higher education.  

 

Before you decide whether or not you wish to participate in this study, it is important for 

you to understand why the research is being done and what it will involve. Please take the 

time to read the following information carefully and discuss it with others if you wish. 

 

What is the purpose of the study? 

The study aims to investigate how popular songs and entertainment media may impact the 

learning motivation of students studying English as a foreign language (EFL) in higher 

education.  

 

Why have I been invited to participate in the study? 

The study will focus on non-native speakers of English who are about to begin studies in a 

higher education degree program which will include compulsory English language courses. 

As you fit the above criteria, you have been invited to participate in the action research to be 

carried out by the practitioner-researcher undertaking this research at the Language Centre 

of the University of Cyprus. As an enrolled student in one of the FALL 2020 LAN 100 classes 

assigned to the particular practitioner-researcher, you are invited to participate in the action 

research to be carried out this semester FALL 2020.  
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Whilst attempts to affect changes in practice may be practitioner led, the researcher-

practitioner will seek and encourage views and responses of the participants within a 

dynamic of shared knowledge building (Kemmis, 2009). 

 

What does the study involve? 

Action research involves firstly identifying a problem, which is then investigated through 

systematic, disciplined inquiry focused on addressing a specific identifiable research 

question (Brighton & Moon, 2007). It strives to plan and implement a strategic form of 

action as a proposed solution to the problem whilst simultaneously recording, reflecting and 

potentially making changes and adaptations to it. This takes place in a cyclical process of 

enquiry known as the Model of Action Research (Given, 2008) .  

 
Figure 4. Model of Action Research, (Given, 2008) 2008 

 

This study aims to look at the learning motivation of learners of English as a foreign language 

in higher education and ways in which learning motivation may be impacted through the use 

of popular song and popular entertainment media platforms.  

 

Should you agree to participate, you will be requested to devote out of class time in order to 

provide feedback in each of the ways described below. In order to give you a fair indication 

of the overall time you will be requested to dedicate, a table has also been provided.  
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Type of Feedback Estimated out of class 

time needed 

Total out of class 

Time  

(FALL 2020 semester) 

1. Online Survey – initial  15-20’ 20’  

2. Weekly online journal 
entries  

10-15’ x 13 weeks  2.5-3 hours 

3. Follow-up surveys (3) – 
follow up  

15-20’ x 3  1 hour 

4. Focus groups  30-40’ 40’ 

(voluntary participation in one 

or more) 

  

  Average Estimated 

TOTAL: 4 – 5 hours 

 

 

1. Completion of an initial online survey through Survey Monkey (all data to be used 

anonymously). You will be free to respond in Greek or English 

2. Completion of a weekly online journal (PENZU) expressing your 

views/feelings/opinions relating to class work and tasks set (all data to be used 

anonymously). With PENZU online diary we will be using the function which allows 

for the sharing of your diary entries anonymously so as to ensure that all students 

are able to freely express themselves. Your anonymous diary entries will be shared 

with your teacher ONLY and will be non-identifiable. Participants will be free to 

respond in Greek or English. 

3. Completion of 3 brief online surveys through Survey Monkey throughout the 

semester. These will consist of 4 short answer questions each and will be 

anonymous. Participants will be free to respond in Greek or English 

4. Participation in focus groups (you will be invited to meet with a group of your fellow 

classmates once throughout the semester where you will be asked questions relating 

to your views, thoughts and feelings about class work and tasks set during the 

semester. There will be a total of 3 focus groups carried out. Students are free to participate 

on a voluntary basis. Not all students will participate in each focus group. The duration of 

each focus group will be between 30-40 minutes and these will be audio recorded for 

the purpose of transcription. Pseudonyms will be used to ensure that no data can be 

used to identify any of the participants. All data will be used with reference to the 

pseudonym selected by the participant. Participant’s real names will NOT be used at 

any time throughout the collection and later use of the data. Focus groups will be led 
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by a third person (not your teacher). After each focus group, the audio recordings will 

be delivered by the facilitator to the Acting Director of the Language Centre. An 

independent person will collect the audio recordings from the Language Centre, 

transcribe and translate them before delivering the transcriptions to the researcher-

practitioner without any student names. The audio recordings will be delivered back 

to the Acting Director of the Language Centre and stored in a locked cabinet until the 

completion of the semester (after final grades have been released). This will ensure 

that the researcher-practitioner will not be able to identify students through voice 

recognition. Focus group contributions cannot be withdrawn as doing so would 

impact on the sense of ‘surrounding’ conversations. 

5. Consent for the practitioner- researcher to take field notes based on in-class student 

written samples as well as in-class observations throughout the semester.  

 

 

Are there any risks or benefits to me taking part in this study? 

Your involvement in this study will require you to reflect and provide feedback on your 

emotions. If at any time throughout this process you become upset or experience any type 

of distress, please contact The Mental Health Clinic, The University of Cyprus 

http://www.ucy.ac.cy/mhc/ or your personal physician. 

 

The benefit of your participation in this study is that your invaluable feedback will provide 

information which may lead to changes in teaching practices used in second language 

teaching. 

 

How is this study being paid for? 

N/A 

 

Will taking part in this study (or travelling to) cost me anything, and will I be paid? 

You will not be paid for your participation in this study. You will not be required to travel in 

any respect for the purpose of this research. Focus groups will be organized on 3 

Wednesdays throughout the semester following group discussion and availability and they 

will be carried out on campus.  

 

 

What if I don’t want to take part in this study? 

Participation in this research is entirely your choice. If you choose to opt-in and complete the 

online survey, the data you provide will be used anonymously. Only those people who give 

their informed consent will be included in the data collection process of the action research 

phase. Whether or not you decide to participate, is your decision and will not disadvantage 

you in any way. There will be no repercussions on assessment tasks or grades.  

 

What if I participate and want to withdraw later? 
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By completing the online surveys, you are consenting to the information you submit to be 

used as data. You will not be requested to give your name or any contact information for the 

purposes of completing the online surveys. Data will be used anonymously. All data 

submitted anonymously cannot be withdrawn from the study as there will be no way of 

tracing responses back to participants. 

 

 

For the action research, you can withdraw from the project without penalty at any time until 

the end of the teaching session – December 2020. The data you have provided up until that 

point may be used anonymously by the researcher-practitioner.  

 

How will my confidentiality be protected? 

Any information collected by the researcher-practitioner which might identify you will be 

stored securely and accessed by the researcher unless you consent otherwise, except as 

required by law. The online survey will be anonymous, and it will not be possible to identify 

you from your answers.  

 

Data will be retained for at least 5 years at Charles Sturt University.  

 

What will happen to the information that I give you? 

The information you provide will be used anonymously for the purposes of the researcher’s 

thesis submission and may be used in papers, scientific journals and/or at public exhibitions. 

At no time will individual participants be identified in any reports arising from this project.  

 

What should I do if I want to discuss this study further before I decide? 

