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Maria del Carmen GARrRIDO-HORNOS

Abstract:

Successful performance in the study of English as a
Foreign Language is known to be subject to psychological
constructs such as type of motivation, degree of self-
regulated learning and levels of anxiety and burnout,
or academic fatigue. The present study—conducted at
the University of Valladolid Segovia Campus—served a
double purpose. Firstly, it was used to validate the English
Language Learner Motivation Scale (ELLMS) in a sample
of university students who were studying this language
but whose degrees were in subjects other than English
Language or Linguistics. Secondly, it demonstrated that
intrinsic motivation is associated with less anxiety and
greater selfregulation and self-efficacy in the English
language learning process. To both ends, we created a
94-question online survey which blended items from
four other instruments measuring levels of anxiety, self-
regulation and burnout. This questionnaire, delivered to
214 students from four different Spanish universities,
produced interesting results. To begin with, it confirmed the
first objective of the study and validated ELLMS as a viable
instrument to measure motivation in this population, as
well as confirming the presence of the three psychological
factors envisaged in the original theoretical proposal and
which the reader can find defined and analysed in depth
in this paper: intrinsic motivation, external regulation and
introjected regulation. The variable introjected regulation
was negatively correlated with anxiety but positively
with reported levels of burnout informed. With regard
to external regulation, the results were not conclusive.
This paper considers both the educational implications of
these results and the impact that these variables have on
the learning of English as a Foreign Language.

Keywords: Learning of English as a Foreign Language;
Motivation; Self-Determination Theory; Anxiety
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1. Introduction

As a social institution, knowledge generator and innovator, the university
conceptualises the backdrop for today’s modern society, and languages, especially
English, are key to success in this scenario. In fact, “[p]roficiency in English [is]
a definite asset of considerable value both at an individual and a societal level”
(You and Dérnyei 2014, 2). However, although most undergraduate students
believe that learning English as a second language is crucial for their professional
development, mastering the academic demands of English language learning
frequently becomes a difficult task (Mansoor et al. 2021).

Motivation, the drive to learn an additional language, has an impact—
positive or negative—on learners performance and influences their self-esteem
(Aleman-Aguilar and Portillo-Vazquez 2021). In fact, the study of the foreign
language may sometimes entail a decrease or loss of motivation and involve a
certain degree of apprehension and anxiety (Arnaiz-Castro and Guillén-Garcia
2012; MacIntyre 1999; Teimouri et al. 2019). Studies in social psychology
and education demonstrated that learners’ motivation is as relevant as their
aptitude in Second Language Acquisition (SLA) (Gardner 1985; Gardner and
Clément 1990). For teachers, analysing the levels of motivation of our students is
fundamental to understanding their level of engagement and helping them in the
process (Dornyei 2020; Dornyei and Ushioda 2021; Mercer and Dérnyei 2020).

The objective of this paper is twofold: (1) to provide an overview of motivational
variables in the learning of English as a Foreign Language (EFL) in students on
different degrees at four Spanish universities and (2) to examine which of these
variables best correlates with these students’ incentive to learn the language.

To this end, we carried out a validation of the Spanish version of the English
Language Learner Motivation Scale (ELLMS, Ardasheva et al. 2012). Grounded in
Self-Determination Theory (SDT) as proposed by Deci and Ryan (1985), ELLMS
was originally used to assess motivation among post-secondary education
second or foreign language learners. We designed an online survey—which is
described in depth in 4.1. Data collection—which was delivered to students at
universities in four different regions of Spain: Catalonia, Madrid, Castile and
Le6n and Andalusia. The analysis of the data was carried out at the Department of
English Philology (University of Valladolid, Segovia Campus). The questionnaire
evaluated students’ perceptions of themselves as language learners on the basis
of SDT and the relationship between their motivation and concepts such as self-
efficacy, self-regulation, anxiety or burnout.

After defining these notions and presenting our methodology, our findings
will be analysed to ascertain whether students having a higher evaluation of
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their competence and a greater degree of autonomy in the study of EFL is
linked to a greater sense of self-efficacy and self-regulation. Likewise, we will
evaluate our hypothesis that students showing weak self-efficacy beliefs and
who have poor self-regulated learning strategies have higher levels of anxiety
and burnout in their SLA.

2. Literature review

A considerable body of research in the field of SLA has analysed the factors
which contribute to an individual’s motivation to study a second language
(Dérnyei 1994, 1998; Noels and Clément 1996). Social and cognitive theories
have been particularly important in guiding such research with social theories
focusing both on the learner’s feelings towards the target language and its
speakers (ethnolinguistic attitudes) and on social aspects (power relationships or
language status) (Dornyei 2020). Cognitive approaches, however, mainly regard
motivational variables to be linked to the individual’s personal perceptions—
e.g., their objectives or their desires of success after achieving them.

Other researchers have reflected on the socio-psychological aspects
underlying the process of English as a Second Language and English as a Foreign
Language. Since the 1980s, Gardner and his group have investigated the factors
influencing SLA and retention (Gardner 1985, 2007; Gardner and Clément
1990). In his “Socio-Educational Model of SLA” (1985), Gardner divided
the process into two separate clusters of reasons for learning a language. The
cognitive dimension is related to the acquisition of the structural components
of the language, e.g., grammar, vocabulary, pronunciation, etc. The affective
dimension, on the other hand, is concerned with aquiring the behavioural
aspects of the target language community (Gardner, 1985), like identifying with
the other language group’s culture and context.

