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Abstract
In this increasingly globalized Japanese society, many Japanese learners of English take
English education, especially at tertiary level, for granted. Some students believe that having
high English proficiency will help them advance their future careers, and some feel that
sufficient English proficiency is simply a basic requirement to get a job. However, many
current university students believe that English proficiency may not even be enough to sell
themselves in order to get a job. For such reasons, students at Kanda University of
International Studies choose to study multiple languages. It is crucial for learners to have
motivation for learning languages, as Dérnyei (2005) pointed out that learners’ motivation
is a fundamental component in initiating and continuing learning. Albeit, not many
researches have studied motivation with learners who study more than two languages at the
same time. Therefore, the researcher aims to shed light on double-major freshman students’
motivation for learning English. This is a continuing study of the research conducted in 2015
with sophomore students at Kanda University. This pilot case study was conducted for ten
weeks, and data was collected using multiple instruments. Then, the data was analyzed
qualitatively using Dornyei’s (2005) L2 motivational self system and recent literature on
demotivation. The results from this study will be discussed in relation to the immediate

learning environment and the future pedagogical implications.

At the tertiary educational institution where the researcher teaches English, 33.4% of
freshman students majored in a foreign language other than English in the 2017 school year
(Kanda University of International Studies, 2017). Some students’ focus may be on pursuing
their study of a non-English foreign language only and others may have the goal of becoming

multilingual. Needless to say, freshman students enter university with different backgrounds as
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well as goals and motivation. Regardless of their goals in language learning, students also need
to enroll in mandatory English courses. In other words, for the students to graduate from the
university they need to pass all the core English classes in addition to fulfilling other foreign
language requirements.

For the students to successfully complete their degree, they need to have sufficient
motivation in both language learning, as Taguchi (2013) emphasizes that motivation is “one of
the key factors that determine foreign/second language (L2) success” (p. 169). Furthermore, if
freshman students start learning a foreign language with low motivation, the motivation level
tends to remain low and they may not succeed in language acquisition — and vice-versa for
those who are highly motivated (Ushioda, 2013). Considering these concerns, it is crucial to
understand university freshman students’ motivation in learning English and another foreign
language. Several studies revealed that freshman students tend to feel negatively about learning
English. For instance, Warrington and Jeffery (2005) discovered that they “become confused
or overwhelmed” by the different teaching styles in high school and university (p. 320).
Another example is the tendency of freshmen experiencing demotivation (Sawyer, 2007). In
previous researches concerning language learning motivation and demotivation, as far as the
researcher can ascertain, there are no studies conducted on the topic with Japanese multiple
language learners who study two foreign languages at once.

This research aims to explore multi-languages learners’ motivation in light of Dérnyei’s
(2005) L2 Motivational Self System and demotivation in learning English in their freshman
year at a private university in Japan. It is important to note this is an institutionally funded

research, and is a continuous study of Fukawa (2015) with a different group of students.
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Literature Review
Motivation

As mentioned above, studying motivation is an important aspect in language learning.
Dornyei (2007) emphasizes that motivation is the most powerful source to initiate and sustain
the long and dynamic process of language learning. When exploring motivation, it is also
important “to try to understand what learning English means for students, and how they see
English fitting into or not fitting into their personal system of values, goals and identities”
(Ushioda, 2013, p. 9) especially when learners are studying two foreign languages at the same
time. It is dangerous to assume that all Japanese university students are willing to study English
(Kikuchi, 2015).

According to Dornyei’s (2005) framework of L2 Motivational Self System, motivation
can be classified into three categories: Ideal L2 Self (IL2S), Ought-to L2 Self (OL2S), and L2
Learning Experience (L2LE). The IL2S is a motivation that works with a learner’s strive to fill
the gap between their future self image as the target language user and the current self. The
OL2S concerns more external aspects of motivation. Learners who are driven by such
motivation take an action because they feel that they ought to “meet [other’s people’s]
expectations [on them] and to avoid possible negative outcomes” (p. 29). The L2LE focuses on
the learning environment as well as experiences of a learner including “the impact of the teacher,
the curriculum, the peer group, and the experience of success” (p. 29). He went on to describe
six preconditions that learners need to have to activate their motivation: “availability of a future
self image, perceived plausibility, harmony between ideal and ought-to selves,
activation/priming, procedural strategies, and offset impact of a feared self” (Dornyei, 2009, p.
18).