If you would like further information, please contact: 

Helen Stavrou (Chief Investigator) hstavrou@csu.edu.au 

Dr. Jenni Munday (Project Supervisor) jmunday@csu.edu.au  

 

Who should I contact if I have concerns about the conduct of this study? 

 

Charles Sturt University’s Human Research Ethics Committee has approved this project. The 

project has also received approval from the Language Centre of the University of Cyprus.  

 

For any concerns relating to the conduct of this study you may contact either Associate 

Professor Fryni Doa (Acting Director of the Language Centre) or 

Eleni Varvaloukas-Ioannou (English Language Instructor – The Language Centre). 

 

If you have any complaints or reservations about the ethical conduct of this project, you may 

contact the Committee through the Ethics and Compliance Unit via the following contact 

details: 
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The Governance Officer 

Human Research Ethics Committee 

Ethics and Compliance Unit  

Locked Bag 588 

Wagga Wagga NSW 2678 

Tel: (006102)6933 4213 

Email: ethics@csu.edu.au  

 

 

Any issues you raise will be treated in confidence and investigated fully and you will be 

informed of the outcome. 

 

Conclusion 

Thank you for considering this invitation. This information sheet is for you to keep.  
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Appendix C – Student Consent Form (Early Phase Two) 

 

 

Charles Sturt University 

Faculty of Arts and Education 

 

CONSENT  FORM 

 
‘Exploring the impact of popular song and entertainment media on the learning 

motivation of higher education English as a foreign language (EFL) students.’ 

    

 

Researchers: 

Chief Investigator: Helen Stavrou – Higher Degree by Research (HDR) student, Charles Sturt 
University (CSU)  

 

Project supervisors:  

 

• Dr Jennifer Munday, Associate Professor, Faculty of Arts and Education - Charles Sturt 
University (Main supervisor)  

• Dr Brendon Hyndman, Senior Lecturer, Faculty of Arts and Education - Charles Sturt 
University  

   
 

I  ________________________________agree  to  participate  in  the  above  research  project   
   and  give  my  consent freely.       

   

 I  understand  that  the  project  will  be  conducted  during the FALL 2020 semester  
as  described  in  the Information  Statement,  a  copy  of  which  I  have  retained.   

 

 I understand that I am free to withdraw from the research at any time without 
any penalty whatsoever.  

   
I  consent to the activities as listed below:  
 

 completing an initial online survey (start of semester) 

 keeping a weekly online reflective diary (PENZU – use of anonymous entry 
sharing function to be used as data)  
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 completing 3 brief follow up online surveys throughout the semester  

 participating in one 30-40 minute recorded and later transcribed focus group 
sessions (voluntary participation)  

 consenting to the researcher-practitioner making observations from samples 
of my in class written work via the use of a pseudonym  

 consenting to the researcher-practitioner taking field notes and recording 
observations of my in-class participation  

 

 

I have had the opportunity to have questions answered to my satisfaction. 

 

Name:  _______________________________ 

Date:   _______________________________ 

Signature:  _______________________________  
 
  

   
 
  
NOTE:  Charles Sturt University’s Human Research Ethics Committee has approved this 
project. If you have any complaints or reservations about the ethical conduct of this 
project, you may contact the Committee through the Ethics and Compliance Unit via the 
following contact details: 
 
The Governance Officer 
Human Research Ethics Committee 
Ethics and Compliance Unit 
Locked Bag 588 
Wagga Wagga NSW 2678 
Tel: (006102) 6933 4213 
Email: ethics@csu.edu.au                                  
  

Any issues  you  raise  will  be  treated  in  confidence  and  investigated  fully  and  you  will   

be  informed  of  the outcome. 
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Appendix D – Follow Up Surveys 1, 2 & 3 (Phases Two to Four) 
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Appendix E – Online Diary Information (Early Phase Two) 

 

 

Charles Sturt University 

Faculty of Arts and Education 

 

Exploring the impact of popular song and entertainment media on the learning motivation 

of higher education English as a foreign language (EFL) students. 

 

Chief Investigator: Helen Stavrou HDR student (Doctor of Philosophy (Education)  

Supervisor Names: Dr. Jennifer Munday, Associate Professor  

                                   Dr. Brendon Hyndman, Senior Lecturer 

 

Diary Entry Guidelines – FALL 2020 Semester (September-December) 
 
As part of your participation in the current study, you have been invited to keep an online 
diary (PENZU). PENZU is a free, online, password protected journal equipped with an 
anonymous entry sharing feature. 
 
You are invited to make at least one diary entry per week (preferably at the end of each 
week). If, however you would like to make additional entries throughout the week, please 
feel free to do so. Your diary entries may be written in Greek or English. 
 
The purpose of the online diary is for you to reflect upon your English language classes and 
document your feelings, thoughts and views. Anything you wish to document with respect to 
your English language classes will assist the researcher-practitioner in understanding the 
potential impact of new teaching and learning strategies implemented throughout the 
semester on you as a language learner. Specifically, your reflections and feelings regarding 
the use of popular song/ T.V. series/film in your course this semester and how these may 
have impacted your language learning experiences are of particular interest. Please also 
include any changes to your motivation level with respect to learning the English language 
this semester.  
 
Your feedback is an invaluable tool in this process and the time you take to record these 
entries is greatly appreciated.  
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Appendix F – Focus Group Questions (Phases Two to Four) 

 

 

Charles Sturt University 

Faculty of Arts and Education 

 

 

Exploring the impact of popular song and entertainment media on the learning motivation 

of higher education English as a foreign language (EFL) students. 

 

Chief Investigator: Helen Stavrou HDR student (Doctor of Philosophy (Education)  

Supervisor Names: Dr. Jennifer Munday, Associate Professor  

                                   Dr. Brendon Hyndman, Senior Lecturer 

 

Title:  Focus Group Questions  

 

Focus Group Questions – FALL 2020 Semester (September-December) 
 
Week 5 (completion of phase one)  
 

1. Please begin by sharing any emotions/feelings you may be experiencing with respect 

to your English class this semester.  

 
2. How do you feel about the use of popular song as prompt in your class this 

semester?  

 
3. Do you feel that the use of song/ tv series/film in your English class is having any 

effect on your motivation for the class? Please discuss. Has there been any broader 

effect on you? In what way(s)? 

 
4. You have just had an in-class graded task which used popular song as prompt. What 

are your feelings about this? Do you feel it had an impact on your performance in any 

way? If so, how?  
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5. If given the option, would you want to take another in class graded task which uses 

popular song/tv series or film in some way? Why? Why not? 

 
 
Week 9 (completion of phase two) 
 

1. Please begin by sharing any emotions/feelings you may be experiencing with respect 

to your English class this semester.  

 
2. You have been asked to use either a popular song/tv series or film or a combination of 

these for your end of term oral presentation. How do you feel about this?  

 
3. How do you feel about having the option to choose which popular songs/tv 

series/films you wish to work with for the purpose of your oral presentation task?  