For Gardner, the learning of a second language (1.2) is subject to the influence
of attitudes and sociocultural clichés regarding the target culture (2007). For this
reason, motivation—"the combination of effort plus desire to achieve the goal of
learning the language plus favourable attitudes towards learning the language”
(Gardner 1985, 10)—stands as a major affective variable in this process. The
learner may study the language in pursuit of an internal goal, for example, to
become a member of the new community (“integrative motivation”, Gardner
1985). But he or she may also be seeking an external objective like getting a
specific job, (“instrumental motivation”, Gardner 1985).

In summary, integrativeness and instrumentality support motivation.
This motivation—plus the learner’s ability—is the driving force in language
performance.
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However, despite the leading role of the Socio-Educational Model in the
mainstream of SLA, Gardner’s proposal was criticised from the late 1980s on
(Au 1988; Crookes and Schmidt 1991; Dérnyei 1994; Mori and Gobel 2006).
New studies started to analyse motivation as a dynamic concept which needs to
be based on the learning context in which L2 normally occurs.

Self-Determination Theory (SDT) captured both this dynamism of motivation
and its importance in the educational setting (Deci and Ryan 1985, 2002; Deci et
al. 1991). Broadly speaking, the theory asserts that we are born with the need to
feel autonomous, competent and with a sense of belonginess. And, furthermore,
that it is our capacity to choose that dictates our behaviour and actions. As such,
then, the process of self-determination is intrinsically-motivated, that is to say,
closely connected to a feeling of enhancement and enjoyment (Bai and Wang
2020). The individual has this motivation satisfied once he or she has met these
three basic needs—autonomy, competency and sense of belonginess—(Bonney
et al. 2008) and then feels free to take decisions, solve tasks successfully and
improve his or her performance. Finally, the individual has the feeling of belonging
to a group (Deci and Ryan 2002). Developing Deci and Ryan’s theory, Noels et al.
(2000) presented a subdivision of what has been shown to be suitable constructs
for understanding L2 motivation: intrinsic and extrinsic motivation.

Intrinsic motivation has an internal perceived locus of causality and relates
to the activity of doing something voluntarily. As a personal choice, maybe for
mastery or pleasure purposes, it is highly relevant to the learning of a foreign
language (Bonney et al. 2008). Intrinsically motivated individuals embody the
prototype of self-determination and find their reward in the enjoyment of the
learning task itself. Consequently, they achieve a sense of competence when
performing in the L2 (Ehrman et al. 2003).

Conversely, extrinsic motivation has an external perceived locus of causality. The
person’s behaviour is ruled by an external source and his or her acts are carried out
to either avoid possible punishment, obtain some sort of external compensation
or to comply with an extrinsic constraint (Bai and Wang 2020; Noels et al. 2000).

The model we are describing comprises the following four types of extrinsic
motivation, ordered along a self-determination continuum, “from unwillingness,
to passive compliance, to active personal commitment” (Zareian and Jodaei
2015, 302).

a) External regulation infers that a subject’s conduct is controlled by external
contingencies—a punishment, a promotion, a reward, etc. Individuals feel
their behaviour has an external locus of causality, like joining English lessons
to obtain course credits. If the motive to learn the language disappears, the
incentive to continue engaging with the process will disappear as well (Ryan
and Deci 2000).
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b) Introjected regulation implies a higher degree of autonomy than external
regulation. In this case, the avoidance of guilt is decisive. In order to reach/
maintain a certain degree of ego-enhancement or self-esteem, the subject
accepts the established regulation and behaves in a determined way, albeit
with a strong feeling of pressure. This may incite a student, for instance,
to wish to learn English not only to avoid failing the exam, but also to
accomplish a desire to impress others—social recognition.

¢) Identified regulation: the person identifies with the values underlying a specific
activity and is motivated by a personal desire (e.g., being able to achieve aural
comprehension in the L2 and proficiency when speaking it). In the case of
university EFL students, learners who consider that being competent in L2
listening is essential for their linguistic development will focus on any type
of oral exercises in order to attain their desired level. Therefore, even though
their motivation is extrinsic—the task is clearly carried out because of its
usefulness—identification makes it possible to choose freely and without
any kind of external pressure.

d) Integrated regulation entails the highest level of autonomy and is closely linked
with the usefulness of the task. The person performs something encouraged
by the benefit it may produce.

SDT also includes a fifth and final state of motivation, namely amotivation.
For amotivated subjects, the outcomes of their actions are determined by
elements over which they have no control. This explains why the person cannot
find any motivation to guide goal-directed activities and may even wish to stop
doing them.

In short, SDT offers various possibilities for predicting students’ degree of
success or failure in acquiring their chosen L2.

3. Research hypotheses

Since individuals vary both in their types and levels of motivation, tools like ELLMS
help us detect how much motivation and what orientation—or specific reason for
learning an additional language a particular student has (Noels et al. 2000).

Of the types of motivation explained above, the ELLMS contemplates three
main factors, one related to intrinsic motivation and two to extrinsic motivation,
namely introjected regulation and external regulation.

As stated above, our study sought to detect which of these dimensions are
best related to our learners’ motivation and their possible consequences on:

a) a student’s level of self-efficacy—any subject’s personal conviction in his or
her capabilities to execute a particular task effectively in order to achieve
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a desired outcome (Schunk and Pajares 2002; Seon-Ahn and Bong 2019;
Zimmerman 2000).

b) theirlevel ofself-regulation—the degree towhich students are “metacognitively,
motivationally, and behaviourally active participants in their own learning
process” (Zimmerman 1989, 1). After all, goal congruence and the
expectancy-value of aims have a profound impact on a person’s interest in
learning (Sansone et al. 2019). Therefore, if individuals are persuaded to
believe in themselves, they persevere more in the face of difficulties in their
L2 attainment (Bandura 2012).