As shown in Hamada’s (2014) study, a vivid IL2S is a strong motivation for language

learning. When Irie and Brewster (2013) studied Japanese university students’ IL2S images,
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they found that different learners have different vividness of their IL2S images. In Fukawa’s
study (2015) none of the five participants reported their vivid IL2S images, and a similar
finding was reported in MacWhinnie and Mitchell’s (2017) study with Japanese university
students. Irie and Brewster (2013) also pointed out the important relationship of having past
life experience in order to create IL2S images. As they suggest, if one does not have a rich
enough experience, the lack of experience may result in failing to develop an IL2S image. On
the same line of thought, Taguchi (2013) introduced two different categories of IL2S: the
Personally Agreeable English-Speaking Self (PAESS) and Professionally Successful English-
Using Self (PSEUS). The former concerns the more communicative purpose of using English
in one’s imagined future self, and the latter focuses more on the career or academic success
using the target language. For that reason, learners who only have a PAESS may put little effort
into learning the language, because not actualizing the PAESS does not affect learners’ career
goals or directions. Furthermore, not becoming the PAESS does not create sufficient feared-
self image (i.e., a fearful negative consequence) which is one of six preconditions that motivates
a learner. Taguchi (2013) concluded that “[u]nless learners are driven by career or study
prospects, they are not fully motivated to study English” (p. 183).

In studies of the relationship between learners’ classroom language preference and their
IL2S images, interesting findings are reported. MacWhinnie and Mitchell (2017) studied how
anxiety and motivation are related among Japanese university students studying English, and
reported that English-medium education may motivate students. Furthermore, Lee and Lo
(2017) focused on Korean university students’ language preference in their English classes,
and concluded that learners who are motivated by their IL2S showed their preference for
English-only instruction and those driven by the OL2S did not show clear preference for a
classroom language. As a limitation of their study, they noted that the data may not be

generalizable outside of the scope of their teaching context.
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As for the OL2S, Hamada (2014) questions its influence on one’s motivation, because
amongst second year university students their OL2S “appears not to predict motivation at all
for these learners” (p. 169). The last aspect, the L2LE in the L2 Motivational Self System is
the least studied category, therefore according to Dornyei (2005) the area needs to be further
investigated. This area is studied more extensively in studies of demotivation therefore,
learning-experience related literatures will be introduced in relation to demotivation in the

following section.

Demotivation

According to Kikuchi (2011, as cited in Kikuchi 2015), demotivation is defined as “the
specific internal and external forces that reduce or diminish the motivational basis of a
behavioral intention or an ongoing action” (Kikuchi, 2015, p. 3). The concept is different from
amotivation which is a feeling of helplessness learners have when they “may start to question
the usefulness of engaging in the activity in the first place” (Vallerand & Ratelle, 2002, p. 43).

In the last decade, various demotivation-related studies were conducted in Japan and
multiple demotivators were found. For example, in Hamada’s (2011) study, the results showed
that tests, the nature of English, reduced self-confidence, and textbooks affected junior high
school students’ motivation negatively. On the other hand, reduced self-confidence, lesson
style, and textbooks were reported as high school students’ demotivators. From the interview
data, he also found that the practicality of the lesson content, in other words, the “applicability
to their daily lives” seems to be a key component in understanding demotivation (Hamada,
2011, p. 32). In a more recent study by Kukuchi’s (2015) with college freshmen in the nursing
major, he noted that one of their demotivators seemed to be their part-time jobs that cause
exhaustion.

Kikuchi (2015) also mentioned that the influence of peers could become a demotivator
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and the aspect needs to be further studied as explained below:

In order to get along well with their classmates, some students study hard and some do

not. If an active language learner with a strong goal to be a fluent speaker of the target

language is surrounded by classmates who do not want to communicate in the target
language, this may become a demotivator, and the learner’s diminished motivation can
also affect other learners’ motivation. Motivators and demotivators can come from

peers in class. This interaction may be important to study. (p. 24)

Although the study of motivation and demotivation tends to be discussed in dichotomy,
either motivated or demotivated, Kikuchi (2015) also found that there are learners who are
neither motivated nor demotivated. They are called ambivalent learners. People who perceive
English as not necessary “are ambivalent about setting aside time to study the language”
(Kikuchi, 2005, p. 127).