 
4. What do you like most about working with popular entertainment media (popular 

song/tv series/film) in your English class? What specifically do you feel when you are 

using these real-world materials?  

 
5. What do you like least about working with popular entertainment media (popular 

song/tv series/film) in your English class?  

 
Week 13 (completion of phase three) 
 

1. Please begin by sharing any emotions/feelings you may be experiencing with respect 

to your English class this semester.  

 
2. Please discuss what you have enjoyed MOST about your English class this semester 

and explain why.  

 
3. Please discuss what you have enjoyed LEAST about your English class this semester 

and explain why.  

 
4. How has the use of popular song/tv series/film this semester impacted your 

feelings/motivation/general interest towards your language learning efforts in 
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English this semester? Do you feel that the use of popular song/tv series/film has 

impacted your overall interest in studying English? If so, how?  

 
In the unlikely event that your involvement in this action research project causes any 

distress, please contact The Mental Health Clinic, The University of Cyprus 

http://www.ucy.ac.cy/mhc/ or your local physician. 
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Appendix G –Task using SPC as Prompt (Phases Two to Four) 

Task 1 

TASK 1 
SMILLE Model Lesson Plan 

 
Creating the Basic Motivational Conditions 

 Motivational Teaching Practice (Dörnyei & Schmidt, 2001) 

Introducing Sources of Popular Culture as Prompts 

 

Selection of Prompt: Instructor selected (popular song)  

‘Someone you Loved’ – Lewis Capaldi  

Task Design: In class task                                                

 

Task objectives: 

 

Language focus (lower order):  

 

• Active listening  

• Scanning lyrics for specific phrases  

• looking at idiomatic expressions in song lyrics (in context) 

• practicing the use of idiomatic expressions in everyday contexts  

• identifying themes in song lyrics and using these as a springboard for discussion  

• Oral production  

 

Critical thinking (higher order): 

• Cross cultural associations – can we find similar idiomatic expressions in Standard 

Modern Greek or the Cypriot dialect? 

• Discussion of themes with respect to local culture.  

• Mediation of meaning  

• Making inferences  

                                                                                                          

Task Outcomes:  

 

Students are able to:  

 

• Focus on meaning while listening.                                 

• Look for expressions in song lyrics.                                       

• Apply new expressions in daily contexts.  

• Recognise & discuss themes through lyrics.  
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FALL 2020 

LAN 100 

Instructor – Helen Stavrou 

Using Popular Song as Prompt  

 

Someone You Loved – Lewis Capaldi (gap fill activity) 

 

I'm going under and this time I fear there's no one to 1.______ me 

This all or nothing really got a way of driving me crazy 

I need somebody to 2.______ 

Somebody to know 

Somebody to have 

Somebody to 3._______ 

It's easy to say 

But it's never the same 

I guess I kinda liked the way you numbed all the pain 

 

Now the 4.______ bleeds 

Into nightfall 

And you're not here 

To get me through it all 

I let my 5._______ down 

And then you pulled the rug 

I was getting kinda used to being someone you loved 

I'm going under and this time I fear there's no one to turn to 

 

This all or nothing way of loving got me 6.________ without you 

Now, I need somebody to know 

Somebody to heal 

Somebody to have 

Just to know how it feels 

It's 7._______ to say but it's never the same 

I guess I kinda liked the way you helped me escape 
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Now the day bleeds 

Into nightfall 

And you're not here 

To get me through it all 

I let my guard down 

And then you pulled the rug 

I was getting kinda used to being someone you loved 

And I 8._______ to close my eyes when it hurts sometimes 

I fall into your arms 

I'll be safe in your sound til I come back around 

 

For now the day bleeds 

Into nightfall 

And you're not here 

To get me through it all 

I let my guard down 

And then you pulled the rug 

I was getting kinda used to being someone you loved 

 

But now the day bleeds 

Into nightfall 

And you're not here 

To get me through it all 

I let my guard down 

And then you pulled the rug 

I was getting kinda used to being someone you loved 

I let my guard down 

And then you pulled the rug 

I was getting kinda used to being someone you loved 
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FALL 2020 

LAN 100: Class Activity - Working with Song Lyrics  

Instructor: Helen Stavrou  

 

 

1. Scan through the song lyrics to find and underline the following expressions: “I’m 

going under”/ “the day bleeds”/ “I let my guard down” / “you pulled the rug”/ “til I 

come back around” 

 

2. Let’s listen to the song! Make sure you follow the lyrics as you listen. 

 

3. For each of the underlined expressions, try to write down your understanding of what 

each means in your own words…..this is known as paraphrasing: rewriting the 

original in your own words. 

 

I’m going under ________________________________ 

The day bleeds ________________________________ 

I let my guard down _____________________________ 

You pulled the rug ______________________________ 

Til I come back around __________________________ 

 

4. Let’s discuss as a class. 

 

 

5. Idioms: phrases where the meaning is not immediately obvious  

“I’m over the moon” – I am extremely happy/elated/overjoyed. 

 

6. Think of an everyday situation where each of these expressions could apply/be used 

and note down your thoughts. 

 

7. Put down these thoughts in writing.  

 

8. Let’s discuss as a class. 
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Task 2 

 

TASK 2 
SMILLE Model Lesson Plan 

 
Creating the Basic Motivational Conditions 

 Motivational Teaching Practice (Dornyei & Schmidt, 2001) 

Introducing Sources of Popular Culture as Prompts 

 

Selection of Prompt: Instructor selected (popular song)  

‘Englishman in New York’ – Sting 

Task Design: In class task                                                

 

Task objectives: 

 

Language focus (lower order):  

 

• Active listening for meaning/comprehension  

• Locating themes and main ideas 

• Vocabulary building  

• Oral production 

 

Critical thinking (higher order): 

• Discussion of themes with respect to local culture.  

• Mediation of meaning/language production  

• Making inferences  

                                                                                                          

Task Outcomes:  

 

Students are able to:  

 

• Focus on meaning while listening.                                                                       

• Articulate themes and messages communicated. 

• Make inferences. 

• Mediate meaning from lyrics.  
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Englishman in New York (Sting) 

I don't drink coffee I take _____ my dear 

I like my toast done one the side 

And you can hear it in my _______ when I talk 

I'm an Englishman in New York 

 

See me walking down Fifth Avenue 

A walking ______ here at my side 

I take it everywhere I walk 

I'm an Englishman in New York 

 

I'm an alien, I'm a ______ alien 

I'm an Englishman in New York 

I'm an alien, I'm a legal alien 

I'm an Englishman in New York 

 

If "manners maketh man" as someone said 

Then he's the _______ of the day 

It takes a man to suffer ignorance and smile 

Be _______ no matter what they say   

 

I'm an alien, I'm a legal alien 

I'm an Englishman in New York 

I'm an alien, I'm a legal alien 

I'm an Englishman in New York 

 

Modesty, propriety can lead to notoriety 

You could end up as the only one 

Gentleness, sobriety are rare in this society 

At night a candle's brighter than the sun 

 

Takes more than ________ gear to make a man 

Takes more than license for a gun 

_________ your enemies, avoid them when you can  

A gentleman will walk but never run 

 

If "manners maketh man" as someone said 

Then he's the hero of the day 

It takes a man to suffer ignorance and smile 

Be yourself no matter what they say 

 

What can be inferred about 

the speaker’s point of view on 

violence? 