Considering these ideas as a general goal of the research, we formulated the
following four research hypotheses:
HI. The original ELLMS three-factor structure—intrinsic motivation, external
regulation and introjected regulation—will be valid for our Spanish sample.
H2. Students with a higher level of intrinsic motivation will show lower levels of
anxiety when learning the L2.
H3. Students with a higher level of intrinsic motivation will show higher levels of
self-regulation (3a) and self-efficacy (3b).
H4. Learners who show higher levels of introjected regulation will show higher
levels of anxiety (4a) as well as higher burnout levels (4b).
Establishing these four hypotheses as a starting point, our research aimed to:
1. test whether our participants’ self-regulated behaviour increased their
chances of success in the EFL learning procedure or, on the contrary,
have an impact on their degree of anxiety and burnout.
2. analyse our participants’ level of anxiety and its relationship with their
degree of motivation and burnout.

Foreign language anxiety—defined by Horwitz et al. (1986) as “a distinct complex
of self-perceptions, beliefs, feelings and behaviours related to classroom language
learning arising from the uniqueness of the language learning process” (28)—
may entail or be provoked by communication apprehension, fear of negative
evaluation and test anxiety (Horwitz et al. 1986). Feeling uncomfortable when
expressing oneself in the L2 in front of others, worrying excessively about
academic evaluation or setting unrealistic objectives about an assignment in
English for fear of failure all influence the students’ motivation and their degree
of exhaustion.

In addition, being proactive when setting goals and deploying strategies to
regulate one’s knowledge is difficult if the degree of burnout is high (Oyoo et
al. 2020). This sensation of exhaustion may respond to the pressure exerted
upon the learner by the demands of the language—what Schaulfeli et al. label as
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“emotional exhaustion” (2002). In turn, this emotional exhaustion may make
the learner develop an indifferent attitude towards the L2 and a pessimistic view
of academic work at university—or “cynicism” (Schaufeli et al. 2002).
Consequently, the relationship established in our hypotheses between the
constructs “self-efficacy”, “anxiety” and “burnout” is clear as there is (1) a typical
positive correlation between self-efficacy and adaptative variables—e.g., task value
or goal attainment— and (2) a negative correlation between self-efficacy and

maladaptative variables—e.g., anxiety or burnout (Seon-Ahn and Bong 2019, 73).
4. Methodology
4.1. Data Collection

Our proposal made use of a modified version of the ELLMS instrument, which
was adapted to the contextual necessities of our target group, university students.
Some studies had previously applied ELLMS to measure the levels of motivation
among pre-college and primary students (Ardasheva et al. 2012; Mateos de Cabo
and Mateos de Cabo 2015). However, no study had made use of the questionnaire
with university students.

In our case, a translation into Spanish of the items was made by experts
and was provided to the participants in order to avoid misunderstandings or
imprecise comprehension.

Following the procedure of the original questionnaire, we considered three
dimensions of SDT—intrinsic motivation, external regulation and introjected
regulation—and disregarded two others—identified regulation and integrated
regulation.

Furthermore, with the purpose of gathering complete information from our
target population, we also made use of these other four instruments:

a) The Foreign Language Classroom Anxiety Scale (FLCAS, Horwitz et al. 1986).
A translation of this 33-item questionnaire was made by experts for our use.

b) The General Self-Efficacy Scale (GSES, Baessler and Schwarzer 1996). This
provided a global score on people’s self-reliance to tackle the challenges of the
environment in which they are engaged.

¢) The Self-Regulation Scale (SRS, Luszczynska et al. 2004). The Spanish
version of this scale was provided directly by the authors of the research group
at Freie University in Berlin.

d) The School Burnout Inventory-University Form (SBI-U, Salmela-Aro et
al. 2009), which has been translated and adapted to the Spanish university
population (Boada-Grau et al. 2015) in order to assess burnout among
undergraduate students.
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Our final survey contained 94 questions: 89 close-ended questions (including
multiple-choice and rating questions) and 5 open-ended questions which
allowed participants to include information not covered in the options provided
elsewhere. Demographic questions aimed at exploring the background of the
respondents (age, gender, nationality, university studies, number of laguages
spoken, proficiency level at the different English skills, etc.) opened the
questionnaire. The remaining items were organised in 5 different sections
according to the purpose or to the instrument which was being employed:

(1) Section 1 included the questionnaire by Ardasheva et al. (2012). As proposed
in their original study, we made use of the scale with 12 items grouped in
three different dimensions: (1) Intrinsic Motivation—e.g., “It is fun to learn
anew language”; (2) Introjected Regulation—e.g., “I feel bad about myself if
I can’t speak English in my class”; (3) External Regulation—e.g., “I want to
show my teachers that I can learn English.”

Subjects were required to answer the items on a 5-point Likert scale ranging
from 1 (Completely disagree) to 5 (Completely agree). The higher the score, the
higher that type of motivation.

In the original study, Cronbach’s alpha for the global score reached a value
of 0.80 and the subscale alphas ranged from 0.58 to 0.74.

(2) Section 2 (FLCAS) comprised 20 rating questions which evaluated oral and
reading comprehension and 13 questions which estimated aspects related to
general anxiety when learning EFL.

The scale consisted of three main dimensions: (1) Communication
Apprehension—e.g., “I don’t mind making mistakes in class”; (2) Evaluation
Anxiety—e.g., “I am worried about the consequences of failing”; (3)
Discomfort—e.g., “I wouldn’t mind at all attending more foreign language
classes.” Each item was rated on a 5-point Likert scale (1 = Completely agree,
5 = Completely disagree).