Furthermore, Kikuchi and Sakai (2016) investigated Japanese junior high school students
and found out that one’s motivator could work as a demotivator for another learner. One
example of which is a learner’s experience of failure in language learning, which could be
interpreted as a demotivator for many learners, but is functioned as a motivator for the specific
learner.

Kikuchi (2015) stressed a need of a demotivation study with university freshmen and said
“there is a lack of research exploring students’ first-year experiences in studying foreign

languages” (p. 104). Therefore, this study aims to provide insight of freshmen’s demotivators.

Method
Research Design
In order to explore students’ motivation and demotivation, a mixed method study using

different data collection methods was adopted. After reviewing the literature on motivation and
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demotivation, the research questions from the study conducted by Fukawa (2015) were adapted,
and are as follows:
1. What motivation or demotivation do Thai-English major students have for learning
English?
2. If motivation changes, what do Thai-English major students report as factors that
influence their motivation toward learning English?

To answer these questions, this study was conducted in a qualitative ethnographic case study.

Participants

Five participants majoring in the Thai language were recruited from a small private
university in Chiba, Japan. Freshmen with diverse background were asked to participate in this
study to show the unique student body at the university. They were chosen based on their
willingness to participate in the research project and availability in their weekly academic
schedule for interviews.

Of five students, two were half-Thai and half-Japanese and other three were full Japanese
who had lived in Bangkok for a few years. As for gender, two were male and three were female.

In order to protect their identities, pseudonyms were given to the students.

Data Collection

Prior to conducting the research, the participants joined an information session, and the
researcher explained the purpose and procedure of the research. They all agreed to join the
project, and signed a consent form. Each participant was compensated approximately 800 yen
per hour by the research institute at the university.

The data was collected via the following methods: an initial questionnaire, weekly focus

group interviews, individual interviews, and daily journal entries. The questionnaire was
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originally created by Dérnyei and Taguchi (2010) and modified by Fukawa (2015) to collect
the basic student information and gain an idea of their motivation (See Appendix). In the daily
journal, participants wrote down (1) language learning-related events in and outside of classes,
(2) if their motivation changed positively (i.e., motivated), negatively (i.e., demotivated), or
remained same, and (3) what they thought was a factor affecting their motivation. In the weekly
focus group interview the participants were told to reflect on their language learning experience
in the past week using their journal entries, and discussed comments shared in the interviews.
The interview sessions were conducted in the most comfortable language reported by the
participants, Japanese. The sessions were audio and video recorded, and were transcribed by
the researcher. Based on the focus group interview transcriptions, the researcher conducted
hour-long semi-structured individual interviews every three weeks to clarify and obtain richer
information of the recorded data in the journal and the focus group interviews. The individual
interviews were also conducted in Japanese, and the data was transcribed by the researcher.
The data collection period was from Week 5 (mid-May) to Week 15 (late-July) in the first

semester of their freshman year in 2015.

Data Analysis

After all the qualitative data was collected and transcribed, the researcher reviewed them
multiple times to find repeatedly emerging keywords and categorized them in themes. Then,
examples from the data to best describe each theme were listed. Finally, the themes and
examples were compared and analyzed with the previous research findings. Excerpts provided

in the results were translated from Japanese to English by the researcher.

Results

After reviewing all the qualitative data, it was found that the five participants could be
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categorized into two groups based on their reported motivation levels. The first group is the
more motivated group who could describe their IL2S images with different vividness. The
second group is the ambivalent group who did not report clear future self images or strong
demotivation. Some motivation patterns appeared in two different groups. Therefore, first, each
participant’s motivation will be described. The examples of the themes that emerged from the

data from each group will follow. Lastly, reported demotivators will be presented.