What is inferred about the 

speaker’s feelings towards 

society? 

What is inferred about the 

speaker’s attitude towards 

being discriminated against? 
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I'm an alien, I'm a legal alien 

I'm an Englishman in New York 
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FALL 2020 

LAN 100:  Using Popular Song as prompt – Practice with Topics, Main Ideas & Purpose 

Instructor: Helen Stavrou  

Worksheet  

 

Questions Sting – ‘Englishman in New York’ 

 

True/ False  

 

1. _______ One of the main ideas expressed in this song is that we need to be ourselves 

despite what others may say.  

2. _______ The speaker of the song is proud of who he is.  

3. _______ One of the messages communicated in the song is that we should always engage 

in a fight when others provoke us.  

4. ______ The word “rare” means “common.” 

 

 

Multiple Choice  

 

1. _______ In the first verse of the lyrics the speaker describes: 

(a) examples of habits/characteristics which are specific to him  

(b) examples of habits/characteristics which may be different to the habits/characteristics of others  

(c) reasons why this person should not be accepted by others  

(d) both a and b  

 

2. _______ In the fourth verse “it takes a man to suffer ignorance and smile,” means: 

(a) when others don’t accept/like us we should fight back  

(b) when others don’t accept/like us we should feel terrible  

(c) when others don’t like/accept us we should ignore them and walk on peacefully  

 

3. ______ In the fourth verse, “Be yourself, no matter what they say,” ‘they’ refers to: 

(a) people who discriminate against you  

(b) people who care about you  

(c) people who are also foreigners   

 

4. _____ In the sixth verse the speaker is telling is that: 

(a) there is no more hope for good people   

(b) being a good, modest person is not common these days  

(c) we should not try to be good or modest in our life 
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5. _____ In the line “a gentleman will walk but never run” (seventh verse) the speaker means that: 

(a) a gentleman should always move slowly  

(b) a gentleman should never fight  

(c) a gentleman should be ‘brave’ not ‘a coward.’   

 

6. ____ The author’s purpose in this song is: 

(a) to inform 

(b) to entertain  

(c) to persuade  
 

7. ____The word ‘notoriety’ means:  

(a) to be well-known for a good act/deed 

(b) to be well-known for a bad act/deed 

(c) to be unknown  

 

8. ____ Which of the following is the best paraphrase for “I’m an alien”? 

(a) I am a foreigner  

(b) I am a stranger 

(c) I am not a local  

(d) all of the above  

 

9. ____ Which of the following is the best paraphrase for “At night a candle's brighter than 

the sun”? 

(a) At night the light from a candle is not enough 

(b) At night even the light from a candle makes a difference 

(c) At night we need candles  

 

10.____ A synonym for the word “confront” is: 

(a) abuse 

(b) dislike 

(c) face 
 

Name and discuss TWO of the themes explored in this song and discuss the speaker’s POINT OF 

VIEW on these. 
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Task 3 

Task 3 
SMILLE Model Lesson Plan 

Maintaining & Protecting Motivation  
Motivational Teaching Practice (Dornyei & Schmidt, 2001) 

Motivational YouTube clip as Prompt 

 

Selection of Prompt: Instructor selected (YouTube)  

A Lifesaving Act of Kindness https://youtu.be/P5JzGHAiLcY 

 

Task Design: At home                                                 

 

Task objectives: Writing a narration  

 

Language focus (lower order):  

 

• Listening (sound & visual only) 

• Writing narration – introduction/body/conclusion 

• Using cohesive devices – transitions for narration  

 

Critical thinking (higher order): 

• Inferring main ideas from audiovisual stimuli  

• Cross cultural associations (similarities & differences) 

• Inferring mood & tone 

• Inferring themes from audiovisual stimuli.  

                                                                                                          

Task Outcomes:  

 

Students are able to:  

 

• Create cohesive written texts.                                

• Deduce storytelling intent of audiovisual stimuli.  
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FALL 2020 

LAN 100 General Advanced English 

Instructor: Helen Stavrou 

Modes of Discourse - Working with Narration  

 

Instructions: Following the work covered in class on how to write a narration, use the link 

below as a prompt to complete the narration.  

https://youtu.be/P5JzGHAiLcY 

 

A lifesaving act of kindness 

 As a young boy growing up in a poor neighborhood in Thailand, I remember a series 

of events which changed my life forever. Since then, those events have had a major impact on 

how I live my daily life. 

 

 It all began when I was 9. At that time, my mother became ill and was in constant 

need of medical supplies which we simply couldn't afford. 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

 30 years later 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________  

 

 As soon as I realized who the patient was, I 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

 Every day, I make sure that I remember that act of kindness 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

https://youtu.be/P5JzGHAiLcY
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Tasks 4 & 6 

Tasks 4 & 6 

SMILLE Model Lesson Plan 

 

Maintaining & Protecting Motivation  

Motivational Teaching Practice (Dornyei & Schmidt, 2001) 

Student selection of Sources of Popular Culture as Prompt 

 

Selection of Prompt: Student selected  

Task Design: At home/pair work                                                 

Task objectives: Oral Presentation  

Language focus (lower order):  

 

• Create a PowerPoint  

• Prepare & Deliver an informative oral presentation according to set task guidelines. 

• Formulate a thesis statement.  

• Understand selected SPC  

• Understand, paraphrase & incorporate additional supporting sources. 

 

Critical thinking (higher order): 

• Infer main ideas/topics & themes from PC resources. 

• Comprehend & formulate thesis statements. 

• Select additional sources for relevance & suitability. 

                                                                                                   

Task Outcomes:  

 

Students are able to:  

 

• Prepare & deliver a presentation according to set guidelines. 

• Comprehend topics & themes from various sources. 

• Analyse relevant sources. 

• Develop cohesive text for presentation.  
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FALL  2020 

LAN 100 Oral Presentation Guidelines  

Instructor: Helen Stavrou 

 

Oral Presentation Guidelines (15%) 

Step 1 

For this presentation your task is to give an informative presentation about a contemporary social topic which is 

of interest to you. In order to find a topic you wish to further investigate and present to the class, you firstly need 

to identify a topic from one of the following real world sources: a popular song/a film/a T.V. series/a video 

game/an academic text/a book of your choice.  

Examples of contemporary topics: racism/stereotyping/bullying/volunteering/love/relationships/ 

family bonds/confidence/concerns for the future/pandemics  

Step 2 

Once you have decided on a topic, create a title for your presentation: 

“Racism in today’s world.”  