The original version of the scale (Horwitz 1986; Horwitz et al. 1986) revealed
high values of internal consistency (0.93). In this scale, a higher score showed
lower levels of anxiety.

(3) Section 3 (GSES) asked subjects to answer the Spanish version of the 10
items—e.g., “If I find myself in a difficult situation, I usually know what I
should do”—ranked from 1 (Completely disagree) to 4 (Completely agree). The
higher the score, the higher the self-efficacy level.

(4) Section 4 (SRS) made use of a reduced version of this instrument with only
7 items—e.g., “I keep my eyes on my goals and do not let anything turn me
away from them.” Participants were asked to answer the items on a scale
ranging from 1 (Not at all) to 4 (A lot).
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Cronbach’s alpha values found in previous research varied between 0.63 and
0.87. This scale offers just one dimensional scores and therefore a higher
score suggests a higher level of self-regulation.

(5) Section 5 (SBI) consisted of an inventory of 9 items along three dimensions:

(1) Exhaustion—e.g., “I feel strained by the academic work”; (2) Cynicism—
e.g., “I feel like I'm losing interest in my academic work”; (3) Inadequacy
e.g., “I often have a feeling of insufficiency in the activities I do in class.”
Subjects were required to answer the items on a 6-point scale ranging from 1
(Totally disagree) to 6 (Totally agree). The higher the score, the higher the level
of burnout experienced.
Previous research with the Spanish version of the instrument found
acceptable reliability values for all three dimensions: Exhaustion (0.70),
Cynicism (0.77) and Inadequacy (0.71). Furthermore, these dimensions
showed good validity values with self-regulation (r = -.22,r = -27,r = -32,
respectively) and with self-efficacy (v = -0.16, r = -25, r = -.25) (Boada-
Grau et al. 2015).

4.2. Participants

The sample consisted of 215 Spanish students—174 females (80.93%) and 41
males (19.07%). Their ages ranged from 17 to 66 years, although when the outlier
of a person aged 66 was removed, this gave an age range of 17 to 24 (mean=
21.60; SD = 4.38). All were enrolled in curricular EFL courses at one of four
Spanish state universities—Autonomous University of Barcelona (13.3%), Rey
Juan Carlos University (15.27%), University of Valladolid (51.1%) and University
of Cadiz (20.33%). The teachers in charge of these courses collaborated by
delivering the survey to their learners. The results were collated at University of
Valladolid, Segovia Campus, where this research originated, and which explains
the high level of participation at this university.

All the respondents were Spanish native speakers and no foreign students
took part in the study. Students from the Autonomous University of Barcelona
were bilingual in Spanish and Catalan, but all their responses for the follow-up
open-ended questions were provided in Spanish.

Table 1 shows the distribution of the sample by university degree. The column
labelled “Frequency” indicates the number of students taking that particular
degree. The students were recruited from nine degrees and three double degrees.
Eighty-one respondents did not specify what they were studying:
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TasLE 1. Sample distribution by university degree.

Frequency Percentage

Tourism 46 21.39
Early Education 33 15.34
Journalism 17 7.90

Nursing 7 3.25

Business Administration 6 2.79
Commerce 7 3.25

Art History 4 1.86
Elementary Education 4 1.86
Architecture 1 0.46
Advertising + Public Relations 7 3.25
Business Administration + Tourism 1 0.46
History + Tourism 1 0.46
Not specified 81 37.67

TOTAL 215 100

With regards to the highest level of studies completed, 65.6% of the sample
had Secondary Studies and 25.5% had Vocational Training qualifications before
starting their current degree, while 8.9% were graduates studying a second
degree. The majority of the sample (74.4%) were not working while studying,
but 16.7% worked regularly and the remaining 8.9% worked sporadically.

Participants had been studying English for between two months and twenty
years, some of them studying English at language academies or in private classes
in addition to their university English course, and their level in English ranged
from Al to C1, according to the CEFRL (Council of Europe 2001). As might be
expected, this diversity created a complication, since the time of exposure to the
L2 and the experiences in class or in extra-academic situations may influence the
student’s degree of motivation.

Likewise, the fact that, in most cases, English was a non-elective degree
subject, while in degrees such as Nursing and Business Administration it was a
voluntary module was also an issue. Both these aspects were taken into account
when analysing the results and their general implications are mentioned in 6.
Discussion and final conclusions.

4.3. Procedure
Within the usual class schedule, students were informed of the purpose and
procedure of the study and that taking part was voluntary. The collaborators

at the different institutions guaranteed their learners that the results of the
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tests involved would not have any effect on either their grades for the module
concerned or on their academic record. They were likewise assured that their
answers would only be used for the specific purposes of the study and that their
privacy would be preserved.

The online questionnaire was administered through Moodle, the open-source
learning platform and data collection was carried out over a five month period.
Once the answers had been carefully scrutinised, one questionnaire was removed
as the respondent had submitted incomplete information or invalid answers to
several questions. Consequently, the final sample totalled 214 subjects.

4.4. Statistical data analyses

The analyses corresponding to internal consistency and Pearson correlations
between observed variables were performed using the statistical package SPSS
22.0. The EQS software was used to carry out Confirmatory Factor Analysis
(CFA) of the different models being tested. The estimation method of choice
was maximum likelihood with robust Satorra-Bentler corrections. Goodness-of-
fit adjustment for each model was measured through indices based on different
methods (Hu and Bentler 1999; Marsh et al. 1996): NNFI (Non-Normed Fit
Index), CFI (Comparative Fit Index) and RMSEA (Root Mean Square Error of
Approximation) and a 90% confidence interval was employed.