Motivation

Data from the Motivated Group. The motivated group consists of three learners: Hikaru,
Shingo, and Keiko. Hikaru, a male student who is full Japanese, has a clear IL2S image that he
wants to become a high school English teacher. The image was created based on the teacher he
had when he was in high school. He believes that thanks to all the help he received from the
teacher, he became who he is, and worships the teacher as a mentor. He wishes to become a
skillful teacher so that he can make the mentor happy. In other words, he has a clear image of
his feared-self: if he does not make his wish come true, he will disappoint his mentor. Shingo,
who is also a male and full Japanese, expressed the importance of having high command of
English to obtain a good job in Thailand in the future. He explained the reason in relation to
his father’s experience of working in Thailand, who told him English was the preferred
language among workers in Thailand. For that reason, he aims to improve his communication
skills. Keiko is an internally motivated and internationally minded full Japanese female student.
She enjoys language learning and believes that only being able to speak English is not enough
for obtaining a good job since everyone can speak the language nowadays. However, she did
not share a clear future image in relation to a job and expressed that her current goal is to be
able to speak English with native speakers. These three participants expressed that the

experience of failure, experience of success, and perceived applicability of lesson content to
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real life were motivators.

They all faced failure in language learning, such as having a bad discussion in class
because he or she could not provide ideas, describe ideas well, or accurately listen to what is
being said. Hikaru described the experience in his journal entry that even when he failed the
listening activity, he felt motivated after the activity. He further explained the reasoning behind
it in an individual interview:

Hikaru: If T was listening to a recorded audio in Japanese, even if the sound quality was

bad I could still comprehend the contents. Something like that. If I have a high listening

skill, T should be able to listen to what is being said regardless of the sound quality. I

have been wanting to improve my listening skill. If T cannot hear what my conversation

partner is saying, I will not be able to respond to him/her.

As for the experience of success, Keiko and Shingo shared their experiences. In Keiko’s
situation, she was praised by her English teacher when the teacher saw her vocabulary list that
was not part of the class activity. She was making her own vocabulary list for her own sake.
Shingo gave a final presentation in his class and his presentation was voted as the best. They
expressed that the external positive evaluations on their learning methods gave them
reaffirmation that the approaches they took to studying English were effective.

Perceived applicability of lesson contents was expressed to be a motivator by all three.
Hikaru and Shingo used examples from their elective English course where they studied
pragmatics, and said that what they learned can be applied to their real life. Therefore, all the
expressions they learned were quite motivating. On the other hand, Keiko viewed practicality
in both past and future experience. In other words, she can analyze the applicability and relate
lesson contents to the time when she could have used the knowledge and when she may be able
to use in the future.

Data from the Ambivalent Group. Saki and Manami seemed to be ambivalent in
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learning English in similar manners. They are both half-Thai half-Japanese female students.
Saki currently does not have a future dream, and she only perceived an importance of learning
English from her former dream of becoming a flight attendant. On the other hand, Manami did
not express her IL2S image with English language, but has a somewhat clear ideal self image
using Thai, based on her past experiences of frequently going to the Thai embassy in Tokyo
and seeing staff members using Thai and Japanese. She wants to become someone who uses
the two languages to support Thai residents in Japan. Furthermore, they both reported confusion
due to the gap in the teaching method between high school (e.g., explicit grammar instruction)
and the more communicative approach used in university that made them feel less confident in
English.

Then, they mentioned two motivation-related aspects. One is not to get bad grades because
they wish to study abroad in Thailand, and their GPA will be part of a screening criteria.
Another aspect is to realize their PAESSs. For Saki, she wishes to become able to watch her
favorite American movies without captions. Manami clearly expressed her disinterest in
learning business English and said that her goal is simply to have daily conversations
successfully. Their attitude toward English class is to merely get by each class without putting
extra effort into learning the language. Here are excerpts to exemplify their ambiguity of their
motivation.

Saki: I don’t mind learning English, but if I didn't have to take Freshman English course,

that would have been better.

Manami: If I could use magic power only once, I would choose to be able to use English

with the power. If I could be a proficient user of English without much effort, I’d like

to be one.

As can be seen in the above findings, two different groups of learners expressed different

motivators. In the following section, the five participants’ reported demotivators will be
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shown.

Demotivation

From the journal and interview data, four demotivators were reported. They are classmates’
use of L1 (i.e., Japanese) in group work, classmates’ unwillingness to work collaboratively in
groups, workload, and perceived lack of usefulness of class content.