“The effects of stereotyping.”  

“Family bonds in today’s world.” 

“Job satisfaction/success.”  

“Financial struggles.”  

“Concerns for the future.”  

“Pandemics in today’s world.” 

 

Once you have decided on your source + topic + title please send these to me for approval: hstavrou@ucy.ac.cy 

by ________________________. 

After receiving my written approval, you may move ahead with the following: 

Step 3 

Find two additional written sources which discuss/explain the topic you have chosen. These need to be 

INFORMATIVE sources such as: online articles/information sites/books/journal articles. Idea: you can select 

one local and one international source. These sources along with your original source will be cited on your 

bibliography page (APA) format.  

Step 4 

 

• Create a PowerPoint presentation 

• Introduce your topic & title, your original source (popular song/a film/a T.V. series/a video 

game/a book of your choice) as well as your two additional sources. You should begin by 

telling us a bit about your source (you can play part of the song/show a trailer or scene from a 

film/T.V. series) and tell us how you identified the particular topic you are going to present.  

• Use the two additional sources (articles/books etc.) to further inform the class about this topic. 

Be sure to paraphrase the most important parts of each of your sources in order to do this and 

refer to the sources.  

 

• Your total speaking time must be 4-5 minutes per student.  

(you may show a film clip/specific scenes/share part of the song & lyrics with the audience/show a clip of the 

game….but this is not counted as speaking time) 
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• You are allowed to have notes, but marks will be lost for lack of eye contact. Do not read! You must try 

to present in a natural manner. 

• On the day of the presentation, you must submit: 

 

➢ A cover page including the following: 

 

FALL 2020  

LAN 100.????  

Instructor: Helen Stavrou 

Date:                                                             

Student name & I.D.:  

Presentation Title: 

 

➢ A printout of ALL your slides 

➢ A separate bibliography page (APA documentation style)  
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                               Marking Criteria 

 

Oral Presentations will be graded according to the extent to which you adequately support your thesis through 

the sources you have selected. Attention will be given to your ability to reflect your own critical thinking in 

addition to showing an understanding of the sources selected. Papers will be marked at a B2 level on the CEFR. 

Oral Presentation Structure 

 

 

Introduction 

 

• clearly state the topic as well as the title of your presentation 

(you can briefly explain why you are interested in this topic) 

• show us your original source and show us how you  

       Identified the topic (song lyrics/scenes of a film etc.) 

• introduce your two additional informative sources   

 

 

 

 

Body/Presentation of 

topic 

 

 

 

 

 

 

 

• develop your presentation by presenting the main    

       ideas from your two additional sources 

• paraphrase the main points of your two written sources so that 

you adequately explain the topic to the class  

• use appropriate references: “according to the article”, 

“according to the text”… 

 

 

 

 Conclusion  

 

• summarize your main points using different words  

• make your concluding remarks and restate how you have 

developed your topic in your presentation. 

 

 

  



 

355 

 

      

 

Oral Presentation Grading Rubric 

 

Presentation Maximum Grade Your 

Grade 

Coherence & Organization  

• Clear, creative introduction 

• excellent explanation of topic/title 

• excellent use of transitions  

• excellent overall organization, conclusion succinct and 

clearly related to title 

• Submitted: Cover page /PP/slides/Bibliography on the day 

of the presentation  

 

 

 

 

5 

 

References/Sources  

• Excellent references to the chosen 

source as well as the (2) additional texts. 

• Varied vocabulary/own wording  

 

 

 

4 

 

Speaking Skills  

• Excellent, clear articulation 

• appropriate volume and pace.  

 

 

 

 

2 

 

Body Language  

• Outstanding and interesting use of 

presentation space, kept audience 

interested with appropriate eye contact 

and attention keeping devices 

• Confidence 

• Excellent use of notes to assist the 

delivery of the presentation. 

 

 

 

 

3 

 

Use of Time  

• Appropriate use of time 

 

1  

Total Grade 

 

15  

 

Comments:________________________________________________________________________________

____________________________________________________________________________  
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Task 5 

Task 5 

SMILLE Model Lesson Plan 

Maintaining & Protecting Motivation  

Motivational Teaching Practice (Dornyei & Schmidt, 2001) 

Teacher selection of Sources of Popular Culture as Prompt 

 

Selection of Prompt: Teacher selected  

‘These Days’ - Rudimental  

 

Task Design: In class graded task                                                  

 

Task objectives: 

 

Language focus (lower order):  

 

• Understand song lyrics.  

• Paraphrase selected lyrics.  

• Identify appropriate synonyms. 

• Write written responses according to set criteria. 

 

Critical thinking (higher order): 

• Infer main ideas/topics & themes from lyrics. 

• Identify tone & mood. 

• Comprehend purpose. 

                                                                                                          

Task Outcomes:  

 

Students are able to:  

 

• Apply course skills to unknown prompt. 

• Generate written responses based on structure covered. 

 

 

  



 

357 

 

      

Using Popular Song as Prompt (Listening Task I)  

After listening to the song "These Days" by Rudimental, complete the questions 

below and click SUBMIT.  

1.Which of the following best expresses the overall main idea of the song? 

(5 Points) 

Breaking up is terrible 

Although breaking up can be hard, there is a chance of remaining friends 

Breaking up should be avoided 

Breaking up never ends well 

2.Which main idea is communicated in the line "I hope someday we'll sit 

down together, and laugh with each other about these days, these days" 

(5 Points) 

After a breakup people are going to be stressed 

After a breakup people can move on and remember the past in a positive way 

After a breakup there will always be bitter feelings 

After a breakup people often make fun of each other 

3.Which ONE of the following topics is NOT a topic found in the lyrics of 

the song? 

(5 Points) 

Remembering the past 

Relationships 

Financial difficulties 

The future 
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4.The song deals with the topic of forgiveness for past mistakes 

(5 Points) 

True 

False 

5.The song deals with the topic of having children 

(5 Points) 

True 

False 

6.The speaker of the song had hoped that the relationship would end up 

in marriage 

(5 Points) 

True 

False 

7.The speaker of the song is grateful to his partner for this past 

relationship 

(5 Points) 

True 

False 

8.Which of the following communicates the idea that relationships go 

through good times and bad times? 

(5 Points) 

Three years of ups and downs 

Love is just a tool 
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Nothing to show for it now 

To remind us who we are 

9.The best paraphrase for "watching us both turn cold" is: 

(5 Points) 

Realizing we dislike the winter 

Looking at how unattractive we are 

Realizing we have lost interest in each other 

Noticing new things about each other 

10.The best paraphrase for " All our troubles, we'll lay to rest.." is: 

(5 Points) 

We need to relax in order to get over our problems 

We will leave all our problems behind us 

We don't have any more problems 

All of our issues will be remembered 

11.The best paraphrase for "when the fire burns out..." is: 

(5 Points) 

when the love overwhelms us 

when the passion no longer exists 

when there is a house fire which is put out 

none of the above 

12.Select the most appropriate synonym for the word 'Reminiscing': 
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(5 Points) 

remembering 

forgetting 

regretting 

upsetting 

13.Go through the song lyrics and select a line which reminds you of a 

personal experience you have had. Rewrite the line you have chosen and 

describe in 70-100 words the experience it reminds you of. 