5. Results

This section presents the overall findings obtained from our survey. The results
shown in Tables 2 to 6 are analysed below and their implications are commented
on in depth in 6 Discussion and final conclusions.

5.1. Reliability analysis of all factors

Reliability is not an inherent or immutable property of a test itself, but of the
values obtained from it with a particular sample. It is related to the possibility
of reproducing the results on several occasions using the same instrument
(Nunnally 1967).

Taking this into account, the values obtained in our study should be
consistent, since the different measurement instruments which compounded
ours had been administered repeatedly to different subjects in different contexts
but using the same procedure.

Reliability and internal consistency were assessed in this research with
the traditional coefficient Cronbach’s alpha (o), which estimates how reliable
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responses to the items were by marking the degree of consistency in relation to
the psychological construct measured.

Table 2 shows the main statistics (minimum, maximum, mean, standard
deviation) and Cronbach’s alpha coefficient for the thirteen variables identified.
A reliability coefficient of 0.70 or higher is considered an acceptable measure in
most situations (Tavakol and Dennick 2011). The Cronbach’s alpha coefficient
for eleven of the thirteen variables is high, which suggests that the items present
relatively high internal consistency. Exceptional are the cases of External
Regulation (0.60) and Discomfort (0.36), the latter presenting a value noticeably
lower than the rest.

TasLE 2. Descriptive statistics and reliability values (Chronbach’s o).

Variable Minimum Maximum |Mean |SD a
1. | Intrinsic Motivation 2 5 3.98 0.68 |0.86
2. | External Regulation 3 5 4.51 0.53 |0.60
3. | Introjected Regulation |1 5 4.17 0.88 [0.75
4. |FLCAS 1 5 3.06 0.59 (0.92
5.|CA 1 5 292 0.88 [0.93
6.|EA 1 5 291 0.71 (0.71
7.|DC 1 5 3.34 0.74 ]0.36
8. | Self-Regulation 1 4 2.72 0.51 |0.78
9. | Self-Efficacy 2 4 3.10 0.46 |0.85
10. | SBI-U-Global 1 6 3.12 1.07 |0.87
11. | SBI-U-Exhaustion 1 6 3.20 1.19 |0.80
12. | SBI-U-Cynicism 1 6 2.86 1.39 |0.86
13. | SBI-U-Inadequacy 1 6 3.35 131 ]0.68

Note. FLCAS = Foreign Language Classroom Anxiety Scale; CA = Communication Apprehension;
EA = Evaluation Anxiety; DC = Discomfort; SBI = School Burnout Inventory

5.2. Confirmatory Factor Analysis of SDT Factors
A 3-factor model was tested through CFA. Furthermore, two other models, a

1-factor model (Global Motivation) and 2-factor model (Intrinsic Motivation, on
the one hand, and the two types of Extrinsic Motivation, on the other) were also
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tested. It is important to verify the construct validity of the scales of these models
by comparing the goodness-of-fit indices of the three options.

As shown in Table 3, the three-factor model reaches the recommended values
for the different goodness-of-fit indicators: CFI and NNFI = 0.9, and RMSEA
<0.08, according to Hair et al. (2006) and Kline (2015). The CFI and NNFI
were greater than or equal to the accepted value (CFI= 0.924, NNFI= 0.9). The
RMSEA (0.063) also met the desired threshold. The Satorra-Bentler Chi-Square
was 92.455 (d.f = 50, p > 0.01). This result, however, is to be considered
cautiously, since the Satorra-Bentler Chi-Square test is highly sensitive to small
size samples—Tlike ours. As a matter of fact, all the other measures analysed in
our sample do confirm the suitability of the three-factor model.

The results indicate a good fit for the model and support our H1. “The
original ELLMS three-factor structure—intrinsic motivation, external regulation
and introjected regulation—will be valid for our Spanish sample.”

It must be taken into account that the adjustment of the 3-factor model has
been improved by including a covariance error between the pair formed by items
4 and 6, which implies more a systematic error than a random measurement
error derived from the overlapping of the content of the items (see Table 3).

TasLE 3. Goodness-of-fit indices of CFA models.

Models & df NNFI CFI RMSEA 90% CI
MIFactor 226.6883 54 0.625 0.693 0.123 [0.106, 0.139]
M2Factors 166.2627 53 0.749 0.799 0.100 [0.083,0.117]
M3Factors 1129773 51 0.857 0.890 0.076 [0.057, 0.094]

M3Factors_improved 92.4554 50 0.900 0.924 0.063 [0.042,0.083]

Note. **p < .01, ,,C>= Satorra-Bentler’s Chi-Square, df = Degrees of Freedom, NNFI =
Non-Normed Fit Index, CFI = Comparative Fit Index, RMSEA = Root Mean Square Error of
Approximation and 90% CI = Confidence Interval of RMSEA.

Table 4 shows the results for the twelve items studied with their means, standard
deviations and the factor loadings on the corresponding factor. Most of the
items had values above 0.5 and can thus be considered strong indicators for the
constructs (Hair et al. 2006), specifically: loading values for Intrinsic Motivation
items were between 0.65 and 0.81, between 0.65 and 0.93 for Introjected
Regulation items and between 0.33 and 0.66 for External Regulation items.
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The correlations between factors is shown in Table 5. There is a weak positive
linear relationship between Intrinsic Motivation and Introjected Regulation, as
indicated by the coefficient being below 0.3 (Ratner 2009) and a stronger positive
relationship between Intrinsic Motivation and External Regulation.

TaBLE 4. ELLMS Scale: Items, descriptive statistics and standardised loadings.