The first demotivator, the L1 use, were reported by Hikaru and Shingo. They were both
aware of the functional usage of the L1 in the L2 learning environment, because they sometimes
use the L1 when they are not able to communicate in English. They called such situations as
“the emergency” because the classes were an English-only environment. However, excessive
and constant use of classmates’ L1 affected their motivation negatively. Hikaru and Shingo
shared a few reasons of demotivation when a group member spoke in the L1 in a group activity.
Firstly, Shingo felt he was expected to respond in the L1 and was not able to use English.
Secondly, Hikaru felt the amount of exposure to English was taken away by the L1 speakers.
Lastly, they were worried that their teachers may perceive their attitudes negatively only
because they are in the same groups with the ones who spoke the L1 which may result in
lowering Hikaru and Shingo’s grades.

Failing to work collaboratively with members in group work was reported as a
demotivator by Saki and Hikaru. They were in the same Freshman English (FE) class and,
according to them, members for group/pair activities were usually assigned by their teacher
based on where they sat in class. A few examples of which were obtained from when they were
preparing for pair/group presentations. Hikaru was in a group of three and two of the group
members did not take the presentation seriously and started speaking about irrelevant topics in
Japanese. Immediately after he heard the two talking in Japanese, he gave up on creating a

quality presentation as a group, and decided to focus only on perfecting his part. In preparation
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of Saki’s pair presentations, she had a partner who was uncooperative, had bad communication
skills, devalued Saki’s ideas, and had different presentation styles from Saki’s. She expressed
having bad partners was a demotivator.

The amount of school work seemed to be a demotivator for Manami. During the mid-term
season, a large amount of assignments were given by her FE teacher and was told to complete
the assignments within 10 days. She perceived that the allotted time was not enough to complete
the assignment considering other homework and exams for other language classes, and felt
demotivated.

Lastly, perceived lack of usefulness of class content was expressed as a demotivator by
Hikaru and Keiko. When Keiko wondered the usefulness of what was being taught in class she
got confused in how to approach the activity and kept wondering why she was working on the
activity. Hikaru showed his demotivation in the conversation exchanges in an interview more
strongly, and explained how useless it was to learn how to describe graphs:

Hikaru: (In class) I was questioning the purpose of studying how to describe number of

travelers (using graphs). There is no point.

Interviewer: Did your teacher explain the purpose?

Hikaru: No.

Interviewer: Did you ask your teacher why you had to do the activity?

Hikaru: No, I just did it anyway.

Interviewer: Do you usually ask questions to your teacher when you have questions?

Hikaru: If there is something that I don’t understand, I ask my teacher personally.

Interviewer: How about the unclear purpose?

Hikaru: I’'m not sure. But I don’t ask questions that are not beneficial to me. I was not

motivated in this activity.

In the qualitative data, the five participants described multiple motivators and demotivators.
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In the next section, the findings will be discussed in light of motivation and demotivation

literatures.

Discussion and Pedagogical Implications
Although findings from this study are not generalizable due to the sample size, it was
interesting to find out that two different motivation groups revealed different motivators. In this
section, the researcher will discuss only the main findings of this research due to the space

limitation and will provide pedagogical implications.

Vague Images of IL2S

As emphasized in previous literature, having a vivid IL2S image is a crucial part of
language learning success (Dornyei, 2005). The results revealed there are students with
different clarity of IL2S images with or without their images of Professionally Successful
English-Using Self (PSEUS), and some even did not have IL2S images. For teachers to support
learners’ successful language learning process, it is partially teachers’ responsibility to provide
opportunities for learners to become aware of their language learning motivation. This is
especially important for freshman students in foreign-language majors who may be enrolled in
English courses without understanding how the language can be important in his/her life.
Furthermore, teachers need to understand the possibility of having students who perceive
English is not important (Kikuchi, 2015). In addition, as Ushioda (2013) emphasized the
importance of understanding “how they [learners] see English fitting into or not fitting into
their personal system of values, goals and identities” (p.9), it is crucial for teachers to find out
how the second foreign language (i.e., Thai) is seen in the same way.