(40 Points) 

 

Submit 

This content is created by the owner of the form. The data you submit will be sent to the form owner. Microsoft is 

not responsible for the privacy or security practices of its customers, including those of this form owner. Never 

give out your password. 

Powered by Microsoft Forms 

 |  

The owner of this form has not provided a privacy statement as to how they will use your response data. Do not 

provide personal or sensitive information. 

 | Terms of use 
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Task 7 

 

Task 7  

SMILLE Model Lesson Plan 

Maintaining & Protecting Motivation  

Motivational Teaching Practice (Dornyei & Schmidt, 2001) 

Teacher selection of Sources of Popular Culture as Prompt 

 

Selection of Prompt: Teacher selected  

‘Thumbs – Sabrina Carter  

https://www.bing.com/videos/search?q=youtube+thumbs+by+sabrina+carpenter&docid=608031489468796109&mid=D4F
2454B25AE7043A811D4F2454B25AE7043A811&view=detail&FORM=VIRE 

Task Design: In class                                                   

 

Task objectives: Reinforcement of coursework covered  

 

Language focus (lower order):  

 

• Understand song lyrics.  

• Paraphrase selected lyrics.  

• Identify persuasion  

• Write a written response to prompt.  

 

 

Critical thinking (higher order): 

• Infer main ideas/topics & themes from lyrics. 

• Identify tone & mood 

• Comprehend purpose  

• Recognise persuasion 

• Discuss topics & themes. 

                                                                                                          

Task Outcomes:  

 

Students are able to:  

 

• Apply course skills to unknown prompt. 

• Discuss topics & themes.  

• Identify persuasion. 

• Response writing  
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FALL 2020  

LAN 100 

Working with ‘SONG’ – ‘Thumbs’ – Sabrina Carter  

Instructor: Helen Stavrou 

 

Song Name: ________________________ 

 

1. List any tone words you can associate with this song: 

__________________________________________ 

2. Is there a shift in tone anywhere? What does this signify? 

__________________________________________ 

3. Who is the speaker in this song? Gender? 

__________________________________________ 

4. What is the point of view of the speaker? 

__________________________________________ 

5. What are the main ideas expressed in this song? 

__________________________________________ 

6. What topics/themes are found in the song? Where can you see them? 

__________________________________________ 

7. Are there any inferences made in the song? Where? 

__________________________________________ 

8. Are there any phrases/expressions in the song? Locate and explain these. 

__________________________________________ 

9. ‘People need to start reacting to what is going on around them in modern society’. Write a paragraph 

expressing your opinion on this statement. Give references to the song as well as your daily life in your 

answer.  

 

 

__________________________________________________________________________________________

__________________________________________________________________________________________

__________________________________________________________________________________________

__________________________________________________________________________________________

__________________________________________________________________________________________

__________________________________________________________________________________________

__________________________________________________________________________________________ 
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Task 8 

 

Task 8 

SMILLE Model Lesson Plan 

Maintaining & Protecting Motivation  

Motivational Teaching Practice (Dornyei & Schmidt, 2001) 

Teacher selection of Sources of Popular Culture as Prompt 

 

Selection of Prompt: Teacher selected  

‘Say you won’t let go’ – James Arthur   

https://www.bing.com/videos/search?q=youtube+james+arthur+say+you+won%27t+let+go&docid=607989111053
092649&mid=68A3128595B90FD52A7E68A3128595B90FD52A7E&view=detail&FORM=VIRE 

Task Design: In class                                                   

 

Task objectives: Reinforcement of coursework covered  

 

Language focus (lower order):  

 

• Understand song lyrics.  

• Paraphrase selected lyrics.  

• Identify appropriate synonyms. 

• Identify persuasion  

 

 

Critical thinking (higher order): 

• Infer main ideas/topics & themes from lyrics. 

• Identify tone & mood 

• Comprehend purpose  

• Recognise persuasion 

• Discuss topics & themes. 

                                                                                                          

Task Outcomes:  

 

Students are able to:  

 

• Apply course skills to unknown prompt. 

• Discuss topics & themes.  
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FALL 2020  

LAN 100 

Working with ‘SONG’ – ‘Say you won’t let go’ – James Arthur   

Instructor: Helen Stavrou 

 

1. Identify 3 topic/themes raised in this song: 

 1. ___________________ 

 2. ___________________ 

 3. ___________________ 

 

2. Discuss the message/point of view the song lyrics communicate about each of the three themes 

identified above: 

1.___________________________________ 

2.___________________________________ 

3.___________________________________ 

 

Answer the multiple-choice questions below. 

 

1. ______The overall main idea of the song is to:  

(a) inform us of what true love is 

(b) inform us of the speaker’s feelings for his partner  

(c) persuade the speaker’s partner to stay with him 

(d) persuade us that falling in love can be great  

 

2. ______With respect to the main idea, the overall purpose of the song is to (a) persuade (b) inform 

(c) entertain   

 

3. ______ The tone of the song can best be described by which of the following: 

(a) harsh and bitter 

(b) sentimental and nostalgic 

(c) formal and serious 

(d) pessimistic and sad   

 

4. _____ The transition word ‘but’ in the third verse shows: 

(a) examples (b) contrast (c) comparison (d) listing 

 

5. The phrase “is worth its weight in gold” means: 

(a) is too expensive  

(b) is priceless  

(c) is not very valuable  

(d) is new  
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6. Go through the song lyrics and underline one line which triggers a memory/feeling/experience (this 

does not have to be topic related) 

1. Take a few minutes to prepare before explaining which line you selected and why to the class. 

Note: Here, PS functions as a prompt for speaking/oral tasks. 

At-home Task  

1. Using the song studied in class, write a brief paragraph response discussing how two of the 

main themes are explored throughout the lyrics. Be sure to make specific reference to the song 

lyrics where necessary.  

 

Note: Here, PS functions as a prompt for writing tasks. 
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Task 9 

Task 9 

SMILLE Model Lesson Plan 

Maintaining & Protecting Motivation  

Motivational Teaching Practice (Dornyei & Schmidt, 2001) 

Teacher selection of Sources of Popular Culture as Prompt 

 

Selection of Prompt: Teacher selected  

T.V. Series – Friends (Season 10, Episode 10)  

 

Task Design: In-class graded task                                                  

 

Task objectives: 

Language focus (lower order):  

• Active listening for meaning.  

• Note-taking skills  

 

Critical thinking (higher order): 

• Infer main ideas/topics & themes from audiovisual stimuli. 

• Identify tone & mood. 