Construct  Item (first-order indicators) Mean SD  Loading
Intrinsic 1. It is fun to learn a new language. 4.08 0.84 0.69
Motivation 2. I like learning new things. 460 0.62 0.70

3. I like to learn about English culture. 419 091 081

4. 1 like it when I do well in English. 3.62 092 0.71

5. I'like it when I can understand difficult things  4.06  0.94 0.67

in English.

6. I like doing difficult things in English. 333 1.01 0.68
Introjected 1.1 feel bad about myself if I can’t speak in 414 1.04 0.65
Regulation English in my class.

2.1'd feel bad about myself if I couldn’t speak to 4.21 ~ 0.92 0.93
my American or English friends in English

External 1. I want to show my teachers that I canlearn ~ 4.30  0.85 0.61
Regulation English.

2. I'want to find a good job when I grow up. 489 039 033

3. My parents and teachers want me to learn 440 0.90 0.50
English.

4. Everybody at university has to learn English. 4.45  0.85 0.66

TasLE 5. Correlations between factors.

Correlations between factors 1 2 3

1. Intrinsic Motivation
2. Introjected Regulation 0.27

3. External Regulation 0.48 0.21

Note: All of the loadings are statistically significant at a= 0.01.
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As regards the correlations among the variables observed, Table 6 illustrates how,
in the case of Intrinsic Motivation, all indices show a positive and meaningful
correlation with the FCLAS scale (r = 0.38) and its three dimensions.

In this scale, a high score means low anxiety. The results support H2.
“Students with a higher level of intrinsic motivation will show lower levels of
anxiety when learning the second language.”

Intrinsic Motivation also shows a weak and significant positive correlation
with Self-Regulation (+ = 0.15) and Self-Efficacy (+ = 0.14), thus supporting H3.
“Students with a higher level of intrinsic motivation will show higher levels of
self-regulation (3a) and self-efficacy (3b).”

The opposite occurs with the External Regulation variable, which has a
weak negative correlation with FCLAS and its two dimensions: Communication
Apprehension (r = -.22) and Evaluation Anxiety (r = -.26). In addition, External
Regulation also shows a slight positive correlation with Burnout status (r =
0.14) and two of its dimensions: Exhaustion (+ = 0.15) and Inadequacy (r =
0.19). These results demonstrate that this variable is associated with higher
levels of anxiety.

In the case of Introjected Regulation, the indices show a weakly significant
positive correlation with the FLCAS scale (r = 0.09) and a slight negative correlation
with the Burnout status (r = 0.14) and the Cynicism dimension (+ = 0.16). These
results support H4. “Learners who show higher introjected regulation will show
higher levels of anxiety (4a) as well as higher burnout levels (4b).”
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6. Discussion and final conclusions

The present study was conducted with two basic objectives: (1) to validate
the Spanish version of the English Language Learner Motivation Scale (ELLMS,
Ardasheva et al. 2012) in a sample of 214 university students who were studying
English at university although their degrees were in subjects other than English
Language or Linguistics. (2) To demonstrate that intrinsic motivation is associated
with less anxiety and with greater self-regulation and self-efficacy in the study of
the English language.

With those aims in mind, the research explored the students’ own views of
their academic situation at university, their emotions and levels of apprehension
and burnout with respect to the FLA.

To collect the data, we developed a 6-section online survey based on the
adaptation and translation into Spanish of five different instruments: (1) ELLMS
(Ardasheva et al. 2012), (2) FLCAS (Horwitz et al. 1986), (3) GSES (Baessler and
Schwarzer 1996), (4) SRS (Luszczynska et al. 2004) and (5) SBI-U (Salmela-Aro
etal. 2009). The focus when translating was not on literal translations, but rather
on construct equivalence.

The global conclusion which can be drawn from the results obtained is that
the Spanish version of the ELLMS is a viable instrument with good psychometrical
properties in general to measure the motivation of EFL university students. The
information gathered revealed an overall consensus among our participants on
many questions, despite them studying at four different universities and on
twelve different degrees.

According to what was posited in our first hypothesis, (H1: “The original
ELLMS three-factor structure—intrinsic motivation, external regulation and
introjected regulation—will be valid for our Spanish sample”), the results
confirmed the presence of three factors: intrinsic motivation, internal regulation
and external regulation, which correspond with the results of the original study
(ELLMS, Ardasheva et al. 2012).

As regards the items measuring the first of these factors, i.e., intrinsic
motivation, respondents completely agreed in section 1 (ELLMS, Ardasheva et
al. 2012) on the usefulness of studying a new language (67.3%) and its culture
(45.8%).

These percentages are not surprising, since these statements related to the
acquisition of new knowledge in an L2 reflected, in our test, the subjects’ “natural
human propensity to learn [...], [their] inherent tendency to seek out novelty
and challenges, to extend and exercise [their] capacities” (Ryan and Deci 2000,
54). Related to personal interest, internal satisfaction and optimistic managing,
the answers evinced the pleasure that the respondents gain from exploring new
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things in the language, which Noels et al. consider could be included in a subtype
of intrinsic motivation they refer to as “knowledge” (2000).

Nonetheless, responses to the statement “Ilike it when I do well in English”—
which mirrors the feeling of pleasure derived from mastering a task in the foreign
language or accomplishing a goal using it (“accomplishment” subtype, Noels et
al. 2000)—were more varied, probably because English was not a prerequisite
for graduation for all the participants and their interest in performing effectively
in the L2 was also varied. As such, 35.0% neither agreed nor disagreed with
the statement while 36.9% simply agreed and only 17.8% were in complete
agreement with the statement.