One of the methods is to enable learners to visualize themselves in the future incorporating

all the languages (i.e., L1, L2, and L3). These may include writing a Language Learner’s
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History or assigning a task to think, analyze, and share their future self images as multiple

language learners (MLL) (e.g., a presentation).

Usefulness of activities

Although course goals and topics covered in the Freshman English (FE) course are clearly
explained in the course syllabus, all the participants reported their uncertainty of what the FE
course is about. For learners who just finished high school where they were studying English
mainly for passing exams, the sudden change to a communicative approach could be confusing
(MacWhinnie & Mitchell, 2017). To avoid confusion, FE teachers can clearly explain the
differences between high school and university teaching approaches.

It was also found that unless each learner personally perceived class activities to be useful
to their lives, they may not be motivated. As Dornyei and Ushioda (2011) noted “one of the
most demotivating factors for learners is when they have to learn something that they cannot
see the point of because it has no seeming relevance whatsoever to their lives” (p. 116). As a
first step towards providing “useful” lesson contents to the learners, teachers need to understand
the relevance of the language to learners, which can be done by understanding their ideal MLL
described above. Another key is to adapt lesson contents to meet their needs. To do so, teachers
may be able to ask students what content and skills they believe they need to learn. Those
answers could be discussed in class with students, or all the answers could be discussed in FE
teachers’ meetings as part of a needs analysis. By tailoring class contents to students’ language
learning needs, teachers may be able to motivate learners or prevent students from feeling

demotivated.

L1 Use

Now, let us focus on the relationship between classmates’ L1 use in an English-only
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learning environment and demotivation. In existing literatures, classmates’ L1 use as a
demotivator has not been mentioned explicitly in a Japanese context. However, Kikuchi (2015)
noted a possibility of peer’s negative influence on other learner’s motivation. Moreover, Lee
and Lo (2017) found that Korean university students who were motivated by their IL2S images
preferred a L2 (i.e., English) only learning environment. Additionally, Aubrey (2014) explains
the relationship between the classroom experience and their intended effort by saying “the
classroom experience is strongly connected to how much energy learners are willing to exert
learning an L2” (p. 168). To prevent motivated learners from experiencing avoidable
demotivation, teachers should pay attention to the language(s) used in the classroom and control

the language use if L1 is overtly used by students.

The Amount of Assignments

Lastly, the number of assignments mentioned as a demotivator by Manami will be
discussed. It is true that many assignments are given to students at Kanda University, however
whether or not it is actually a demotivator is questionable. For one thing, the demotivator
variable was reported only by one ambivalent learner. Kikuchi (2015) states how sensitively
learners react to demotivators depends on their level of motivation. In other words, “[i]t is
possible that students who are more motivated are more able to self-regulate their cognitive and
emotional states when they encounter demotivators” (p. 60). It could be assumed that the reason
she perceived the variable as a demotivator is due to her low level of motivation. In addition to
her sensitivity to the demotivator, lack of time management skills may be an explanation. In
her individual interviews, she repeatedly mentioned how challenging it is to start working on
assignments, and how counterproductive it is to reduce sleeping time to complete assignments.
Because of the lack of time management skills, she may have felt overwhelmed by the amount

of assignments given over the course of time.
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Limitations
In this study, there were two limitations. First, due to the sample size, the results of this
study are not generalizable. Second, Japanese students who had no exposure to Thai
language/culture prior to entering the university could not participate in this research because
of their availability in their weekly schedule. In the future, studies with a larger number and
wider range of participants may give richer data to understand Japanese university multi-

language learners’ motivation and demotivation.

Conclusion

In this pilot case study, university students’ motivation and demotivation were investigated
with five participants who were studying English and Thai language at a private university in
Japan. The results revealed that learners with the IL2S images perceived the following factors
as motivators: the experience of failure or success, and perceived applicability of lesson content
to real life. Ambivalent learners were motivated to learn English so that they may be able to
actualize their Personally Agreeable English-Speaking Selves. As demotivators, classmates’
excessive use of Japanese language (i.e., L1) in group activities, classmates’ behaviors and
attitudes towards group work, assignments, and perceived lack of usefulness of class material
were described by the participants. The researcher hopes that more studies will be conducted

with multiple-language learners to reveal their motivation and demotivation.
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