• Comprehend purpose. 

• Create written responses according to structure covered in class.  

                                                                                                          

Task Outcomes:  

Students are able to:  

• Apply course skills to unknown prompt. 

• Comprehend real-world authentic input. 

• Generate written responses based on structure covered. 
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FALL 2020  

Instructor: Helen Stavrou 

 

Name/I.D.________________________________________________________ 

Notes: 

surrogate mother – a woman who carries and delivers a child for another couple. 

Frank Jr. and Pheobe are brother and sister. 

 

PART A – TRUE/FALSE (18x 3)    ______/54 

Label the following statements T or F according to the information in the episode. Some answers will be 

implied.   

1. _____ Ross is totally fine with Joey and Rachel being together. 

2. _____ Monica and Chandler want to adopt a child. 

3. _____ Monica is well informed about the adoption procedure. 

4. _____ Monica asks Rachel about the adoption procedure.  

5. _____ Frank Jr.’s children are very well-behaved. 

6. _____ Frank Jr. hasn’t been getting enough sleep. 

7. _____ Phoebe seriously considers the idea of taking one of Frank 

                 Jr.’s children. 

8. _____ Frank Jr. loves his children dearly. 

9. _____ Bill and Colleen find Chandler very funny. 

10. _____ Chandler knows that Owen doesn’t know he is adopted. 

11. _____ Joey and Charlie once had a relationship.  

12. _____ Ross has a history of drinking too much.  

13. _____ Ross still has feelings for Rachel. 

14. _____ Phoebe acted as a surrogate mother for her brother Frank and  

                 his wife.  

15. _____ Bill and Colleen are upset by Chandler’s actions.  

16. _____ Joey feels bad that his relationship with Rachel is upsetting  

                 Ross. 

17. _____ Ross wants his friends to be happy. 

18. _____ Frank Jr.’s triplets know that Phoebe is their birth mother. 

 

PART B – MULTIPLE CHOICE (11x3)   _______/33 

Write the letter of your choice in the space provided. Do NOT circle.  

1. _____ The main idea of this episode is that: (a) breaking up is easy (b) breaking up is experienced in the 

same way by everyone (c) breaking up is something we need to do at some point in life (d) moving on 

after a break up can be extremely difficult  

2. _____ Chandler’s behavior in this episode can best be described as: (a) forgetful (b) accidentally 

insensitive (c) loving (d) thoughtful  

3. _____ Phoebe suggests that Monica and Chandler visit her friends Bill and Colleen because: (a) they have 

already adopted (b) they are nice people (c) they don’t have any friends (d) they run an adoption agency  
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4. _____ When Chandler realizes he has mistakenly told Owen he is adopted, he: (a) immediately confesses 

to Bill and Colleen (b) tells Monica and the two attempt to leave the house (c) doesn’t tell anyone (d) 

doesn’t really care  

5. _____ Frank Jr. suggests that his sister Phoebe take one of his children because: (a) he doesn’t love them 

(b) he only wants two children (c) he wants Phoebe to have a child (d) he is exhausted  

6. _____ When Phoebe realizes how tired her brother is she offers to: (a) cook for him more often (b) loan 

him some money (c) help the children with their homework (d) babysit more often  

7. _____ Ross’ behavior throughout the episode shows that he: (a) doesn’t want Rachel to be happy (b) 

doesn’t think Joey is good enough for Rachel (c) can’t understand why Rachel and Joey are together (d) 

still hasn’t gotten over Rachel  

8. _____ Another main idea in this episode is that: (a) adopted children must be told they are adopted very 

early in life (b) parents must make sure that adopted children don’t discover they are adopted accidentally 

(c) adopted children are less happy than other children (d) adopted children should never find out that they 

are adopted  

9. _____ Due to the strong friendship between Ross and Joey: (a) Joey is willing to end his relationship with 

Rachel (b) Ross is willing to support Joey and Rachel being together (c) both a and b (d) none of the 

above  

10. _____ Which of the following is NOT a theme presented in the episode:  

(a) friendship (b) love (c) family (d) illness  

11. _____ Which of the following best describe the tone of the episode: (a) bitter and critical (b) nostalgic and 

pessimistic (c) humorous and sensitive (d) ironic and ambivalent  

 

PART C – RESPONSE WRITING     ______/13 

 

Answer the following response questions. Make references to the episode where appropriate. 

 

1. Which of the characters in the episode did you enjoy watching the most and why? (4 points) 

 

2. How important are ‘friends’ in your life? Discuss (4 points) 

 

3. The theme of ‘family’ is presented in different ways within the episode. Identify and discuss at least 

two different ways in which this theme is explored. (5 points) 
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Task 10 

Task 10 
SMILLE Model Lesson Plan 

Maintaining & Protecting Motivation  

Motivational Teaching Practice (Dornyei & Schmidt, 2001) 

Motivational YouTube clips as Prompt 

 

Selection of Prompt: Instructor selected (YouTube)  

Clip 1 - https://www.youtube.com/watch?v=fHU0QPF1G3Y&list=WL 

 
Dog – Man’s best friend  
 
Clip 2 - https://www.youtube.com/watch?v=FLeFfJ1XuEk&list=WL&index=2 

 
Olympic Games 2012 – Best Job  
 
 

Task Design: In class – Group Work                                             

 

Task objectives: 

 

Language focus (lower order):  

 

• Active listening (sound & visual only) 

• Writing comparison & contrast – introduction/body/conclusion 

• Using cohesive devices – transitions for comparison & contrast.  

 

Critical thinking (higher order): 

• Inferring main ideas from audiovisual stimuli  

• Cross cultural associations (similarities & differences) 

• Inferring mood & tone 

• Inferring themes from audiovisual stimuli.  

• Deduce storytelling intent of clip.  

                                                                                                          

Task Outcomes:  

 

Students are able to:  

 

• Create comparison/contrast texts.                                

• Deduce storytelling intent of audiovisual stimuli.  

 
 
  

https://www.youtube.com/watch?v=fHU0QPF1G3Y&list=WL
https://www.youtube.com/watch?v=FLeFfJ1XuEk&list=WL&index=2
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Group Writing Task: Working with comparison and contrast    

 

In your groups, watch both of the YouTube clips assigned in class.  

 

Clip 1 - https://www.youtube.com/watch?v=fHU0QPF1G3Y&list=WL 

 

Dog – Man’s best friend  

 

QUESTION: Compare & contrast human relationships versus human & pet relationships.  

 

Thesis statement: There are a number of similarities and differences between human relationships and human 

and pet relationships. Three of these are ________, ____________ and _____________.  

 

 

 

Clip 2 - https://www.youtube.com/watch?v=FLeFfJ1XuEk&list=WL&index=2 

 

Olympic Games 2012 – Best Job  

 

 

QUESTION: Compare and contrast the role of a mother with the role of a friend.  

 

 

Thesis statement: There are a number of ways in which the role of a mother and the role of a friend can be 

compared and contrasted. Three of these are _________, __________, and ____________.  