The enjoyment derived from trying to solve challenging exercises and tasks
in the foreign language received likewise a quite heterogenous score, with 42.1%
of the participants neither agreeing nor disagreeing and 14.0% showing their
complete agreement. Fortunately, only a few respondents (4.7%) indicated they
had little intrinsic motivation when responding to the statement “I like doing
difficult things in English”.

This same disparity of opinions can be seen in relation to the item “I like it
when I can understand difficult things in English.” A total of 38.3% of respondents
completely agreed with the idea, 36.4% strongly agreed, 18.2% neither agreed or
disagreed. Interestingly, 5.6% strongly disagreed and 1.4% selected the option
“Completely disagree”, which tells us that, sadly, this sub-group derive no fun,
aesthetic appreciation or “stimulation” (third subtype by Noels et al. 2000) from
performing a particular task in English.

Turning now to our results on the items measuring extrinsic motivation,
the general responses were much more consistent. 47.2% of the respondents
completely agreed with both statements estimating introjected regulation: “I feel
bad about myself if I can’t speak English in my class” and “I'd feel bad about
myself if I couldn’t speak with my American or English friends in English.”

This seems quite logical, as not being able to communicate fluently in English
either in class or with native speakers with all probability implies a considerable
degree of social pressure on the individual. Introjected regulations like those
conveyed by these statements project sensations which are within the person,
but are not part of the integrated self, since they involve coercion or seduction,
not free selection (Deci and Ryan 1985; Deci et al. 1991).

These results suggest that unsuccessful performance in English indeed entails
for our participants a high level of apprehension and personal coercion. Items
measuring external regulation were those which received the highest percentage
of complete agreement. This might be due to the fact that they entailed ideas
directly related to personal success and professional projection—*“I want to find
a good job when I grow up” (91.6%)—or because they verbalised generalised
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and socially-accepted beliefs—“Everybody at university has to study English”
(64.5%), “My parents and teachers want me to learn English” (60.7%).

Our second research hypothesis was also confirmed: H2 (“Students with
a higher level of intrinsic motivation will show lower levels of anxiety when
learning the 12”). In research on anxiety conducted previously (Arndiz-Castro
and Guillén-Garcfa 2012), internal consistency in the Spanish version of the
scale had a Cronbach’s alpha score of 0.93. Given this excellent coefficient,
we tested in this study whether students achieving a higher score for the items
measuring intrinsic motivation presented lower levels of anxiety with respect to
EFL. More specifically, the section in our questionnaire devoted to measuring
anxiety as a major obstacle in the acquisition and production of the language—
principally assessed by FLCAS (Horwitz et al. 1986)—evinced the students’
general apprehension in speaking interventions.

The scores for this section revealed that, broadly speaking, these EFL
learners feel anxious about speaking in front of their classmates (with 25.1%
strongly agreeing that they would feel embarrassed if their classmates laughed at
them when speaking in English). Moreover, almost a quarter of students felt the
same about volunteering answers in the English class (24.7%) and 31.6% were
in complete agreement with the statement “I start to panic when I have to speak
without preparation.”

Fortunately, only 8.8% of the whole sample strongly disagreed with the idea
of taking more English classes. This can be interpreted as a very positive reaction,
for 40.5% completely agreed with the idea of receiving greater exposure to the
language regardless of their level of English and their possible degree of anxiety
during oral communication.

This section also assessed participants’ fear of negative evaluation. 52.1%
of the respondents strongly agreed with the statement “I worry about the
consequences of failing my English tests”, which is understandable if we take
for granted that most of our participants regarded assessment in the L2 as a
pressure-inducing element rather than as an intrinsically-motivating tool.

These findings support our hypothesis and provide evidence that, if we are
able to arouse in our EFL students some sort of intrinsic motivation, their levels
of anxiety will be lower.

Ryan and Deci stated that “[ilntrinsic motivation, being an inherent
organismic propensity, is catalyzed (rather than caused) when individuals are
in conditions that conduce towards its expression” (2000, 58). We know that
fostering intrinsic motivation can be a lengthy and difficult process, since it
implies performing the activity for its own sake and not for an external reward.
Our research, however, helped us to conclude that we should do our best to
orientate our teaching to promote self-determined motivation in our students,
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which will give rise to increased problem-solving flexibility, more efficient
knowledge development and an increased level of self-esteem in class (Deci et al.
1991; Noels et al. 2000).

At times, namely when instructors use exams as motivational tools for
learning, students’ extrinsic motivation—*[that] construct that pertains whenever
an activity is done in order to attain some separable outcome” (Ardasheva et al.
2012)—may prevail over intrinsic motivation.

We are conscious that avoiding the negative outcome of this is crucial, so
ensuring that lessons are encouraging may be more likely to lead to intrinsically-
motivated responses on the part of the learners, who will feel less anxious and
apprehensive towards the 12. This possibility was explored in studies by Gocer
(2014), Jarie et al. (2019), Maclntyre (1999), MacIntyre and Gardner (1994),
Torres and Turner (2015) and Mortimore (2017). By means of statistically
meaningful results, they all demonstrated the correlation between linguistic
anxiety and achievement and success in SLA.

As regards H3 (“Students with a higher level of intrinsic motivation will show
higher levels of self-regulation (3a) and self-efficacy (3b)”, we found that students
revealing a higher level of intrinsic motivation did in effect present higher levels
of self-regulation and self-efficacy. Section 4 (SRS, Luszczynska et al. 2004) in
our survey helped us to verify this idea by measuring attention as one component
of the dispositional variable self-regulation. Items related to concentration and
emotional self-control in problem-solving tasks produced similar results. To this
end, 46.7% of the respondents said that they were completely able to concentrate
on their activities for a long time and 52.1% selected the same option when asked
about their ability to come back to a task after being distracted. Furthermore,
more than half of the participants selected the option “Somewhat” for the item
“I stay focused on my goal and don’t allow anything to distract me from my plan
of action”, with 25.1% choosing the option “A lot” and only 1.4% opted for the
answer “Not at all.”

This item and its results are particularly illustrative in endorsing the notion
that the higher the level of intrinsic motivation, the higher the level of self-
regulation. As Luszczynska et al. put it, “attention control is a key component
of self-regulation when individuals pursue their goals in the face of barriers and
setbacks” (2004, 555). If we help our learners to focus their attention on their
attainment in the 12, their academic activity will be more self-regulated and,
consequently, their degree of intrinsic motivation will increase, too.

Additionally, the responses obtained from the section which assessed self-
efficacy (GSE, Baessler and Schwarzer 1996) showed that, in most cases, our
intrinsically motivated participants presented optimistic self-beliefs to cope
with difficult demands in life. The 10 questions involved received very similar
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responses: 57.2% ranked as “Moderately true” the statement “If someone
opposes me, I can find the means and ways to get what I want” and 59.1%
considered “Exactly true” “I can always manage to solve difficult problems if I try
hard enough.” The participants selected the option “Moderately true” when asked
both about their resourcefulness and coping abilities in unforeseen situations
(53%) and about the ease with which they can stick to their aims and accomplish
their goals (54.4%). This supports the idea that our actions are responsible for
successful outcomes: self-efficacy, the belief that we can overcome obstacles and
get things done, is necessary for effecting changes in our lives.

Finally, hypothesis H4a—"“Learners who show higher levels of introjected
regulation will show higher levels of anxiety”—was also confirmed. This is
significant but, unfortunately, provides negative information on this type of
extrinsic motivation in the EFL learning process. The results obtained from this
section lead us to conclude that when the learner contemplates the language as
an imposition rather than as a choice, the level of pressure increases considerably.
For these individuals, learning English does not involve the rewarding effect of
achieving mastery in the language, but rather the reduction of anxiety produced
by, for example, the necessity of passing an exam, impressing others or obtaining
the recognition desired.

Taking this into consideration, we can also assert that this study confirmed
H4b: “Learners who show higher levels of introjected regulation will show higher
burnout levels (4b).”

Section 5 in our questionnaire was focused on measuring levels of burnout
among the sample group. The adaptation of the instrument designed by Salmela-
Aro et al. (2009) to university students provided an indication of the confidence
students show in meeting academic requirements. In most cases, the participants
did not show notable levels of exhaustion or cynicism. Of those surveyed, 29.4%
totally disagreed with the idea of leaving university prematurely because of a
possible lack of motivation (and another 22.4% partially disagreed). Furthermore,
only 3.7% totally agreed that they were losing interest in their academic work,
compared to 27.1% who had the opposite view.

Feelings of inadequacy were also assessed by means of items such as “I often
have a feeling of insufficiency in my academic work.” Interestingly though, for
these statements, respondents showed more diverse opinions: 12.1% totally
disagreed, 22% partially disagreed, 22% disagreed and 23.8% partially agreed,
with the remaining 20.1% totally agreeing.

Taking into account all these data, it appears that introjected regulation is
the worst option in terms of motivation when compared to the other variables in
the analysis. Even though it implies a higher degree of autonomy than external
regulation, the main motive of this regulation is the avoidance of guilt or anxiety.
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As teachers, we should do our best to prevent these feelings from setting the pace
in our students’ learning process.

To conclude, the results of the present study revealed the unquestionable
relation between motivation and FLA, highlighting the importance of intrinsic
motivation as a psychological construct that bolsters the process.

Dornyei stated that “[m]otivation energises human beings and provides
direction” (1998, 126). Nonetheless, the heterogeneity of students and their
diverse educational backgrounds implies a challenge for any teacher. The
connection between certain teaching methodologies and the level of enthusiasm
they arouse in learners should perhaps be the object of a new study, since
motivation is linked to learning styles and teaching methods, energy and the
desire to understand and learn.

Further research addressing this issue could extend the implications of this
study and complement it. Moreover, in spite of the fact that our investigation has
provided interesting results, it does have some limitations.

On the one hand, we have worked with self-reported measures, which may
have disrupted the answers with aspects such as social desirability (Holtgraves
2004). For this reason, future research in this line should include measures that
guarantee academic objectivity, for instance, academic marks.

Apart from that, more generalisable results would probably have been
obtained by restricting our sample to subjects showing the same proficiency level
in the use of the language. The fact that our respondents oscillated between
CEFRL LEVELS Al and C1 (Council of Europe 2001) likely affected the data,
since, as the the degree of difficulty in the L2 increases, levels of motivation,
anxiety and burnout may also rise due to boredom and tediousness (Salmela-
Aro et al. 2009). Of course, the opposite may occur when the invididual feels
autonomous and linguistically-competent. The relevance of these variables would
deserve particular attention in future research.

Be that as it may, today there is a consensus that English is perceived as a
valuable subject both in the learners’ university studies and professional career.
They even admit its “high practical value” (Wong 2014, 47). As teachers, we
know we cannot achieve the same level of effectiveness for every student in every
type of learning activity in the teaching of EFL. Students’ motivation will have
important repercussions on their learning process if we help them to identify
their most efficient learning strategies (Bonney et al. 2008; Kim and Kim 2021).
That should be our main aim.
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