 

 

 

 

Group Members:  

 

Writing Activity 

 

Instructions: Choose 1 of the clips and write a Point-by-point comparison and contrast essay in response to the 

question given. Your response should be between 200-250 words.  

 

Your response should include:  

 

A title 

 

Introduction (HOOK = technique to get interest + thesis statement + 3 criteria) 

 

Body paragraph 1: Criterion 1 + comparison/contrast  

Body paragraph 2: Criterion 2 + comparison/contrast 

Body paragraph 3: Criterion 3 + comparison/contrast  

 

Conclusion  

 

 

** You may use the comparison/contrast of two restaurants we did in class to help you. This is in the TEAMS 

folder – Comparison and Contrast  

 

 

 

 

  

https://www.youtube.com/watch?v=fHU0QPF1G3Y&list=WL
https://www.youtube.com/watch?v=FLeFfJ1XuEk&list=WL&index=2


 

371 

 

      

Task 11 

 

Task 11 

SMILLE Model Lesson Plan 

Encouraging Positive Retrospective Self-evaluation  

Motivational Teaching Practice (Dornyei & Schmidt, 2001) 

Student selection of Sources of Popular Culture as Prompt 
 

Selection of Prompt: Student selected / Group task  

 

Task Design: At home                                              

Task objectives: Reinforcement of key course skills & concepts. 

Language focus (lower order):  

• Create a PowerPoint  

• Prepare & Deliver an informative oral presentation according to set task guidelines. 

• Understand selected SPC  

 

Critical thinking (higher order): 

• Infer main ideas/topics & themes from SPC. 

• Make cross cultural associations. 

• Draw cross cultural similarities & differences and discuss these. 

                                                                                                          

Task Outcomes:  

Students are able to:  

• Prepare & deliver a presentation according to set guidelines. 

• Speak fluently on a topic. 

• Comprehend topics & themes from various sources. 

• Analyse relevant sources. 

• Develop cohesive text for presentation.  

• Self-reflect on their own understanding of key course skills & concepts. 
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Student led group Task   

Putting the Theory Together  

 

During next week’s classes you will have the opportunity to apply the coursework you have learned this 

semester to a real-world source and share this with your peers. This is meant to be a stress-free, fun task where 

we can enjoy what we have learned as a group. This will also give you the opportunity to practice using screen 

share as well as speaking to the class before your oral presentations next week so each group member should be 

actively involved.  

 

 

Step 1: Decide on a group (3-4 members) 

 

Step 2: Decide on a source you would like to use. (Popular song/excerpt(s) from T.V. series or film. (Be ready to 

share this with the class through screen share). 

 

Step 3: Apply the theory!!! (Topic, themes, main ideas, messages, author’s purpose, modes of discourse – 

wherever these apply. You don’t have to use them all if they don’t all apply.) 

 

First, let the class listen to your source – make sure we can see the lyrics! 

Explain to the class what the topics/themes/main ideas and messages are communicated through your source. 

 

Use the following guide questions to assist you in presenting your source. 

 

• Why have we chosen this source? 

• What do we like about it? (Rhythm? Beat? Tone? Messages?) 

• What do we dislike about it? 

• How do we relate to it? In what ways? 

• What are the cultural similarities between our own culture and the culture presented through this 

source? 

• What are the cultural differences between our own culture and the culture presented through this 

source? 

• What are the main social topics/themes and main ideas presented through this source? 

• What are the messages being communicated about society/social topics?  

 

 

Step 4: Locate any expressions you feel the class may not be familiar with and present/explain them to the class. 

You can ask questions too!  

 

Step 5: Select at least 3-4 vocabulary items and explain them to the class.  

 

 

Note: You are free to create a PowerPoint or a handout which you can upload and share with the rest of the class 

when it is your turn to present.  

 

Your total presentation time should be about 8-10 minutes per group. 
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Task 13 

Task 13 

SMILLE Model Lesson Plan 

Encouraging Positive Retrospective Self-evaluation  

Motivational Teaching Practice (Dornyei & Schmidt, 2001) 

Teach selection of Sources of Popular Culture as Prompt 
 

Selection of Prompt: Teacher selected   

‘Have it all’ – Jason Mraz  

Jason Mraz - Have It All (Acoustic) - (Lyrics/Lyrics Video) - Bing video 

  

Task Design: In class final revision and course conclusion                                        

Task objectives: Reinforcement of key course skills & concepts. 

Language focus (lower order):  

• Apply active listening  

• Listen for meaning 

• Apply course skills to unknown prompt 

 

Critical thinking (higher order): 

• Infer main ideas/topics & themes from SPC. 

• Make cross cultural associations. 

• Draw cross cultural similarities & differences and discuss these. 

                                                                                                          

Task Outcomes:  

Students are able to:  

• Comprehend topics & themes from an unknown source. 

• Answer set comprehension questions.  

• Self-reflect on their own understanding of key course skills & concepts. 
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Have it All  

After listening to the song 'Have it All' by Jason Mraz read each question and 

select the most appropriate answer. Click SUBMIT when you have finished. 

 

1.The song can be best described as which of the following? 

(5 Points) 

A warning 

A lesson 

A wish 

2.auspiciousness means: 

(5 Points) 

bad luck 

good luck 

3."May you always lead from the beating of your chest" means 

(5 Points) 

May you always have good health 

May you always follow good logic 

May you always follow your heart 

4."the road less paved" means: 

(5 Points) 

the road which is well built 

the road less frequently travelled 
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the road more frequently travelled 

5."infinite" means: 

(5 Points) 

a few 

one 

endless 

6." May you be treated like an esteemed guest" means: 

(5 Points) 

May you become rich in life 

May you always be treated with respect and kindness 

May you be invited to many parties 

7." Raise your glasses" is a reference to: 

(5 Points) 

making a toast 

picking up many glasses 

going well in life 

8.The main idea of the song is best expressed by which of the following: 

(5 Points) 

I hope that you have the happiest, most joyous future possible 

I hope you become rich and famous 

I hope you remain as you are 
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9.The speaker of the song would most likely agree with which of the 

following: 

(5 Points) 

Being mentally healthy and happy is as important as material wealth 

There's no need to try hard in life to gain material goods 

Life is unpredictable 

10."May you really own it each moment to the next" most likely means: 

(5 Points) 

May you never have bad times 

May you live in the moment and enjoy every experience 

May you own many things in life 

11.You can type in a goodbye message below just to practice the text 

writing option before your exam on Saturday. (not graded) 

 

Submit 

This content is created by the owner of the form. The data you submit will be sent to the form owner. Microsoft is 

not responsible for the privacy or security practices of its customers, including those of this form owner. Never 

give out your password. 

Powered by Microsoft Forms 

 |  

Privacy and cookies 

 | Terms of use 
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Appendix H – Sample Participant Diary Entry Initial Mark-Up  
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